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Nigel Harwood

Textbooks and instructional materials are at the heart of language
teaching and learning. Yet, as Samuda (2005: 232) argues, language
textbook and materials design is often mistakenly seen as unworthy of
serious study: the development of teaching materials is supposedly “an
essentially atheoretical activity”. However, materials writers can draw
on many theoretical models and frameworks to shape their product,
whether the materials in question are commercially produced textbooks
or teacher-designed worksheets for in-house use only. Similarly,
researchers evaluating materials can draw on an array of approaches
and methods to examine these products. Given the central role they
play in most language classrooms around the world, it is important to
study materials carefully and systematically to ensure their
effectiveness. Furthermore, existing textbook research has been
criticized for its lack of theoretical and methodological rigour (e.g.,
Harwood, 2010, 2014, 2017; Tomlinson, 2012) and there is thus a need
to extend and strengthen the research base in this area.

| argue it is important to study materials at three different levels—the
levels of content, consumption, and production—drawing on Gray
(2010) in differentiating thus. At the level of content, we can investigate
what materials include and exclude in terms of topic, pedagogy,
pragmatics, and culture. Unlike studies of content, which analyse
materials outside the classroom context (at the level of the
printed/photocopied page), at the level of consumption we can examine
how teachers and learners use materials. Studies of consumption are
important because the manner in which a teacher uses their materials
can deviate markedly from what is on the page of the textbook or the
worksheet, as teachers adapt, supplement, and/or omit activities and
exercises. Finally, at the level of production, we can investigate the
processes by which materials are shaped, authored, and distributed,

)| Researching textbooks and teaching materials in English for academic
purposes contexts: studies of content, consumption, and production

looking at materials writers’ experiences, the affordances and
constraints placed upon them by publishers or their institutions, and
the norms and values of the textbook industry as a whole.

Having explained and justified my three-level distinction, | present
examples of all three different types of research which focus on
English for Academic Purposes (EAP) textbooks and materials. In
order to exemplify textbook consumption research further, | focus on
a recently completed study located in EAP language centres at three
UK universities. The study involved eight experienced EAP teachers
and their students. Some teachers were using textbooks they or their
institutions had chosen; others were provided with in-house
materials; others still designed their own worksheets or sourced the
materials from a range of printed and online resources. Data
collection featured repeating observation-interview cycles, as |
interviewed teachers pre-observation about their lesson plans,
discussing what materials they planned to use and why, and then
observed the way the materials were implemented in class. During
post-observation interviews, teachers discussed and explained what
had happened, and the extent to which the way they had planned to
use the materials aligned with what they enacted. Some of the
learners were also interviewed to determine their beliefs about the
effective use of EAP materials in general and by their teacher in
particular. Similar to Wette’s (2009, 2010, 2011) studies of
experienced teachers’ textbook use, | found teachers’ plans to be
highly provisional, their use of materials mediated by the students’
responses which could not be fully predicted before the class began.
The implications of the findings of my research for EAP and ESP
textbook writers, publishers, and for teacher training programmes
will be discussed.
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{®=»®* Preparing for a new generation of learners —
l ‘5 Content and Language Integrated Learning

Starting in autumn 2018, the University of Applied Sciences Technikum
Wien will be seeing the influx of students born in the new millennium.
Billed as Gen Z, they were born into a world marked not only by the
omnipresence of mobile technology, but also by political, economic and
ecological crises. Furthermore, they have gone through an educational
system that often fails to deliver the skills they require in today’s fast-
paced world.

On a positive note, Gen Z comes with possess English language skills
that significantly exceed those of previous generations of students, as
they have benefited from the communicative approach that was widely
adopted in Austrian secondary schools in the 1990s, and from English-
language multi-media content available on the internet 24/7.

Thus, practising communicative skills and disseminating knowledge in
lecture form are no longer the approaches of choice. First, because
Gen Z students come with demonstrate language skills that qualify
them as independent users, and, second, because they are not patient
enough to absorb long-winded explanations. They prefer to draw on
non-traditional sources of information to construct — or deconstruct —
their ideas and concepts. However, this approach brings about three
major challenges for instructors.

The first challenge is the internet itself — a post-truth world where
useless, irrelevant, or deceptive facts are proliferating. Therefore, even
though Gen Z may be at ease with large amounts of data, they have
difficultya hard time picking choosing the pieces of useful, relevant and
trustworthy information they need for their class work. Furthermore,
they generally prefer a low level of challenge, and, therefore, they are
likely to come up with slipshod solutions rather than well-researched in-
depth information.

The next challenge is the skills gap that exists between those students
who regularly draw on English-language sources for their work as well
as entertainment, and those who do so more rarely or not at all. In
order to bridge that gap, the instructor has to be on the side of the
students, offering language support comparable to worksheets in the
old days. However, traditional worksheets may not be effective,

as students’ learning activities tend to be self-paced and short-term,
and often include cutting corners to get quick results. Therefore, we
need to design a support system that yields quick but sustainable
results by offering small portions of practice at a time. Moreover, it
should be motivating enough to make the students come back for
further learning.

The third challenge is to take the students’ mostly informal language
skills to a level that meets professional requirements. The ability to
shift registers becomes more important as students engage in more
complex tasks, both spoken and written. For this purpose, the
instructor has to guide them in the process of varying their language
use across contexts.

Guidance is necessary not only for students to develop advanced
communication skills, but also for leading them on the path towards
autonomous learning. Once students are autonomous learners, the
instructor needs to reinvent him/herself to accommodate the wants
and needs of Gen Z students. To do so, the instructor takes the
slippery path of:

» democratising the processes of designing, editing and completing
high-quality content;

* being involved as a team member, just as parents play games
together with their children;

+ learning from the students, just as adults learn about new apps
from their children; and

« acting not as a custodian, but as a constructive critic and authentic
evaluator.

Adopting these principles means leaving behind many traditional
concepts and values, which may be a difficult proposition for
experienced professionals. In the not-too-distant future, however,
student-centred approaches applied by tech-savvy instructors will
prevail, and Gen Z students will be change agents in learning and
teaching.
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Conference paper

Pre Departure Orientation (PDO): A journey through the
intercultural classroom

Janet Brown, MA and FH-Prof. Dr. Eithne Knappitsch

Carinthia University of Applied Sciences

Abstract

The workshop aims to provide university teachers with practical tools to help create a more inclusive
learning environment; one that will inspire and motivate students to reach both their personal and
professional potential. Key factors influencing active student engagement and learning will be
identified and strategies provided for dealing with the challenges of the diverse classroom and for
improving performance.

Intercultural Management BROWN/KNAPPITSCH 1
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The Intercultural Classroom

This following paper is based on the premise that “students learn best when they are active agents in
their own learning” (Brown, 2016 in Rolls et al. 2018, p. viii) and addresses the question of how a
diverse and intercultural classroom may impact the teaching and learning process, especially with
respect to student motivation and performance. This paper aims to highlight the role of the teacher in
fostering student success, especially with respect to choice of content, teaching and assessment
methods. This paper concludes by presenting possible teaching strategies for dealing with the
challenges of the intercultural classroom and hopes to help educators create a more collaborative and
effective face-to-face learning environment.

While many universities today are offering English-taught programs as part of their
internationalization strategy, this is not always accompanied by an awareness of how the resultant
intercultural classes may affect the teaching and learning process. Nor does targeted training take
place for lecturers teaching through the medium of English. Based on the experiences gained within
our own university context, it appears that the willingness to teach through English as a medium of
instruction may be limited as often little time or resources are available to support staff teaching
through a foreign language. This paper hopes to address some of the concerns which teaching staff
on international programs face.

From an intercultural perspective, we are aware of some of the challenges which colleagues face not
only teaching through a foreign language, in this case English, but in a classroom where English is a
foreign language often for all participants. Language is “inextricably linked with who we are and
perceived to be” (Montgomery, 2010, p. 36) and how we are understood. As with any intercultural
context, lack of intercultural awareness and training can significantly influence the effectiveness of
interaction in the intercultural classroom, irrespective of teaching expertise and experience. The
intercultural classroom creates a new and often unknown context with numerous variables
influencing the learning space, not least of all the culture of its participants. Consequently, this paper
will also argue that the effective teacher of the intercultural classroom must ideally be both an
effective teacher and an effective intercultural communicator.

This paper is aimed at teachers whose diverse classrooms result primarily from different cultural and
linguistic backgrounds, as well as different academic and personal backgrounds, comprising what we
frequently call local and international students, who have chosen to complete a university degree
often away from home and in a different language. Nonetheless, the suggestions made in this paper
can certainly be applied to diverse classrooms, in general.

The diverse classroom brings with it diverse skills, experiences and perspectives. The inclusive
classroom aims to embrace and gain value from diversity to enrich the learning experience and might
be considered a valuable goal for all our classrooms in today’s diverse world. We strongly support
the view that “student diversity is no barrier to successful learning, provided that teaching strategies
place enough emphasis on language and communication” (Montgomery, 2010, pp. ix). Hence,
teaching in an inclusive intercultural classroom requires planning, frequent reflection and adaptation
as well as a shifting of perspectives by both the learner and teacher to further the knowledge, skills
and attitudes required to ensure a positive learning environment for its participants.

Intercultural Management BROWN/KNAPPITSCH 2
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Key factors influencing active student engagement and learning
Learning
“Students learn more when they are actively engaged with the work.”

This is the first of fourteen principles for good learning (Angelo, 1993 as cited by Rolls, Northedge
and Chambers, 2018, p. 17), which supports the claim that successful engagement increases
motivation, “[...] is @ means, not an end” (Shor, 1992, p. 51 in McMahon/Zyngier) and empowers
students to influence their curriculum (Rolls et al, 2018) and learning process.

Yet to understand what influences active student engagement, it is beneficial to reflect upon what
influences learning to help raise teachers’ awareness of what the learning challenges are which
learners face today. Tokuhama-Espinosa (2014) writes extensively about ‘Making Classrooms
Better’ and how we can better understand learning processes through wider understanding of our
brain processes. She argues that student success is primarily influenced by three factors, namely,
“strong learning communities, great teachers, and the influence of a student’s own biology” (p.
xxxvii), with the teacher frequently cited as playing the most significant role. This supports our claim
that teachers can actively influence the learning outcome and benefit from support to provide quality
teaching and promote positive learning communities, especially in the intercultural classroom.

According to Bennett (2013), culture is the process of coordinating meaning and action. Hence, the
key to furthering student success in the intercultural classroom is creating an atmosphere which
allows learner and teacher to co-create meaningful interaction. As learning is a social activity and
the brain is a social organ which relies on social interactions to understand social situations, if we
had a choice, we would choose to learn in groups (Tokuhama-Espinosa, 2014). Rolls et al. (2018)
agree that social integration, and being part of a learning community, is one of the major influences
of the learning process. As members of a learning community, we learn and share in a new culture, a
new language, develop a new identity and learn how to belong. As social creatures within this
community, we learn about ourselves and others by comparing ourselves to each other, thereby
fostering more positive interaction and stronger relations.

Classroom relations and “[g]etting to know your students has been shown to be a key factor in
student success” (Devlin et al., 2012 in Tolhurst/Bolton, 2018, p. 180). Feeling part of a community
and feeling a sense of belonging has a positive impact on academic performance (Rolls et al., 2018,
Tokuhama-Espinosa, 2014, Williams/Williams, 2011, McMahon/Zyngier, 2009). Strong teacher-
student relations foster student-centered classrooms, which promote greater student success than
teacher-centered traditional classrooms (Tokahama-Espinosa, 2014) and boost self-confidence,
motivation and commitment. Encouraging collaborative support and sharing responsibility can partly
shift learning responsibility from the teacher to the learner and help to build trust, openness and
goodwill in the classroom.

Similarly, misconceptions and stereotypes about fellow students, including attitudes about their
learning experiences or motives can hinder the formation of a collaborative learning culture and our
ability to communicate with ‘the other’ (Montgomery, 2010). Consequently, the classroom should be
set up in such a way that students (and the teacher) can engage and interact easily with each other
face-to-face. This feeling of respect and community and emotional connection in turn helps
classroom management and reduces the need for disciplinary action. This may allow for classroom
opportunities and challenges to turn into learning opportunities (Tokuhama-Espinosa, 2014).

Clearly, within the intercultural classroom our ability to communicate across cultures is critical and it
is important to be aware of the “ineffective[ness] of unconscious and ethnocentric communication

Intercultural Management BROWN/KNAPPITSCH 3
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across cultural contexts” (Bennett, 2013, p. 5). In other words, within the intercultural classroom, we
must develop our intercultural sensitivity and our ability to engage in conscious interculturally
appropriate communication that is adapted to each other and our learning context. This will help to
ensure that staff and student expectations are clear and should be regularly clarified and learning
experiences reflected upon to allow teachers to adapt materials and methodologies accordingly.

The Teacher

Not only do strong class relations and learning communities affect learning outcomes, but also more
specifically the teacher inspires us to learn more (Williams and Williams, 2011). We all remember
our favorite teacher, who managed to motivate us more than other teachers could; activating us with
passion for their subject matter and knowing us better than other teachers did, responding to our
needs and enabling us to learn more through quality teaching. And we do, it seems, learn more, from
teachers we like than teachers we dislike (Tolhurst/Bolton, 2018, Tokuhama-Espinosa, 2014;
Williams/Williams, 2011). Fortunately, students benefit from having many sources of motivation as
motivation affects all learners, yet each individual learner is motivated differently (Tokuhama-
Espinosa, 2014).

According to Williams and Williams (2011), the teacher is one of five factors which affect student
motivation, as well as the student themselves, course content, teaching methodology, and the
learning environment. This calls for a differentiated approach to teaching, where the teacher knows
their students well enough to employ activities adapted to the learners’ developmental stage and
readiness for learning. McMahon and Zyngier (2009, p. 164) cite Hattie, who argues that it is the
teacher who is responsible for up to 30% of student achievement, reiterating that “it is what teachers
know, do, and care about which is very powerful in this learning equation” (Hattie, 2003, p. 2).

“Being approachable, available and helpful have also been shown to be key factors in student
success” (Devlin et al., 2012 in Tolhurst/Bolton, 2018, p.190) based on students feeling supported
which encourages learners to ask for support. A good teacher cares and offers support in and outside
of the classroom (McMahon/Zyngier, 2009, Tokahama-Espinosa, 2014, Rolls et al, 2018). However,
education is much more than a personality contest. The role of teachers seems to be shifting from
being preprogrammed knowledge dispensers to managers of student learning and the learning
environment (Williams/Williams, 2011).

Although most teachers enjoy their work and student interaction, it is also a fact that expectations are
high. Teachers are “expected to enable [students] to succeed” (Montgomery, 2014, p. 5), irrespective
of workload and often frustrating circumstances. Others are not sure how to create an engaging
learning environment and feel anxious in front of their students. Fortunately, new circumstances and
more diverse classrooms can provide teachers with an opportunity to embrace change and become
great teachers who shift responsibility for learning from teacher to learner by engaging with the
learner and enabling them to actively contribute to the curriculum, its goals and how it is covered.

This paper takes a constructivist approach, assuming that the learning process is an ongoing
constructivist process (see Principle 4 of principles which great teachers know in Tokuhama-
Espinosa, 2014, pp. 24). In other words, active learning and developing new knowledge results from
activating and building on existing knowledge and experience. Learning is not a passive and
receptive process but takes place in stages facilitated through our language, the task and the context.
The good teacher will ensure that the materials and methods employed relate to real life as this
promotes learning and recall (Tokuhama-Espinosa, 2014) and that complexity is adapted to match
student readiness, like scaffolding (Wood/Brunner, 1976 in Rolls, 2018). For example, reducing
complexity of language by using familiar concrete language and explaining concepts in more than
one way to build a bridge to more unfamiliar and complex concepts and academic discourse.

Intercultural Management BROWN/KNAPPITSCH 4
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This, of course, assumes that the good teacher knows their students (Rolls et al., 2018, Tokuhama-
Espinosa, 2014, Williams/Williams, 2011), including their needs and can link the content, learning
objective and methodology to the cognitive, social, emotional and physical stage of development of
their individual learners because “if we don’t know our students, we will never fulfill their potential
to learn” (Tolhurst/Bolton, 2018, p. 28). Good teachers reflect upon the success of their classes in
relation to the focus, goals and purpose as defined for the class and subsequent classes and support
materials are adapted accordingly (Rolls et al., 2018).

Rolls et al (2018, pp. 20) see the teacher as a “mentor, guide and expert”, whose role involves
stimulating discussion and engaging students in dialogue, enabling them to express themselves
through ongoing support. It is advised to “take pleasure in your relationship with students” (p. 20), to
communicate, listen, respond and adjust. Practice can improve our relationships with our students as
can remembering “you teach the student not the subject”. (p.20)

Content and the curriculum
This brings us to the question of curriculum. Tolhurt and Bolton (2018) claim that:

“The first step towards building an inclusive learning environment involves designing a
curriculum that is meaningful and accessible to all students [...] which [...] can be
characterised as one with clear goals and intellectual challenge, which is student-focused,
explicit and relevant, and embeds intentional support.” (p. 181)

The great teacher designs an “authentic curriculum which connects to the lived experiences of all
students [...] that is relevant to their lives and interests taught by caring educators with a passion for
teaching and respect for their students” (McMahon/Zybier, 2009, p. 176).

Effective activities ideally consider the different abilities, past experiences and existing knowledge
of the learners, are neither too hard nor too easy, but challenging and support the learning process by
being “active, social, collaborative, and authentic” (Tokihama-Espinosa, 2014, p. 238). Learning is
enhanced by challenge and inhibited by threat (Tokihama-Espinosa, 2014), which means that
challenging tasks keep students activated, while fear and anxiety hinder learning. For example,
simply reading and contemplating a text will not focus students’ attention as much as creating an
intriguing task and specific questions to accompany the reading and stimulate reflection and analysis.

According to Northedge (2018), well-designed materials activate thinking, have clearly defined
learning outcomes and instructions, formulate engaging and meaningful questions and offer feedback
to ensure students remain motivated. New ideas and theory are best introduced once students’
thinking has been activated and is focused on the subject matter to construct new knowledge in
dialogue with the academic community.

This is why it is important to ensure that classroom materials, examples and visuals incorporate a
variety of contexts relevant to your students’ backgrounds and interests. Assignments and tasks will
incorporate their diverse backgrounds, yet beware of over-generalizations and stereotyping. Perhaps
allowing students to engage in discussions in their native language may be appropriate depending on
the aim of the exercise, for example, to share experiences and build a more comfortable collaborative
atmosphere.

“Learning happens as a by-product of participating meaningfully in knowledgeable discourse” (p.
77) and it is the activities which enable meaningful participation. Rather than designing a course
around a list of topics, one recommendation is to consider how to develop ideas through a series of
cases (Northedge, 2018).

Intercultural Management BROWN/KNAPPITSCH 5



aversny | 29O © @ KARNTEN
. . OF APPLIED .. ...
WORKSHOP: PDO: A journey through the intercultural classroom ek | @

Methodology

Milton Bennett defines culture as telling us what to pay attention to (Bennett, 2013). Within our
university culture, the teacher is responsible for sharing with students what to pay attention to and
what is acceptable and expected within their university teaching and learning culture. The teacher
mediates student thinking and knowledge acquisition by creating opportunities to find meaning and
make sense of the world together in relation to a clearly defined and communicated purpose and
focus (Rolls et al., 2018). “The search for meaning is innate in human nature” (Tokuhama-Espinosa,
2014), which is why asking the right questions and allowing enough time to reflect upon those
questions and formulate personalized answers to the problems discussed can lead to deeper learning
and understanding.

This can easily be done by sharing good practice examples. Northedge (2018, pp. 64) shares a claim
by Deyck (1994, p. 40) with us: “One way to improve teaching and learning is to improve the
examples we use so that they more effectively communicate difficult concepts.” Northedge argues
that it is these good (and diverse) examples which should act as the basis of our teaching and support
the teaching-learning dialogue. New ideas and methods as well as new ways of understanding
support thinking and knowledge development as our brain seeks novelty (Tokuhama-Espinosa,
2014).

We learn through our senses and emotions are critical to learning (Tokuhama-Espinosa, 2014), so it
is important to use a variety of examples and methods to encourage student engagement and use
positive emotions and praise to reinforce positive behavior and learning.

Testing, Evaluation and Assessment

It is important to ensure that enough time is allocated not only to cover course content, but to use a
variety of teaching methods and forms of assessment to ensure that academic discourse skills are
developed. Unfortunately, “[w]e haven’t managed to match our evaluation systems to the types of
skills we hope to cultivate in society” (Tokuhama-Espinosa, 2014, p. 264), which is why it is
important we consider new forms of assessment.

According to Tokuhama-Espinosa (2014), we should ideally be spending valuable class and contact
time on furthering learners’ ability to direct and reflect on their own learning and guide learners to
fulfill their individual learning aims. Understanding the learners and their backgrounds can help to
understand their learning needs and feed into the development of course materials as well as building
on strengths and supporting weaknesses identified through effective assessment and communicated
through effective feedback.

Tolhurst and Bolton (2018) write about how to support diversity in the university classroom and
emphasize the importance of fair assessment which promotes independent learning and values the
strengths of a diverse classroom. There must be a clear connection between the assessment task and
learning goal. Assessment should serve to develop skills and knowledge and be manageable in the
time allocated. Additional time should be found at regular intervals for student feedback on course
design and delivery to promote student inclusion and learn about the teaching. Student feedback can
be used to further develop class strengths and take corrective action regarding areas of concern.

An assessment task must encourage inquiry to foster deep thinking, for example, applying learning to
a case study. To obtain optimal results from an assessment tool, Tolhurst and Bolton (2018, pp. 194)
make the following recommendations:

Intercultural Management BROWN/KNAPPITSCH 6
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BEFORE the assessment deadline:

o Provide a model of the task
o Be explicit about assessment criteria

o Build in a draft version, including feedback, to ensure students are clear about purpose,
structure and expectations

o Allow students to assess the strengths and weaknesses of their own work, or give feedback on
peer’s work

AFTER the assessment deadline:

o Provide specific feedback on task content and structure
o Identify weaknesses with coherence, providing sample version of part

o Ask student to identify plan of action to improve performance based on teacher feedback,
focusing on most important points

o Allow student to repeat task to ensure teacher feedback “has immediate relevance”.
Poor performance

Tolhurst/Bolton (2018) see plagiarism and other forms of cheating or absence as a possible coping
mechanism employed when faced with challenging content, processes, or schedules associated with
formal learning (Moore, Armstrong, and Pearson, 2008). This in turn may be a sign that it is indeed
the teacher and/or the educational institution “failing to enable the student to achieve their potential”
(McMahon/Zyngier, 2009, p. 165).

Montgomery (2010) further raises awareness of cultural differences in our understanding of concepts
such as plagiarism and cheating (p. 35) as rules are context-specific and not always explicit or clearly
understood and need to be learned, by both home and international learners. According to Leask
(2004, as cited in Montgomery, 2010, p. 35), there is no evidence of international students
plagiarizing more than home students. Montgomery calls for reflection and changes in our teaching,
learning and assessment policies rather than over-simplified “blame-shifting”.

While student success is often associated with great teachers, student failure or “lack of student
engagement” is frequently linked to the student (McMahon/Zyngier, 2009). McMahon and Zyngier
(2009, p. 167) warn of the lack of “student voice” in developing curricula with critical voices
generally considered “disruptive [..] or disengaged” and often belonging to marginalized students.
Considering that teachers and learners must both believe in their ability to learn (Tokuhama-
Espinosa, 2014), one might draw the conclusion that lack of such belief could lead to disengagement.

The teacher’s perception of student ability has also been found to be related to language proficiency
(Montgomery, 2010). It was found that poor language proficiency was often linked to the perception
of lack of subject knowledge and poor academic ability (p. 36).

Intercultural Management BROWN/KNAPPITSCH 7
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Teaching Strategies to Promote Learning

The world as we  have created it is a  process of our  thinking.
It cannot be changed without changing our thinking.

Albert Einstein
Student engagement

Active student engagement is believed to be one of the key principles of effective teaching and
learning (Tokuhoma-Espinosa, 2014), whereby “an engaged classroom is like a suspense film,
keeping students hooked throughout the entire class period” (p. 242). Student involvement motivates
student learning. McMahon and Zyngier (2009) argue that student engagement serves four purposes:
firstly, to “re-engage alienated students by providing them with a stronger sense of ownership”
(Mitra, 2003, p. 290), secondly, to bring student “knowledge and perspectives” into the classroom
(Mitra, 2006, p. 459), thirdly, “involving students” shifts the blame for failure away from students
(Mitra, 2006, p. 459), and fourthly, “enables young people to develop positive identities as learners”
(Ruddick and Dimitriou, 2003) (p. 168). These arguments strongly support the demands placed on
the intercultural classroom.

Intercultural sensitivity

To conclude, this paper has looked at how student engagement can improve our teaching and
learning in the intercultural classroom. Furthermore, we would like to highlight the importance of
mindset and attitudes towards the learner and their potential. As we have learnt, the teaching-learning
process is “a meeting of minds” (Montgomery, 2010, p. 5) and our attitudes towards our students’
ability to learn are fundamental to learning. However, the level of competence which we aspire to or
expect our students to aspire to may no longer be realistic and conform with today’s globalized
campus and living space.

