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REFLECTION

in teaching curricula. Surely, anything which encourages these students to

write in English should be welcome. All writing is writing, right? OK, soIam
a bit biased - I love a good yarn. From the way Darth Vader is revealed to be Luke Skywalk-
er's father in Star Wars, to the way Jane Austen, in 1815, subverted conventional percep-
tions of women with Emma. But it's not just me. Advances in Neuroscience have cemented
what even kids know: stories are important. From as far back as 3000 BC, storytelling has
played an important role in shaping society. Fiction has flourished and matured into a
sophisticated art form and we are desperate for more — like a drop of water in the searing
desert heat. Surely there’s a way in which EAP teachers could tap into this primal thirst?

ALL MY years teaching English for Academic Purposes (EAP) to L2 English
students in China, I have often wondered why creative writing isn't included

Well, writing stories can be expressive (Elbow, 1981) and could encourage students to
practice writing without worrying about academic conventions. Sounds good, right?
However, herein lies conflict: academic writing IS concerned with certain rules and conven-
tions (Allison, 2004) and a resistance to creative writing is understandable. Alas, creative
writing is not welcome at the academic party. Left, instead, to peer through the window
with personal pronouns, idioms and the double-edged sword. I thought nothing of it
until, one day, the proverbial lightbulb shone. I was enrolled on a creative writing course
and happened to be learning about Narration, which is the way a story unfolds through
sentences, paragraphs and chapters (Campbell, 2003). If done well, this leads to a satis-
fying, and justified, resolution. Is this so dissimilar to coherence in academic writing? Ar-
gumentative essays are supposed to unfold in a logical way and lead to a justified stance.
I felt the floodgates open and decided to explore if EAP tutors could exploit students’
innate affinity with stories to the betterment of their learning. This article will reflect on
that journey: how creative writing could be used as a tool to improve academic writing in
L2 English. I will specifically comment on a few tasks which suggest a connection between
elements of creative and academic writing and show how creative writing could merit an
invitation to the academic writing party.
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Conflict in
Academic Wri

Before I advocate for creative writing, an important question

should be asked: does the teaching of academic writing need any
support? My experience has shown that some Chinese under-
graduate students struggle to write academic essays in English.
I invite you to think through the perspective of a student: you
are Chinese with low L2 English proficiency and are studying
at an English as a Medium of Instruction (EMI) university. All ‘
undergraduate courses are delivered in English and you are required TR
to learn to write academic essays. How do you feel? You have to b
write in a language in which you lack proficiency, in a style with
which you are unaccustomed and on topics with which you are
unfamiliar. On top of this, you need to evaluate sources and think
critically. It's hard enough to write a grammatically correct complex
sentence when English is your second language, never mind writing
a university level academic essay. It's my belief that creative
writing could not only mitigate these stressful factors, but also
encourage students to develop their higher order thinking.

ldeas

OK, so how exactly can creative writing help? I'll start with

iy
/

ideas, which are usually the backbone of a story (Campbell,
2003). Authors are able to turn one idea into a litany of
literature. The hugely popular Three Body Problem trilogy is
centred on one simple notion: what if humans made contact with
aliens? Similarly, the modest question ‘What if we all lived in a
computer simulation?’ led to The Matrix. In order to find ideas,
writers explore questions. Is this so different from what students do

when embarking on an essay? Students need a chance to investigate
a topic in order to generate ideas. Armed with this connection, I
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created a task which allowed students to simply write in
response to a prompt. A first prompt was a snippet of

the song One More Time by Daft Punk. A second prompt
was visual (Image. 1). I ran the task in four parts. Firstly, I
ensured students had a pen, paper and had placed their
phones, on silent, in their bags. Secondly, I told students
that I would give them a prompt and that they had to write
what they saw, heard, felt and imagined. In the next stage, I
introduced the prompt and let the students write for around
10 minutes. In the final stage, students were asked to use ideas
generated from the prompts to write free verse poetry. Free
verse poetry lacks rigid rhyme schemes or sentence patterns;

therefore, writers are afforded a great deal of freedom. It
seemed a prudent choice for this activity.

OK, so before I reflect on the task, I would like to offer the
theoretical grounding that informed my design. Freewriting
(Elbow, 1981) is a writing exercise where individuals are

asked to simply write without worrying about grammar,
form or genre conventions. This has its roots in expressivist
writing and allows individuals to gain insights into

their writing. Such insights could include critical

thinking. Basically, students pour the contents

of their mind onto the page and through

this engage in higher order functions.

Bl 0 8 0 0
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Image 1: Writing prompt to generate
ideas (Anonymous, 1810).

Image 2: Students expressing ideas bascd
on a prompt

Image. 2
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They don't have to focus on omitting personal
pronouns, using a range of complex sentence
structures or including topic sentences: the
ideas are key. It is essentially a brainstorming
activity, which you have probably all used, but
with a creative tinge.

So, what did I observe? Well, it seemed that
the freewriting opened the gates for a stream
of consciousness, while the prompts uncon-
sciously triggered deeper thinking. Students
seemed to enjoy the freedom: I noticed smiles
as they wrote! I had never seen students smile
while writing before. I saw that students were
able to draw on the ideas they wrote to create
a poem. A few students suggested that the
freewriting felt spontaneous. When asked about
the poem, some students hinted that they were
unrestrained by having to use a specific structure.
Others implied that without the preceding task,
they wouldn’t have been able to write a poem. I
believe this translates well to academic writing.
This freewriting encourages students to focus
their thoughts on a prompt without worrying
about the end goal - such as an essay - whereas
writing the poem allowed them to develop the
ideas. I chose poetry because I did not want
students to try and shoehorn their ideas into
a given structure. I just wanted them to focus
on developing ideas and practice unfiltered
thinking. Such a task could help students
formulate ideas in a more creative way before
embarking on more academic topics. Of course,
these findings are anecdotal, but they do hint at
a future role for creative writing - which is the
purpose of this article.

Furthermore, I was also surprised at the quality
of student freewriting and poetry; 1 didn't
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expect such insightful expression. There exists a
fallacy whereby if a person manipulates English
poorly, they must lack intelligence. Translated to
academic writing, I believe we assume a student
cannot think critically or write a coherent essay
because their English is poor. We conflate poor
English ability with poor intelligence. Students
may think deeply, but could struggle to express
this in English, and in an academic form.I mean,
when have they really had an opportunity to
use an expressivist form of writing in English?
I would suggest that the writing they have had
to do in English over the years has always had
an academic focus. Perhaps these students just
need a chance to breathe and explore writing
in English without pressure. I, too, have fallen
victim to this fallacy and judged my students
harshly over the years. This task has shown me

Image 3. The Milk Tea problem (Iris, 2018).



that students are capable of a lot more than
I gave them credit for: they just needed an
opportunity. To continue with my metaphor,
creative writing may deserve a spot on the
waiting list to the academic party.

Characterisation

OK, so that was ideas, now I'll explore Char-
acterisation. This is where characters are
developed in terms of personality, history and
appearance. It also includes the way in which
a character changes through a story (Mullen,
2006). For me, this is a form of critical thinking:
to think through the perspectives of other
characters in order to understand them. Isn't

this what students do when using sources or

1
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including perspectives of multiple stakeholders
in an essay? I asked students to complete a
character sheet. This task asked students to
think deeply about a new character: basically,
imagine they are the character. Some of the
information students were asked to include
were job, personality traits, hidden talents,
deepest fears and greatest desire in life. Then
I wanted the students to imagine a situation
through the eyes of their character, so I gave
them a problem to solve. I asked ‘Imagine you
(the character) really wanted a milk tea, but the
qgueues outside the shop were massive. What
would you do?’