Montgomery cites Kramsch (1998, p. 30) who argues that the native mono-linguistic mono-cultural
speaker is a “slowly disappearing species or nationalistic myth” and she would like to see a world
where “we make the intercultural speaker the unmarked form” where “intercultural learning become
the norm [and goal] of the internationalized university” for all students.

Montgomery is a strong proponent of intercultural learning and its integral role in promoting
“innovative and collaborative teaching and learning environments” (p. 40). Montgomery expresses
some concern over our feelings of superiority in the West, and how we are failing to see the
complexity and diversity of our higher educational systems. What we need is a new perspective on
learning and the internationalization of higher education. Montgomery does not support conforming
to the practices of the dominant culture, but rather favors “interactive pedagogies” which take a
collaborative approach and critically reflect each other’s backgrounds as a valuable component of the
curriculum.

We need to be enabling more meaningful and authentic intercultural interaction and move away from
an oversimplified view of ‘us and them’, ‘home and international’ students and allow for
“troublesome space[s]” to form, where transformative learning takes place through
misunderstandings and reflection (Montgomery, 2010, p. 132). “People who have a great degree of
openness to experiences learn faster than those who don’t” (Tokuhama-Espinosa, 2014, pp. 235-
236). Yet welcoming novelty demands a mindset that “takes fear out of the equation”.

The learner-centered intercultural classroom is more effective as it requires a shift from teacher-

driven and content-centered learning to seeing the classroom as student-centered and process driven
Intercultural Management BROWN/KNAPPITSCH 8
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(Williams/Williams, 2011). Let us adopt “inclusionary practices” (Mcmahon/Zyngier), a positive
mindset and high expectations with academic and social support systems.

Northedge (2018) recommends shifting our teaching focus from the subject and content to the
student and learning, the how rather than the what. In line with Bennett’s view on managing diverse
groups, we are calling for innovation and focus to reconcile unity and diversity (Bennett, 2013) in the
intercultural classroom. If we see diversity as a threat to unity there will be neither focus nor
innovation. The modern classroom offers an ideal setting to promote learning, especially intercultural
learning for both teacher and learner. As students, learners are of equal status and create an ideal
environment for student interaction and growth. Through mutual respect, adaptation and learning, the
intercultural classroom can overcome the challenges which students and teachers alike face.

Unfortunately, it appears that many of the staff teaching international and diverse groups have had
little if any preparation or guidance on how to safeguard a successful learning experience or how
teaching and assessment methods could be adapted to ensure a more collaborative learning
atmosphere. We are continually hearing about innovative teaching methods and learning tools, yet
seldom are these tied to internationalization of the curriculum and classroom. There appears to be a
lack of positive mindset regarding the overall benefits which could be reaped from more inclusive
teaching, learning and assessment tools and the intercultural classroom (Montgomery, 2010).

Yet we believe that diversity should be seen as integral to the complex teaching and learning
experience of the intercultural classroom. The intercultural learning culture emphasizes social
interactions and practices which highlight learner similarities rather than differences. Our
increasingly mobile world as led to an amalgamation of lifestyles. Hence, international learners
today have very similar issues. This social context can serve to link informal to formal learning. The
key to a productive intercultural classroom is to encourage intercultural learning and interaction. This
can be done through teachers building it into the curriculum and rewarding it through learner-
centered assessment tools.

In conclusion, we adapt the words of Tokuhama-Espinosa (2014) and apply them to the intercultural
classroom:

“Award-winning [intercultural] teachers are humane and care about their [diverse] students.
They believe in their students [and themselves] and in their ability to learn. They stretch their
students, pushing them to be more than they themselves [and others] think they can be. They
know what they’re doing and have deep knowledge about their subject[, themselves and their
students]. They push their students to think deeply and profoundly about themselves [and
others] and their beliefs regarding the topic [and the world] so as to [co-]construct their own
learning [...] and we can all learn to teach better.”

([ideas added in square brackets by author]Tokuhama-Espinosa, 2014, p. 114)

Intercultural Management BROWN/KNAPPITSCH 9
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Abstract

This conference contribution briefly introduces the active application of non-fictional comics
in presentations with a technical focus. It aims at showing how simply either abstract or
concrete comics can replace the traditional presentation formats, furthermore, add
structure to the content and make the presentations livelier. Additionally, the paper looks
into the necessary preparative steps and first findings.

Introduction

Comics form part of popular culture and predominantly appeal to the younger generations.
Taking this assumption as a starting point, comics were first examined for educational
potential in the second half of the last century but were considered as inapt, even
blacklisted and hence not used as a means of instruction. Fortunately, comics have recently
recovered as a topic of interest in education and are considered as an appropriate form of
expressing ideas in an oral and written setting. Having students create their own comics
may improve their motivation, their higher literacy and their conceptual understanding.
Reading comics, on the other hand, involves a complex multi-modal literacy and using
them actively in the classroom helps students develop as critical and engaged interpreters
of multi-modal texts.

As comics are sequential art, they clearly differ from cartoons. The sequence of related
images makes up a story and, hence, holistically acquaints the audience with the content.
Furthermore, comics add structure to the content and link well the individual parts. As a
final step, this whole picture that is generated is then complemented by the explanatory
words which directly leads to the application of comics in the field of presentations as a
valuable tool. Nick Sousanis (Sousanis 2015) argues that the great potential of comics lies
in their concreteness. Images are whereas words are always about something. Comics tell
the audience a story and this element of story-telling is a crucial one in giving a convincing
and powerful presentation that attracts the audience. In comics, words and images are
joined in a mutual relationship that visually and verbally intermingles. This cohabitation
generates a multiple resonance, a dynamic cycle of read-look, look-read that clearly adds
liveliness and interpretation to the presentation.

According to Josh Elder (Elder 2014), the three E’s of comics summarise best the power of
comics as an informational tool. These are engagement, efficiency and effectiveness. First,
the audience need to actively create meaning from the text combined with images and
therefore need to engage actively. Second, the format of a comic is considered very
efficient in disseminating information within a short and limited time span. And last,
converting text and images into meaning results in a 'better recall and transfer of learning’.



Application & Task Preparation

Advanced presentations training in English forms a major part of the communicative skills
training at Universities of Applied Sciences in Austria. As students on master’s degree level
doubtlessly have made their experiences in multiple and differing presentation
environments, the aim is to familiarise them with a different presentation approach. The
student cohort selected for the task was a group of architecture students in their first year,
as this new access perfectly well connects to their career field in so far as the creative
component, the drawing, is not only included but even focussed on. We all know the
common saying ‘a picture says more than a thousand words’ and this in our minds served
as a starting point for the presentation assignment. The conclusions drawn here in this
contribution exclusively refer to the work with architecture students. From other
engineering areas there is no feedback available at the moment. The conclusions drawn
from the cohort of architecture students as well as other feedback received will be used,
implemented and developed further in presentation courses for engineering students, e.g.
students of Information Management amongst others.

The students were requested to present a given topic in the form of a comics presentation
that should replace a standard power point, prezi or poster presentation. They were
provided with various examples of comics, among them some which are produced for
science communication. Although this special genre (Tatalovic 2009) is unfortunately
mostly ignored by researchers and educators, these non-fictional science comics explain
real-life phenomena by using fictional elements and techniques very well.

Architectural presentations, in general, strongly rely on highly-qualitative visual input. A
lot of information can be directly generated from the image while the spoken word
discreetly complements the global picture. This structure is reinforced by converting the
topic into single, sequentially-related images that together form the global picture and
translates the meaning into ideas and words.

The preparative steps, nonetheless, resemble those of a standard presentation as you start
off doing some research and collecting material. The essential difference between a
conventional presentation and a presentation based on comics is that the chosen images
are not an add-on to the spoken word but homogeneously complement the oral part. In
comics presentations, the value of the visual component even goes one step further as the
images take over the structure, the sequence of the talk and clearly show it to the
audience. Hence, the audience is able to follow the talk more easily. As words and pictures
are equal partners in this union as Nick Sousanis (Sousanis 2015) calls it. Text becomes
an integral element of the composition as both parts are inextricably interwoven.

The organisation of a comics presentation does not differ significantly from the organisation
of a standard presentation. It also follows the trinity of prepare, design, and deliver. During
the preparation process, the presenters ask themselves the same questions such as what
is the purpose of the presentation, what does the audience expect and what content do I
want to deliver. The big difference, however, is that they do not sit down and start making
notes but they take down their ideas in the form of simple images, sketches that transport
their reflection process and will be later converted and finalised into a clear picture. Hence,
the focus is shifted to the visual component as the images form the core from the very
beginning till the final presentation. Due to the drawing process, the active discussion with
the content is highly intensive and significantly contributes to a strong identification with
the presentation itself. Last but not least, the delivery of the presentation also follows what
2



we known from technologically supported presentation formats. Students can either
digitalise their comics or present their hand-drawn versions.

Conclusions

All in all, the feedback on the comics presentation assignment has been a very positive one
so far, as the students enjoyed the creative focus. They clearly highlighted the fun
component and the fact that they could add something to their presentations in which they
see themselves as experts. Architecture students, in general, are well aware of the fact
that holding presentations form a major part of their daily work as a future architect.
Hence, they put a lot of effort in the organisation and delivery of presentations. For that
reason, the students evaluated the use of comics in their presentations as a complex and
effective tool that requires to actively construct meaning by interacting actively with both
the written and picture-based information which led to a highly satisfactory outcome.
Further conclusions but this time drawn by the instructor was that as the students
transferred their ideas into pictures and produced them themselves, they were more deeply
familiarised with the topic which resulted in very fluent and coherent deliveries.
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Abstract

< IHMC CmapTools freeware environment is the result of research conducted by American
scientists A. Cafias and J. Novak, empowering users to represent their knowledge using concept
maps, to share them with peers and to publish them. The strategy of using concepts mapping in
education is usually based on Ausubel, Novak, and Hanessian’s assimilation theory of learning.
Within this theoretical framework the learner shifts away from learning in a rote fashion and moves
to learning in a more meaningful way. Rather than memorizing information, the learner searches
out the relationships among concepts and organizes a structure to the new knowledge that is
unique to him or her. Research to date supports the efficacy of CmapTools for concept mapping in
different areas of education, including teaching and learning English as a second language for
specific purposes.

This article reports on the results of a quasi-experimental research aimed at determining the
effectiveness of CmapTools on ESP students’ achievements in terms of specialized vocabulary
acquisition; the study was conducted in 2 higher education institutions in Lithuania during the
second semester of academic year 2016-2017 with the participation of 107 students enrolled in
two compulsory ESP courses. Descriptive analyses and t-tests were employed to compare the
mean scores of 2 ESP vocabulary achievement tests in experimental and control groups and to
determine the relationship between the independent variable of the treatment of applying
CmapTools in ESP classes for the students of the experimental groups and dependent variable of
their achievements (scores).>

<1. Introduction>

< Learning any foreign language is closely related to knowledge of vocabulary. Richards et al
(2001) believe that "vocabulary is a core component of language proficiency and provides much of
the basis for how well learners speak, listen, read, and write" (2001:255).With regard to ESP
research, many scholars (Esfandiari and Hezari, 2017; Madini, 2017; Tskhvitava, 2016; Khalili et
al, 2015; Khoshsima et al, 2015; Hamad, 2014; Selevicien¢ and Burksaitiené, 2014; Wanpen et al,
2013; Mukoroli, 2011; Xhaferi, 2008, etc.) acknowledge that acquisition of ESP vocabulary can be
considered a major linguistic obstacle to ESP learners, as they have very specific linguistic needs in
their communities of practice. Thus, finding a relevant teaching and learning strategy to assist them
in this problematic task may become the crucial issue of ESP teachers too.

One of the strategies, which has successfully been applied for teaching ESP vocabulary and thus
captured the attention of researches, is the utilization of graphic organizers. According to McElroy
and Coughlin (2009), as cited in Zaini et al (2010), “graphic organizers are a set of learning
strategies which involve translating words expressed in linear form into visual structures. When
written material or difficult concepts are expressed graphically, the students can develop alternative
structures for understanding the course concepts” (Zaini et al, 2010:1). Lovitt (1994) defined
graphic organizers as diagrammatic illustrations used to organize and highlight content information



and or vocabulary. According to Nicholas (2008), these illustrations may come in many types,
including concept, semantic, cognitive and story maps, Venn diagrams, etc., all created to meet one
major ultimate goal: to help students organize the information they have acquired, make
connections to previously known information, and begin to interact with the text. They help
students focus attention on what is important because they highlight key concepts and vocabulary,
and the relationships among them, thus providing the tools for critical and creative thinking.
Moreover, as Ellis (2004) suggests, graphic organizers can be a very powerful tool for assessing
students’ knowledge of the content (e.g., social studies, science), thinking skills such as the ability
to structure information, and some habits of the mind such as creativity, and commitment to quality
(Ellis, 2004:7).

A growing body of research investigating the feasibility of graphic organizers as a supplement for
ESP vocabulary teaching and learning indicates, that out of all types of graphic organizers,
strategies involving concept and semantic mapping have been found to be particularly popular and
effective (Hamdan and Alharbi, 2017; Khoshsima et al, 2015; Balula et al, 2014; Zahedi and Abdi,
2012; Al-Otaibi, 2011; Al-Jarf, 2010). The traditional way of constructing both concept and
semantic maps is paper-and-pencil based; however, technology advancement has contributed to the
creation of a number of Web-based mapping tools, such as CmapTools, FreeMind, SemNet,
Learning Tool, TextVision, Smartldeas, DEMCO, etc. Researchers suggest, that they can likewise
be effectively used by educators to present and teach ESP vocabulary in their classrooms.

To illustrate, the study conducted by Al-Otaibi (2011) aimed at investigating the efficiency of
semantic mapping software FreeMind in improving ESP students' vocabulary knowledge and
reading comprehension. The participants, who were all enrolled in a nursing study programme at
Saudi university, were assigned to either control group, which received traditional in-class
instruction that depended on the textbook only or the experimental group, which received a
combination of traditional in-class and semantic map instruction. A pre-and post-test were
administered to assess the participants’ vocabulary and reading skills before and after the eight—
weeks-long intervention. The results showed that computer-supported semantic mapping expanded
students’ vocabulary and enhanced their recall ability; however it was ineffective in improving
student reading comprehension.

In another example, Al-Jarf (2010) tried to find evidence how FreeMind software helps pre-medical
students to categorize, visualize and recall relationships among medical terms under study. She
demonstrated how this tool can be used to combine different prefixes and/or suffixes to the same
root, different roots to the same prefix/and or suffix, sorting out, classifying, grouping terms
according to the prefixes, roots or suffixes they contain, and interpolating prefixes, roots and
suffixes. By focusing on roots, prefixes, suffixes and derivatives and then looking for branches that
radiate out and show connections between the terms, the students map medical terminology
knowledge in a way which will help them understand and retain new medical terms.

The major focus of the case study conducted Balula et al (2014) was to explore how implementing
a teaching and learning strategy based on the use of concept mapping supported by software
CmapTools can help to improve Portuguese students’ linguistic competences in the contexts of
Business English. The participants of the study were invited to construct and peer-review several
concept maps using CmapTools. The results of the study proved that the use of concept mapping
supported by CmapTools software enhanced the development of their linguistic competences
including the use of business English terminology, communication and collaboration competences.

This current paper will further focus on the usage of CmapTools, “a client-server based software kit
developed at the Institute for Human and Machine Cognition (IHMC) that is designed to support the
construction of concept maps by users of all ages, and to enable collaboration and sharing during
that process” (Canas et al, 2004:126). The software was selected because it is free, besides, as



scholars (Soleimani et al, 2016; Omar, 2015; Alonso, 2008; Hu, 2006; Caias et al, 2004) suggest, it
is a very intuitive, non-intrusive and user-friendly program. The following chapters will discuss its
theoretical underpinnings and key characteristics, will refer to past studies discussing the
effectiveness of using CmapTools within the domain of teaching and learning ESP and will describe
the outcomes of a research aimed at determining the effectiveness of a strategy using the software
on ESP students’ achievements in terms of specialized vocabulary acquisition.>

<2. Theoretical Underpinnings and Key Characteristics of CmapTools>

< The theoretical foundation of concepts mapping both paper-and-pencil and computer-supported
rests upon the constructivist view of education and the Ausubel, Novak, and Hanessian’s
assimilation theory of learning. “Within this theoretical framework, the learner shifts away from
learning in a rote way and moves to learning in a more meaningful, connected manner. Rather than
memorising information, the learner searches out the relationships among concepts and organizes a
structure to the new knowledge that is unique to him or her” (Daley et al, 2007:38). According to
this theory, concept map must have three distinctive characteristics: hierarchical structure, cross
links and certain examples. The hierarchical structure is considered to be the most important
characteristics among them. Canas and Novak, the founders of CmapTools software, state that
“within any domain of knowledge, there is hierarchy of concepts, where the most general concepts
are at the “top” of the hierarchy and the more specific, less general concepts are arranged
hierarchically below.” https://cmap.ihmc.us/docs/conceptmap.php. The authors believe that when
learning to construct concept maps, keeping the concept maps hierarchal with a single root makes it
easier for the learner to grasp how concept maps are built. In general, as Novak (1990) suggests,
“the process of constructing concept maps starts from skimming the text and moves to finding the
main concepts, subsuming them, relating the sub-concepts to the main ones, and finding the cross-
links between concepts, which is developed through both top-down and bottom-up processes”
(Novak, 1990).

With CmapTools software the linking of concepts is facilitated “through simple drag-and-drop
operations.” (Cafias et al, 2004) The software allows users to construct their concept maps in their
personal computers, share them on CmapServers, collaborate with other users anywhere on the
Internet and publish their concept maps. Additionally, users can establish links to a variety of
related resources (e.g. texts, videos, images, sound clips, etc.) that complement or further explain
the information in their concept maps. The links are portrayed as special icons underneath the
concepts or linking phrases.

According to Ng (2015), CmapTools software is used around the world in all domains of
knowledge and by users of different ages to express their understanding graphically. In particular it
is used at universities and schools, government organizations and small companies etc., both
individually and in groups, for education, training knowledge management, brainstorming and
information organization. The following chapter will review the available studies regarding the
effectiveness of using the software within the domain of teaching and learning ESP.>

<3. CmapTools in ESP Teaching and Learning Contexts>

< A careful look at available studies discussing the usage of CmapTools in ESP teaching and
learning contexts (Soleimani et al, 2016; Omar Abdul-Majeed, 2015; Balula et al, 2014; Hunter,
2013; Soleimani et al, 2012; Dias, 2010, 2011; Liu et al, 2010) suggests that the uptake of
CmapTools as a tool for teaching ESP is generally growing.


https://cmap.ihmc.us/docs/conceptmap.php

Dias (2010, 2011) was probably the first researcher to investigate the effectiveness of CmapTools
on ESP students’ achievements. The setting of her action research was a classroom at the university
in Brazil and the subjects were eight students from different fields of study (engineering, social
studies and language) who were taking the discipline “ESP for reading”. Concept maps were
chosen as a strategy to empower them to be more effective readers and knowledge creators and
CmapTools was applied to visualize what they had read or understood after reading authentic texts.
Throughput the semester the researcher noticed that the creation of concept maps supported by
CmapTools software empowered the students in a variety of ways: they learned to organize and
structure knowledge acquired from texts in the visual code; through the representation of texts
graphically shown on the computer screen and the relationships between concepts being more
evident, their comprehension and retention of text frameworks was enhanced. Moreover, the
students became aware of the fact that they could read well in English for their academic/ career
needs, once they applied appropriate strategies. Thus their self-esteem may have increased as they
felt they were able to comprehend texts written in English in a more efficient way.

The study conducted by Soleimani et al (2016) investigated the scaffolding effects of applying
CmapTools on Iranian ESP learners’ academic achievements. 77 Iranian ESP students in upper-
intermediate level were randomly selected and taught while using concept maps supported by
CmapTools software. Conducting independent samples #-test, the performances of groups on pre-
test and post-test were compared. The results confirmed the scaffolding impact of CmapTools on
learners’ reading comprehension achievements.

In another example, Omar Abdul-Majeed (2015) examined the efficacy of using concept mapping
technique strategy supported by CmapTools on pre-medical Saudi students’ reading comprehension.
The results of his study have shown a significant improvement in the level of performance of the
students after their completion of the seven-week treatment period involving CmapTools software
to construct concept maps to aid their reading comprehension.

Hunter (2013) investigated CmapTools as a tool for teaching academic writing to students of
management. Based on a case study of efficient usage of CmapTools, where EAP students discover
intellectual leverage in argument mapping, the author stated that CmapTools justifies its place
among the essential tools for instructional discourse, especially in EAP settings where the
identification of rhetorical orchestration is complicated and where it is difficult to directly encode
learners’ reasoning about dealing with a problem into the text.

The purpose of research conducted by Liu et al (2010) was to investigate the effects of a computer-
assisted concept mapping learning strategy on EFL college learners’ English reading
comprehension. One hundred ninety four freshmen, enrolled in the English course, were divided
into low-level and high-level groups resting on their English proficiency. A computer-supported
concept mapping learning strategy was introduced to the students in the experimental class to
improve their reading ability. It was found that the computer-supported concept mapping learning
strategy had greater reading effect for the low-level group than for the high-level group. Moreover,
the results indicated that the computer-supported concept mapping learning strategy enhanced
learners’ use of other English reading strategies of listing, enforcing, and reviewing.

The literature review suggests that the usage of CmapTools in ESP teaching and learning contexts
basically concentrates on developing ESP students’ reading strategies, which may be due to the fact
that the ESP approach has always emphasized “the development of print literacy and has used
authentic texts mostly taken from the academic domain, such as abstracts, chapters of books,
articles, diagrams, tables, maps” (Dias, 2011:899). The following chapter will describe the findings
of the research aimed at determining the effectiveness of a strategy using CmapTools on ESP
students’ vocabulary achievements.>



<4. Method>

<The goal of this study was to research the following question: does the strategy of using
CmapTools have any significant effects on ESP students’ vocabulary achievements? This
determination was achieved by analysing ESP students’ vocabulary achievement tests results
(scores). The study which employed a quantitative design was conducted in two higher education
institutions in Lithuania. The participants were 107 first year full-time undergraduate ESP students
enrolled in two study programmes: Law and Customs Activities at Mykolas Romeris University
(n=61) and Information Systems at Vilnius College (n=46). This current research utilized a
convenience sampling strategy, when four intact groups of students taught by the researcher and
three other full time EFL teachers with experience in teaching ESP within various fields, served as
respondents. A quasi-experimental design was employed, whereby students from aforementioned
intact audiences were assigned to 2 experimental and 2 control groups. Experimental groups in each
institution were exposed to a treatment using concept mapping strategy supported by CmapTools
software and the vocabulary achievement results were tested, whereas control groups received no
treatment and were equally tested in order to compare the effects of the treatment.>

<5. Data Collection Procedure>

< Following Bean’s et al (1986) recommendations that any graphic organizer instruction should
take at least a semester and instructors should take a cumulative, long-range view of the positive
impact of such instruction, the study was accomplished during the 2nd semester of the 2016 and
2017 academic year (February to June). The materials of the study can be categorized into four
types: 1) subject-related textbooks, Moodle and internet resources; 2) CmapTools software,
CmapTools help files and tutorials; 3) teacher and student-constructed concept maps and 4) three
tests (a placement test and two vocabulary achievement tests).

In the pre-treatment phase, at the very beginning of the semester, all the participants of the research
were administered a placement test to make sure they were all at the same level of language
proficiency. Once the administration of the test was finished, the distributions of test scores of the
two groups were compared. The comparison showed that there was no statistically significant
difference in the placement test evaluations of the participants in the experimental and control
groups in both institutions.

Novak (1998) cautions that concept mapping should begin only after an instruction process and that
teachers need to consider the time and instruction needed to teach students how to concept map.
Resting on his suggestion that time frame could be one class period, one session was devoted for
introducing the participants in experimental groups to Novakian concept mapping strategy with the
explanations on when and how it can be used. The students tried to construct their paper-and-pencil
concept maps and were given a chance to reflect upon the concept mapping idea and to ask
questions. Moreover, they were taught how to utilize the CmapTools software previously installed
onto class computers, addressing the basic functions of the tool, such as creating a new cmap
(adding concepts, propositions and inserting linking words to tie the two concepts together), adding
resources (images, videos, texts), establishing links, saving a file, creating a new folder, exporting
the cmap and assessing it online, etc. The students were also asked to download the software onto
their personal computers and to practice it individually before they start their regular sessions. They
were also encouraged to study the help files and tutorials on working with CmapTools provided at
https://cmap.ihmc.us/docs/cmaptools-help and https://www.youtube.com/watch?v=TMNq_ oCFyi8.
These files and tutorials give clear and sufficient step-by-step guidance on how to master the tool.

After assuring that all of the participants in experimental groups brushed up on their skills required
for working with the tool, the treatment-phase and regular sessions commenced. The introductory
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phases for the sessions were similar for the participants in both experimental and control groups. In
majority of the sessions (if these were not devoted to other syllabus activities, e.g. delivering
presentations, accounting for home reading, etc.), students were introduced to a new topic or
subtopic and were exposed to an appropriate text preceded by a vocabulary list. After analysing the
vocabulary list, they were asked to read the text silently and do follow-up activities, as required by
the textbook: answering questions, matching terms with their definitions, doing true or false
exercises, discussing issues, etc. However, while working on certain teacher-selected topics or
subtopics, instead of performing the aforementioned tasks, students in experimental group were
asked to construct relevant concept maps using CmapTools. The activity usually followed a several-
step procedure: reading a teacher-defined quantifiable focus question, studying a teacher-made list
consisting of around 10 text-related concepts and several linking words to be used in the map;
completing either a teacher-generated map or trying to construct a map individually by tying
suggested concepts with linking words; comparing and discussing maps with the peers, getting
feedback from a teacher and assessing the map online. Once four topics within the syllabus were
covered, a teacher-designed vocabulary achievement test was then administered to each student in
experimental and control groups; the differences between test achievement scores were analysed
and compared between groups. Subsequently, in the following regular sessions experimental groups
were again exposed to CmapTools-supported activities, whereas control group received ordinary
classroom instructions. In the post-treatment phase at the end of the project, a second vocabulary
achievement test was administered to all the participants of the study and the differences between
test achievement scores were again analysed and compared between participating groups. The
following chapter will present the data analysis and will discuss the results.>

<6. Data Analysis>

< In order to analyse the results of this study, IBM SPSS Statistics version 22 was utilized. The
treatment of applying CmapTools software with the students assigned to experimental groups at
Mykolas Romeris University and Vilnius College was considered independent variable, whereas
ESP vocabulary acquisition defined as the scores of all the participants’ ESP vocabulary
achievement tests were used as dependent variables of the study.

The normality of distribution of continuous variables was tested by one-sample Kolmogorov-
Smirnov test. Continuous variables with normal distribution were presented as mean (standard
deviation), whereas non-normal variables were reported as median. Means of two continuous
normally distributed variables were compared by independent samples Student’s t test. Mann-
Whitney U test was used, respectively, to compare means of two groups of variables not normally
distributed. A value of p< 0.05 was considered significant throughout the research.

6.1 Placement test

The general language level of the participants theoretically was B2 based on CEFR as required by
the syllabus, however in addition to this, photocopiable Open Mind Placement Test (Macmillan
Publishers Limited 2015), freely available online was administered for all the participants at the
very beginning of the semester to make sure all of them were literally at the same level of language
proficiency. As the participants were assigned to either experimental or control groups, the
homogeneity of the placement test scores was initially tested within both of them. As the data were
not normally distributed (p=0.008), a non-parametric Mann-Whitney U test was applied to examine
whether two independent samples were selected from populations having the same distribution. It
was established that there was no statistically significant difference in the placement test
evaluations of the research participants in the experimental and control groups (p=0.076) (p>a). As
groups of research participants were formed from two higher education institutions, the evaluations
of the test were compared within each institution too. No statistically significant differences were



found in placement test evaluations either: p-values in both institutions were p=0.073 (p>a) at
Mykolas Romeris University and p=0.872 (p>a) at Vilnius College respectively, thus we can
conclude that both groups were on equal level of language proficiency before the treatment.

6.2 ESP Vocabulary Tests Results in Experimental and Control groups at Mykolas Romeris
University and at Vilnius College

To determine the impact of IHMC CmapTools on ESP vocabulary acquisition of participants
assigned to experimental groups, mean scores of the two ESP vocabulary achievement tests were
compared. The first ESP vocabulary test was administered to both experimental and control groups
at the beginning of the treatment, whereas the second test was applied at the end of the course. As
groups of research participants were recruited from two higher education institutions, test results
were initially compared within each institution separately.

It was determined that mean scores for vocabulary test Nol in each group at Mykolas Romeris
university were normally distributed (p= 0.419), therefore independent samples Student’s t test was
used, and p-value< 0.05 was considered significant. The analysis of test results indicated, the
experimental group (n=32) (5.19£1.942) outperformed the control group (n=24) (3.88+2.173) in
vocabulary test No 1. The assumption of homogeneity of variance was tested using Levene’s Test of
Equality of Variances, which is often run before a comparison of means. In our case p-value=0.021
(p<a), which indicates there is a significant difference between the achievements in vocabulary test
No 1 of the participants in the experimental group comparing it to the control group.

The examination of mean scores for vocabulary test No2 in each group at Mykolas Romeris
university, following the same principles of statistical data analysis, reported that the mean scores
for experimental group (n=32) and control group (n=25) were 5.38+1,827 and 4.60+1,915
respectively. Despite the fact that students in the control group, who did not receive treatment,
scored lower (4.60) than their peers in the experimental group (5.38), no significant difference was
determined (p-value=0.125) (p>a).

Meanwhile, the analysis of mean scores for vocabulary tests Nol and No2 in experimental and
control groups at Vilnius College, following the same procedures of statistical analysis, found
significant difference between both vocabulary tests achievements of the participants in the
experimental group comparing it to their counterparts’ achievements in control group: (p-
value=0.012) (p<a) and (p-value=0.000) (p<a).

6.3 Variability of Vocabulary Test Scores between Experimental and Control Groups in
Terms of the Whole Research

The analysis of mean scores for both vocabulary tests in experimental and control groups was also
conducted within the broad context of the research. As it was established that mean scores for
vocabulary test Nol in both experimental and control groups were normally distributed (p=0.247),
independent samples Student’s t test was run accordingly, and p-value < 0.05 was considered
significant. It was found that the mean score for experimental group (n=56) was 6.29+ 2.432, while
for the control group (n=43) it was only 4.98+2.144. The reported p-value=0,000 was lower than
the critical p-value which means there was a significant difference between the achievements of the
participants in the experimental group comparing it to the control group. Therefore, based on the
results obtained from #-test, we can conclude that the results of vocabulary test Nol were higher
within experimental group than within the control group within the broad context of the research
The results of vocabulary test No 2 were in turn analysed following the same principles of statistical
data analysis. As the data set was not normally distributed (p-value=0.010), Mann-Whitney U test
was performed. It was found that the mean score for experimental group was 6.44+ 2.229, while for



the control group it was 5.16+1.812. The results also revealed a statistically significant difference
(p-value=0,011) (p<a) in favour of the experimental group.

In conclusion we can state that although the obvious dynamics in terms of ESP vocabulary
achievements can be seen in both groups as the result of the learning process, the progress in the
experimental group, which received treatment by using CmapTools is more evident than in the
control group. Therefore, we can state that this study provides evidence for the effectiveness of
CmapTools supported concept-mapping strategy for improving student’s knowledge of ESP.>

<7.Discussion>

< The goal of this present study was to research whether the strategy of using CmapTools in ESP
classes in higher education has any significant effects on ESP students’ vocabulary achievements.
This determination was achieved by conducting a one-semester-long treatment in two higher
education institutions in Lithuania and analysing the results obtained from two ESP vocabulary
achievement tests in experimental and control groups involved in the study. The findings
demonstrated that experimental groups which practiced learning ESP vocabulary through the use of
CmapTools procedures outperformed the control group: the means of experimental group scores
were higher in both tests, and this difference was statistically significant. The results of this study
come in line with the findings of studies conducted elsewhere. To illustrate, Balula et al (2014)
explored whether implementing a teaching and learning strategy based on the use of concept
mapping supported by CmapTools can help to improve university students’ business English
competences. The results of their case study proved that the use of concept mapping supported by
CmapTools enhanced the development of the participants’ linguistic competences including the use
of business English terminology, communication and collaboration competences.

The findings of this present study may have implications for the teachers and learners of ESP
vocabulary. They may be beneficial for ESP teachers who are planning to integrate free and
student-friendly technologies into their course or are searching for unique and effective strategies to
clarify their learners’ understanding of specified material and to alleviate the acquisition of
specified vocabulary. They may equally be useful for ESP learners searching for efficient methods
of organizing a structure to the new knowledge and continued collaboration with their peers.

Although the results of this present study showed the effectiveness of concept-mapping strategy
supported by CmapTools on ESP students’ vocabulary achievements, there may be several
limitations that may have contributed to the relatively better performance of students who received
treatment in this study. One limitation was that the treatment was conducted at two different
institutions and involved different teachers. Even though the teachers of experimental groups
received training on utilizing the software, there may have been discrepancy in the way the
instruction was delivered to the students resulting in differences in achievement. Moreover, the
study was limited to researching the effectiveness of CmapTools as a representational and
instructional tool, however it did not explore and discuss methods of assessing and scoring student-
generated cmaps. Therefore, future studies related to the usage of CmapTools for teaching and
learning ESP can take a look at ways of scoring student-generated cmaps as well as teachers’
practical considerations and suggestions on their effectiveness and suitability.>
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Abstract

English for professional purposes is a comparatively well-researched area. Indeed, the fact that
needs analysis is a mainstay of ESP has ensured that the individual functions or tasks in the
workplace (such as meetings, negotiations, emailing etc.) have been fairly well described.
However, most studies focus on individual functions, while those that describe how these tasks are
interrelated do so on the basis of qualitative interview data. By contrast, this study aims to provide
quantitative evidence for the clustering of specific functions or tasks in the workplace and discuss
how this evidence might influence didactic practice. For this purpose a questionnaire survey was
conducted among 716 in-service students to gauge their use of English in the workplace. The
responses were subsequently subjected to a hierarchical cluster analysis. The data suggest that
telephoning and emailing are closely related functions, which should be taught in an integrated
manner with a focus on indirect language in the case of company-external messages. Moreover,
the analysis confirms that meetings, negotiations, presentations, socialising and the genre of
memos are closely connected in workplace practice, which should consequently be mirrored in
task design. The relevant literature also indicates that more authentic materials are needed to
support learners in relationship building and creating rapport in the context of spoken discourse.
Finally, the figures indicate that staff in technical positions are significantly more likely to use
English in their jobs than employees in business positions. Crucially, this does not only involve text
types like technical descriptions, but also the traditional business functions of meetings, minutes
and presentations.

1. Introduction

English for professional purposes has been examined from a number of different perspectives. From
an economic point of view surveys on the use of English in the workplace have been conducted in
an EU-wide context (CILT 2006; InterAct International 2006; European Commission 2012;
European Commission Directorate-General for Education and Culture, no date) as well as in
individual countries (cf. e.g. Hall 2008; Schopper-Grabe 2008; Tritscher-Archan 2008; Weber 2005
& 2008; Archan & Dornmayr 2006; Archan & Holzer 2006; Platzer & Verdonk 2004 & 2012).
These surveys focused less on linguistic issues and were rather devoted to the economic context of
workplace English, i.e. its impact on the economy, its relevance for various industries or its role in
vocational education.

However, the standard perspective on English for professional purposes is clearly a linguistic one.
Written genres were examined among others by Zhang (2013), Bremner (2008 & 2010), Evans
(2010), Bacha & Bahous (2008), Forey (2004) and Louhiala-Salminen (2002). One particular focus
in this context is email communication (cf. e.g. Millot 2017; Warren 2016; Townley & Jones 2016;
Economidou-Kogetsidis 2016; Francis, Holmvall, O'Brien 2015; Geiger & Parlamis 2014; Warren
2013; Evans 2012; Gimenez 2006). By contrast oral usage was examined by Evans (2010), Burns &
Moore (2008), Cheng (2007), Cheng & Warren (2005 & 2006), Louhiala-Salminen (2002) and
Crosling & Ward (2002). In this connection, Warren (2006) and Brown & Lewis (2003) focused on



conversation, Koester (2014) examined negotiations, Evans (2013) discussed presentations and
Friginal (2013) telephoning data. However, most studies of spoken discourse focused on the
language and structure of meetings (cf. e.g. Liu & Liu 2017, Warren 2014, Murata 2014, Lyons
2013, Rogerson-Revell 2008, Rogerson-Revell 2007a).

Finally, given the proliferation of teaching materials on English for Specific Purposes (ESP), a
number of studies have analysed professional English from a didactic point of view (cf. Walker
2011; Chan 2009; Zhang 2007; Edwards 2000). Nonetheless, a good number of papers are highly
critical of ESP textbooks especially due to their substantial lack of authenticity. Key critics in this
context include Warren (2014), Koester (2014), Evans (2013), Bremner (2010), Cheng (2007),
Warren (2006) and Cheng & Warren (2005 & 2006).

As many of the above-mentioned studies have already surveyed the individual genres relevant in
workplace communication, this study takes a novel, two-step approach. The first stage is a
traditional questionnaire survey, which attempts to identify the needs of a sample of in-service
students in the workplace. In a subsequent step, these results were then examined on the basis of a
hierarchical cluster analysis. The aim of this analysis is to reveal which tasks cluster together, as
groupings of such workplace needs can then be taught more effectively and authentically.
Consequently, this study examines

(a) relevant clusters of English needs in the Austrian workplace;

(b) potential differences in the needs of technical and business staff;

(c) clusters of skills which our respondents feel they need particular support with.

2. Method

2.1. Setting and subjects

This paper is based on a questionnaire survey carried out among in-service business and
engineering students at the Fachhochschule Wiener Neustadt (University of Applied Sciences
Wiener Neustadt, Austria). In order to generate a sufficiently large sample, data were collected at
four points, viz. in 2003, 2007, 2011 and 2016 (see Illustration 1). Sample sizes range between 123
to 231 subjects, with the total sample size coming to 716 respondents in total.

100%
24.0%
35.4%
50% 00.0%
76.0%
0%
2003 2007 2011 2016
(n=231) (n=212) (n=123) (n=150)
B Business U Engineering

[lustration 1: Respondents by faculty and survey date



In each sub-sample the majority of students originate from the business faculty: in fact, in 2011 it
was unfortunately not possible to sample any respondents from the engineering faculty at all (see
[lustration 1). Overall, over two thirds of the sample (70.9%) are business students and somewhat
under a third (29.1%) engineering students. This distinction is relevant for the following reason: as
in-service students in engineering programmes invariably work in technical positions and the vast
majority of business students work in business positions, we use the students' study programme as a
proxy for their occupation. Potential differences in the needs of these two respondent groups will be
the focus of section 3.2.

2.2. Weighting for company size

As both, Hall (2008, 218 & 227) and Schopper-Grabe (2008, 237), observe that the use of foreign
languages in professional contexts is closely associated with company size, the responses were duly
weighted to reflect the distribution of the Austrian working population among the various company
sizes (see Table 1). This procedure aims to ensure that our sample reflects the language use of the
underlying population as closely as possible. In addition, combining the responses of sub-samples
from four different years requires some consideration. In principle, such a combination is possible
especially if the same survey instrument is used (as is the case here) and provided that key
demographic factors can be controlled. Hence the weighting of respondents by company size also
serves to ensure homogeneous sub-samples reflecting the underlying population characteristics.

Table 1: Number of employees and company size

Company size Staff numbers Respondents
(=number of employees) (Statistik Austria 2017) (FHWN survey; n=716) Weighting factor

0-9 24.4% 15.6% 1.563
10-19 10.6% 17.3% 0.613
20-49 12.6% 11.9% 1.059

50-249 19.0% 12.8% 1.482
250 (+) 33.3% 42.3% 0.787

3. Results and discussion
3.1. English in the workplace

3.1.1. Prevalence of use

English use among our respondents was consistently high at all four survey points, from a low of
60.8% reporting the need for workplace English in 2007 to almost three quarters (74.8%) in 2011
(see Illustration 2).
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[lustration 2: English use by survey date

Among the respondents using English at work, over 40% require both speaking and writing skills
highly frequently, i.e. daily or several times a week, and another quarter (26.7% speaking; 23.7%
writing) use English with medium frequency, i.e. once a week, several times a month (see
[lustration 3). That means two thirds of respondents who require English in the workplace use it
comparatively frequently. Only among the final third (32.4% speaking; 34.5% writing) can we
observe a fairly infrequent use of once a month or less.

100%
32.4% 34.5%
75%
50% 26.7 % 23.7 %
25%
0% -
Spoken (n=490) Written (n=493)
B High BMid OLow

[lustration 3: Frequency of English use

Overall this means that about two thirds of our respondents use English and again two thirds of
those require it comparatively frequently. Against this background we believe the case has been
made for consistent foreign language instruction among this pool of students.

3.1.2. Clusters of language needs in the workplace

Once the need for ESP instruction has been confirmed, the key question arises which tasks to focus
on. Consequently, our questionnaire survey covered 17 different items. The relevant responses were
subjected to a hierarchical cluster analysis, using the chi squared between-sets-of-frequencies



measure. The purpose of this cluster analysis is to identify potential groupings of skills which might
plausibly be taught in conjunction. Based on Illustration 4, four comparatively obvious clusters
emerge (listed in order of appearance):

e Cluster A - Reading/Writing correspondence and telephoning.
e Cluster B - Reading/Writing technical descriptions.
e Cluster C - Reading/Writing minutes and reports.

e Cluster D - Negotiating, meetings, reading/writing memos, giving/following presentations,
socialising and - somewhat surprisingly in this context - reading the trade press.

Based on their didactic relevance, we will first discuss clusters A and D, followed by a briefer
account of clusters B and C.
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Cluster A - Correspondence and telephoning. This cluster covers the three most frequently cited
functions, viz. telephoning (78.0%) and reading and writing correspondence (87.1%; 84.5%), i.e.
email messages. The predominant position of emailing in business contacts is, of course, something
of a commonplace with "email communication [...] far outweighing in importance the other text
types and speaking situations" (Evans 2012, 205). This is echoed by Louhiala-Salminen (2002,
224), who observes that "email is the most used medium: 'the box' is the initiator of most activities".
In terms of integrating telephoning and emailing into a teaching context, previous studies have
identified the three following issues.

First of all, while email writing tasks are mostly presented in isolation in Business English (BE)
textbooks (cf. eg. Evans 2012, 204 & 208-09; Townley & Jones 2016, 35; cf. also Bremner 2008),
the close relationship between emailing and telephoning has been demonstrated in various empirical
studies. Louhiala-Salminen (2002, 217) finds that in her data "spoken and written communication
were totally intertwined". Similarly, Evans (2012, 209) observes that email messages do not
"suddenly fall from the clear blue sky", instead they "are often preceded by several rounds of

1 Hierarchical cluster analysis, based on chi squared between-sets-of-frequencies measure.

RD = reading; WRI = writing; CORR = correspondence; MIN = minutes; REP = reports; PRESS = trade press (reading
only); TECH = technical descriptions.

SPO = spoken; MEET = meetings; NEG = negotiating; PR_G = giving presentations; PR_L = listening to presentations;
SOC = socialising.



telephone" calls (Evans 2012, 206). This interdependence of emailing and telephoning should,
consequently, have implications for task design, such as embedding email writing tasks in a more
complex discourse, e.g. with spoken input presented in the form of telephone conversations (cf.
Evans 2012, 206). This integration of emailing and telephoning would clearly result in a more
authentic task design than treating each function in isolation.

Secondly, the role of extended email chains and the resulting intertextual nature of emails has not
been sufficiently appreciated in BE textbooks so far (Evans 203, 212; Townley & Jones 2016, 35).
Evans (2012, 5) reports that email chains tend to involve 5.4 messages on average and that their
structure and length varies depending on their position in the chain. A further key aspect in these
chains concerns the writer's ability to effectively signal the intertextuality of the relevant texts, not
just in terms of referring backwards to previous communication, but also "forwards ... to
forthcoming texts as well as to extratextual interactions" (Townley & Jones 2016, 79). In fact, the
competence to handle such extended contacts with ease can have an impact on the corporate bottom
line as the "number of emails exchanged has a positive influence on joint gain" (Geiger & Parlamis
2014, 67) in email negotiations. This is due to the higher number of email messages contributing to
converging understanding and signalling engagement and commitment (Geiger & Parlamis 2014,
75). Such extended email chains should consequently form an integral part of teaching materials to
compel learners to identify the appropriate content and style of the messages. This approach would
result in more immediately authentic tasks, instead of relying on the traditional case study model,
which mostly spoon-feeds the relevant information to learners (Evans 2016, 210-211), instead of
requiring them to make decisions on content and style themselves.

A final issue concerns the sociopragmatic choices necessary in emails, in terms of e.g. formality,
politeness and directness. In this context, the distinction between internal and external messages is
essential. Louhiala-Salminen (2002, 223) is delightfully blunt, stating that in internal
communication there is "no need to please the other party" and internal emails therefore tend to be
"simple and straightforward ... and less formal than external emails" (Evans 2012, 206-207).
Similarly, such authentic internal messages may be "inaccurately and/or inappropriately written"
(Evans 2012, 210), and accordingly Millot (2017, 70) contends that teaching often places too much
emphasis on "normative features (e.g. formal versus informal language, or standard versus non-
standard usage".

On the other hand, given that external emails require careful calibration regarding contextual, i.e.
sociopragmatic, factors such as status and social distance (Evans 2012, 207), we decided to examine
whether this type of external communication is relevant for our respondents. Illustration 5
demonstrates that such sociopragmatic concerns are clearly relevant as external client contacts are
the most frequently cited form of addressee in over two thirds of cases (67.2%), while internal
communication is mentioned by only a third of respondents. The ability of composing status-
congruent messages with appropriate choices regarding directness, formality, mitigation and
politeness is underlined by Economidou-Kogetsidis (2016, 15), who observes that "direct and
unmodified emails can have a negative effect on participants' evaluation of the personality of the
email sender". In the case of requests this can mean that the "recipient is less likely to comply with
the sender's request" (Economidou-Kogetsidis 2016, 14). In fact, even fairly mechanical aspects of
correspondence such as a missing entry in the subject field, no salutation or poor spelling and
grammar (Francis, Holmvall, O'Brien 2015, 194) can be regarded as norm violations, which in turn
result in a perception of incivility. As such perceptions can trigger incivility spirals, many
organisations have decided to introduce netiquette codes as one potential solution to the problem of
email incivility (Francis, Holmvall, O'Brien 2015, 198). From a didactic perspective, such
netiquette guidelines are actually an attractive starting point for practising the requirements of
external emails as they are likely to be accepted by learners as authoritative sources if they are



issued by real business organisations, and as an added bonus they represent authentic business
usage.

Clients | 67.2%
Partner org | 57.2%
Internal | 32.1%
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Authorities | 6.9 %
0% 25% 50% 75%

[lustration 5: Type of interlocutor (n=493)

Overall, an authentic and data-driven approach to telephoning and emailing skills should therefore
focus on the following three points, viz. (a) integrating emailing and telephoning tasks to generate
rich scenarios covering a variety of discourse modes, (b) asking learners to work on extended email
chains to support their awareness of intertextuality, and (c) focusing on appropriate sociopragmatic
choices in external email messages and at a minimum practising authentic corporate netiquette
rules.

Cluster D - Negotiating, meetings, memos, presentations, socialising (and trade press). To
begin with, a few observations are in order concerning the relative frequency of the various
functions in this cluster. First of all, the prevalence of meetings scenarios in ESP textbooks is
clearly justifiable with 38.5% of our respondents citing meetings as a function relevant for them. By
contrast, socialising seems to be underrepresented in course books despite being mentioned by over
a third (35.5%) of our participants. The remaining functions are decidedly less frequent with
reading and writing memos accounting for 22.0% and 14.0% of mentions respectively, negotiating
(21.0%) and following and giving presentations (20.8%; 17.9%). This is, indeed, the most striking
piece of evidence: while presentations skills are a focus of ESP textbooks with scenarios and the
relevant phraseology being ubiquitous in the relevant publications (Evans 2013, 195), only less than
a fifth (17.9%) of our respondents actually give presentations. The amount of attention devoted to
presentation skills, therefore, does not seem fully justified. This also tallies with Evans's (2013,

197) data, which revealed that "presentations were not a particularly prominent feature of spoken
workplace communication" (Evans 2013, 197).% In terms of converting the above mentioned
functions into teaching tasks, two issues are examined in the following, viz. (a) the integrated nature
of these tasks in the workplace and its reflection in task design and (b) the need to focus on the
interactional nature of meetings-related language, which is a key to relationship building, but
widely neglected in the relevant textbooks.

In order to produce effective meetings-tasks, it is first of all essential to highlight the range and
integrated nature of the relevant skills. For users of English in the workplace, the ability to meet this

2 Reading the trade press is mentioned by 23.6% of our sample. However since this skill is somewhat out of kilter with
the general character of this cluster, we will discuss it at a later point, in section 3.2.



variety of demands is less a matter of explicit language use than simply adequate pre- and post-
meeting preparation (Warren 2014, 20) - which just happens to take place in a foreign language. In
regard to pre-meeting preparation substantial "written communication has taken place in advance"
(Warren 2014, 21), e.g. in the form of memos, in addition to the preparation of slides (Warren 2014,
20) for presentations during the meeting itself. Such meetings may also take the form of
negotiations, in which case the decisions need to be confirmed in writing in the form of memos,
reports, minutes or emails during the post-meeting phase (Warren 2014, 20). As a result, effective
participants in meetings "need to be adept at analysing a mass of interconnected written and spoken
material” (Evans 2013, 205). Unfortunately, not enough attention is paid by textbook authors to the
"preparatory documentation that precedes the meetings and the documentation ... in the post-
meeting phase" (Warren 2014, 21), and consequently Evans (2013, 205) calls e.g. for "presentation
activities to be intertwined with other kinds of work (e.g., report writing, negotiations)". As a
consequence, authentic task design might therefore start at the pre-meeting stage with a round of
memos or telephone calls whose content would be integrated into slides for a presentation. The
meetings phase would require converting the written mode (slides, memos) into the spoken mode,
i.e. into presentations and the actual discussion or negotiation. These comparatively formal types of
spoken interaction would need to be interspersed with more informal socialising and small talk.
Finally, in the post-meetings phase, these spoken interactions could be re-converted into written
genres, such as memos, emails, minutes or reports (see below for the last two genres).