Again, I would like to add some theory that
underpins this task. Narrative Imagination is
where a person tries to walk in the shoes of
another person. More precisely, imagining
oneself as another encourages deeper
thinking (Nussbaum, 1996). The idea with this
task is that students imagine themselves as
another person or being which stimulates their
critical thinking; this process, as we know, is an

important component of academic writing.

I was impressed with the depth of engagement
students had with this task. They thought out
some pretty interesting characters. From a
detective who struggles with immortality and
just wants to be help people, to a young pop
star who is famous for singing, but wants to
be a doctor. The internal struggles of these
characters were hinted at in the character
sheets, but truly developed in the milk tea
task. In one story, a detective offers to help the
barista make more milk tea in an aim to help
all the customers. The young pop star, afraid
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Image 4. The Princess and the Bear prompt (Plotnikova, 2013).

of being spotted, wears a mask and layers of
winter clothing and politely waits at the back
of the queue. That is until she is spotted and
sprints to the comfort of her own home. These
stories were in keeping with the traits noted
in the character sheets. When asked about
the task, students stated they enjoyed "being”
another person and that the character sheet
helped them think deeply.

I was so enamoured by the response to this
task and its implications in promoting critical
thinking that I devised another. I initially
showed students a picture of a princess and a
bear and asked students to write a short piece
(Image 4). All my students wrote mainly in the
first person as the princess: that she is sad, or
lonely, or is escaping a horrible father. They
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were instinctively drawn to the perspective of
the princess. I then challenged my students to
write a story in the third person which included
both perspectives: princess and bear. The
students laughed, but acquiesced. I found the
results to be fascinating. Students were able to
write a story in the third person and really flesh
out both characters. This manifested itself as
thoughts, and feelings, of both characters. One
wrote about how the princess was out hunting,
but fell in love with the bear. Another wrote
about how the bear was trapped and going
insane and that the princess was also trapped
in a life she loathed. In this latter story the
characters gave each other what they needed:
hope and understanding. Burroway et al. (2019)
stated that writing through the third person
helps a writer really understand a character and

Image 5. Students writing as a princess ar



d a bear

appreciate their points of view. My students
were certainly challenged to do this.

The Milk Tea and Princess and the Bear tasks
encourage students to think as others: an
opportunity they seldom get on an EAP course,
but clearly benefit from. By using such Narrative
Imagination (Nussbaum, 1996) while writing
through other characters, students could
stimulate their critical thinking. This could make
students more adept at incorporating different
stakeholder views in argumentative essays - a
key aspect of critical thinking that in turn could
help students evaluate sources for credibility,

accuracy, reliability and bias.

It seems to me that creative writing is beginning
to sound at bit more academic, so how about a
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provisional invite to that academic party? Say a
couple of weeks before students submit their
summative writing coursework? Maybe this task
could come in, strut its stuff and show students
the importance of perspectives. Who knows -
students may then include the perspectives of
various stakeholders for a more critical essay.
Something my students have always struggled
with!

Narration

So that's idea development and critical thinking
covered. I will now talk about an area of creative
writing which could benefit both: Narration.
This is the way a story is told and develops
through plot twists, character development and
an ending. Vogler (1992) posited The Hero's
Journey as an archetypal structure that humans
intuitively relate to. In this model, a hero must
venture away from their home due to a pressing
need. The hero faces obstacles, but ultimately
succeeds. The hero then returns home with a
gift. Often this gift is simply character growth.
Most stories follow this structure because it
resonates with humans (Campbell, 2003). We
see ourselves as the hero. The Hero's Journey
can be applied to most stories through history.
This includes the widely accepted first account
of a written story Epic of Gilgamesh from the
Mesopotamian era around 3000BC. Here's
a challenge: imagine a Disney animated film
or Marvel superhero film and see if you can
map some of the Hero's Journey to the main
character (Figure. 1).

Surprised? This is not an accident: it's science.
We are charmed by heroes - and film producers
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feed on this hunger. The way a film, or novel, students a couple of videos: one was a short
unfolds in an unexpected way is rather thrilling. Disney clip called For the Birds where a large
These plot twists engage the audience on a bird encroaches on the home of a few smaller
primal level as humans love conflict. There is a birds. I asked the students to imagine this clip
reason most stories are not about happy people. as The Hero's Journey. In order to cement this
The Sherlock Holmes series and other detective intuitive structure, I asked the students to think
stories are packed with twists: some more of one of their favourite films and map it to The
successful than others. Burroway et al. (2019) Hero's Journey. The students were amazed with

and Mullen (2006) explain that a story, the latter task. Two of the most well-artic-
and associated twists, must I. ulated examples they gave were
present in a believable P Ant Man and Mermaid. To
way and should be Advenwe g o iVE yOUu an idea of how
based on all that Return = these films draw our
has gone before. A e'-?f;gis} KNOWN Guz;;;‘sf\ innate connection
This is most true to stories and The

UNKNOWN i

for the climax

and resolution Th
of a story. C
Atonement Mentor

times have you Hero‘s
gotten to the Joul.ney

end of a story

Hero's Journey, I will
explain their plots
HRe priefly. In Ant Man,
How many the main character

is distant from his
daughter. The hero
is called to adventure:

and thoug ht ‘That Transformation REVELATION

of being Ant Man and
character wouldn't
do that!" or ‘This doesn’t

make sense!’? An

defeating a villain. He is
initially sceptical, but crosses
the threshold andjoins
ending is difficult Figure 1. A visual representation of The Heros Journey (Savage, 2017) the adventure. He
to write. Ernest encounters challenges
Hemingway once said he had thousands of and eventually undergoes a transformation
unfinished stories because he couldn’t find into a better man. In the end he defeats the
resolutions which satisfied him, let alone a enemy, atones for being an absent father and
reader. This is echoed with numerous writers. returns home. He receives the gift of his child’s
It is this resolution which interests me the most love. Stephen Chow’'s Mermaid is the story of
and could connect to academic writing because mermaids who live in isolation from human
idea development and critical thinking are society. In this film, the female protagonist is a
heavily employed. mermaid who is often belittled. She is called to
adventure when a rich business tycoon plans to

This task involved a bit more input. I showed develop the land beneath which the mermaids

14



live. She reluctantly agrees to engage with the
businessman and crosses the threshold into the
human world. She faces temptation in the form of
loving the businessman and undergoes a trans-
formation: of thinking that humans are not that
bad. In the end, she returns to her original world
having convinced the businessman to cease his
construction plans. The ending is based on the all
that has gone before and is believable. The writer
has developed the plot and justified the ending
based on the information in the story.

Of all the tasks I piloted, the students seemed
to enjoy this the most. They were genuinely
flabbergasted after understanding the role of
The Hero's Journey in storytelling and how
they already seemed to know about it. This
task seemed to empower the students. After
students had created character sheets to flesh
out at least one character, they used freewriting
to jot down all the ideas they had in terms of
a problem, plot, twists and character. The image
of students frantically writing down all the ideas
has stuck with me. Some students had written
hundreds of words by way of notes in the space
of fifteen minutes. Usually, my students are in-
convenienced when asked to write in class: most
will do it because they are required, and some
will even enjoy it, but I have rarely seen joy in
their production. With this task, students seemed
to enjoy writing. After creating a character and
freewriting ideas, they created a structure based
on The Hero’s Journey. Having to use such a
structure made them think deeply about how a
character develops and whether or not this is in
keeping with the character traits. One student
wrote about an assassin sent on a mission only to
be drawn into a revolution against her employer.