A second point relates to the transactional versus interactional nature of meetings. There is no
doubt that transactional aspects of negotiations and meetings, such as proposing and responding to
proposals or agreeing and disagreeing, have been amply discussed in BE textbooks (cf. Liu & Liu
2017, 3; Koester 2014, 37; Warren 2014, 16). Based on her observational research, Rogerson-
Revell 2008, 356) demonstrates that authentic meetings indeed fulfil their basic transactional
functions appearing "orderly" and "harmonious" with non-native speakers contributing
meaningfully. This effective working mode is characterised by a consistent focus on message
content and ensured by the "linguistic and procedural formality" of meetings (Rogerson-Revell
2008, 357). Theoretically, therefore, the traditional functions and phraseology presented in BE
textbooks should be sufficient for the transactional effectiveness of meetings.

Unfortunately, the lack of authenticity in most textbooks (Warren 2014, 16; Koester 2014, 37) has
negative repercussions for the interactional effectiveness of meetings participants. This is due to
the fact that textbook language tends to be too explicit, direct (Cheng & Warren 2005) and
confrontational (Koester 2014, 45) so that interaction may be compromised. Similarly, participants
at meetings report feeling insecure as soon as the discourse is no longer transactional and business-
oriented, but becomes more interactional such as in a social conversation (Warren 2014, 17). This
lack of facility in social contexts is problematic as most oral communication even in business
contexts 1s "more informal" (Crosling & Ward 2002, 42), and similarly Brown & Lewis (2003, 97)
report a "50-50 division between work-related and social-personal topics". In this context, the
relevance of being able to build rapport and relationships based on relational talk is essential (Liu &
Liu 2017, 12), as is the need for networking and sociability "before, during or after the formal
business of the meeting" (Lyons 2013, 53).

Suggestions on how to remedy this competence gap in terms of interactional language have
unfortunately been less detailed than the diagnosis of the problems. One strand of research has
focused on the role of humour in business-social interaction. Rogerson-Revell (2007, 22) observes
that humour "occurs repeatedly throughout ... meetings" and she underlines its importance for
signalling common ground and solidarity (Rogerson-Revell 2007, 5). A similar point is made by
Murata (2014, 253), who suggests that humour enhances relationships, team spirit and solidarity.
However, both argue that humour depends on the socio-cultural context (Murata 2014, 253;
Rogerson-Revell 2007, 5) and also on the power relationships at play in the discourse (Rogerson-



Revell 2007, 22). Unfortunately, it is precisely these aspects that language users find hard to judge

in the first place (Warren 2014, 19), and consequently the use of humour to foster relationships at a
more personal level has to be regarded as - at best - a double-edged sword (Rogerson-Revell 2007,

24).

The second potential remedy requires the use of corpus-based, authentic teaching materials, which
automatically result in more indirect language use with a more positive interactional impact. One
illustration is Koester's (2014) negotiating device of hypothetical reported speech, which is actually
a misnomer for imagined direct speech as exemplified in "So effectively if you and me say '"Well
we don't know but we'll try it..." (Koester 2014, 36-37, Extract 2), with the phrase in bold
representing the hypothetical, imagined speech. This use is widespread and integral to negotiations:
it represents a "more indirect and strategic negotiating strategy" (Koester 2014, 45) and by being
more indirect fulfils an essential relational function in terms of relationship building. Similarly,
different types of metapragmatic expressions (Liu & Liu 2017, 6) have been identified in authentic
negotiations, involving commentaries (I am just kidding), speech-action descriptions (I will explain
later), message glosses (The thing is like this) and evidentials (According to our previous meeting).
Many of these phrases act as mitigating devices to highlight a speaker's cautiousness and
consideration, and their "intention to gain mutual understanding” (Liu & Liu 2017, 7). They
consequently serve as useful tools for building relationships and rapport. Overall, the consistent use
of such authentic, corpus-based language in teaching materials will automatically include indirect,
mitigating expressions, which should in turn support the interactional nature of the discourse,
creating rapport and supporting relationships.

Cluster C - Minutes and reports. While the above meetings-cluster contained the most loosely
defined written genre, viz. memos, which may assume many different formal realisations, the
present cluster contains the formally most closely defined genres, viz. reports (reading 43.0%;
writing 27.8%) and minutes (reading 30.3%; writing 20.6%). The present grouping seems to
suggest that respondents who require the one text type also require the other. Consequently, an
effective teaching task might focus on contrasting the formal and linguistic differences of these
texts. As the integration of different genres is a major focus in the present paper, one option is to set
learners the task of composing the minutes of a meeting and then to transfer the same information
into a report. This may be regarded as a potentially authentic task type and should additionally serve
to contrast and underline the relevant genre differences. However, the grouping of reports with
minutes in a separate cluster is not to say that these text types should not be integrated in context-
rich meetings scenarios like those discussed above. Nonetheless, it may be worthwhile to clarify if
learners indeed require the more specialised genres of reports and minutes, in which case these can
be integrated into meetings scenarios. In all other cases, the more generally applicable genre of
memos should suffice and thus require less text-type specific input.

Cluster B - Technical descriptions. The final cluster comprises reading and writing technical
descriptions (38.6% and 20.0%, respectively), which obviously suggests that these are taught
together. For a further discussion of these skills, see section 3.2. below.

3.2. English use among technical vs. business staff

Section 3.2. focuses on the different needs in technical vs. business professions. Based on a survey
of 20,000 German employees, Hall (2008, 222-223) finds that a substantially larger proportion of
staff in technical professions requires English in the workplace, viz. 77% of her respondents, versus
only 58% of those working in business services (Dienstleistungskaufleute). A similar gap is evident
in our sample (see Illustration 6). While two thirds of our in-service business students (66.3%)
report using English, the proportion is three quarters (75.5%) among students of engineering. A chi-
square test (with Yates continuity correction) indicates a significant difference between these two



groups at the 0.05 level, x> (1, n=716) = 5.420, p=0.020. In terms of mere quantity, this means that
engineering students deserve at least the same, if not more, attention in terms of English instruction.
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[lustration 6: English use by faculty

Furthermore, llustrations 7 and 8 report differences between technical and business staff, with
Ilustration 7 focusing on more technical functions and Illustration 8 covering what are traditionally
regarded as business functions. First of all, reading and writing of technical descriptions was
already mentioned as a relevant cluster of skills in section 3.1.2. above. Not surprisingly,
[lustration 7 reveals that more than twice as many technical staff than business staff require these
skills. What comes as more of a surprise is that significantly more technical staff (33.8%) read the
trade press than employees in business positions (18.8%). While ESP reading strategies are almost
always discussed in the context of English for Academic Purposes (EAP) (cf. e.g. Grabe & Stoller
2001), the current data may point to their relevance in technical English as well. Adapting the
wealth of EAP reading tasks to specialised technical texts should, consequently, be profitable and
effective in teaching technical English classes.
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More interestingly still, Illustration 8 reveals that technical staff are also more likely to require
English in traditional business functions. Almost half of engineers (49.7%) are involved in English
meetings versus a third of business staff (33.3%), 39.7% of technical staff read memos while it is
only a quarter among business staff (25.9%), and almost twice as many engineers give presentations
in English than business staff do (26.8% vs. 13.7%). These figures suggest that not only are
engineers deserving targets for English instruction in general, but that classes should definitely have
a strong business-related component.
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Illustration 8: English use by faculty (business functions) (n=493)"

3 ***Significant at the 0.001 level.

Reading technical descriptions: Chi-square test with Yates continuity correction, x (1, n=493) = 79.872, p=0.000.
Writing technical descriptions: Chi-square test with Yates continuity correctlon X2 (1, n=493) = 42.591, p=0.000.
Reading trade press: Chi-square test with Yates continuity correction, 'S (1, n=493) = 12.573, p=0.000.

4 ***Significant at the 0.001 level; **Significant at the 0.01 Ievel

Meetings: Chi-square test with Yates continuity correction, X2 (1, n= 493) =11.393, p=0.001.
Reading minutes: Chi-square test with Yates continuity correction, X2 (1, n=493) = 9.036, p=0.003.
Writing minutes: Chi-square test with Yates continuity correction, x2 (1, n=493) = 7.577, p=0.006.



3.3. Student requests for language support

In addition to surveying the language use of in-service students in their jobs, one section of our
questionnaire also asked them to identify skills which they felt they needed support with in the
context of language instruction. Again the responses were subjected to a hierarchical cluster
analysis. The first cluster in Illustration 9 involves presenting (17.5%), meetings (19.6%) and
negotiating (26.6%) skills. These skills conveniently overlap with cluster D in section 3.2.1. above.
This means that focusing on the meetings-related skills required in the workplace (cf. Illustration 4)
will also cover the areas which students feel they should be practising anywayj, i.e. such instruction
should be effective as it taps into students' intrinsic motivation.
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Mlustration 9: Skills support requested by respondents’

The second cluster covers the spoken mode and includes listening skills (24.0%), pronunciation
(29.2%) and telephoning (26.6%). Again, the didactic overlap of covering these issues is obvious.
One point of interest in this context is that about a third of respondents seek input in regard to

Following presentations: Chi-square test with Yates continuity correction, X2 (1, n=493) = 10.611, p=0.001.
Giving presentations: Chi-square test with Yates continuity correction, x* (1, n=493) = 11.573, p=0.001.

5 Hierarchical cluster analysis, based on chi squared between-sets-of-frequencies measure.

CONYV = conversation, GRAM = grammar, LIST = listening, MEET = meetings, NEG = negotiating, PRES = presenting,
PRON = pronunciation, READ = reading, TEL = telephoning, VOC_GEN = general vocabulary, VOC_SPEC = technical
vocabulary, WRI = writing.



pronunciation, which tends to be a somewhat neglected area. In fact, in the context of Business
English as a Lingua Franca (BELF) the ubiquity of non-native accents is taken for granted (cf.
Jenkins 2007, Kaur 2014), with the native speaker model being regarded as irrelevant. Both of these
facts may explain the modest interest in pronunciation in ESP teaching. However, from a learner
perspective this does not seem to mean that they do not actively require specific input and feedback
in this area.

A further cluster includes the single most frequently cited item, viz. conversation (30.9%), and
general vocabulary (26.0%). This makes particular sense in the context of Warren's (2014, 17) data
on the insecurity of non-native speakers in social contexts and their difficulty in organising their
"thoughts in real-time" especially when off-topic. To remedy this issue, basic fluency work
(conversation) with a focus on quick access to productive vocabulary of an every-day nature would
be highly effective, thus highlighting the relevance of this skills cluster.

By contrast, the traditional, global skills of reading (14.2%), writing (21.8%) and grammar (15.4%)
receive the fewest mentions, i.e. they seems to be regarded as less relevant by learners. Technical
vocabulary (26.6%) clusters with these skills at a fairly late stage, i.e. terminology seems to be
regarded as something of a separate category, which suggests that learners may not be particularly
concerned if this one category is sometimes addressed in isolation without recourse to any other
skills or functions.

4. Conclusion

On the basis of the discussion above, we can draw the following conclusions in regard to didactic
considerations in ESP:

e English instruction is definitely required for our student pool as up to three quarters of
respondents reported using English at work, and two thirds of those used it comparatively
frequently.

e A cluster analysis revealed the interconnected nature of telephoning and emailing in the
workplace, which suggests that teaching tasks should also focus on the integration of these
skills.

e In connection with emailing, it was found that learners require practice in dealing with
extended email chains and not simply individual messages, with an added focus on indirect,
polite language in external communication. Corporate netiquette codes may be an effective,
and authentic, source for this purpose.

e Meetings-related tasks require a number of closely interrelated skills (i.e. meetings proper,
negotiations, presentations, socialising, memos). Teaching tasks should therefore reflect this
interaction of skills, with the relevant language input ideally based on authentic, corpus-
based expressions. This should ensure a focus on interactive, relational functions to support
the creation of rapport and relationship building.

e Technical staff are more likely to require English in the workplace than staff in business
positions. This need for workplace English crucially involves traditional business functions
such as meetings, minutes and presentations and not just technical English.
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Abstract

The paper presents results of a multiple case study on specific features of ESP classes conducted
at two universities, one in Austria as a developed country and one in Bosnia and Herzegovina as a
developing country. Drawing on current theoretical and practical research in ESP, the case study
focused on the most important elements of ESP classes in terms of students and subject area
needs, authentic materials, content language, teaching methodology and other didactic
requirements, in order to determine to which extent the English language courses in B&H higher
education fulfill the requirements of ESP methodology and principles and provide insight into ESP
practices in developed countries, in this specific case Austria, comparing them to those in
developing countries, i.e. Bosnia and Herzegovina. The results indicate strong differences between
the universities in terms of institutional commitment to organization of the courses and
development of language skills of students, while the working conditions and lack of systematic
approach to needs analysis were similar at both institutions. The complete research was presented
within master thesis defended at the Philological faculty of University of Banja Luka, Bosnia and
Herzegovina in June 2017.

1. Introduction

Considering the fact that English language has become a lingua franca in almost all fields of
academic, scientific and economic activity and cooperation, it comes as natural to understand that
improvement of communication skills of citizens of developing countries will support development
and internationalization of those countries. Bosnia and Herzegovina as a developing country entered
the Bologna process and submitted a membership request for EU with an aim of becoming a part of
global movements in economy, science and education, yet the true entrance to the globalized world
is possible once its citizens have all the necessary skills for life and cooperation in a global village
such is the world of today. Besides the essential skills required by a workplace, a business partner
or customs of a certain culture, communication skills are indispensable element for success in any
profession. Education in Bosnia and Herzegovina has a long tradition of development of
communication and language skills of its citizens; however the question is to what extent this
tradition is in line with the requirements of the modern language teaching and communication. On
the other hand, starting from the same premises of importance of communication and lingua franca
for different fields of human activity, it is natural to expect that developed countries, such as
Austria, follow the latest findings in the language learning and communication. Having in mind
English as a lingua franca in today's world, it is also necessary to mention the English for Specific
Purposes as a special field of English language learning which is dedicated to purpose of language
learning, i.e. different fields of human activity. Following the above stated premises, an idea was
born to research and compare specific features of ESP classes at two countries, one developed and
one developing and compare to what extent the countries differ in organization of the classes and
fulfillment of the requirements of ESP methodology and principles in terms of students and subject



area needs, authentic materials, content language, teaching methodology and other didactic
requirements. The research should provide insight into best practices in ESP courses design and
implementation in developed countries for relevant bodies in Bosnia and Herzegovina working on
the improvement of English language courses at higher education institutions. In addition, the
results may be useful for interested stakeholders in Austria in getting the external perspective of the
current situation of ESP at one of their universities.

2. The research - theoretical background and research methodology

In order to determine the latest findings in language learning and specific features of ESP, the
theoretical background of the research is primarily based on several definitions of Languages for
Specific Purposes and English for Specific Purposes such as the one of Strevens (1977), Munby
(1978), Hutchinson and Waters (1987), Dudley-Evans and St. John (1998). These were followed by
the research of Basturkmen (2010), Belcher (2009), Anthony (2007), Widdowson (1983), Douglas
(2000), etc. Drawing on such theoretical background, the following specific characteristics were
identified as relevant for the research: needs analysis, roles and challenges of an ESP teacher,
syllabus design and development of teaching materials. In his paper from 1977, Strevens states the
three main principles in defining Languages for Specific Purposes: purpose of language learning;
content of the language determined by the restriction, selection, themes and topics, and
communication needs; any methodology appropriate for the language learning situation. Although
different in content, definitions of ESP given by Hutchinson and Waters (1987) and Dudley-Evans
and St. John also emphasize purpose, methodology and content as main elements of ESP. It is
important to state that the purpose itself is not exclusively reserved for ESP, but rather in ESP it is
awareness of the purpose that differs it from General English and this is where needs analysis plays
a role. A model of needs analysis used in the research to some extent, combines several approaches
and 1s best explained by Basturkmen (2010:19). This includes the following: Target situation
analysis, Discourse analysis, Present situation analysis, Learner factor analysis, Teaching context
analysis.

The research was designed as a multiple case study which according to Yin (2003; according to
Baxter and Jack, 2008:548) enables a researcher to explore differences within and among two or
more cases, where the cases should be carefully selected enabling the researcher to forecast the
results based on the theoretical background. Yin (2009) explains that the case study should explore
a phenomenon in its realistic context through a specific situation by means of multiple research
techniques and using theory as the basis for the research. The phenomenon of this study is ESP
teaching in its realistic context of higher education in developed and developing countries, while the
specific situations are two universities in Austria and Bosnia and Herzegovina with its specific
ways of organization of ESP classes. Finally, as stated in the previous chapter, the research is based
on the contemporary theoretical findings in the field of Languages for Specific Purposes and
English for Specific Purposes. The two specific universities were carefully selected considering that
both were public universities founded by the state, i.e. developing and developed country at a
relatively similar time — University of Applied Sciences Technikum Wien was founded in 1994 and
University of Biha¢ in 1997; both universities have approximately similar number of students (cca
4000) and offer studies in almost similar fields — technical and biotechnical sciences and economics
among others. As is specific for case study, the research used a multiple research techniques for
collection and analysis of data: class observation, qualitative content analysis, surveys and semi
structured interviews.

Class observation was done at both universities during summer semester of academic year 2015/16
for 40 classes at University of Biha¢ and 36 classes at UAS Technikum Wien (class duration of 45
minutes given in units of 1,5 hours and 2 hours). Observation was done in an authentic work and
time environment of both universities, without interference of a researcher, using recommendations



for class observation given by Bezinovi¢ et al. (2012). Notes on the class observation were taken
according to the first part of COLT scheme given by Nunan (1992:99) — activity type, participant
organization, content, student modality and materials. In addition, the notes included following
information: class size (number of students), language spoken during the class, native language of a
teacher, and equipment used.

Materials collected during class observation included teaching materials used during the classes, as
well as the subject syllabi, and additional materials used for preparation of classes. The materials
were analyzed using the qualitative content analysis (Dornyei, 2003) and coded according to
categories of objective analysis recommended by Hutchinson and Waters (1987:99-104).

Surveying was used in order to collect data on needs analysis of students, alumni, content teachers
and English language teachers. Surveying was done using questionnaires developed according to
recommendations of Dornyei (2003). Besides surveys, semi structured interviews were used to
collect data on working conditions of English language teachers. The interviews were conducted in
line with recommendations given by Nunan (1992). While the interview was directed towards the
attitudes of English language teachers, questionnaires were designed to collect data on teaching
process at the two universities containing 41 question set into four categories — general questions on
teachers and their experience, general questions on the subject, questions related to the process of
needs analysis, and those related to materials development. Total of 7 interviews and 20
questionnaires for teachers of English language were collected at both institutions.

Students' needs analysis was done by means of questionnaires designed in line with theoretical
recommendations (Basturkmen, 2010). Total of 13 questions were set into 4 categories: general
information on students, attitudes toward English language classes, questions for self-evaluation
and evaluation of English classes at their university, and expectations of current and future language
needs. The same categories were given in questionnaires for alumni students through 10 questions,
with additional category of recommendations for improvement of English language classes
according to their needs of working in a certain profession. Finally, questionnaires for content
teachers consisted of 8 questions given in 4 categories: general questions, attitudes towards
relevance of English language for future profession of students, questions related to contents of
English language classes according to needs of the profession and recommendations for
improvement of English language classes. Total of 128 students, 30 alumni and 16 content teachers
of University of Biha¢ were surveyed in this research.

The research problem was defined through a causal and consequential relationship of a lack of
institutional commitment to organization of English language classes at higher education
institutions in Bosnia and Herzegovina as a developing country which leads to the lack of
communication skills of its citizens for globalized labor market subsequently leading to a large
number of unemployed people and obsolete economy.

lack of institutional committment to organization of English language
classes at higher education institutions in Bosnia and Herzegovina

lack of communication skills of its citizens for globalized labour market

large number of unemployed people and obsolete economy




Having in mind such defined research problem, the main goal of the research was to determine to
what extent the existing teaching process, its organization and implementation, working conditions
of English language teachers and use of teaching materials follow the requirements of English for
Specific Purposes (ESP) defined by the contemporary theory and practical research in this field.
Since the needs analysis is one of the main elements of ESP, another goal of the research was to
determine needs for ESP classes in higher education institutions in Bosnia and Herzegovina through
an example of University of Biha¢ from perspective of students, English language teachers, content
teachers and alumni. Finally, as Bosnia and Herzegovina is a developing country committed to
development and membership in the European Union, another goal is to determine positive practice
in organization and implementation of English language classes in higher education of developed
countries, using an example of UAS Technikum Wien. These research goals require the following
research questions: 1. To what extent do the ESP classes at University of Biha¢, one of the higher
education institutions in Bosnia and Herzegovina as a developing country, fulfill the requirements
of English for Specific Purposes (ESP) defined by the contemporary theory and practical research
in this field?; 2. To what extent do the ESP classes at University of Biha¢, one of the higher
education institutions in Bosnia and Herzegovina as a developing country, fulfill the needs of its
students, English language teachers, content teachers and alumni?; 3. To what extent do the English
language classes at UAS Technikum Wien, one of higher education institutions in Austria as a
developed country, fulfill the requirements of English for Specific Purposes (ESP) defined by the
contemporary theory and practical research in this field?.

3. Results and discussion

Analysis of collected data indicated both similarities and differences at the two institutions.
Working conditions are positive and very similar at the both institutions in terms of teaching
equipment, class size and workload of students during semester. It is also positive that there is a
regular evaluation of a teaching process conducted by students, which indicates higher level of
student motivation for the teaching process itself. Furthermore, teaching staff at both institutions
share the same attitudes towards the financial conditions and workload, which mostly refers to the
fact that they are overloaded with classes and not paid for preparations for their classes and
evaluation of students' work. Despite the similarities that the two universities share, there is a large
difference in organization and implementation of English language classes, which mainly can be
seen as an institutional commitment to organization of this type of classes at the developed country.
First, this can be seen through an approach to organization of English language classes at the
university level. The results of class observation and syllabus analysis indicated structured
approach, starting from the very vision and mission of the university and their idea of humanist
engineers. In addition, what is specific for this university of applied sciences is a department for
languages and humanities whose primary role is development of social skills and humanist values
of their students. Furthermore, this structured approach is visible through development of syllabi
and teaching materials, which is done jointly by the department and content teachers, and also
through organization of a conference on English language teaching which according to the surveys
and interviews of teachers represents the main form of professional training and development.
Finally, the university ensures continuous learning for students through organization of English
language classes during all four years of study and learning outside classes through the electronic
platform for English language learning called eSnack. What is also positive is the fact that students
have an opportunity to learn from native speakers of English language, with lessons mostly held in
English language without interference of mother tongue. This structured approach starting from the
university level, over formal documents, joint work of English language and content teachers, to
continuous learning of both teachers and students represents an example of good practice in
institutional commitment to English language education. On the other side, organization of English
language classes at a university in a developing country does not start from a university level but
from a teacher who is responsible for fulfillment of all elements of English for Specific Purposes,



starting from syllabus development to their own professional development. Knowing that the
teacher is the only person in charge of syllabus and material development, and that according to the
survey results, besides the syllabi there are no other formal documents or curricular elements
dedicated to English for Specific Purposes, a lack of structured approach and institutional
commitment is evident. This problem can be further tracked to the number of years of learning
language which at University of Biha¢ is one or maximum two semesters during an eight-semesters
study period. This, and also the fact that the workload is divided to classes held by an assistant and
by a professor, indicates that the institution neglects the importance of continuous language
education for development of communication and social skills of its students relevant for progress
of the country.