15
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Image 6. Students expressing themselves

The way this student connected moments in
the story to the development of the character
was exciting: from a disciplined employee to
a free-thinking human engaging with her
emotions. The conflict played well within the
story. For the resolution, the assassin becomes
fully immersed in her new role as member
of the revolution. She returns to her original
world and turns on her employers. The ending
was believable and drew from character and
plot development. Critical thinking stimulated
by Narrative Imagination - the ability to think
through the perspective of others - was
evidenced. In another story, a student wrote
about an animosity between pigs and humans.
A pig named Yang is unwillingly transformed
into a human by an evil wizard. Yang, in
human form, is shunned by his pig friends and
leaves the pig home. At first, Yang is resistant
to such change and sets out to reverse the
spell through the help of a mentor - a part of
The Hero's Journey (Figure. 1). Through the
journey, Yang encounters obstacles, and love,
and appreciates the life of a human. The trans-
formation is complete, and Yang accepts the
gift of humanity and is returned to his pig form.
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Yang returns home and convinces the other
pigs of the value of humans. The animosity
between pigs and humans ends. Again, the
resolution made sense based on the story so
far. Had Yang continued hating humans, the
emotional growth of the character would have
been overlooked and the resolution unjustified.
Clearly, this student thought critically about this
character and decided on the most believable
resolution.

So, how could this task be useful? Firstly, it could
assist idea development. Remember when I
said that students are being asked to write in
an academic structure on topics with which
they are unfamiliar? No? I don’t blame you. In
essence, a task which focuses on The Hero's
Journey could give students an opportunity to
follow a structure they are intuitively familiar
with. This could make it easier for them to follow
an academic structure in future. It could also
strengthen their grasp of idea development,
coherence and cohesion because the story
must connect. In terms of critical thinking, when
students are writing an ending of a story, they
have to harness information from characters
and plot. They must make it believable. They
are drawing from information in the story to
achieve this ending. They are basically justifying
their stance: a keen element of critical thinking
in argumentative essays. This task clearly links
to multiple aspects of academic writing. As
such, writing stories could play a role in different
parts of the writing curriculum. Perhaps when
students struggle with dense materials, creative
writing could come to the academic party and
help out. Creative writing is clearly flexible, it

16

just needs to be asked. It wants to be asked.

Resolution

I'll be the first to admit that the connections
presented are inconclusive. This has not been
action research, but rather an exploration into
the way creative writing could be used within
EAP and how it may support academic writing. It
leans heavily on my own passion for stories, and
the intrinsic affinity we, as humans, have with
storytelling. It seems wasteful to not harness the
innate power of storytelling to positively impact
students’ learning. By removing the pressure of
academic conventions, if only for a few tasks,
students can write freely and express themselves
and thus concentrate on higher order skills.
Students could sharpen these skills and apply
them to future academic writing. I believe future
research into this area is warranted. It would be
interesting to run an intervention study which
quantitively assesses the impact of such creative
writing tasks on summative essays. Although
creative writing might currently be an under-
appreciated potential guest at the academic
party, I hope that one day it's not only welcome,
but considered a guest of honour. Sometimes
outsiders have the biggest impact on history.
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Unravel the
Mystery of Teaching

Speaking

in EAP Classes




of FHEA.

Introduction

PEAKING AS ONE of the most import-

ant skills in second language learning

and teaching, can often be overlooked

in EAP (English for Academic Purposes)
classes. In XJTLU, EAP classes for Year 1 students
usually focus on developing their general EAP
knowledge, for example, writing academic para-
graphs and short essays, and giving presenta-
tions. By applying a student-centered approach
in classrooms, students are usually given a lot of
time in class to discuss with their peers and talk
to teachers. However, it is not uncommon for
teachers to see disappointing results in speak-
ing exams. One reason that cannot be neglect-
ed is that the methods used to teach speaking
skills usually do not match students’ problems in
speaking. This article aims to explore the prob-
lems that exist in student speaking and teachers’
strategies of teaching speaking in current EAP
classrooms at XJTLU, and some possible methods
to increase the effectiveness of teaching speak-
ing so that students can improve their grades in
speaking exams.
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Background
Information
and Gontext

As Kayi (2006) suggests, teaching speaking
means that teachers should teach students to:

» Produce the English speech sounds and
sound patterns.

» Use word and sentence stress, intonation
patterns and the rhythm of the second
language.

« Select appropriate words and sentences
according to the proper social setting,
audience, situation and subject matter.

« Organize their thoughts in a meaningful
and logical sequence.

» Use language as a means of expressing
values and judgments.

« Use the language quickly and confidently
with few unnatural pauses, which is called
fluency (Nunan, 2003). (Section 2, "What is
‘Teaching Speaking’? )

Most of the aspects mentioned are reflected
in the speaking coursework descriptor that
has been used in the English Language Center
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at XJTLU. Taking the speaking coursework
descriptor for EAP027 as an example, student
performance is assessed based on five aspects:
Task, Fluency and Coherence, Vocabulary,
Grammar, and Pronunciation. To be more
specific, ‘'Task’ focuses mostly on the quality of
theresponse.Forinstance, theresponsewouldbe
more meaningful if there were details, examples
or explanations. Apart from ‘Task’, the other
four aspects are related to ‘Language’. To be
more specific, ‘Fluency and Coherence’ focuses
on whether students are able to speak at an
even speed, and whether there is a natural use of

signposting language; 'Vocabulary’ emphasizes

MINIMAL PAIRS

the range and accuracy of students’ vocabulary
and if they can reformulate language without
highlights
the importance of avoiding simple grammar

frequent repetition; ‘Grammar’
mistakes, the mixed-use of simple, compound
and complex sentences, and mistakes not
impeding communication. The last aspect,
'Pronunciation’, raises students’ awareness
of pronouncing sounds correctly, and using
prosodic features, which refers to intonation.
been

the that has

discovered in our EAP classrooms here at

However, problem

XJTLU is that students often do not get enough

Listen to your teacher carefully. Which city do you finally arrive at?

Individual Sounds: Pronunciation Journey!

Rio de Janeiro
Singapore
¢
I New York Cairo 13

1l

FEis
4E_§ ‘[_,

3‘_ji 73[__,

Moscow Sydney
Cape Town

London

&

a_i

4

E

E Buenos Aires

Paris

I
4

"T . um..fnus
Tokyo usoon | | Bombay
1] il
q4_| a4}

3 __fl- 3 _E

| £ | i o | | Start of journey

ri

ik

ship taught place men
sink flight cat wet

sheep thought plays man
think

ght

fright cut vet

o

Image 1: Activities like this can help students identify the differences between similar sounds.
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focused practice in terms of these five aspects.
Additionally, it is believed that it is unfair if
students are assessed based on the above
five aspects without being properly taught
them. It is also worth pointing out that, from
my perspective, effective teaching strategies
for speaking should aim at improving not only
student communication skills, but also their
exam performance. Therefore, the next section
will discuss the problems and some possible
teaching methods that can benefit both areas
in detail.

Student Problems
and Possible
Teaching
Practices

This section will elaborate on some major
problems regarding XJTLU students’ speaking
in the five aspects mentioned in the Speaking
Coursework Descriptor and corresponding
teaching methods to potentially address the

issues.

Task

In order to get high marks in 'Task’, students
have to produce highly relevant, or even
and include detailed

insightful responses,

examples, explanations and/or opinions. To
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be more specific, ‘Task’ assesses clarity,
organisation (not about the use of cohesive
devices here, but reference to the content
per se) and depth of ideas. However, either in
classroom practices or speaking exams, itis not
difficult to discover that students sometimes
struggle to produce meaningful examples or
explanations. For example, when preparing for
the speaking exam using practice questions,
one of my students on EAP027 gave me the
following response to the question: ‘Describe

your favourite teacher”:

'‘My favourite teacher is my high school math
teacher. He is humorous and he teaches me
a lot. He helps me a lot in my study and my
daily life. I like him very much. I also respect
him because he is very knowledgeable. He is
very patient. He answers our questions always
very patiently. He is so nice and we all love him
very much.’

This is a common response teachers can
hear from their students. The problem of
idea organisation is that different points are
not organised in a clear and logical way, and
details are often absent. It can be seen that
students sometimes raise multiple meaningful
points but lack in-depth explanation, which
can make their argument weak. For instance,
'He is humorous and he teaches me a lot’ can
be separated into two different ideas with cor-
responding examples or explanations, instead
of coming together in one sentence.

In order to guide students to generate a more
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effective answer, the first aspect is making them
aware of what has been mentioned above -
the messy organisation of ideas. Next, giving
students clues to add examples or explanations
can help them realize what kind of details
teachers expect. Teachers can simply guide
students by asking questions such as ‘Why do
you think he is humorous? What did he do?’, or
‘Why did you say he helped you a lot in study
and life? What did he do?’ Then, teachers can ask
students to generate another response based
on the feedback received. After that, reflection
is needed to help them identify the differences
between their previous answer and the new
one. Or teachers can show students a possible
structure to take notes while thinking about
the question, i.e, What, Where, When, How,
Who, Why. Adding some details to each aspect
would be helpful for organising answers. Please
see image 2 for a slide used in my classroom to
illustrate how this structure can help students
organise their responses (see image 2).

Fluency & Coherence

Students who achieve high marks in this section
need to speak at length at an even speed or
without noticeable effort. Natural cohesive
devices should also be used in speech. It seems
that fluency cannot be taught in the classroom,
but can only be achieved through much
practice. However, some activities can still help
with developing student fluency in classrooms,
for instance, the 3-2-1 activity. In this activity,
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Part 1: Describe Questions — Ex

Q: Describe your favourite food.

What — Hot pot

Where — | first had it in.../You can find it in
When — The first time | had it.../Last time | |
How — My roommate from Chongging took
Who — We had hot pot together/with famil:
Why - | am a big fan of spicy food/The dipp

Other — It is said that Emperor Qjanlong of t
the same taste in food!

Image 2: Showing students possible ways of organizing responses.

students are given one topic and will talk about
it for three times. For the first time, students
speak for 3 minutes to another student. The
second time, students speak the same content
for 2 minutes to a new partner. The last time,
students only have 1 minute to talk and to
another classmate again. The point of this
activity is to let students talk within a gradually
reduced time, so students are more familiar with
what they want to say as the activity goes on;
they need to be selective with what they say in
order to finish their speech in the final minute.

Another possible activity is group discussion,
which is also perhaps one of the most popular
classroom activities where a student-centered
approach is applied. As Kayi (2006) suggests,
successful speaking activities should involve
every student, and teachers should try to create

an environment in which students can work



ample note-taking

3 lot of
1ad it...

countries

me to a hot pot place

¢ or friends/...

ing sauce is amazing

-he Qing Dynasty loved hot pot. We share

collaboratively, and use authentic materials
and shared knowledge to exchange ideas in
the target language. Therefore, to make group
discussions more successful, teachers can
set goals for each group and each individual
student within a group to motivate them
during the discussion. For instance, teachers
can ask each group to give 2-3 ideas after the
discussion, or give each student within a group
a different role, i.e. Student A can be a notetaker
who writes down all the ideas, Student B & C
could be idea-contributors who provide ideas
only by talking instead of writing, Student D
can be a researcher who does research on the
Internet about the discussion topic. By allocating
tasks to individuals, students participate in the
discussion with a purpose that allows them to be
more focused during the discussion. Otherwise,
students can easily lose interest or concentra-

tion in the discussion, especially in a relatively
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bigger group discussion.

Kayi (2006) also mentions several activities that
can be used to teach speaking more effectively.
It is believed that story completion could be an
enjoyable activity to improve fluency. Teachers
can start the story by narrating a few sentences
and then stop. Each student has to give 2-4
sentences from the point where the previous
one stopped. The reason why the activity can
improve fluency is that students need to react
quickly or at least within a relatively short time
when the previous student stops, and this is
a skill many students need urgently. With the
ability to think and react quickly, they should
be able to avoid long silences in speaking
exams and thus improve fluency.

Apart from fluency, another aspect that
students will be assessed on is the use of
cohesive devices. The overemphasis on
academic writing seems to prevent students
from understanding the differences in the
use of language in writing and speaking.
Consequently, students tend to use formal
linking words that they often use in academic
writing in speaking, which is not ideal. Giving
students alternative linkers that work better in
speaking can illustrate the differences between
formal and informal signposting language.
For example, formal linkers like ‘in addition
to’, 'furthermore’ are seldom heard in spoken
language, but ‘also’, ‘as well as’, ‘another aspect
is..." are very commonly used in speaking.
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Vocabulary

Vocabulary is often deemed as an essential part
of language learning because no message can
be communicated without vocabulary. Here
at XJTLU, 'Chinglish expressions’ - which are
usually considered unnatural and unidiomatic -
can often be heard in students’ speech, as the
majority of students are from mainland China.
Some examples of typical Chinglish expressions
are:

« 'He is playing his cell phone." (He is on his
phone.)

« T exercise my English every day." (I practice
my English every day.)

« 'What's your problem?’ (Do you have any
questions?)

« 'My father is good at drinking.” (My father
can hold his liquor.)

« TIl leave first/I'm gonna go first” (I'm
heading out/I've gotta go/I'm leaving.)

« 'Teacher, can I go to your office when you
are convenient?’ (Teacher, can I go to your
office when you are free/available?)

One reason that results in the above issue is
the over-use of Chinese-English dictionaries.
One popular Chinese-English dictionary among
Chinese students, Youdao dictionary, can
sometimes provide students with inaccurate
information. For example, the dictionary tells
the users that ‘play cell phone’ is the correct
way of saying ‘on someone’s phone’, which is
not true. Although Youdao dictionary is easy

to use and can give students the Chinese
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definition of a word immediately, the misleading
search results can be problematic. To solve the
problem, teachers can encourage students
to use both a Chinese-English dictionary and
an English-English dictionary, so one can
complementtheother.Teacherscanaskstudents
to search for the same word in a Chinese-English
dictionary and an English-English dictionary
and see what different information they can
get from the two different dictionaries. In this
way, students should be able to see the value of
using an English-English dictionary because it
can provide users with a more accurate English
definition, as well as some example phrases and
sentences to show how the word can be used in
different contexts. Another useful tool that can
help students better use words and collocations
is Bing International. Students can search for
the collocation they are not sure about and
see if there are any results. If there are only
a few results, it probably indicates that the
collocation is not frequently used, which means
that students can judge whether the expression
is natural or not by looking at how many results
the search engine shows.