Following the next goal of the research, the results of class observation, content analysis and
surveys were set against the contemporary theory and empirical research in this field. Since these
emphasize the needs analysis as the main element of ESP, the results at both institutions have
shown that neither of the institutions conducts a thorough needs analysis recommended by experts
such as Dudley-Evans and St. John (1998) or Basturkmen (2010). The fact that both institutions
group students according to the field and year of study indicates presence of Target Situation
Analysis and Present situation analysis. This should mean that the teaching materials, syllabi and
content are in line with the tasks, activities and skills in which students will use or are already using
the language. However, although syllabi at University of Biha¢ include some of these elements,
class observation and content analysis have shown that the teaching process mostly includes
grammatical exercises and presentation of the field-specific vocabulary. There is a lack of specific
tasks and activities related to target needs, as well as the lack of activities for improvement of
communication skills which is followed by frequent use of mother tongue in classes. Such approach
does not fulfill the basic criteria for definition of languages for specific purposes given by Strevens
(1977): focus on the purpose of language learning; content of the language determined by the
restriction to skills important for the purpose, selection of language, themes and topics and
communication needs related to the purpose; methodology appropriate for the language learning
situation. Having the definition in mind, the results of class observation and content analysis at
UAS Technikum Wien indicate greater correspondence with the criteria — e.g. teaching materials
for engineering students include engineering elements such as impact analysis, process description
and writing of laboratory reports; practice of communication skills is present through tasks which
include discussions, negotiation, etc. Although some content refers to elements of business and
ethics, which are not directly related to students' specific field (e.g. engineering), this is justifiable
by the concept of the university which is dedicated to education of humanist engineers
(Maderdonner, 2010) and is also in line with the internal goals of ESP teaching (Cook, 2002;
according to Basturkmen, 2010). Continuing with the conclusion of the research of lack of thorough
needs analysis, analysis of syllabi and survey results at University of Biha¢ have indicated opposed
results — the teachers have stated that they are using lexical-grammatical type of syllabus, while for
the type of needs analysis they have not selected discourse analysis among others. If we consider
theoretical recommendations for lexical-grammatical syllabus, it is linked to the language structures
and vocabulary, and therefore requires a discourse analysis which is used to determine language
used in the target situation (Basturkmen, 2010). The author (Basturkmen, 2010) also states that the
teaching based on needs analysis requires more detailed learning goals as opposed to the General
English teaching. However, syllabi analysis at both institutions indicated generalized goals which
can hinder the evaluation of efficiency of such teaching and learning. Cooperation between ESP
teachers and content teachers in development of syllabi is also recognized by some authors
(Dudley-Evans & St. John, 1998) as a very important factor for ESP classes. The results of this
research indicate presence of such practice at UAS Technikum Wien, while at University of Biha¢
teachers have indicated that they do not cooperate with content teachers in any aspect of
development of English language classes. What is positive is that the results of survey for content
teachers show they are willing to take part in development of syllabi and teaching materials for



English language classes. Positive results at both institutions are also visible in the presence of a
role of teacher as a researcher which Dudley-Evans and St. John (1998) state as one of the main
roles of ESP practitioner, where teachers have confirmed that they are interested and are following
the latest developments in specific field of their students. Finally, the theory of ESP emphasizes the
importance of teaching materials for the future profession of students. Content analysis of collected
teaching materials at UAS Technikum Wien indicates that this criterion is fulfilled since the
materials mostly focus on the language, skills, discourse and genre of the students' future
profession. However, in order to determine the authenticity of such materials, it would be necessary
to conduct a more specific research. Analyzed materials at University of Biha¢ partly indicate a
complete lack of connection with the future profession of students, since these materials are more
linked to General English. However, some materials are linked to the specific study field of students
and these are mostly ready-made commercial materials. It is important to state that different ESP
experts do not share the same opinion about use of such materials, such as Belcher (2009) and
Pilbeam (1987).

Final part of the research refers to the needs for ESP classes in higher education institutions in
Bosnia and Herzegovina through an example of University of Biha¢ from perspective of students,
English language teachers, content teachers and alumni. Students' survey partly provides data for
those elements of needs analysis which Basturkmen (2010) identifies as Learner factor analysis, i.e.
determining those factors related to the learner such as their motivation, how they learn and how
they perceive their own needs; and the Present situation analysis, i.e. ,,identification of what the
learners do and do not know and can or cannot do in relation to the demands of the target situation®.
Students of University of Biha¢ have positive attitudes towards English language classes and
consider it important for their studies and future profession. Students also consider their knowledge
of English language as very good in almost all skills. Although students mostly consider that the
current workload is not sufficient for their needs, most of the students have confirmed that the
current classes are very useful for their current needs. With reference to the future needs, students
consider these to be for the purpose of future profession and future studies, while the ideal English
language classes should be in ESP and should include speaking and communication skills, every-
day and professional vocabulary. Alumni needs analysis falls into the Target situation analysis
(Basturkmen, 2010), and the results indicate that they use English language mostly for professional
development, which is followed by their selection of necessary language skills. While alumni
mostly use reading and writing skills for professional needs, they use speaking and listening skills
for entertainment and meeting new people. All respondents consider that students studying in their
specific field should be provided with ESP classes which would include professional vocabulary,
speaking and communication skills. This is in line with the opinion of content teachers, who
consider that students will mostly use English language for professional development, where
reading skills are the most useful. They also consider that the English language classes should
follow the content of the field-specific subjects and use authentic texts used for these subjects, in
order to equip students with skills for further learning on their own. All respondents agree that the
classes should be those in ESP and should include professional vocabulary and communication
skills.

4. Conclusion

Three research questions have been set for this research, which were derived from a research
problem of lack of institutional commitment to English language teaching in higher education
institutions in Bosnia and Herzegovina as a developing country which further causes lack of
communication skills for its citizens and lack of competitiveness at the global labor market.
Reflecting upon the contemporary theory of ESP and results of this research obtained through class
observation, surveying and interviews it is possible to formulate an answer to the first research
question - the ESP classes at University of Biha¢, one of the higher education institutions in Bosnia
and Herzegovina as a developing country, only partly fulfill the requirements of English for



Specific Purposes (ESP) defined by the contemporary theory and practical research in this field.
Conclusion for this research question and recommendation for University of Biha¢ would be to
follow the example of universities in developed countries which have a structural approach to ESP
classes and which consider these classes to be an addition to professional skills of their students and
not the additional financial burden. The structural approach means that the classes are organized at
the university level without being burdened on the teacher alone, syllabi and the teaching materials
are developed in cooperation of English language teachers and content teachers, while the lessons
are organized at each study year. Reorganization of classes at University of Biha¢ in terms of
classes being held only by one type of teachers would decrease the costs and the extra financial
resources could be directed to organization of ESP classes in more than one semester during the
entire study period. Institutional approach to ESP classes which is based on the purpose of learning
the language would enable better insight into needs of students and their profession, which would
further enable quality education for young people including professional and social skills necessary
for the global labor market. It is necessary to form a team of English language teachers and content
teachers which would clearly determine educational goals in line with the needs of the labor market
and students’ needs, i.e. perform a needs analysis in line with the contemporary theoretical and
practical requirements of ESP. More attention must be paid to education of new generations of
English teachers, where a suggestion for a new research would be to determine to what extent the
education of English language teachers includes education in the field of ESP.

The answer to the second research question would be - the ESP classes at University of Biha¢, one
of the higher education institutions in Bosnia and Herzegovina as a developing country, mostly do
not fulfill the needs of its students, English language teachers, content teachers and alumni. This
conclusion is made upon the results of needs analysis survey done by the given categories. The
results have shown that ESP is an indispensable for English language teaching at a university level
from perspective of the surveyed categories. The fact that the answer to the first research question is
that the English classes at University of Biha¢ are not in line with ESP requirements, indicates that
such classes are not in line with the needs of the given categories. In addition, the survey results
indicate that such classes should include communication skills, speaking skills and professional
vocabulary, while the classes at University of Biha¢ include only the professional vocabulary. The
classes mostly include grammatical exercises, with certain use of mother tongue during the English
language classes, which leaves little space for practice of communication and speaking skills.
Besides, the survey results indicate that the alumni use English language mostly for professional
development, which means that it is necessary to provide students with practice in lifelong learning,
more specifically in English for specific academic purposes. Elements of this form of English
language teaching have not been registered in English classes during this research. Needs analysis is
an inevitable element of ESP classes and must be a starting point for organization of classes which
are being classified in curricula as professional English classes. Just a nominal classification of such
classes as ESP or professional English classes should not be a practice of any trustworthy institution
and is not in line with pedagogical standards whatsoever. The university must establish better
cooperation with its students and the labor market for better insight into their needs, and new
research on needs analysis for different professions in Bosnia and Herzegovina would be of great
help.

Finally, the answer to the third research question would be that the English language classes at UAS
Technikum Wien, one of higher education institutions in Austria as a developed country, mostly
fulfill the requirements of English for Specific Purposes (ESP) defined by the contemporary theory
and practical research in this field. The research conducted at the university indicates a high level of
institutional commitment to English language teaching. However, the research results indicate that
the institution does not conduct an overall needs analysis as is recommended by the contemporary
theory of English for specific purposes. Although all observed elements of the teaching process
indicate focus on the future profession of the students, it is necessary to conduct a more detailed
study to determine whether this focus is in line with the needs of the students and their future
profession. All in all, from the perspective of this research it is possible to consider the specific



features of ESP classes at UAS Technikum Wien as a good practice of a university in a developed
country. A suggestion for a new research would be to examine to what extent these practices
influence the success of students and their competitiveness at a labor market.
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Abstract

Although the literature generally supports the view that peer feedback activities in ESL writing
classes can be a valuable aid to help learners improve their writing skills, many teachers and
students seem to doubt its usefulness in their own particular educational context. A recent area of
research in this field explores the potential of electronic tools in peer editing. Our study is one of
the first to examine the e-learning platform Moodle and its Workshop feature through classroom
action research. This tool is designed to enhance the quality of student work by encouraging the
learners to “assess the work of their peers and learn from each other”, as stated in the Moodle
Workshop settings. This paper first provides an overview of the main tenets of using peer feedback
in the ESL writing classroom and then provides insights into our own experiences gathered in two
different courses in which the Moodle peer-review tool was used, applying both a quantitative and
qualitative approach. Our aim is to shed light on how teachers can enhance writing outcomes
through improved peer editing design. We explore the usefulness and applicability of the Moodle
Workshop feature from two different perspectives: the view of the teachers and the view of the
students. In addition, we make suggestions for the effective use of this tool. It is hoped that the
findings of this paper may assist practitioners in designing and implementing online peer feedback
activities in their ESL classrooms. Finally, we offer insights for future software development of
peer-review activities, from both a user experience and pedagogical perspective.

1. Introduction

Many ESL teachers would agree that good writing entails rewriting (cf. Murray, 1982) and
revision is the true heart of the writing process, the necessary means through which new ideas
evolve and meaning is clarified. Often writing skills develop significantly when authors revise in
response to feedback from readers, rather than through self-editing (Carifo, Jackson & Dagostino,
2001). In this context, Leki argues that feedback is the most powerful factor in learning to write
well (2000).

Although many language teachers are aware of the benefits of viewing writing as a process,
they often avoid such draft assignments because of the heavy workload they already face
(National Commission, 2003). Instructors rarely have the time during the semester to respond to
multiple drafts in a meaningful and effective manner. Neomy Storch (2017) calls writing teachers
“the feedback slaves”, overburdened with the amount of papers they assess each semester. As a
result, teachers end up designing assignments as single drafts as they hurry through the curriculum
and provide only one round of corrective feedback for final assessment purposes.



The situation is further complicated with research revealing that teacher feedback does not
readily result in improved student writing (e.g. Kietlinska, 2006; Storch, 2017). While teacher
feedback may provide some help and is certainly better than revising without any feedback, teacher
comments tend to be incomprehensible, and often abstract, “rubberstamps” on all papers and not
specific to the paper at hand (cf. Cho & Mac Arthur, 2010). By using corrective feedback categories
such as “register”, “organization”, “grammar”, or “word choice” students, as novice writers, are
often overwhelmed by the complexity of these terms and do not know what to do with this feedback
without explicit guidance. As experts, teachers may overestimate students’ understanding of writing
principles and genre conventions and thus provide comments that exceed the learners’ capabilities,
or are simply above their zone of development (De Guerrero & Villamil, 2000). What is even more,
teacher feedback can be inconsistent and thus confusing. This means that although instructors spend
a considerable amount of time and effort providing useful comments for their learners, these
comments do not necessarily translate into better writing outcomes. If no revision assignment is
required, students may not even look at teacher feedback in any meaningful way (Storch, 2017).
Instead, they simply zero in on the final mark and give a precursory glance through the comments,
then put the assignment away to not work with it further.

Peer feedback can be a solution. This writing process approach, which is also commonly referred
to as peer review, peer editing or peer response (e.g. Lundstrom & Baker, 2009), generally involves
students commenting on each other’s work. Liu and Hansen (2002) claim that peer feedback fosters
an awareness of the needs of the reader by facilitating a collaborative writing process. The main
reasons why ESL teachers include peer feedback processes in their classes are on the one hand to
help peers improve their writing and on the other hand to improve students’ own editing skills.
While a great number of studies have pointed out the valuable social, cognitive, affective and
metalinguistic benefits (e.g. Lundstorm and Baker, 2009; Pol et al., 2008; Min, 2008) of peer
feedback, others have asserted that it does not necessarily raise the quality of the work (cf.
Tsuiping, 2016). The main criticism raised by learners is that they feel that only a more advanced
writer, such as their teacher, is qualified to provide useful comments (Cho, Schunn & Wilson 2006).
However, research has shown that if peer review is designed thoughtfully and effectively, it can
provide students with valid and reliable feedback to their work (Cho, Schunn & Wilson, 2006). In
our study, we look at a computer-mediated approach to peer review which offers a number of
attractive features for both students and teachers.

In the last few decades, computer-mediated communication has found its way into many
classrooms. The rapid pace at which new educational technologies are currently being developed
gives rise to a broad spectrum of possibilities how they can be integrated in language learning and
teaching. The Moodle (Modular Object-Oriented Dynamic Learning Environment) platform, an
Open Source Learning Management System (OS LMS), is an example of such a learning
technology which entered the educational scene in 2002 when version 1.02 was released by Martin
Dougiamas (Moodle, n.d.) as an open-source learning management system in Western Australia.
According to the information available on their website (Moodle Statistics, n.d.), Moodle is now the
world’s most popular learning platform with more than 124 million users in 234 countries. One
feature Moodle offers is the Workshop tool which can be used for digital peer reviewing activities
in the classroom.

By and large, empirical studies into the use of technology in the classroom are encouraging.
Among the most frequently mentioned benefits of digital tools in education is that they ostensibly
establish community and foster collaboration online through the power to connect their users (e.g.
Vandergriff, 2016). In their study of e-feedback, McCabe, Doerflinger, and Fox (2011) found more
positive attitudes toward the feedback in a digital context. Their learners said that they would
recommend such feedback for future use in the course. Along similar lines, a survey conducted by



McVey (2008) revealed that their participants considered the feedback provided electronically to be
generally clear and helpful.

This paper reports on the first phase of a larger study on electronic feedback (e-feedback)
focussing specifically on the Moodle Workshop tool in the tertiary ESL writing classroom.
With the help of action research methodology, we examine this tool from both a theoretical and a
teacher/student user experience perspective. Our main aim at this stage is to elicit subjective
assessment of using Moodle Workshop for L2 writing development. We seek to analyse Moodle
Workshop’s design in light of best practices theory of peer-review activities in order to identify its
strengths and weaknesses. Finally, we intend to make suggestions for teachers who are exploring
the tool in their own classrooms, and to offer insights to educational software developers for
improved design of computer-mediated peer review tools.

2. Literature Review

2.1. Using peer feedback in the ESL writing classroom

Much research has shown that peer-review improves student writing, even in ESL
environments (cf. Berg, 1999; Cho, Schunn and Wilson. 2006). A recent study in an ESL tertiary-
level writing context by Cho & MacArthur (2010) resulted in unexpected findings. In their research,
they focused on the quality of revision by comparing teacher feedback to multiple peer feedback.
Contrary to intuitive expectations, Cho and Mac Arthur found that multiple peer editors actually
lead to better writing results than feedback from one expert lecturer. This means that collective
feedback from classmates, who are at least briefly trained to review and provide comments, is
actually more valuable for revision outcomes than comments from the teacher. The reasons for this
finding are:

e students use language that is more comprehensible to their own peers.

e students respond to the writing as readers, providing a supportive writing and reading
community.

e the types of peer feedback are easier for students to incorporate into more comprehensive
revision.

e when students receive feedback from multiple readers, they can compare the comments
across reviewers for validity, rather than working with comments from one reviewer alone.

Altogether, the literature indicates that multiple sources of feedback, written in language students
understand, provide effective input for improved student revision.

Despite these findings, students are often wary of peer-review, particularly in an ESL context,
viewing peer-editing as a poor substitute to teacher feedback. Students tend to believe that they
cannot trust their peers’ comments, due to a perceived lack of language, writing and content area
competence (cf. Kietlinksa, 2006; Cho, Schunn & Wilson, 2006). However, this perception does not
hold up to the evidence. Through an in-depth study of the validity and reliability of student
assessment of peer university-level papers, Cho, Schunn and Wilson (2006) provide evidence that
peer-generated grades are reliable and valid enough to be used in university settings. However,
such student assessment is only valid in contexts when there are multiple students (four to six)



assessing one assignment, with some training, using a clear rubric, and with incentives to give
quality feedback. Even so, Cho et al.’s study showed that students still question the quality of each
other’s comments.

The question arises: Do ESL students provide reliable peer review for other ESL students? As
Kietlinksa (2006) points out, ESL students are not a homogeneous group and there are multiple
nuances as to the cultural expectations, attitudes, needs, and writing and revision contexts and levels
of writers across the ESL range. Given this diversity of contexts, it is difficult to broadly claim that
ESL writers can or cannot provide quality feedback. However, we can look at perceptions and
appreciation of peer feedback. Owing to their teacher-centered educational backgrounds, many ESL
students highly respect teacher authority and teacher judgments. Although students generally
appreciate peer’s comments as one source of feedback, they often distrust their colleagues’
capability to give feedback and prefer to have feedback from the teacher as well. Jacobs et al
(1998), for instance, found that 93% of ESL participants in a study set in two Asian universities
preferred to have peer comments as one, but not the only, channel of feedback. It seems that
although they distrust it, they still like it.

Some of the strongest outcomes of peer review is found on the affective level. This explains why
students like peer feedback, even if not fully trusting it. Students gain confidence by being able to
measure their own skills against their peers. When learners have the opportunity to read the work of
their classmates, they are often happy to confirm that their own skills generally match the level of
the collective group (cf. Lundstrom & Baker, 2008). Such confirmation can reduce overall anxiety
in writing and hence create a productive learning environment. In addition, by having an authentic
audience of readers, students gain an emotional sense of both text ownership and of belonging to a
classroom community which inspires writing motivation (cf. Kietlinska, 2006; Tsui, 2000; Jacobs et
al 1998; Byrd, 2003).

Most importantly, peer review helps the reviewers improve their own writing. One of the most
surprising findings in writing research stems from a study of ESL writers by Lundstrom and Baker
(2008) which shows that the primary beneficiary of peer review tasks is not the receiver of feedback
but the provider of feedback. They argue that when students receive guidance in analyzing a
classmate’s work, they begin to internalize the criteria of good writing and can then apply it to their
own writing. Peer reviewers are also more likely to raise their own awareness of teacher
expectations by using a rubric or teacher-guided peer review prompts while looking at work other
than their own. Furthermore, in their capacity as writers, the reviewers become more perceptive of
readers’ needs in general and of genre conventions in particular. This shows that although one
might assume that the core benefit of peer review is to receive comments, this is often not the case.
Clearly, peer-revision has the potential to provide additional layers of gains in overall writing skills
to the reviewers themselves.

In sum, research shows that well-designed, teacher-guided peer review activities can generate
added value in terms of both writing skills and writing confidence for ESL students and, if
designed correctly, can significantly reduce the workload for teachers.

2.2. Using software for peer feedback

Over the past 20 years, developments in computer-mediated peer-editing tools have brought
forth new opportunities for ESL writing pedagogy. There are numerous advantages to a digital
approach when compared to traditional face-to-face (f2f) peer review, but also a number of



disadvantages, all of which are worth investigating before applying tech-based peer review in the
classroom. The following section of this literature review is largely based on a seminal work
conducted by Tsuiping in 2016, who systematically surveyed the literature published over the past
two decades focusing on ESL computer-mediated peer review. As not all results were consistent
across all studies, some of the articles Tsuiping reviewed call for a cautious stance towards
computer-mediated peer editing tools. However, overall, the evidence points to positive writing
outcomes, positive SLA gains, and positive student attitudes towards using the new technology.

According to Tsuiping (2016), a considerable number of studies show that students in e-
feedback contexts stay focused and on-task more than in f2f scenarios. In addition, students
participate more equally when communicating digitally. The reason for increased focus and
participation is related to the fact that the online arena for feedback constitutes a non-threatening
environment for less proficient writers and also for speakers who are perhaps too shy to participate
in class. Since students can work at their own pace, feel safer, and have more time to reflect and
rehearse before responding, they tend to develop more positive attitudes which results in higher
turn-taking initiatives. Also, students appear to engage more in discussions, give more suggestions,
and thus practice English more frequently and more intensively. However, some of the articles that
Tsuiping reviewed showed that at times students can get off track and focus more on content than
revision, in particular if left without sufficient teacher guidance. Hence teachers need to
“proactively model, scaffold, and support revision-related online discourse if it is to be of benefit”
(cf. Liang 2010, p 45).

Studies of e-feedback show that students resort to more lexically complex constructions and
more formal, precise communication when compared to their language in f2f editing sessions
(Tsuiping, 2016). As can be expected, students cannot rely on paralinguistic cues while using
written digital communication. As a consequence, digital settings offer increased language
acquisition opportunities, as students improve their precision in ESL articulation in the meaningful
context of helping their peers.

In addition, written digital feedback allows for students to look back at their peers’ comments
later at home when they are in the revising stage. They can study the comments in detail, in their
own time, and access them from anywhere. In contrast, when students provide oral feedback in
class, it is likely that some of the specific feedback is not remembered and cannot be accessed again
when needed.

As many teachers know, some students feel uncomfortable critiquing each other’s work f2f, or
they feel inhibited to express themselves in-class, even more so in front of the whole group.
Tsuiping (2016) writes that digital feedback can alleviate some of these tensions. The anonymous
feature or tech distance allowed by software communication is therefore particularly useful for
students from cultures in which face-saving is valued in social interactions. Overall, Tsuiping’s
review (2016) showed that students tend to feel more comfortable giving digital feedback. Also,
ESL students feel less worried about their accents when they communicate in writing as they feel
they can express themselves more freely in the digital realm.

Despite these benefits, working with digital peer review is not all rosy. Tsuiping’s meta-analysis
(2016) showed that the biggest frustrations for students and teachers with e-feedback are
unexpected tech problems or slow or no connection to the internet when they need to access the
materials. In addition, some students see the online peer review process as an unnecessary chore
which is more time-consuming than traditional in-class peer-review. As a consequence, some
students complain of being over-burdened. Emotionally, some reviewers experience anxiety if their
comments are publicly visible, depending on the software design. However, students also see a



flipside; when comments are publicly visible there is greater personal accountability and
commitment and thus higher quality comments.

Finally, many of the studies in Tsuiping’s meta-analysis (2016) concluded that while students
like e-feedback formats, they miss oral communication for clarification and interaction and
would ideally prefer to use both channels of feedback: digital and f2f.

Altogether, the literature shows that computer-mediated peer review generally offers the
same benefits as f2f review in terms of improved student writing and affective support, with
some added gains of increased focus, more equal turn-taking, more complex lexical feedback, and
long-term access to the feedback. However, tech peer-review also has drawbacks such as
technical challenges, some anxiety around feedback being made public to the group, being a chore,
and lacking the means for students to explain through oral communication.

3. Research questions and methodology

As has been shown, the synthesis of the literature on ESL peer feedback and computer-mediated
peer review leads to conclude that there is clear merit in using digital peer-review in tertiary
ESL classes. The outcomes should be improved writer/reader awareness, higher quality revision,
long term writing skills gains, and positive feelings around collaborative learning and classroom
community. However, the final result as well as the experience of both teachers and learners largely
depends on how teachers design and guide the peer-review process, how they motivate the students,
and last but not least their own computer literacy skills — making use of the tech affordances and
intervening when required to make up for the deficits of using digital tools.

By exploring the potential of combining peer feedback with modern technology to improve student
writing in the ESP classroom, we decided to investigate the effectiveness and user-friendliness
of the Moodle Workshop tool. Since the overall aim of this endeavour was to improve our own
teaching practices, we selected action research as the most suitable method to approach issues we
had pondering on for a while. As such, this study represents “deep inquiry” into the teaching
practices of the authors through systematic and reflective exploration of empirical evidence
(Norton, 2009). Hence, the following research questions were formulated to evaluate the
effectiveness and usefulness of the Moodle Workshop module in peer feedback activities:

1. How useful do students consider the Moodle Workshop feature for peer feedback?
2. What are the advantages and disadvantages of the Workshop tool?
3. How could the Moodle Workshop feature be improved to make it more effective?

Drawing on a mixed-method approach, both quantitative and qualitative data were collected
to answer these questions. The first phase of a larger study in progress was carried out in the
winter term 2017/18 at the department of English and American studies of the University of
Vienna. The Moodle Workshop tool was used by the two authors in their ESP writing classes
(groups A and B). All the participants were undergraduate students enrolled in the Bachelor’s
programme. Their English language level corresponded to C1 or above according to the CEFR.
Both groups had to write a text transformation, a common exercise within the genre-based approach
of teaching writing to increase the learners’ awareness of generic conventions. The students in
group A had to transform a product review into an internal proposal memo and group B was told to
turn a scientific research article into a popular science magazine article.



All the students were informed about the use of the Moodle Workshop tool in class and were
also provided with detailed further instructions on the Moodle page. Together with the
departmental e-learning expert, the authors carefully set up the Workshop module. Each student
had one week to give formative feedback with summary comments to two randomly allocated
colleagues according to purposefully designed prompts. In the last phase, the learners received their
feedback and were then asked to edit their first draft accordingly. After the feedback activity, all the
students were requested to fill in a short questionnaire on their experience. In total, 31 students from
group A and 28 students from group B responded. The survey included scaled questions, numerical
ratings and open questions that allowed for more nuanced responses.