Another problem is that a large number of
students rely on verbatim translation when they
speak English, while some expressions cannot
be translated accurately to another language.
Students have to develop the ability to think
and speak in English instead of thinking in
Chinese and then translating those ideas into
English. However, it is relatively normal for
second language learners to forget or not know
the word in the target language. As a result,
being able to ‘paraphrase’ what they want to say



appears to be necessary. ‘Paraphrasing’ is often
emphasized in the teaching of academic writing
because students need to demonstrate their
understanding of original texts. Nevertheless,
‘paraphrasing’ can also be especially useful in
speaking, if teachers can make students aware
of the fact that they do not have to know every
word in English in order to communicate their
ideas smoothly. One way teachers can do this is
to guide students to say things that they may
not have the vocabulary for. For example, once
in my class, students had a discussion about
things people do that they do not understand,
and some students intended to say that they
do not understand those who indulge in star
chasing. However, some of them did not know
the proper expression for the word. Instead,
they easily gave up and started to speak Chinese
so that other students understood what they
wanted to express. Obviously, this may have
little positive impact on their English language
proficiency. One technique that I applied in
my classroom was to ask students relevant
questions to encourage them to think and
help them express themselves, and sometimes
questions can be formed from easier to more
difficult ones. For example, to guide students
to talk about ‘star chasing’ without necessarily
having to mention this phrase, I asked them
questions including ‘What do these people
usually do? Do they spend a lot of money?
What are their parents’ possible attitudes to it?
Why do you think they do this? Do you think it
is totally good or bad? Do you think everybody
has the right to do this? Do teenagers need to
be careful about this?......" Through this process,
students in that class finally generated a very
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comprehensive description of star chasers
without mentioning the word ‘star-chasing’ or
anything similar. This method was originally
inspired by the avoidance behaviour in second
language learners described by Schachter (1974)
and Kleinmann (1977, 1978). In fact, Laufer and
Eliasson (2008) mention that the avoidance
behaviour can be caused by the differences and
similarities between the two languages, and the
complexity of the second language features,
which can be considered as negative. However,
applying avoidance behaviour can benefit
L2 learners. It was often found that to avoid
difficult words or structures, some L2 learners
use simpler expressions instead which can
facilitate communication. In short, being able
to avoid the complex use of language and use
simpler expressions instead can make a more
competitive second language learner, and this is
worth introducing and teaching in classrooms.

Grammar

Grammar is probably the one that receives the
least attention in teaching speaking when the
importance of developing communicative skills
has long been emphasized. People have to
admit that grammar mistakes are common in
both non-native and native speakers’ speech,
and they can exist as long as they do notimpede
communication. This belief is also held by a
number of teachers at the English Language
Centre at XJTLU based on my observation
and discussion with colleagues, which caused
some teachers to pay little attention to simple
grammar mistakes in student speech in class.
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However, at XJTLU, where grammar is one
of the criteria that teachers use to assess
student speaking, it seems unfair for teachers
not to pay attention to grammar mistakes
in student speech at all. From my classroom
observation, most students make only a few
simple grammar mistakes when they write, but
when they speak, they forget everything about
grammar. In speaking exams, many students
struggle to achieve a higher band on grammar,
mainly because simple grammar mistakes
occur too frequently, including subject-verb
agreement, past tense use, and comparatives
and superlatives, arguably due to their limited
chance to speak outside of the classroom.
Thus, creating a context in which they can use
the target grammar point in speaking seems
extremely necessary. For example, if a lesson’s
focus is on past tense, activities designed for
that class should involve sufficient speaking
practice which would allow students to use the
past tense. It is also suggested that students are
given some input before they start practicing
the past tense in speaking.

Pronunciation

A great number of students struggle to
pronounce individual sounds and word stress
successfully, and speak with intonation and
emotion. Some sounds that are typically
difficult for Chinese learners, such as /et/, /a&/
and /e/, can be practiced by giving students
minimal pairs to pronounce - see image 1, p20.
Additionally, sentence stress and intonation can

be practiced through activities like role plays. If
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the topic of the lesson is shopping language,
for example, teachers can play students a
conversation between a shop assistant and a
customer. Then with a transcript, students can
imitate the intonation and practice acting the
conversation out with a partner naturally rather
than robot-like. Students usually enjoy these
unconventional and engaging activities.

Gonclusion

This article has considered some issues that
currently exist in teaching speaking in EAP
classrooms at XJTLU and provided some
possible ideas for teaching speaking more
effectively. All the methods have been applied
in my own classroom and they turned out to
be successful and popular among students -
students have reported some positive feedback
about the methods mentioned earlier, and it has
also been noticed that their responses become
more logical and meaningful after trying out
the above strategies. However, due to the
limited contact hours per week and the amount
of information teachers need to cover in class,
it might be difficult to teach all five aspects in
a systematic way. One possible method is that,
instead of using a couple of lessons to teach
all these techniques or skills, teachers can
embed the teaching of speaking into everyday
teaching. For instance, after a discussion activity,
teachers can write some common pronunci-
ation or grammar mistakes on the board and
let students correct them. As a result, students
can hopefully improve their speaking skills in a
steady and sustainable way.
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Introduction

Y FIRST TASTE of pre-sessional EAP was back in the sum-

mer of 2008 at Cardiff University. Looking back, I didn't have

a clear idea of what EAP meant at that time, let alone what

pre-sessional English (or PSE) meant. Up until that point in my
career, July and August had been my time for fun - choosing whichever gen-
eral English summer school I fancied and teaching mixed-nationality classes
of highly motivated teenagers from all around the world. Games were the
order of the day in lessons, where content was decided based on enjoyment
rather than meeting any specific student needs. Sports in the afternoons, en-
tertainment in the evenings, and trips to places of local interest at weekends.
It never felt like work at all. Why was I giving all this up to spend my summer
stuck in a dusty university classroom repeating dry strategies of how to write
reference lists, structure paragraphs, and evaluate sources (or whatever it was
that EAP meant)? Apparently, there were real stakes too. Previously, my only
concern was whether students were having fun, whereas now students who
failed my course wouldn’t be able to enter their chosen degree programme.
Why did I need this stress? The answer, of course, was money - 2008 was the
year of the global financial crisis after all - and the prospect of a ‘serious’ job
with a ‘proper salary’ was too good to pass up. In the UK, pre-sessionals have
long been seen as the gateway to getting a permanent EAP position, and so
it proved for me as by the end of the summer I'd agreed to stay on as a per-
manent fixture of Cardiff University’s EAP division. Little did I know back then
that by 2022 I would be about to begin my fifteenth consecutive summer
working on a pre-sessional course! Over the last decade and a half, I might
have completely forgotten what a summer holiday looks like (cue the tiny
violins), but instead I've been lucky enough to work with some truly excellent
pre-sessional managers and teachers at each of the four different universities
I've taught at (Cardiff University, Durham University, Newcastle University,
and now Xi‘an Jiaotong Liverpool University), and it's on their collective ex-
pertise and wisdom that I attempt to draw while leading the pre-sessional
programme at XJTLU.
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Sam’s first ever PSE classes, 2008. With overhead projector in the corner for period detail.

A Brief History of
PSE

For those who haven't spent the major part
of their adult life working on them, what are
pre-sessionals anyway? Gillette (2021) defines
pre-sessional as “...an EAP course held before
the students start their academic study, ...
normally held during the summer and vary[ing]
in length from 12 to 4 weeks ... They can be
general or specific, but the best ones will focus
on the courses that the students hope to study.”
In other words, a PSE provides a bridge for
students who already have an offer to study
a particular degree programme, but do not
yet meet the required standard of English for

direct entry. Such courses therefore focus on
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improving, in an intensive period, the specific
aspects of students’ academic language and
skills that will be most necessary for them to
survive on their academic courses. Different
PSEs may cater to students who plan to study
a bachelor’s, master’s, or PhD (or a combination
thereof), and the content may prioritise general
or subject-specific academic English; however,
all are highly needs-driven.