4. The Moodle Workshop feature

The work-flow of the Workshop module can generally be divided into five main stages from
set-up (by the teacher) to submission (students upload their first draft), assessment (students give
peer feedback), grading evaluation (Moodle calculates final grades for submission and assessment,
if desired) and the closed phase (students can now see the feedback they have received). As can be
seen in the screenshot below, the Workshop planner tool gives an overview of the phases and
highlights the current one.

Assignment 2: Workshop peer feedback -
Closed

Closed

Switch to the setup phase () Switch to the submission phase () Switch 1o the assessment phase () Switch to the evaluation phase () Carvent phase @

Fig. 1: Screenshot of the Workshop planner tool

It is important to mention that the teacher needs to manually switch the activity from one
phase to another. Each phase has a number of sub-functions, which allow the teacher to set-up a
tailor-made activity to suit the requirements of the specific class, students and learning goals. In this
respect, it can accommodate a wide range of different types of student work and can be
implemented before, alongside or independently of the standard assessment. With Workshop
teachers can design assessment forms, rubrics or marking guides with prompts to help students in
making judgements. Student assessment may be provided in the form of verbal feedback or numeric
grades, with or without guidelines provided by the teacher. If desired, the teacher can also assess
both the students’ submissions and the quality of their assessments. Peers' submissions and
assessments are kept anonymous, if needed. While this freedom to tailor the process to the specific
learners’ needs allows for a large extent of individualized handling of the module, it also bears a
number of risks related to the complexity of the set-up process. For us, the only way to set up a
Workshop in a timely fashion was to get help from the departmental e-learning expert. Together
with her, we designed a model course and then copied and tweaked it into our own Moodle pages.

Although we knew that the correct set-up of the Workshop feature was instrumental in
receiving satisfactory results, we encountered a number of difficulties in the course of this
project. A primary challenge was related to the fact that the teacher has to manually switch to the
next phase and — most importantly — close the activity to make sure the students can see their peers’
feedback. Most notably, the learners in group B only gave feedback without receiving feedback.
This glitch was due to the teacher failing to enact the final switch in time. This means that although



the students in Group B had a chance to look at two other colleagues’ papers, they did not receive
any feedback on their own work. These circumstances are naturally also reflected in the findings of
the survey. For the teachers this means that they have to monitor the progress the students make
while at the same time keeping an eye on the deadlines set for each phase. This can be rather
cumbersome especially if using the Moodle Workshop tool in several parallel courses with different
deadlines for each phase. In addition, email communication with the students during the last phase
showed that some learners found it difficult to locate the feedback they should have received from
their peers. As there is no way the teacher can switch roles to see what the students can see, it is
difficult if not impossible to help them in this respect.

5. Findings

5.1. How useful do students consider the Moodle Workshop feature for peer
feedback?

To address the first research question, i.e. the usefulness of the Moodle Workshop tool, we elicited
relevant data from the participants’ questionnaires. Accordingly, question 1 on the survey asked the
learners to rate their experience with the feature on a scale from (1) highly useful to (5) not at all
useful. Figure 1 illustrates the results obtained for this item from group A.
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highly useful useful somewhat useful notvery useful notat all useful

Figure 2: Group A - Usefulness of the Moodle Workshop feature

As Figure 2 shows very convincingly, all the participants in group A found the Moodle
Workshop feature either highly useful (N=21) or useful (N=10). Figure 3 displays the results
obtained from group B.
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Fig. 3: Group B — Usefulness of the Moodle Workshop feature

In contrast to Group A, the results collected from group B show a more diverse picture with 10
students describing their experience as highly useful, 9 as useful, 8 as somewhat useful and 1 as not
very useful. As mentioned above, due to technical issues this group only gave feedback without
receiving any. It is interesting to note that despite the absence of comments on their own work, the
students to a large extent still found the activity beneficial.

5.2. What are the advantages and disadvantages of the Workshop tool?

To address the second research question, namely the advantages and disadvantages of using the
Workshop peer feedback, the students provided answers to two open questions.

The comments of those students who rated their overall experience with a range from 1 (highly
useful) to 2 (useful) can be related to four main categories: useful insights into other colleagues’
work, the high quality of the feedback, flexible time management and an increased sense of
community.

5.2.1 Advantages

As for the usefulness of the insights into other people’s work, the students observed that they found
developed higher order editing and revision skills by reading these texts which led to positive
changes in their own text:

I learned a lot from giving feedback because those questions made me think and wonder
about some things which I didn’t pay attention to at all. I applied these questions to my own
homework and realized how much little things can improve a paper. (49)

[ consider giving feedback even more helpful. I think I gained more from giving feedback
than from receiving it because I ‘learnt’ how to really read a text when you want to improve
it — I could apply what I learnt when I edited my own work. (B3)

One student remarked that the reflection process could in fact be divided into three main stages:

I found that when I analysed the texts, I thought about the authors’ intentions and
subconsciously analysed my own text as well. So, in a way by using this feedback tool, there

is a three-way reflection process: when writing it, when correcting the others' texts, and
when reading the feedback I received. (A 16)



In particular, they appreciated the fact that they could review two papers rather than one.

The main advantage is definitely that you get two types of feedbacks from two different
points of view that are not from the professors themselves. It helps you to approach tasks
differently and to see things that you probably haven't considered so far. Also it provides
you with more feedback than you would usually get if you have to rely on the feedback you
get from the prof during the seminar only. (424)

Feedback from more than one person is very useful. The two people who gave me feedback
focused on very different things that were both valid points. (A27)

The type of feedback they received from their colleagues was described as professionally guided
(by the teachers), anonymous, objective, focused and — perhaps most importantly - easy to
understand.

More relaxed kind of feedback in a way that students understand each other and use a
simpler way of explaining things and are somehow on the same level in that they make
similar mistakes, therefore, know what they did in order to improve it, and then share that
knowledge. (B18)

The third aspect frequently mentioned refers to the idea of flexible time management. This type of
feedback does not take up any extra class time and the students can give feedback when they want,
where they want and without time pressure.

One advantage is the fact that you can give the feedback at home via your laptop over a cup
of coffee which makes the whole thing more relaxed compared to giving feedback during the
lesson where you have to come up with good arguments and suggestions for improvement
within 5 min or so. At home you can take your time and reread passages to check meaning
etc. (A29)

A number of students also commented on an increased sense of community by realizing that other
students are not perfect, either. On the contrary, they felt that they can truly help their colleagues
improve their writing:

I think that seeing what colleagues have written can be very calming as you see that
everyone can make mistakes. (B20)

I generally think that we, as students, can learn a lot from each other, but we do not
cooperate that often outside of class. The peer feedback tool constitutes an amazing
platform for cooperation we wouldn’t organize ourselves. And the truth is that sometimes
we all wish that someone would read our work before delivering it for the assessment. (B16)

5.2.2 Disadvantages

For those participants who felt that their experience with the Moodle tool was somewhat useful (3)
or not useful (4), the reasons can be grouped into four different aspects: technical problems, time-
management, low motivation and low quality of feedback. As mentioned above, the participants of
group B only gave feedback and the rating received from this group reflects this experience as the
number one problem for the students was of technical nature.



The main disadvantage for me was the tools’ complicated usage. I had to download the file
and needed to insert my feedback online. I would have preferred to upload a word document
with my comments. (B11)

A number of students also remarked that this type of feedback is too time-consuming.
A lot of questions — I got a bit lazy at the end. (B29)

It was quite extensive work that took some time. There were several steps included which
made it into a long process (almost too long). (BY)

In terms of communication style, it was criticized that only one-way communication was possible,
which made the feedback very impersonal.

It is not very personal and when the person you provide feedback to does not understand
what you mean by the feedback, you cannot explain it to him/her. (430)

It does not encourage communication and feedback with Moodle is designed to be one-way
instead of a chat function. (B7)

1 found it to be underwhelming. I don’t think it is to replace in class communication. (426)

In addition, it seemed that not everyone was motivated to give good feedback as some students took
the activity more seriously than others. This is also seen in the quality of the feedback, which was
not assessed by the teachers but remarked on by the peers.

If someone doesn’t take grading seriously, the results could be misleading. Also, I felt
overwhelmed by the numerous grammatical and lexical mistakes that some made. (B19)

A further interesting, yet highly controversial aspect among students and teachers alike, which
deserves to be mentioned here, is related to the question of anonymity. By default setting, the
feedback receivers cannot see who reviewed their texts. A number of students pointed out that the
fact that the identity of the reviewer remains anonymous has its benefits and should therefore be
seen in a positive light:

Because it’s anonymous, people are more honest with their answers. (A22)

Being anonymous can be a huge advantage because you can just say what you think and
don't have to check that you're not being too mean about it. (A25)

A few others, however, were more sceptical and argued that anonymity may result in lower-
quality feedback driven by negative emotions.

Maybe one disadvantage could be that someone is too mean and criticises everything when
giving feedback knowing that the receiver does not know who gave him this or that
feedback. So staying anonymous has its downsides as well. (B13)

[ think that anonymity may be a slight disadvantage, because it is helpful to be able to ask
about certain things that might be unclear, or further discuss the reviewed text. (A28)

Yet, overall the participants in our study were more in favour of the anonymous feature. Whether
the authors of the drafts remain unknown is another issue which was, however, not discussed



among our students. It should be noted here that teachers can decide whether the students should
put their names on the first draft they upload or not.

5.3. How could the Moodle Workshop feature be improved to make it more
effective?

5.3.1 Student suggestions

As far as the third and last research question is concerned, we asked the students for ideas to
improve the Moodle Workshop feature. The answers the students provided were almost
exclusively of technical nature. In particular, they commented on one phase of the peer feedback
process, namely the assessment phase. Since we decided to provide the students with prompts to
assess their peers’ texts, the feedback givers could not use in-text marking to insert their comments
directly into the essay. Instead, they had to fill in the specially displayed fields with the respective
prompts/questions. This means that some feedback givers resorted to printing out the first draft,
marking on paper and then adding the comments on the assessment sheet.

Working with the text directly would help - even if it’s just by writing comments in the word
document; that’s also easier for the reader then in terms of references. (A7)

The Workshop tool could be improved by enabling students to add comments (like in Word)
to the part of the text they are commenting on. It would be easier to know exactly what word
or sentence of your text a peer is referring to in their feedback & they wouldn't need to
describe the position of a sentence they're referring to (e.g. "In the second sentence of your
third paragraph, you have written ... instead of ..."). (B26)

In addition, there seems to be no save-function for the feedback giver to continue working on the
text at a later stage.

Moodle seems kind of unsafe to us students, and I think it would help if there was a function
to save everything you have already written so you can continue giving your feedback at a
later time. (A14)

However, what most learners remarked on what the lack of a chat function to enable targeted
communication between the feedback giver and feedback receiver.

It is not very personal and when the person you provide feedback to does not understand
what you mean by the feedback, you cannot explain it to him/her. (B3)

It does not encourage communication and feedback with Moodle is designed to be one-way
instead of a chat function... (B9)

Clearly, although students generally enjoyed their digital experience, many of them would prefer a
two-way interactive phase to clarify and elaborate on feedback that they have given or received.
This could be either in the form of a chat-function in Moodle Workshop or else in the form of an in-
class follow-up session.

I suggest using the Moodle peer-feedback tool complementing the personal peer-feedback
and not as replacement. (B29)

I don’t think it should replace in-class communication. (A 20)



5.3.2 Teacher suggestions

From the point of view of the teacher, there are three main suggestions relating to the technical
functionality of the tool we would like to make. Firstly and perhaps most importantly, the
Workshop planner tool would greatly benefit from increased user-friendliness and simplification.
Although we value the various options available to design the module, these technicalities can
easily deter teachers — even expert Moodle users - from setting up a tool like this. Here, a more
basic standard version comprising only the most essential aspects would be a welcome solution to
the problem. Secondly, there should be an automatic switch from phase to phase without the
instructor having to intervene manually. Ideally, the teacher also receives an automatic notification
(perhaps by email) once a phase is completed and the next one is about to start. Finally, we would
appreciate a possibility to change roles in order to see what the students can see. Hence, a student-
view would help us locate information for the students more easily should they ask us for help.

6. Discussion and implications

Our action research is one of the first to investigate the UX (user experience) of the Moodle
workshop tool, identifying both student and teacher perceptions of its usefulness and applicability
for improving student writing, particularly in a tertiary ESL context. As Moodle has approximately
130 million users globally (Moodle website), its tools and software designs hold potentially far-
ranging implications for the learning outcomes of students across the world. Our first aim was to
provide a glimpse into the user experience, identifying strengths and weaknesses of using the tool
as a means to improve writing skills. Our second aim was to generate preliminary guidelines for
teachers to effectively use the tool. Our third, and final, aim was to offer insights to educational
software developers for improved design in alignment with research in writing didactics.

The first result of the study shows that students and teachers found the Moodle Workshop
tool useful. Even when there were technical problems, participants still ranked their experience
overwhelmingly as useful. These results reflect previous research into peer-review, which have
shown that opportunities to give and receive writing feedback amongst peers result in social,
cognitive, affective and metalinguistic benefits (e.g. Lundstorm and Baker, 2009; Pol et al., 2008;
Min, 2008). Our students’ positive ranking of their Moodle Workshop experience demonstrates
that, as a whole, the tool facilitates a positive peer-review experience. As such, our first finding
should encourage teachers to experiment with the Moodle tool as an alternative to in-class f2f
peer review.

In our second result, students affirmed that engaging in Moodle peer-review helped them
revise their own assignments and submit what they perceived as higher quality work. Not only
did they appreciate receiving feedback from multiple readers, rather than one teacher — which
provided them with a wider range of comments — but also the comments were written from students
to students in language that students understand. A number of studies have shown that multiple
student feedback is as good as, if not better, than feedback from one expert in terms of revision
results (Cho & Mac Arthur, 2010, Cho, Schunn, & Wilson, 2006). Such studies have shown that
multiple peer review leads to more complex revision results than from teacher feedback alone and
that multiple peer-reviewers together provide valid assessment of student work — if briefly trained
and with incentives to give quality feedback. This means that in using Moodle Workshop, with
a proper set up, we can generally expect positive revision outcomes.

In addition, the very act of reviewing in itself seemed to improve our students’ understanding
of good writing. Many of our participants stated that after reviewing their classmates’ work, they



went back to their own assignment with fresh eyes and did some additional editing, even before
receiving any feedback. One of the most striking results in previous peer-review research
(Lundstrom & Baker, 2008) is that the primary beneficiary of peer-review is the reviewer. These
results were further affirmed through our study as well. Whether the student work was actually of
higher quality, however, was not investigated in this phase of the study. What this pilot research
did show is that students actively engaged in revision after receiving and giving feedback on
Moodle Workshop.

The implications from the above findings are significant. Areas for future research include how
to maximize the benefit for the reviewer. In our next phase of the study we would like to investigate
how to design feedback prompts/guidelines/questions specifically for the reviewer as much as for
the receiver. Additionally, in terms of software design, developers should keep it first and foremost
in their minds that the primary beneficiary of peer-review is the reviewer. Perhaps such insight
can prompt an alternative software design that capitalizes on the reviewer’s gains.

A further finding is that the flexibility of Moodle Workshop is one of its primary advantages
over f2f peer-review in the classroom. Our results showed students appreciated working outside
of class, according to their own schedule and location. Results from previous research (cf. Tsuiping
2016) reveal that having private time and space to consider peers’ work often results in more
thoughtful and complex feedback than is typically found in f2f peer-review. This is particularly
crucial for ESL writers, who may need more time to read and formulate their responses, or who also
may feel inhibited by their accents when speaking aloud (cf. Tsuiping 2016). Such advantages were
also identified by the students of our study. The implication is that Moodle Workshop opens up
class time for other activities while simultaneously allowing students the time and space they
need to comfortably give quality feedback.

One of the most positive results of our study was that Moodle Workshop imbued the students
with a sense of belonging to a supportive writing community, which in turn enhanced their
writing confidence. By comparing their work to their peers’ work, the students felt more
comfortable with their stage of writing development (see similar results in Lundstrom & Baker,
2008). Furthermore, having a real audience for their writing while providing each other with
supportive and constructive feedback increased students’ motivation and sense of community, as
has been found in other studies (cf. Kietlinska, 2006; Tsui, 2000, Jacobs et al 1998; Byrd, 2003).
We find that the digital dimension, surprisingly, adds to the sense of community. Digital
communication is a comfortable and familiar medium to the current student population for
emotional and relational interaction, so Moodle Workshop provides a familiar medium for student
support. In addition, Vandergiff (2016), a leading scholar on ESL digital discourse, writes that Web
2.0 tools are well-suited for fostering collaboration and community and are hence particularly
beneficial for ESL gains. Finally, using Moodle Workshop in the ESL writing classroom is in line
with the newly extended CEFR (2017) which underlies the language user/learner as a “social agent
in a social world” (p 26). The CEFR calls for “a real paradigm shift in both course planning and
teaching, promoting learner engagement and autonomy” (p. 26). We believe that Moodle Workshop
can foster ESL writers’ engagement and autonomy foregrounding their role as social writers in a
social community of readers/writers. One possible implication could be a slight redesign of
Moodle Workshop to incorporate emoji use into the peer-review to further enhance these
relational/affective aspects.

While Moodle Workshop offers much to the ESL writing student, it has its drawbacks.
Students reported frustration with tech problems because of the tool’s overall complexity. For
example, some students did not receive any feedback because it was not released due to the teacher
not manually switching phases. Also, feedback cannot be saved by the reviewer to work on later. In
addition, students were frustrated that they could not write their comments directly onto the



assignment. Finally, teachers cannot see the student view, so cannot help guide the students through
their tech issues. Such frustration is typical of any peer-review occurring in the digital realm (cf.
Tsuiping, 2016) and is not unique to Moodle Workshop. However, despite these annoyances, the
vast majority of the students in our study, along with the two teachers, found the tool a useful and a
positive means for improving their writing. In sum, we do not find the tech problems as an
inhibiting factor, but they did complicate the experience.

A second critique of Moodle Workshop is that it can be time-consuming and a chore. The
Moodle assessment form that one of the teachers set up for Group B included over ten separate
prompts for the reviewers to respond to. Students had mixed reactions. The majority appreciated
the extensive guidance, with 10+ individual, specific features to examine in the assignment. They
felt these numerous and careful prompts helped them clarify teacher expectations and to delineate
specific aspects of good writing. Many students then took the prompts to assess their own
assignment and revise autonomously. On the other hand, several students complained that the
activity was laborious and time-consuming and felt the prompts could be streamlined, requesting
fewer prompts. Other studies (cf. Tsuiping, 2016) have also found that students do not like the time-
consuming aspect of computer-mediated peer review. The implications for our future work with
Moodle Workshop will be a refined set of prompts that aim to scaffold students in reviewing
without overburdening them.

A third critique focused on quality and tone of feedback. While most students reported
receiving useful and polite feedback, some felt that by the peer-review being digital and
anonymous, a small number of students either provided sloppy, low quality feedback or harsh
comments. These findings run counter to some previous studies that show that when writing
comments in digital format, rather than sharing them orally, the complexity and sophistication of
student feedback rises, particularly for ESL students (cf. Tsuiping, 2016). The digital and
anonymous channel mostly allows for students to feel more comfortable in expressing themselves,
gives them time to think and respond, and allows for more complex responses recorded digitally so
that the writer can refer to them later during revisions. For these reasons, we find Moodle
Workshop in some ways superior to f2f feedback. The outlying cases of sloppy, low quality
feedback or harsh comments can be addressed through student training and incentives, such as some
grading of the feedback. Therefore, we conclude that occasional low quality feedback or a
disrespectful tone in the feedback is not a reason to dismiss Moodle Workshop.

Across the board, our results show that the Moodle workshop tool provides many benefits,
but can still be improved to facilitate smoother set-up and increased interaction between
reviewer, writer, text and teacher. First of all, from the teacher UX perspective, the set-up design
is unnervingly complex, and potentially puts teachers off from using Moodle Workshop. If Moodle
would like to see more engagement with this tool, it should simplify the set up in a teacher-friendly
design, including an automatic switch between all phases of the peer-review process, and with
email alerts between phases for the teacher and the students. In addition, teachers need to have
access to the student view. For instance, the teachers in our study were unable to answer student
questions about where/how to find their peer’s comments and this led to some breakdowns in
teacher ability to manage the process.

In terms of the student UX perspective, students appreciated being able to provide feedback
according to their own schedule and location; however, the lack of a save-feature during the phase
of providing feedback in turn limited their flexibility in working at their own pace — which should
ultimately be one of the primary benefits of computer-mediated peer-review (cf. Tsuiping, 2016).
Additionally, and most importantly, in Moodle Workshop the students’ limited ability to interact
with both the text and the author inhibited the quality and clarity of their feedback. Students would
like to mark directly in the text and also chat with each other for clarification and explanations. The



students in our study and in previous studies (cf. Tsuiping, 2016) express the same contradictory
preferences. On the one hand, they laud the benefits of computer-mediated peer-review not taking
up valuable class time, and also appreciate that it is carried out in the affective safety of distance
and anonymity. On the other hand, they wish the digital feedback could be complimented with class
time to discuss the feedback f2f so that they can clarify and explain. Improved Moodle Workshop
features that could allow for in-text marking and also chatting could address these competing needs.
Surely such interactive UX — chatting and in-text marking — could be designed to maintain the
popular anonymous and outside-of-class-time aspects of computer-mediated peer review, but could
allow for the clarification and explanation needed for quality feedback, alongside with emojis to
enhance the relational dimension of peer-review.

In sum, our overall findings show a positive correlation between Moodle Workshop and ESL
student/teacher perceptions of useful, scaffolded opportunities to improve their writing and
engage with each other as a learning community. However, there is still room for the tool to be
enhanced. We recommend simplicity of set up design and more interactive features which reflect
current values in ESL teaching and learning (CEFR, 2017). Our study lays the groundwork for
future action research into Moodle Workshop, including examining such areas as revision
outcomes, effective teacher interventions, and peer-review prompt design.

This study was a pilot study, paving the way for our forthcoming larger study which will look
in more detail at student writing outcomes and best-practices guidelines for teachers. As
Moodle itself is a highly influential digital platform, which shapes teacher-learner and learner-
learner interaction, it is crucial for more teachers to critically assess its design features as to their
usefulness and applicability for reaching curricular aims in accordance with educational theory and
research.

7. Conclusion

This paper has highlighted the importance of peer feedback in the tertiary ESL writing classroom
with a focus on the Moodle Workshop feature. The evidence from this pilot phase of a much larger
study into the effectiveness of Moodle computer-mediated peer feedback suggests that the
overwhelming majority of the participants considered their experience as highly valuable. These
findings clearly confirm earlier research into this topic (cf. Tsuiping, 2016). The participants of this
project, two groups of tertiary-level ESP students, considered the main benefits of Moodle e-
feedback to be quality feedback, useful insights into other colleagues’ work, flexible time
management and an opportunity for community-based collaboration. As for shortcomings, the
students identified technical problems as the main area of concern. In addition, they mentioned that
the activity was too time-consuming and that some students were less motivated which resulted in
some low-quality feedback. From the point of view of the teacher, we saw that the students
appreciated the opportunity to use digital tools to communicate about their writing and have a
broader audience respond to their work.

However, there is room for improvement for implementing such activities in the writing classroom,
particularly as far as the overall design of the activity and the Moodle user experience (UX) are
concerned. This leads us to the next phase of the project which aims to further refine the process
with best practices. We will focus on effective prompt design, teacher interventions and reflection
activities for feedback givers and feedback receivers. Currently, we are developing a guide for
teachers to successfully use computer-mediated peer feedback.

Based on our results, we recommend that L2 writing teachers use and experiment with the Moodle
Workshop tool despite its intimidating complexity for users. The findings presented here show that



this computer-mediated approach fosters motivation and confidence in writing and establishes a
sense of community through a cutting-edge format that students in the 21st century embrace.
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Abstract

Many advanced students in business degree programmes seek to gain the CPE qualification, as this
certificate provides proof of proficiency in English at C2 level. Preparation for the CPE writing
paper provides the opportunity to read and reflect on one or more set texts in order to answer one of
the questions in Part 2 of the exam. In the CPE Handbook for teachers, it is explained that
“[c]andidates who choose these questions will be expected to have a good knowledge of the text, or
the film version, and to be able to deal with the themes and ideas of the chosen text” (Cambridge
English Language Assessment, 2016, p. 24). However, “candidates are not expected to demonstrate
skill in literary analysis” (Cambridge English Language Assessment, 2016, p. 24). This paper
argues that being “able to deal with the themes and ideas of the chosen text” necessarily involves
literary analysis, and that this analysis, far from being an additional and unnecessary burden to
exam candidates, can provide business (and other) students with highly relevant learning
experiences in the areas of intercultural communication and critical literacy. This argument is
illustrated through a consideration of the critique of American capitalist culture in The Great
Gatsby, one of the CPE set texts for 2016 and 2017, and through an outline of the didactic approach
used to encourage business students at a Swiss university of applied sciences to engage on a literary
critical level with Fitzgerald's novel.