Pre-sessional EAP provision first emerged in
the early 1970s in the UK, with Birmingham,
Leeds, Manchester, and Newcastle universities
responding to the needs of their growing in-
ternational student body. Over the next two
decades, pre-sessionals became a common
feature throughout the UK HE industry, with
more universities offering such courses and
formal accreditation of PSEs by the British
Council beginning in the early 1990s. The thirty
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rs since then has seen a massive explosion

he number of students studying overseas, to
rge extent enabled by pre-sessional courses
t reduce the obstacle of language proficiency,
wing universities to recruit from a far wider
ol. This unprecedented rise in international
dent numbers has of course coincided with
considerable growth of China's economy
m the end of the 20th Century, giving many
re Chinese students the opportunity for an
rnational education; in fact, by 2009/10
na had become the largest exporter of inter-
ional students around the world (Lu, 2018).

surprisingly, the early pre-sessionals I started
rking on from 2008 looked rather different
m today. All teaching took place onsite,
ching a video would involve wheeling a
and VCR into the classroom, and listening
terials were still copied onto cassettes. The
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makeup of the typical class looked different too.
When I think back to that 2008 pre-sessional, 1
had small groups (6-10 students) from Japan,
Korea, Vietnam, South America, the Middle
East, and Europe, as well as from China, all with
differing needs but all sharing the ambition of
gaining what they saw as a prestigious degree
from a British university. Of course, most were
also excited at the prospect of living in a new
country and experiencing a new culture. Our job
wasn't only to introduce these students to the
academic language and skills they needed, but
also to help them adjust to the cultural challenges
of living in the UK and make the most of all the
language-learning opportunities on offer. With
the number of international students continuing
to grow, pre-sessional class sizes crept up; twelve
per class soon became the norm, then fourteen,
and beyond. The makeup of the average pre-ses-
sional group changed too. As the UK HE market
adapted to cater to the rapidly increasing portion
of the Chinese middle class reaching university
age, cohorts began to be dominated by Chinese
students until, by the summer of my final UK
PSE course in 2018, I had taught several groups
composed of 20+ Chinese students. But the
irresistible pull of studying in a UK university

remained a constant.

About the same time that I was starting my EAP
journey in the UK, a new solution to cater to the
demands of this expanding market was emerging.
In 2004, The University of Nottingham-Ningbo
became the first Sino-foreign partnership uni-
versity in China. Now students could pursue their
dream of achieving a degree from a prestigious UK
university while remaining in China and engaging
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in a mode of learning that combined the best
of Chinese and western educational traditions.
When XJTLU opened its doors two years later,
the concept of transnational education (TNE)
pre-sessionals was clearly catching on, with
Hyland (2006, p.4) referring to pre-sessionals
as pathway courses “either in [students’] home
or in an overseas country...designed to improve
students’ academic communication skills in
English to the level required for entry into an
English medium university”. The pre-sessional
modus operandi remained the same, but the
setting had widened to English medium in-
stitutions, rather than just universities based
in English-speaking countries. XJTLU began
awarding master’'s degrees in 2010 and, to
cope with the growing postgraduate demand,
introduced a pre-sessional in 2016 to enable
master’s courses to recruit students with lower
English proficiency levels.

History of PSE at
XJTLU

If someone had told me back in 2008 that by
2022 I would be managing a “flipped learning
pre-sessional in a transnational institution
combining asynchronous self-study organised
though the course VLE with synchronous
delivery via the BBB online platform”, I would
have been entirely discombobulated. Indeed,
“pre-sessional” isjustaboutthe onlywordIwould

have recognised! However, that is the current

32

Number of PSE students

state of the XJTLU PSE programme, reflecting
the evolution of the industry in general as well
as the evolution of XJTLU's pre-sessional since
its inception in 2016, some mutations owing to
design and others to circumstance.

A look back at the first iteration of the XJTLU
PSE in 2016 reveals two short courses (4 weeks
and 6 weeks) comprising 119 students, a figure
that grew to 190 students in 2017 (Figure 1).
By 2018, the PSE had grown to 247 students,
with 98% from China. The course length was
extended too, with one 5-week course and one
8-week course, giving time to properly address
the needs of students who were 0.5 or 1.0 IELTS
bands respectively below their course entry
requirements. Certain other essential charac-
teristics of a PSE course were introduced that
summer too, including a pre-course teacher
induction and a student social programme,
changes that were consolidated in 2019.

450
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Figure 1. Increase in XJTLU’s PSE student numbers 2016-21

At the time I came on board as the 8-week PSE
Deputy Head in 2020, a major overhaul was
needed, and this time it was due to external
factors entirely out of anyone’s control. The



Covid-19 virus that emerged around the turn
of the year had thrown the entire education
industry, along with the rest of the world, into
a state of flux. XJTLU, along with educational
establishments around the globe, scrambled
to arrange alternative forms of learning,
combining synchronous tuition through online
videoconferencing platforms with greater
amounts of asynchronous self-study. With
relatively little prior warning or expertise in
online learning, adapting to this new mode of
delivery was a massive challenge for teachers
and students alike, a challenge I fought, with
often frustrating results, throughout the second
semester of 2019/20. By the spring of 2020,
when decisions around PSE course delivery
had to be made, two things were clear. One:
Covid wasn't going away any time soon and
the pre-sessional would need to be completely
reorganised for online delivery, and two: we'd
be welcoming by far the largest cohort of PSE
students yet, a figure that eventually reached
322 students.

Switch to Online
Delivery

While necessity may be the mother of
invention, there is certainly an argument that,
rather than online and blended delivery being
embraced solely in response to Covid, the
pandemic merely hastened changes that were
already inevitable. Take lectures for example.
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In my early days of PSE courses, several times
per week, groups of students were marched out
of the classroom to convene in a lecture theatre
(those TV and VCR setsImentioned were few and
far between) to watch a guest professor deliver
a subject lecture to give students ‘authentic’
academic listening and note-taking practice.
The problem was that topic was rarely on a
subject relevant to students’ academic discipline
and few had the attention span to sit for two
hours feigning interest in content that went
completely over their heads. When we now have
the option of custom-made recorded lectures
targeted at students’ academic interests, which
they can pause and rewind as necessary and
simultaneously answer questions to promote
engagement, will it ever be desirable to return
to several hundred students sitting together in
one lecture theatre for several hours, even if it is
once again safe to do so?

This is to say that some combination of
synchronous taught sessions with asynchronous
worksheets, quizzes, videos, and other online
activities already seemed like the future. It was
just that those synchronous sessions would
need to be taught online, via the videoconfer-
encing platform Big Blue Button (BBB). A range
of new asynchronous materials were designed
to promote student engagement outside of
the classroom, shared through the university’s
virtual learning environment (VLE), ICE. In place
of the antiquated mass public lectures for
listening practice, tailored lecture and seminar
videos were written, recorded, and integrated
within the syllabus, each designed to reinforce
ideas around the week’s topic and to model
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a particular aspect of functional language for
seminars or presentations. These videos were
also made in accordance with the requirements
of the end-of-course seminar and presentation
assessments and therefore what was expected
of students in assessments was reinforced week
by week. A flipped classroom approach was
adopted, with asynchronous materials directly
feeding into synchronous sessions. The syllabus
indicated which videos should be watched and
activities completed prior to each synchronous
session, motivating students to engage with
these materials as they knew that the skills
and language covered would enable them
to better participate in their upcoming online
classes, where time was freed up to focus on
higher-level thinking skills and to give students
more chance to talk. A video guide was created
to raise students’ awareness of the expectations
for online learning in synchronous sessions and

foster consistent levels of engagement.