Introduction

This paper describes the content and didactic approach of an English course for students of
International Business Management at a Swiss university of applied sciences. The primary focus of
the course was on the writing paper in the Certificate of Proficiency in English (CPE) exam, the
only exam at CEFR C2 level offered by English Language Assessment. A course that prepares
business students for the CPE exam might seem an unusual choice for a discussion of English for
Specific Purposes, as the CPE, unlike its stablemate the Cambridge C1 Business Higher, is an
avowedly generalist qualification that does not focus on the specific language needed by business
professionals. This paper seeks to show, however, that preparation for the CPE writing paper can be
exploited for specific purposes that are highly relevant to modern managers, namely intercultural
competence and critical thinking. More precisely, through the example of The Great Gatsby, one of
the CPE set texts for 2016 and 2017, it will be argued that these two specific purposes can be
attained through the application of literary critical analysis.



The Set-Text Questions in the CPE Writing Paper

The generalist approach of the CPE exam can be seen in the structure of the writing paper.
Candidates have to answer two questions. The first is an essay in which two short, contrasting texts
have to be summarized and evaluated. These texts are “based on a variety of authentic,
contemporary sources” (Cambridge English Language Assessment, 2016, p. 22). In the second part
of the paper, candidates have to answer one further question. Here they can choose either from three
options that require one of an article, a letter, a report or a review, or from one question on each of
the two set texts for the year. In its guidance notes, the CPE Handbook for teachers explains that
“[c]andidates who choose these [set-text] questions will be expected to have a good knowledge of
the text, or the film version, and to be able to deal with the themes and ideas of the chosen text”
(Cambridge English Language Assessment, 2016, p. 24). However, the Handbook also states that
“candidates are not expected to demonstrate skill in literary analysis” (Cambridge English
Language Assessment, 2016, p. 24). It is likely that this last sentence is designed to reassure both
instructors and candidates that the set-text questions do not add a requirement to those included in
the other three options in the second part of the writing paper. This desire is understandable, given
that the set-text option in the Cambridge English: Advanced exam was removed from 2016, most
probably as a result of a drop in the number of candidates attempting this question. Nevertheless, an
examination of the set-text questions in the practice materials published by Cambridge reveals that
literary analysis, and in particular thematic analysis, are indeed required. Here is one example from
the most recent edition of the Handbook for teachers:

Philip K. Dick: Do Androids Dream Of Electric Sheep?

The English book club to which you belong has asked members to write reports on
books with interesting titles. You decide to write about Do Androids Dream of Electric
Sheep? You should briefly describe the story, explain the significance of the title and
assess how far the title successfully conveys what the story is about.

Write your report. (Cambridge English Language Assessment, 2016, p. 25)

None of the exam preparation materials published by Cambridge includes questions for The Great
Gatsby, but the above example could be applied to it. The question immediately invites a discussion
of the shifting dichotomy of truth and fiction that runs between James Gatz, the poor rural
labourer’s son, and the self-invented figure of Jay Gatsby, the great showman. In other words,
teachers of CPE courses who want to prepare their students for the set-text questions will inevitably
teach literary critical analysis, even if they do not label it as such, and even if the CPE exam, by
denying the necessity of “skill in literary analysis”, sets a very low standard with regard to the
intellectual quality of the content of candidates’ answers in the exam. The modest expectations of
the Cambridge examiners need not deter, however, those teachers who are willing to go beyond the
minimal requirements of the exam, as doing so offers students a number of benefits. The first of
these is connected with the CPE exam itself, and specifically with the first, compulsory question in
the writing paper. Here, candidates are required to summarize and evaluate the key points in two
short, contrasting texts. This means that they need to be able to express and critically reflect on two
competing points of view, which is precisely what is required in a discussion of the title of The
Great Gatsby. In other words, literary critical analysis provides training in the cognitive skills
required for the other half of the CPE writing paper. Futhermore, and in connection with the
specific purposes of teaching The Great Gatsby to business students, Fitzgerald’s novel offers the
opportunity to critically evaluate the American cultural values portrayed in the novel. In this way,
students are able to acquire intercultural awareness on the one hand and critical thinking skills on
the other, both of which are essential attributes of modern international managers.



American Cultural Values in The Great Gatsby

Fitzgerald’s novel engages on many levels with the values that shaped American culture before,
during and after the 1920s. On the second page of the novel, the narrator, Nick Carraway, refers
approvingly to Gatsby’s “extraordinary gift for hope” (Fitzgerald, 1950, p. 2) and his related pursuit
of “dreams” (Fitzgerald, 1950, p. 2). As the novel progresses, it becomes clear that at least one of
Gatsby’s dreams is the American Dream itself, the hope of rising from rags to riches through the
individual willpower and hard work. Gatsby’s attachment to the American Dream is most apparent
in two episodes of the novel. The first occurs in Chapter 6, when Nick recounts a conversation he
had with Gatsby about his early years. Nick describes Gatsby as coming from a family of “shiftless
and unsuccessful farm people” (Fitzgerald, 1950, p. 95). In order to escape from this precarious
social position, Gatsby dedicated himself at an early age to “the service of a vast, vulgar, and
meretricious beauty” (Fitzgerald, 1950, p. 95). The narrator pointedly adds that James Gatz,
Gatsby’s original name, “invented just the sort of Jay Gatsby that a seventeen-year-old boy would
likely to invent, and to this conception he was faithful to the end” (Fitzgerald, 1950, p. 95). The
“vast, vulgar and meretricious beauty” to which Nick refers is on one level the luxuriously decadent
lifestyle expressed in Gatsby’s mansion and the parties that he throws there. It is thus associated
with the dream of material wealth, and this desire for and faith in the ability to climb the social
ladder can be seen in a second episode near the end of the novel, where Gatsby’s father tells the
narrator that Gatsby abandoned his family because he “knew he had a big future in front of him”
(Fitzgerald, 1950, p. 164), and shows Nick a daily schedule for self-improvement that the young
Gatsby had written on the back flyleaf of a copy of Hopalong Cassidy.

These two episodes point to a number of cultural values that inform the American Dream. In the
context of teaching The Great Gatsby to students of international business, it is convenient to
approach these values with reference to the dimensions of Fons Trompenaars and Geert Hofstede,
as business students tend to be familiar with them, and then to supplement these authors with some
consideration of the historical background to the American Dream. One important element of the
American Dream illustrated in the two episodes from The Great Gatsby referred to above is the
fundamental belief in self-determination, what is often called the ‘can-do’ attitude. This can be
associated with Trompenaars identification of a strong internal orientation in American culture
(Trompenaars & Hampden-Turner, 1997, pp. 144-145), and with the peculiarly American self-
image of a land of unlimited possibilities that is epitomized in The Great Gatsby in the
protagonist’s refusal to accept even the limits of time. Nick gently criticizes Gatsby for wanting
Daisy to renounce everything that has happened to her since she and Gatsby were separated. When
he reminds Gatsby that “you can’t repeat the past”, Gatsby replies with the full force of his
conviction that there is almost literally nothing that he cannot do: ““Can’t repeat the past?’ he cried
incredulously. “Why of course you can!”” (Fitzgerald, 1950, p. 106)

A second key element of the American Dream is self-reliance, which can be associated with the
strong individualist tendency in the USA that both Trompenaars (Trompenaars & Hampden-Turner,
1997, p. 50) and Hofstede (Hofstede Insights, 2018b) describe in their work. The combination of
individualism and the belief in self-determination can in turn be connected with the principle of
social mobility, another central American value that is reflected in Trompenaars’ location of the
USA at the achievement end of the achievement versus ascription dimension (Trompenaars &
Hampden-Turner, 1997, pp. 104-106). An emphasis on individual achievement has also been
detected by Hofstede, who associated it with the masculine end of his masculinity versus femininity
dimension. According to Hofstede, masculine cultures, of which the USA is an example, show “a
preference in society for achievement, heroism, assertiveness, and material rewards for success”
(Hofstede Insights, 2018a). This description of masculine culture points to another key element of
the American way of life that is illustrated in The Great Gatsby, namely materialism in the sense of
the pursuit of monetary wealth. At this point, it is relevant to mention the role of Puritanism in the
development of American culture, with special reference to the theory of Max Weber concerning



the gradual ideological shift from the Puritan concept of the acquisition of material wealth as a sign
of Christian salvation to the materialist and specifically capitalist notion of worldly gain as an end
in itself (Weber, 1992). Finally, the culture of the Enlightenment in America needs to be referenced
as a second historical determinant of the American Dream, with its emphasis on individualism and
egalitarianism. The latter, which involves a commitment not only to equality of opportunity but also
to equal rights and responsibilities before the law, provides the philosophical basis for the belief in
social mobility, and is also reflected in the universalist character of the USA as represented on
Trompenaars’ universalism versus particularism dimension (Trompenaars & Hampden-Turner,
1997, p. 35). Furthermore, according to Hofstede, it is reflected in the low score of the USA on his
power distance dimension (Hofstede Insights, 2018b).

In this way, the central theme of the American Dream in The Great Gatsby becomes a vehicle for
the specific purpose of teaching American cultural values. From a didactic perspective the novel
can be seen as a kind of case study, and it indeed fulfils all of the quality criteria identified by Davis
for this teaching approach, with the obvious exception of its length:

a good case study:

* Tells a "real" story

* Raises a thought-provoking issue

* Has elements of conflict

* Promotes empathy with the central characters

* Lacks an obvious or clear-cut right answer

* Encourages students to think and take a position
* Demands a decision

* Is relatively concise (Davis, 1993, p. 762)

Like a good case study, The Great Gatsby engages its readers on both an imaginative and emotional
level, and thereby promotes effective learning of the characteristics of American culture. In addition
to this, however, Fitzgerald’s novel fufils in an exemplary manner the criteria identified by Davis in
the area of critical thinking, as it refuses to provide an easy answer to the questions that it raises,
and thus demands that the reader reflect on its narrative, take up a position, and then make a
decision regarding his or her own values and the paths of action that they inform. In the final
section of this paper, these elements will be considered.

Cultural Critique in The Great Gatsby

A critical perspective on the materialist values of the American Dream is clearly apparent in the
narrator’s reference in the first quotation above to a “vast, vulgar, and meretricious beauty”
(Fitzgerald, 1950, p. 95). Indeed, this point of view appears at the very beginning of the novel,
where Nick claims that Gatsby represented “everything for which I have an unaffected scorn”
(Fitzgerald, 1950, p. 2). On the same page, however, Nick rehabilitates Gatsby through reference to
his “extraordinary gift for hope” and claims that “Gatsby turned out all right in the end; it is what
preyed on Gatsby, what foul dust floated in the wake of his dreams that temporarily closed out my
interest in the abortive sorrows and shortwinded elations of men” (Fitzgerald, 1950, p. 2). This
“foul dust” is the dark side of the American Dream, one of the most frequently discussed themes in
the critical literature on the novel. The critique of the American Dream in The Great Gatsby is both
socio-political and philosophical, but for sake of brevity only the former will be addressed here.
Fitzgerald’s novel presents, in Gatsby, a self-made man who attains the material goals of the
American Dream, but does so through illegal activities, thereby contravening one of its foundational
values, namely universalism. However, a life of crime seems not to have been Gatsby’s original
strategy. Nick reports that Gatsby claimed to have been the victim of a legal device used by the



mistress of his surrogate father, Dan Cody, whereby he lost an inheritance of 25,000 dollars, around
half a million in today’s terms (Fitzgerald, 1950, p. 97). This misfortune is crucial to Gatsby’s later
career, in that he would not have been a penniless officer when he met Daisy if he had received this
money and would therefore have had a chance of winning her hand. Corruption is omnipresent in
The Great Gatsby, and the episode of the protagonist’s lost inheritance points to the wider failure of
universalism in American culture. Furthermore, it demonstrates the risk that Gatsby, the ambitious
individualist, takes when he rejects his true family for the pursuit of his dream. Indeed, the fact that
apart from Nick and Owl Eyes only Gatsby’s father attends Gatsby’s funeral suggests that the self-
reliance at the heart of the American Dream ultimately becomes a form of self-serving
individualism that destroys all human relationships.

The most notable absentee from Gatsby’s funeral is of course Daisy Buchanan. Daisy symbolizes
the shallow opportunism engendered by the American Dream, and at the same time represents the
limits to the social mobility that it promises. Tom and Daisy enjoy a privileged social status that the
nouveau riche Gatsby can never attain, and this unbridgeable distance manifests itself in the novel
in the stretch of water that separates West Egg from East Egg and thereby Gatsby from Daisy.
Nevertheless, Gatsby is able to rise from rags to riches, even if he does so at the expense of both the
egalitarian values that gives the American Dream its appeal and his own familial relations. Gatsby
thus achieves more, in material terms, than the great majority of Americans, and Fitzgerald
symbolizes this vast underbelly of American capitalism in the Valley of Ashes, “where ashes take
the form of houses and chimneys and rising smoke and, finally, with a transcendent effort, of ash-
grey men, who move dimly and already crumbling though the powdery air” (Fitzgerald, 1950, p.
26). The valley of ashes can be seen as the socio-political expression of the “foul dust [that] floated
in the wake of [Gatsby’s] dreams” (Fitzgerald, 1950, p. 2), in an age when income and wealth
inequality was at an historical peak. (Stone, Trisi, Sherman, & Taylor, 2018). Fitzgerald portrays
the Valley of Ashes as a Valley of Death, and specifically as the location of the death of the
American Dream. Here the vision of unlimited opportunity comes up against the harsh reality of the
scarcity of both material resources and human kindness. The Valley of Ashes reveals the economic
limits of the land of opportunity, and thereby demystifies the utopian belief that the will of the
individual alone is enough to guarantee success. Furthermore, in this infernal landscape the
consequences of the cultural denial of the fundamental reality of resource scarcity become clear: the
American Dream becomes a savage struggle for survival in which the most brutal actors, men such
as Tom Buchanan, succeed. The losers are the dreamers like Gatsby, and the simple citizens like the
workshop owner and resident of the valley, George B. Wilson. Wilson is betrayed by both his wife
and Tom, his prospective business partner, and ultimately becomes a deranged angel of death in the
novel’s climatic scene. Thus, The Great Gatsby describes the failure of the American Dream, and
locates the causes of its failure in the weaknesses in the cultural values that underpin it.

Conclusion

By working their way through the novel’s engagement with the American Dream, business students
thus gain both an understanding of American cultural values and critical insight into the socio-
political problems that these values engender. Intercultural awareness and critical analysis are
certainly important skills for modern managers, but an analysis of the representation of the
American Dream in The Great Gatsby also serves a broader purpose. In an age when the self-
serving pursuit of material gain has led to a return to the levels of social inequality of the 1920s
(Stone, Trisi, Sherman, & Taylor, 2018), a course that calls into question the principles of cost
minimization and profit maximization that students are taught in their business degree programmes
is especially timely. In this way, ESP takes a surreptitious turn towards what might be called
English for Subversive Purposes, and thereby escapes the instrumentalization of its professional
practices by the institutional frameworks in which it is embedded.
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Abstract

Studies investigating the written performance of students taught in face-to-face compared
to Blended Learning environments have shown that the hybrid group’s performance is
either equal to that of the control group taught face-to-face (cf. Chenoweth et al. 2006), or
that the treatment groups (where Blended Learning is applied) even outperform the control
groups (cf. Adair-Hauck et al. 1999, Chenoweth, and Murday 2003). Looking at the
introduction of Computer Assisted Language Learning in general and Blended Learning in
particular, this paper aims to discuss the abovementioned findings by comparing them to
the results of a research project carried out at a university of applied sciences in Graz,
Austria. The section regarding the Blended Learning environment notably focuses on the
advantages of said design for teaching ESP (English for Specific Purposes). The written
performance of students taught face-to-face (control group) and that of students taught in
a Blended Learning environment (treatment group) are discussed taking into account the
respective theoretical background with regard to assessing writing. To that end, the
students’ results in a pre-test at the beginning of the semester and a post-test at the end of
the same semester are evaluated and compared. Finally, conclusions pertaining to the
students’ performance are drawn and possible links between these results and the
relevant method of teaching are established.

1 Introduction

This paper deals with the Blended Learning approach to language learning and aims to investigate
whether or not Blended Learning can be used for the effective acquisition of languages. However,
this question cannot be addressed before first giving an overview of the development of Computer
Assisted Language Learning (CALL), after which Blended Learning shall be explained, and the
results of a comparative research project carried out at CAMPUS 02 University of Applied Sciences
UAS will be presented.



2 An introduction to CALL

2.1 What is CALL? Terminology and definition

CALL is the acronym for Computer-Assisted Language Learning. CALL’s origins date back to the
1960s. Up until the late 1970s, computer-assisted projects were mainly used in university settings,
and until the 1980s, the term commonly used for computer-assisted language learning was CALI
(Computer-Assisted Language Instruction) which represented the idea of programmed instruction
(cf. Davies n. d.). The term CALL first became popular in the 1980s (cf. Davies et al. 2012). There
are many definitions of CALL. It has been suggested that defining this concept is difficult, as it
includes a wide variety of research agendas. When discussing CALL, the ever-evolving nature of
technology as well as that of related pedagogical concepts have to be taken into account, thus
rendering it a relatively unstructured discipline (cf. Beatty 2010: 8). The present paper
acknowledges three widely accepted definitions of CALL. One definition describes CALL as an
approach to language teaching and learning in which computer technology helps to present,
reinforce and assess the material to be learned. According to this definition, CALL generally
includes an interactive element (cf. Davies n. d.). Beatty (2010) offers a different yet similar
definition, saying that “CALL is any process in which a learner uses a computer and, as a result,
improves his or her language” (Beatty 2010: 7). A broader definition is given by Levy (1997) who
defines CALL as being “the search for and study of applications of the computer in language
teaching and learning” (Levy 1997: 1). However, the term itself has not been without criticism. In
recent times it has been technological advancements such as mobile devices and Web 2.0 as
opposed to computer programs which have changed the learning environment considerably, and
some researchers are of the opinion that the term CALL does not take this trend into account.
Examples of suggestions to replace the term CALL include include TELL (Technology-Enhanced
Language Learning), focusing not so much on the computer but on the technology it provides,
WELL (Web-Enhanced Language Learning — which, again, is a rather narrow term as it excludes
anything that is not web-based), NBLL (Network-Based Language Learning), and MALL (Mobile-
Assisted Language Learning), a notion that takes into account the fact that many students do not
work on a desktop computer or a laptop in order to learn a language (cf. Jarvis, and Achilleos 2013:
2), but instead use mobile devices.

2.2 History of CALL

In order to understand the history and development of CALL, an interpretative account analysing
the reasons behind the facts is needed rather than just a list of facts about software and hardware
development (cf. Bax 2003: 14). To outline the history of CALL, the categorisation provided by
Warschauer (1996/1) and Warschauer and Healey (1998) is often used.

Warschauer describes how the use of technology is linked to trends in language teaching (cf. Gruba,
and Hinkelman 2012: 6). Warschauer and Healey define three phrases of CALL: behaviouristic
CALL, communicative CALL and integrative CALL. According to Warschauer and Healey,
behaviouristic CALL was in force in the 1960s and 1970s. This paradigm mainly consisted of
repetitive language drills which are negatively referred to as drill-and-kill. In this mode of CALL,
the computer was used as a mechanical tutor allowing students to complete exercises using
whichever computer on which they were working at the time (cf. Warschauer, and Healey 1998:
57). In line with behaviourist learning theory, which views learning as the shaping of habits that are
formed when the learner faces specific stimuli, the response to which is rewarded or corrected (cf.
Ellis 1994: 694), behaviouristic tutorial systems featured extensive drill exercises as well as

grammatical explanations and translation tests (cf. Warschauer, and Healey 1998: 57). At that time,
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the perceived advantages of a computer were repeated exposure to learning material, the provision
of immediate and non-judgmental feedback to drills administered by the computer itself as tutor,
and the individualised presentation of material enabling each student to work at his or her own pace.
When behaviourist approaches were increasingly rejected and with the introduction of micro-
computers which, in turn, created greater possibilities for individual work, the time had come for a
different approach (cf. Warschauer 1996/1). Communicative CALL became prominent in the late
1970s and 1980s. This paradigm was based on cognitive learning theories that see learning as a
process of discovery, expression and development (cf. Warschauer, and Healey 1998: 57). One of
the early advocates of communicative CALL was Underwood who, in 1984, proposed a number of
premises for it. According to Underwood, communicative CALL focuses on the use of forms
instead of on the forms themselves. It also teaches grammar implicitly, not explicitly, and provides
the appropriate framework encouraging students to produce language themselves instead of simply
working with prefabricated language. In addition, it does not judge and evaluate every single
utterance produced by students. When giving feedback, communicative CALL provides greater
flexibility with regard to each individual student and avoids telling learners that they have made a
mistake. Another of its features is that it exclusively uses the target language (cf. Warschauer
1996/1). CALL programs which were developed at that time featured text reconstruction tasks and
simulations that created a forum in which students could communicate with each other (cf.
Warschauer, and Healey 1998: 57). By the end of the 1980s and early 1990s, critics of
communicative CALL pointed out that it had not lived up to expectations, because the computer
was still being used in an ad hoc manner (cf. Warschauer, and Healy 1998: 57f.). At the same time,
a more social or socio-cognitive view was adopted with regard to learning theories. The use of
language in authentic social contexts became increasingly important, and task-based, project-based
and content-based approaches aimed at putting learners in authentic environments (cf. Warschauer,
and Healey 1998: 58). Based on two technological developments (the internet and multi-media
technology), integrative CALL endeavoured to provide opportunities for these broader approaches
to language learning (cf. Warschauer 1996/1). Multimedia and networked computers provide a
more holistic use of technology whilst at the same time integrating various skills to be acquired by
students (cf. Warschauer, and Healey 1998: 58). In this vein, Warschauer also highlights the
importance of the use of CMC (Computer-Mediated Communication) to facilitate the integrative
approach (cf. Warschauer 1996/1).

Although this is one of the most popular accounts of the history of CALL, it is not without
criticism. As far as the three phases mentioned by Warschauer and Warschauer and Healey are
concerned, Bax voices the criticism that, in his opinion, there are inconsistencies with regard to the
time of the single phases. The dates given for the different phases do not match across all of
Warschauer’s publications (cf. Bax 2003: 15). Moreover, as Warschauer and Healey state, none of
the stages have ceased to exist and the use of computers in the language classroom corresponds to
all three phases (cf. Warschauer, and Healey 1998: 58) — a fact which Bax finds ambiguous bearing
in mind that the three phases of CALL are, among other definitions that are used, referred to as
historical periods (cf. Bax 2003: 16). He mainly criticises the definitions of the communicative and
integrative periods. Based on Underwood’s “wishlist” (Bax 2003: 17) of communicative CALL,
Bax does not see the communicative aspect in the period described by Warschauer (cf. Bax 2003:
16-18) and questions the criteria that have been used to define these phases (cf. Bax 2003: 20); nor
does he accept that the task-based, project-based and content-based approaches mentioned by
Warschauer and Healey (cf. Warschauer, and Healey 1998: 58) are indeed integrative. According to
Bax, proof of the third phase of CALL being truly integrative is still missing (cf. Bax 2003: 19f.).
For the reasons stated above, Bax proposes a re-evaluation of these three phases with regard to both
their nomenclature and their dating (cf. Bax 2013: 18).

The alternative analysis he presents consists of three approaches: restricted CALL, open CALL
and integrated CALL. According to Bax, restricted CALL, dominating from the 1960s until about
1980 with some of its features still present today, more or less corresponds to behaviouristic CALL
in terms of its main features. However, he prefers not to refer to an underlying learning theory,



opting instead to offer a more comprehensive and flexible approach in saying that many dimensions
(the software and activity types, the role of teachers, the feedback offered to students, and more) are
somewhat restricted in this approach. The second approach, that of open CALL, has lasted from the
1980s until today and is defined as being more open with regard to the dimensions mentioned
above. The third approach Bax mentions is integrated CALL. Bax stresses that this approach has
not yet been entirely put into practice, but is rather an aim which the sector should strive to attain.
As a consequence, integrated CALL is only realised in a few places and dimensions and, according
to Bax, is far from common. Bax argues that software nowadays enables true communication but
that teachers’ and administrators’ attitudes — in addition to timetabling constraints — often do not
allow for an entirely open use of CALL. In conclusion, Bax points out that, generally speaking, an
open phase of CALL has been reached, but that restricted and integrated features are to be found in
every institution and classroom (Bax 2003: 19ff.). For Bax, a new technology is only fully
integrated and accepted when it is barely recognized any longer as being new. Once computers are
used as an integral part of language courses, CALL will have reached this state (Bax 2003: 23f.).
Therefore, Bax defines the progressive steps towards achieving this final normalisation state as
follows:

1. Early adopters: A limited number of teachers and institutions try out the new
technology.

2. Ignorance/scepticism: The majority of people are still sceptical about or unaware of this
new technology.

3. Try once: The technology is tried out but as there are problems, it is rejected. The added
value of the new technology is not yet evident.

4. Try again: The new technology is tried again and its specific advantage is recognised by
the users.

5. Fear/awe: An increasing number of people use the new technology, but on the one hand
they are still afraid of it and on the other hand their exaggerated expectations cannot be
met.

6. Normalising: Step by step, the new technology is considered as being normal.

1. Normalisation: The technology is fully integrated into people’s lives so that it is no

longer considered new — it has become normalised.

According to Bax, most teachers and institutions are between stages 5 and 6. The relative advantage
of CALL has been recognised and technology is being used in the classroom, but many people are
still afraid of it or are over-optimistic, having exaggerated expectations that cannot be met (cf. Bax
2003: 24f.)

Another approach that has become quite popular is that of Garrett’s (2009) three categories of
CALL. Garrett is interested in exploring the accepted and expected use of technology in university
language classrooms (cf. Gruba and Hinkelman 2012: 6). She distinguishes three categories:
tutorial CALL, the use of authentic materials, and communication. Tutorial CALL is mainly
based on drill-and-practice exercises, but is not limited to the teaching of grammar and also
includes dictations, pronunciation exercises, listening and reading comprehension tasks, and written
assignments. For Garrett, the application of authentic materials is characterised by materials created
by and for native speakers, as opposed to materials created for pedagogical reasons. Often, the areas
of grammar, vocabulary, genre-specific style and cultural references prove challenging for students
when dealing with authentic materials. CALL provides the tools and resources necessary to adjust
the difficulty level of such materials. Moreover, the internet has given teachers access to a wide
variety of authentic materials. According to Garrett, the real challenge is to design activities and
tasks that incorporate the content of authentic materials into the learning process and which engage
students. Furthermore, tutorial CALL is needed to teach students how to work with authentic
materials. The last category, that of the use of technology in communication, deals with computer-
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mediated communication, including topics like telecollaboration, Web 2.0 and social networking
(cf. Garrett 2009: 722f.).

Davies (n. d.). divides CALL into traditional CALL (stimulus-response programs that represent a
teacher-centred, drill-based approach), explorative CALL, which is more learner-centred including
the use of concordance programs, and multimedia CALL including role-play activities and
automatic speech recognition to diagnose learners’ errors. According to Davies, most current CALL
programs belong to the latter category. The fourth stage Davies mentions is web-based CALL, i.e.
using the internet for language instruction. Davies does not give dates but chooses to distinguish
between the different uses of CALL, all of which are still employed today (cf. Davies n. d.).
Overall, it can be stated that while behaviourist learning theories are used to strongly influence
CALL as described above, it is today mainly influenced by applied linguistics and language
teaching theories as well as technical progress with regard to computer hardware and software (cf.
Tschichold 2005: 147).

3 Blended Learning

3.1  What is Blended Learning?

3.1.1 Definition

Many researchers agree that the term Blended Learning was created in a corporate context with
regard to staff training, only later finding its way into higher education and language teaching and
learning (cf. Whittaker 2013: 11). In the business world as well as in educational contexts, the term
Blended Learning has been used for a relatively short period of time (cf. Graham 2009: 375). In
fact, Blended Learning is difficult to define, as there is no consensus on one single definition (cf.
Whittaker 2013:11; Graham 2009: 375). Graham (2009) defines Blended Learning as the
combination of face-to-face instruction with technology-mediated instruction, a broad definition
with which many experts agree (cf. Graham 2009: 375). Graham und Dziuban (2008) define
Blended Learning as “a pedagogical approach that combines the effectiveness and socialisation
opportunities of the classroom with the technologically enhanced active learning possibilities of the
online environment” (Graham, and Dziuban 2008: 3). Some researchers consider Blended Learning
in terms of what or how much is blended. Smith and Kurthen propose a taxonomy of terms related
to Blended Learning (cf. Gruba, and Hinkelman 2012: 4). For Smith and Kurthen, the term blended
applies to courses of which the online activities account for less than 45% of all activities, with the
remaining percentage being face-to-face activities. They consider CALL courses with a percentage
of 45-80% of online activities as being hybrid and anything in excess of 80% as being fully online.
Any course with a minimal amount of online content, such as making announcements and a
syllabus available online, are viewed as being web-enhanced (cf. Gruba, and Hinkelman 2012: 4).
Other researchers such as Dudeney and Hockly also use percentages to differentiate between online,
Blended Learning and face-to-face education. Be this as it may, Whittaker argues that many of the
terms are in fact used synonymously and that, as mentioned above, Blended Learning can be
applied to any combination of face-to-face and computer-enhanced teaching in English language
teaching (cf. Whittaker 2013: 12). One relevant feature of Blended Learning, however, is that the
face-to-face component and technology are successfully brought together (cf. Garrison, and Kanuka
2004: 97) and not just randomly added to each other. Dziuban et al. (2004) also agree that it is not
the ratio of the delivery modalities which should be taken into account, but that Blended Learning
should be a redesign featuring the following advantages: a shift from teacher-focused to student-
centred teaching and learning with the students being both active as well as interactive with
increased interaction between students and students, students and teachers, students and content,



students and outside resources and, finally, integrated assessment mechanisms for students and
teachers (cf. Dziuban et al. 2004: 3).

3.1.2 The role of the teacher

Although Blended Learning is student-centred, teachers still play a vital role in Blended Learning
environments, as they are the motivating and organising force behind the students’ online and
classroom learning. According to Marsh (2012), teachers should focus on their students’ needs and
abilities when it comes to planning a course, teaching it and assessing performance. In such a
student-centred learning environment, teachers are facilitators who help to guide students, manage
their activities and direct their learning. Although students in Blended Learning settings are meant
to be responsible for their own learning, the role of teachers must not be underestimated, especially
in terms of using technology effectively, helping students adapt to a changed learning environment,
encouraging autonomous and collaborative learning, and managing and facilitating online
interaction (Marsh 2012: 8ff.). To be able to properly perform this role, teachers need to be taught
how to use technology efficiently and trained in “CALL proper” (Garrett 2009: 719) as Garrett puts
it. This means that teachers should also be familiar with the SLA (Second Language Acquisition)
theory on which their CALL activities are based, as well as the pedagogical context and reason for
the use of technology (cf. Garrett 2009: 733). Finally, the implementation of Blended Learning
courses does not save teachers much time or effort when preparing and teaching a course.
Additional tasks they may face are integrating technology-based materials with traditional ones,
dealing with technology problems, helping students use technology, and constantly evaluating
student learning and technology-enhanced environments to ensure student success. As such, using
technology in the classroom demands practice, planning and flexibility (cf. Adair-Hauck et al.
1999: 291).

3.1.3 The role of the student

Blended Learning environments allow students great flexibility to organise their learning. They can
choose when and where they want to learn. This also means that students have to adapt to this
greater level of independence — they must make their own decisions and take responsibility for their
learning, which includes monitoring their own progress, identifying their own strengths and
weaknesses, and managing their own time effectively (cf. Marsh 2012: 12ff.). However, it should
be pointed out that students also need to adapt to the Blended Learning environment as a whole. In
order to be successful they must change their habits and learning strategies, as the rhythms of
blended courses are different to those of face-to-face classes (cf. Dziuban et al. 2004: 8).

3.1.4 The role of the institution

According to Garrison and Kanuka (2004), the successful adaptation of a Blended Learning
approach requires serious commitment from the institution. This, among others, includes the
definition of a clear Blended Learning policy and investment in technology infrastructure, as well as
financial support and incentives to enable Blended Learning courses to be run (cf. Garrison, and
Kanuka 2004: 102). Universities must adapt to technological changes and requirements by
supporting Blended Learning projects. Without institutional support, these projects cannot be
successfully implemented. However, reality shows that many educational institutions do not
formulate specific strategies for the use of e-learning or Blended Learning and very often
innovative concepts are introduced as stand-alone projects by committed teachers.



3.2 Why Blended Learning?

Graham (2005) lists three main reasons for the use of Blended Learning: improved pedagogy,
increased access and flexibility, and cost-effectiveness. Improved pedagogical practices may result
from the use of authentic materials in technology-enhanced environments via CMC, virtual reality
or collaborative learning. With the rise of part-time degree programmes for working professionals,
flexible access to learning materials and increased convenience are gaining in importance (cf.
Graham 2005: 8ff.). A further benefit with regard to increased access and flexibility is that
classrooms can be used more efficiently and on-campus traffic as well as the need for parking space
can be reduced thanks to the use of Blended Learning modules (cf. Dziuban et al. 2004: 3). In a
Blended Learning setting, attendance-based sessions for socialisation at the beginning of a course
followed by distance elements enable flexibility while retaining traditional face-to-face contact. As
far as cost-effectiveness is concerned, Blended Learning systems enable institutions to reach a
large, global audience (cf. Graham 2005: 10). Nevertheless, it should not be forgotten that the
implementation and realisation of successful Blended Learning programmes requires thorough
preparation, institutional assistance (e.g. with regard to the technological infrastructure and
backing), and ongoing support and guidance.

A fourth reason for the implementation of Blended Learning scenarios is that students expect it.
Most students enrolled in language classes at university are digital natives; as such, they expect to
be taught using new technologies (cf. Antenos-Conforti 2009: 1).

A further benefit which Dziuban et al. mention is that Blended Learning increases student and
instructor information literacy. This argument points out that Blended Learning courses (as well as
online instruction) equips learners and teachers with the skills they will need in their university
studies and professional careers (cf. Dziuban et al. 2004: 3).

3.3 How effective is Blended Learning?

3.3.1 Overview of empirical research on the use of computer-based technology in language

learning and teaching

Blended Learning research is quite a recent and rapidly evolving phenomenon (cf. Kim et al. 2008:
5). Attempts have been made to give an overview of research on computer-based technology use in
second language research (cf. Liu et al. 2003; Vorobel, and Kim 2012; Wang, and Vasquez 2012).
Before focusing on comparisons of Blended Learning, face-to-face instructions and online learning,
a brief overview shall be presented below.

Liu et al. (2003) reviewed existing literature on computer use (computer-based technology in
classrooms, multimedia technology and the internet) in the learning of a second language from 1990
to 2000. Their conclusion was that literature research illustrates that the use of computer technology
in second language learning is effective and helps improve students’ performance, e.g. when it
comes to writing, reading or vocabulary acquisition (cf. Liu et al. 2003: 261). According to the
studies Liu et al. reviewed, most of which were conducted at college level, the advantages of
technology use in the language classroom are reduced anxiety levels, increased active participation,
greater autonomous working and a faster pace (cf. Liu et al. 2003: 262f.).

Vorobel and Kim (2012) give a more recent account in their review of 24 studies on remote
language teaching published between 2005 and 2010. Most of the studies they analysed focused on
adult learners, and the languages researched were English, Spanish and German (cf. Vorobel, and
Kim 2012: 558). In general they show that CALL can be effective if the technology, the learning
environment and the course design are selected carefully (cf. Vorobel, and Kim 2012: 557ff.).
Wang and Viésquez (2012) reviewed articles dealing with the use of Web 2.0 technologies between
2005 and 2010. They noted that the most frequently investigated Web 2.0 tools are blogs and wikis



and that research is mainly carried out in the teaching and learning of English, Spanish, German and
French. Wang and Véasquez discovered that there has been a shift in research subject matter from
the four basic skills to more recent topics such as learners’ identities, online collaboration and
learning communities. In general, their review of research found that a favourable language-
learning environment is among the most cited advantages of using Web 2.0 technologies in
language learning (cf. Wang, and Vasquez 2012: 424).

3.3.2 Comparison of Blended Learning, face-to-face and distance learning

Adair-Hauck et al. (1999) compared a one-semester Blended Learning college-level French course
with the same programme run as a face-to-face course. The treatment group met with the teacher
three times a week and instead of meeting for a fourth time, CALL activities were integrated. The
control group attended a class four times a week. Both groups worked with the same teacher,
textbook and additional materials. Adair-Hauck et al. investigated the learners’ performance with
regard to listening, speaking, reading and writing, and came to the conclusion that the students
attending the hybrid course performed just as well as the other students in listening and speaking
and outperformed them in reading and writing. As far as cultural knowledge is concerned, the
experimental group did better than the control group in the pre-test and the post-test — both groups
improved considerably over the semester. Adair-Hauck et al. also evaluated the motivation and
anxiety of the two groups’ participants and found no significant difference — neither at the
beginning of the semester nor at the end. Students reported that technology helped them with
speaking, writing and listening. Moreover, the technology-enhanced learning environment seemed
to foster collaboration between the learners outside the classroom (cf. Adair-Hauck et al. 1999).
Warschauer (1996/2) compared the level of participation amongst students in face-to-face and
electronic discussions. The study shows that electronic discussion may foster more equal
participation among students. Moreover, he found that computer-mediated discussions resulted in
complex and formal language which could promote the acquisition of communicative skills (cf.
Warschauer 1996/2). It should be pointed out that the cultural aspect of the study (with regard to the
nationality of the learners, many of whom were Japanese and thus might have preferred
communication where the loss of face was minimised) should be taken into consideration here.
Chenoweth and Murday (2003) carried out a project focusing on an elementary French course
participated in by students at Carnegie Mellon University to assess whether there were significant
differences in achievement, satisfaction, and time spent on the course between students attending an
online course and those attending a face-to-face course. Grammatical knowledge, writing, speaking,
listening and reading skills were assessed. Chenoweth and Murday came to the overall conclusion
that online students performed better than offline students in the writing tasks. Moreover,
participants of the treatment (online) group reported spending less time per week on the tasks set.
However, they were disappointed as their learning was not as self-paced as they had assumed.
Although online students expressed concerns about their speaking skills, assessments revealed no
significant difference in their performance compared to that of the control group students (cf.
Chenoweth, and Murday 2003).

Chenoweth et al. (2006) carried out a language project at Carnegie Mellon University. They
investigated the effectiveness of online hybrid Spanish courses and face-to-face (offline) courses at
elementary and intermediate level. Oral production, writing, reading and listening comprehension
as well as grammar knowledge and vocabulary skills were all tested. The study came to the
conclusion that the performance of students of the hybrid course was on the whole equivalent to
that of students participating in the face-to-face course. The study also revealed that instructor
guidance for learners as well as technical support for students and teachers alike is needed in a
technology-enhanced learning environment (cf. Chenoweth et al. 2006).



Blake et al. (2008) compared the test results of conventional (classroom), blended (hybrid) and
distance learning students when taking a standardised Spanish test. Their study shows that all
students reached comparable levels of oral proficiency (cf. Blake et al. 2008).

Kern (1995) studied second-semester students of French during oral face-to-face and computer-
mediated discussions on the same topic. He found that students participated more frequently (they
took more turns) and used a greater variety of discourse functions in online discussions. However,
he also came to the conclusion that, due to the fast pace of the online discussions, teacher control
was limited (cf. Kern 1995).

Payne and Whitney (2002) compared third-semester students of Spanish in face-to-face and
Blended Learning courses. Their study was based on working memory theories and Levelt’s
language production model. They concluded that L2 oral proficiency can be acquired indirectly via
chatroom interaction in the foreign language, and that students are much more active when
expressing themselves in online discussions than in the majority of face-to-face classroom settings.
Students said that when chatting online, they focused more on the grammatical correctness and
accuracy of the language they produced than they would in the classroom. Moreover, the learners
claimed to have noticed other students’ mistakes more in the online setting. However, Payne and
Whitney point out that their study in no way implies that oral skills can be developed without face-
to-face interaction (cf. Payne, and Whitney 2002).

Nagata (1996) carried out a study among students of Japanese using an intelligent CALI
(Computer-Assisted Language Instruction) programme. He found that when using the same
grammar materials and exercises, intelligent feedback was more effective than workbook answer
sheets in terms of supporting learners’ grammar skills in certain areas. Moreover, the computer
programme had a positive influence on the attitudes of the learners involved (cf. Nagata 1996).

In general, it can be said that whilst a number of studies have been carried out, a sound body of
research has yet to be developed. Young (2008) suggests that in order to move beyond the no
significant difference phenomenon, more variables (e.g. students’ cognitive styles, self-discipline
and motivation to learn) should be taken into account (cf. Young 2008: 177).

4 Blended Learning at CAMPUS 02

4.1 Introduction of the research project

CAMPUS 02 University of Applied Sciences trains students to become academic entrepreneurs and
to take on specialist and senior management positions for the industry. The degree programmes on
offer are organised to be compatible with full-time employment, therefore most of the students at
CAMPUS 02 are working professionals (cf. CAMPUS 02 2018).

Several aspects influence the teaching and learning environment, especially when it comes to extra-
occupational students:

o High attendance requirements of 75% or more

o A growing number of students per year and course, resulting in student numbers of 25
or more in language courses

o Lack of sufficient number of available rooms and parking spaces on weekends

o The digital natives’ expectations pertaining to the use of digital media in a classroom
setting.

In order to tackle these organisational and didactical challenges, a Blended Learning course was
introduced in the Degree Programme in Innovation Management in 2015. The innovative Blended
Learning design applied to this course was incorporated in a research project: From 2014-2016, the
Technical English course (comprising 2 semesters) was taught at CAMPUS 02 as a face-to-face



course (hereinafter called “control group”) and a Blended Learning course (hereinafter called
“treatment group”). The content and learning aims were the same for both. In the Blended Learning
course, however, face-to-face tuition was more than halved. The courses were compared with
regard to different aspects (student motivation and satisfaction, written performance, etc.), some of
which will be discussed in this paper. The Blended Learning model will be explained in more detail
in chapter 4.2. The results of the comparative study pertaining to written performance will be
discussed in chapter 6.

4.2 Aninnovative Blended Learning course at CAMPUS 02

The Blended Learning design was applied to the Technical English I and Technical English II
courses (5™ and 6™ semesters of the Bachelor Degree Programme in Innovation Management). The
design of the treatment course was mainly based on an inverted classroom model. In four online
sessions, students had to complete small e-learning tasks via social media, watch learning videos,
and use other online tools to acquire and use vocabulary and improve their reading, writing and
speaking skills.

Figure 1 shows the timetable of the Technical English 1 course.
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Figure 1: Technical English I — timetable of the face-to-face and the Blended Learning course

The Blended Learning course is depicted above the time axis. Compared to the fully attendance-
based course, face-to-face units (the blue boxes) were reduced drastically. Instead of homework
assignments, online sessions were introduced that took place between the face-to-face sessions. In
addition, two voluntary, synchronous Skype sessions were offered to the treatment group. Both
courses ended with written and an oral exam .

! Technical English Il was organised in the same way but is not depicted in this figure.
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To support students, a course website was created where students were able to find information
about the schedule and grading and could also download learning videos. Figure 2 shows
screenshots of the Technical English I (left picture half) and Technical English II (right picture half)
websites.
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Figure 2: Technical English I and II course websites

In addition, the websites contained a blog function where students could work on micro e-learning
tasks. These tasks were also published in the group’s closed Facebook group. The e-learning tasks
could be worked on during the online sessions thereby enabling the students to choose when and
where to learn. In addition, the students could choose which tasks they would want to complete,
granting them control over their individual learning process. The tasks were very brief and tried to
incorporate internet-based activity (e.g. by asking the students to conduct research or read authentic
articles before answering the teacher’s questions). Whenever possible, students had to produce
language (instead of filling gaps or ticking boxes) and refer to their own professional lives. The
tasks also included collaborative aspects in the form of discussions.

Figures 3 and 4 show e-learning tasks where specific, technical vocabulary could be applied to
examples chosen by the students taken from their own working-life situations. This allowed the
students to benefit from the individual tasks as they were able to apply vocabulary specific to their
professional needs.



E-Learning Task 3.8 (6 points)

& TE Campus

Hi everyonet
Another topic in this e-learning session are modal verbs.
There is a video on Jimdo — have you already watched it?

Let’s practice a bit if you like

Imagine that you have to explain a tool / device (e.g. a drill, a file, a
webcam, etc.) to somebody who has never used it before. Use at least four
different modal verbs. This tasks is worth 2 points.

Below there’s an example - feel free to do some research but try not to
copy and paste entire texts (it doesn’t make a lot of sense, does it (2)?)

13 Kommentare Have a lovely evening!

Figure 3: E-Learning task published in the Blog Figure 4: E-Learning task published on Facebook

The teacher corrected and commented on every single post. In addition, the teacher acted as a
facilitator by reminding students of deadlines and tasks.

The learning environment of the Blended Learning course was designed in such a way so as to
enhance student motivation and satisfaction by enabling ubiquitous learning and increasing each
student’s responsibility for his or her own learning process, whilst providing individual feedback in
large groups. This course being an ESP course, the use of the internet was incorporated so as to
enable students to tailor the context to their individual professional needs.

As previously mentioned, the treatment group was compared to the control group with regard to
different aspects, one of them being their written performance. The assessment of writing in general
and the assessment carried out in the framework of this research project in particular will be
discussed in chapter 5.

5 Assessing Writing in the framework of the present research
project

5.1 Assessing writing — some general aspects

Speaking a foreign language fluently is a goal towards which most learners strive. Good writing
skills are more difficult to acquire, even for native speakers (cf. Tribble 1996: 3). Byrne (1988)
refers to psychological, linguistic and cognitive aspects that render writing in a foreign language a
challenging task. When speaking, other people are physically present and give us feedback;
completing written tasks is psychologically demanding as they (at least when tests are taken) have
to be completed by the writer without any interaction and thus constitute a solitary activity. This is
linked to the second aspect, i.e. the linguistic problems of writing in a foreign language. While
speaking consists of interaction, incomplete sentences, repetition, backtracking, etc., such features
are not available for students preparing written discourse. They instead have to use their individual
linguistic abilities to create logical communication, and need to link and sequence their ideas by
themselves. The final aspect Byrne refers to is that of cognitive problems. He points out that
speaking comes more naturally for most people and can be done without making too much of a
conscious effort. Writing, on the other hand, has to be learned via a certain process of instruction.
Students need to learn to organise their ideas and thoughts (especially in a foreign language) so that
their readers are able to understand their written discourse (cf. Byrne 1988: 4). In addition, it has
been found that writing texts in a second language is a difficult task for language learners, as
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limited language proficiency may lead to an incorrect understanding of the instructions or the
source text. On the other hand, second-language writers seem to do less planning before writing a
text; they devote less time to revising content and their writing may be less fluent and accurate than
that of mother-tongue writers. Moreover, second-language writers may not be au fait with social
and cultural factors — they may not be aware of certain textual standards in the target culture or
expectations of readers from different cultures (cf. Weigle 2002: 36). These aspects need to be
taken into account both when teaching students and grading their work. The assessment of the
written discourse of students taught in face-to-face and Blended Learning environments will be
discussed in the next chapter.

5.2 Assessing writing in the framework of this research project

In the following subchapters, the stages of assessing students’ written discourse will be discussed in
more detail with regard to the author’s research project as outlined in chapter 4. To assess and
monitor their writing, the students of the control and the treatment group took a pre-test at the
beginning of the first semester of teaching and a post-test after one semester of teaching.

5.2.1 Purpose of assessment

Based on Bachman’s model of communicative language competence (cf. Bachman 1990: 87), the
students’ organisational and pragmatic competence was tested. Organisational competence
comprises grammatical competence and textual competence. Pragmatic competence is divided into
two categories: illocutionary competence and sociolinguistic competence.

5.2.2 Tasks and criteria

The task of the pre-test and the post-test consisted of summarising an article taken from a scientific
journal. Asking the students to summarise a text is a so-called “controlled writing task™ (cf. Weir
1990: 61). According to Weir (1990), it is important to avoid free, uncontrolled writing as the task
needs to be rather specific in order to compare the students’ performance and obtain high scoring
reliability. Weir states that summary writing is a suitable task to test students’ writing ability as it
depicts the students’ capacity to choose relevant information from a wide range of data and to re-
combine this information (cf. Weir 1990: 62). It shows the students’ “ability to write a controlled
composition containing the essential ideas of a piece of writing and omitting non-essentials” (Weir
1990: 62). In addition to finding a good task, finding suitable scoring criteria is essential since the
score defines what inferences are made about the writer’s language competence. Therefore, two
aspects are critical: preparing suitable and valid grading scales and ensuring that the scales are used
appropriately and consistently by the assessors (cf. Weigle 2002: 108). Two main types of scoring
will be discussed in this paper: holistic scoring and analytic scoring.

Holistic scoring describes the assignment of one single score to a piece of writing submitted by a
student (cf. Weigle 2002: 112). To assess a student’s writing holistically basically means to see
what has been written as something complete, as a whole, and without using subscores (cf. White
1984: 400). Holistic scoring therefore presents the overall impression that each student’s written
discourse makes on the reader. When holistic scoring is used, the rater quickly (typically one
minute or less is spent on reading one handwritten page) (cf. Hamp-Lyons 1991: 243) reads the
student’s piece of written work and then usually evaluates it using a rating scale outlining the
scoring criteria (cf. Weigle 2002: 112). One key advantage of holistic scoring is that it is not very
time-consuming and thus proves less expensive than other types of scoring when the student’s
written work is read more than once, each time with the focus on a different aspect of writing (cf.
Weigle 2002: 112; White 1984: 402). Other advantages of holistic scoring are that the raters



concentrate on their students’ strengths, i.e. on what they can do, rather than focusing on their
weaknesses. When scoring rubrics are designed well, they can offer information about a given
aspect of writing (cf. Weigle 2002: 114). Edward White (1984), one of the best-known advocates of
holistic scoring, also points out that holistic scoring is authentic as it reflects the reader’s (first)
reaction to a text. He claims that “too much attention to the parts is likely to obscure the meaning of
the whole” (cf. White 1984: 409). However, it should also be mentioned that holistic scoring has a
number of disadvantages. One score given to a text may mean that no valid diagnostic information
about the student’s general writing ability can be made, as there is no distinction between different
aspects of writing (cf. Weigle 2002: 114). For example, when a student has a wide range of
vocabulary and good general language control but is not able to 