Refining the
Curriculum

However, changes to the 2020 PSE didn't only
relate to the enforced switch to online delivery.
The 2019 teacher feedback had
some concern with a lack of clear connection

reflected

between the learning objectives, materials,
assessment requirements and marking criteria.
Therefore, the curriculum and assessments
were redesigned to achieve greater constructive
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alignment (Biggs and Tang, 2011). The Reading
to Writing strand of the syllabus was designed
to combine the benefits of ‘process writing’
and ‘product writing’ approaches and was
underpinned by a comprehensive formative
feedback process, with a series of one-to-one
tutorials and peer feedback sessions, as well as
reflective forums in which students reflected on
a particular aspect of their writing process each

week.

The criteria used to mark the assessments were
also rewritten, with new descriptors banded
according to master’s levels. This was partly to
ensure alignment with learning objectives and
lesson content and partly based on evidence
that the criteria used in previous years had led
to inflated grades which would give students
a false impression of their level heading into
their master's studies. The new criteria were
introduced to students and lecturers from the
beginning of the course and supported by an
online video guide. Familiarity with the marking
though dedicated
synchronous sessions for students and teachers

criteria  was enhanced
to engage in standardisation of sample scripts.
These sessions helped students to see the
relevance of what they had been learning and
how to demonstrate taught skills and language

in their own assessments.

This redesign of the PSE was generally well-re-
ceived. In his external review of XJTLU's
English Language Centre, Alex Barthel (2020)
singled out the pre-sessional course design
for particular praise, commenting that it was
clear to students "what is expected of them and



how to achieve it...relating] detailed marking
criteria quite specifically to assessment tasks”,
with the curriculum reflecting “a good example
of well-integrated academic English strategies
into a five or eight-week programme” (p.35).

2021 PSE

Perhaps victims of our own success, it was
decided that the 2021 PSE would again be
held online. With students that summer set to
exceed 400, there was insufficient accommo-
dation to house such ever-increasing numbers
for 8 weeks (the 5-week option having been
subsumed into a single longer course).
While an ideal world would have seen the
synchronous aspects of the PSE return onsite,
I was confident that with a few changes, the
second iteration of a fully online PSE could still

be a success.

the
teachers’ perspective was that staff would now

Arguably the biggest change from

be paid an increment on their salary to work
on the pre-sessional (for days that they took
annual leave). Rather than just being placed
(sometimes, no doubt, begrudgingly) on the
PSE as a 'summer assignment’, expressions of
interest were sought throughout the School of
Languages’ English Language Centre, meaning
that the teachers who would be teaching PSE
had a genuine motivation to do so and were
rewarded for their hard work on a such an
intensive course. An additional change was to
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return the staff orientation to onsite delivery
(which had been the case before 2020), with
a 2-day (paid) induction convening the full
teaching team in place before the course started.

However, teacher development opportunities
were not confined to the course induction.
I felt it was important that teachers saw the
benefit of applying to work on the PSE as not
just financial but also professional. To this
end, a PSE Community of Practice was set
up, overseen by a newly created role of PSE
Teaching Development Coordinator. The PSE
CoP kicked off with a dedicated strand at the
SoL symposium prior to the course, followed
by eight weekly development sessions, led by
a different PSE teacher each time. These were
recorded and follow-up discussions among
staff were encouraged through online forums.
Additionally,
conduct action research projects during the

teachers were supported to
PSE where these supported student needs, with
data gathered on several excellent projects
ranging from students’ use of translation
software to willingness to communicate in
online discussions to honing critical thinking

skills through creative writing.

Regardinglearning content, the 2021 PSE’'s major
change was the introduction of subject-specific
self-study materials. XJTLU's PSE had originally
been designed to focus entirely on English for
General Academic Purposes (EGAP), a focus
shared by most pre-sessionals. Students’ need
for greater discipline specificity was addressed
to some extent by the 2019 course, which
grouped students according to broad ‘clusters’
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(Science & Engineering, Business, Humanities & Social
Sciences, and Maths & Computing) and differentiated
assessment topics based on cluster, though students
in all clusters still received the same general academic
learning content. The 2021 course went further
still by contacting the Programme Directors of all
XJTLU's 39 different master's programmes to request
recommended materials they would want their
prospective students to engage with before beginning
their courses. These resources were organised and
distributed on Learning Mall (the new course VLE), with
the syllabus allocating 1-2 hours per day to be spent
working independently on these.

2022 PSE

Looking back over the last fourteen PSE-dominated
summers of my life, it is clear that pre-sessional courses
have changed beyond all recognition. Here at XJTLU,
within just six annual iterations, the PSE programme
has already been through several major stages of
evolution and no doubt will continue to evolve further
as I look towards my fifteenth go-around with the same
excitement as if it were my first. Future changes to the
course will be informed by a major needs assessment
project currently being undertaken by myself and the
Sol postgraduate team. So far, we have gathered over
50 questionnaires from postgraduate lecturers, Module
Leaders, and Programme Directors, and over 200
questionnaires from current master’s students, with
follow-up interviews ongoing. This project is intended
as a comprehensive analysis of the skills and language
requirements for different XJTLU master's programmes
to ensure our pre-sessional and in-sessional offerings
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are truly meeting students’ needs. One
improvement from last year's PSE is that
the course length will be reduced from
eight weeks to seven, which will allow
the pay arrangement to be retained while
enabling each group to keep the same
teachers throughout the course. With an
experienced and enthusiastic teaching
team already in place for the 2022 course,
I am greatly looking forward to guiding
the further evolution of XJTLU's pre-ses-
sional for future cohorts of master's
students - I can't think of any other way
I'd want to spend my summers.

David Collett hzs been
a Teacher, Deputy Director
and Director of Pre-Sessional
English for four consecutive
years. He has worked in
TEFL and TEAP for 28 years
in five different countries.
He has recently published
in the International Journal
of English for Academic
Purposes on the topic of Peer
Review.

david.collett@xjtlu.edu.cn
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Lessons we’ve learned for developing a PSE course

In their personal journeys from teaching on pre-sessional courses in the UK, to developing and
running pre-sessional courses in a TNE context in China, David and Qing have learnt several

valuable lessons to share with other PSE course managers and teachers.

Qingyang’s PSE Journey

Y JOURNEY TO EAP was not easy, and it seems like
serendipity now. I worked in the trading industry when
I came out of my undergraduate study, as there were
few career options for me. Doing an MA in the UK

opened up a whole new world, and that was when I first came across
EAP. I was surprised that there is so much more to learn — apart from '

being fluent in English — as a non-native speaker trying to complete  Dr- Qingyang Sun
degree courses in English. I truly enjoyed the EAP courses as a student,
and later took the opportunity to teach pre-sessional courses during my
PhD study at the University of York. What I liked was the attention I
could give to each individual student (it was a small class of 15). For such
an intensive course during the summer, this individual support that I
was able to offer was certainly a luxury compared to EAP teaching in
some other contexts. I was also impressed by how the rather dry EAP

gingyang.sun@xjtlu.
knowledge (paragraph structure, hedging, reading skills etc.) was made edu.ch
engaging, interactive, and fun by our creative team of teachers. These
were invaluable experiences that I took on board when I joined XJTLU

and began a new journey of EAP.

PSE Journey

EFORE 2012, I taught English as a Foreign Language (TEFL) for 24 years at the British Council in
four countries. After my MA TESOL in 2015, I decided to move into EAP, teaching on PSE courses in
’ UK universities. The first question I was asked in my first interview was: “What are the differences
between TEFL and TEAP?” I began by flipping the abbreviation EAP to APE: ‘Academic Purposes
> This allowed me to frame my response around not only language but the importance of developing
cademic skills to help them succeed in their chosen degree. For the teacher, this requires taking a holistic
by ensuring that taught academic skills are transferable to the learners’ discipline and made transparent
ts during lessons. Speaking about these key principles of ‘transferability’ and ‘transparency’ probably
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got me the job! I later moved to XJTLU, where I have worked on PSE courses for four successive yea
Deputy Director and Director — and I have been fortunate to be involved in shaping our PSE «
these same principles. Regarding transferability, learners are grouped and given assessments acco
chosen discipline, and teachers are allocated classes according to their interests. This interest-driven
the PSE allows teachers and learners to learn more from each other, making the teaching and lear
more easily transferable. Regarding transparency, the curriculum clearly organises each week accordi:
theme, through which academic skills are built and cohesively developed, and marking descriptors ar
throughout the course.

Tips for PSE course managers

« In moving towards greater subject specificity, design the same generic assessment for all studer
topic focus of these assessments to students’ specific programmes, ideally giving students some fi
assessment topics in line with their academic area of interest.

« Group students according to different discipline-related clusters and allocate teachers to teach tl
most interested in. This encourages students and teachers to learn from each other.

« Organise the curriculum around weekly themes and choose input materials (listening and reading
the skills and language you want students to learn.

* Widely involve teachers on the PSE team in material development and adaptation. Get to knc
strengths and assign them tasks that they are most interested in.

« Adopt a flipped learning approach when using these input materials. This means the syllabus nee

» To reduce students’ cognitive load, use the same input materials for different skills and language

» Design each lesson around specific tasks related to these input materials.

« Hold regular team meetings or Communities of Practice as opportunities for teachers to share tt

Tips for PSE teachers

« Take a holistic approach to understanding the PSE course before you teach it. This means looking
course learning outcomes and assessments.

» Notice how the syllabus builds on the skills and language each week and may use the same input

e Appoint a class representative who can ensure that students are informed about the flipped mate

» Feed in aspects from the marking descriptors in lessons to help students understand how the less

» Focus on the main aim of each lesson and choose tasks for each lesson that help to achieve that a

« Feel free to adapt given tasks according to your knowledge of your own group. For example, w
exercises, or a mixture of these?

» Responding to students needs in lessons is more important than covering all the materials.
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Is to clearly indicate the materials that students will need to have engaged with before their next class.

in later weeks of the course.

ieir positive experiences as well as issues they encountered.

> through the curriculum to notice how the learning materials develop students’ ability to achieve the

- materials for different purposes.

rials that need to be covered before their next lesson.

ons link to their assessments.

im.

ould your students learn better via interactive activities, fancy high-tech tools, traditional language
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How Gan Teachers

Improve

Attendance

For Low-Level Students

And Keep Them Motivated In Class

Shuangxin Zhang is an EAP teacher at XJTLU University. She has taught
English for 7 years and is always willing to help students to gain improvements
in English.

Shuangxin.Zhang @xjtlu.edu.cn
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Introduction

Attendance and motivation seem to be ongoing topics of discussion in
relation to university students. Some lecturers may complain that college
students, especially low-level students, always lack motivation towards
learning and are more likely to skip class. However, it's not the same
story for every student, so lecturers should think and reflect in depth
on how to tackle these situations. As we are trying to cultivate creativ-
ity and imagination among students, we'd better not stick to teaching
approaches that are stagnant and unchangeable. Based on my teaching
and course-designing experience, hopefully, this article can provide
some ideas that resonate with you about motivating students and in-
creasing attendance.

I'AN JIAOTONG-LIVERPOOL UNIVERSITY (XJTLU) is a uni-

versity using English as the medium of instruction (EMI). Start-

ing from the academic year 2021-2022, a new programme

called ELS (English Language Support), was founded at XJT-
LU under the CS Division (Continuing Support). This programme aimed
to provide pastoral care and support to low-level students in their first
year of study, whose placement test scores were graded as Al (Al, A2
or B2 mentioned in this article refer to CEFR levels) at the beginning of
the semester. I was luckily selected as one of the four teachers to teach
on this programme. The teaching mode of this course was mainly sem-
inars where a lecturer delivered lessons to 8 groups of 20 students for
14 weeks, and each student had only one lesson each week. Another
important point that needs to be mentioned is that the student groups
were not fixed, which was quite challenging because theoretically, every
teacher had the chance to see all 600 students showing up in their class-
es throughout the semester.

One characteristic of ELS is that this is not a credit-bearing course, and
students won't have any exams at the end of the semester. Therefore,
students usually lack enthusiasm towards joining ELS classes, and
attendance has been a problem for this course throughout the past
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semester. However, these low-level students,
together with all the other students (A2 or
higher), are expected to achieve the same
English language exit level of B2 at the end of
Year One. Based on our teaching experience,
most of us may agree that students who attend
more classes normally have higher assessment
results, which is in line with the conclusions
found in a number of studies which identified
a correlation between regular attendance and
better learning outcomes (Pinter et al., 2020).
Therefore, a logical conclusion can be reached
that if these low-level students would like to
improve their English level, they should attend
more classes.

However, the attendance rate wasn't what tutors
and managers had hoped for in this programme.
After the first five weeks - during which full
attendance (20 out of 20) was the norm with
only a few cases of absence - the attendance
rate dropped to around 11 out of 20. We know
that students’ willingness to attend classes and
engage in learning is linked with their learning
motivation, so the secret to increasing the
attendance rate seems to be increasing their
motivation for learning. In the past semester, I
designed lessons for eight weeks and taught for
all 14 weeks, and the attendance of my classes
was generally higher than the average for this
module. Therefore, in this article, several tips
and reflections will be provided regarding how
to increase students’ learning motivation to
improve attendance.
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According to Malcolm (2011), motivation can
be classified as either intrinsic or extrinsic
motivation, with intrinsic motivation referring
to the learners’ inherent motivation, such as
learning for one’s own interest, whereas extrinsic
motivation comes from sources outside of the
learner, like studying to pass an exam or to
get rewards. It's easy for teachers to stimulate
students’ extrinsic motivation; for example, we
can reward students with good performance
in class or provide them with useful skills to
pass exams. However, intrinsic motivation is
mostly generated by the learners themselves,
which may be difficult for teachers to provoke
directly. However, as stated by Oleti¢ and Ili¢
(2014), intrinsic and extrinsic motivation can
work together to motivate students to learn,
and external motivation can be transformed
into intrinsic motivation. For example, though
quality and useful speaking lessons can stimulate
students’ extrinsic motivation, such motivation
can be converted to intrinsic motivation. This
is because, for students who find learning
English boring, if they become more interested
in it after attending such lessons, their intrinsic
motivation will be provoked.

I always provided students with a friendly and
relaxed learning environment and tried to
remember every student’s name to be respectful,
which was difficult to achieve considering that
I may teach different students every lesson.
In week 8, a student who always refused to
answer my questions by saying “no” started to
utter some phrases and even long sentences in
class. He even brought three friends to my class



in week 11, who were also low-level students
but had never shown up in my class, which
astonished not only me but also all the other
students. When I asked what caused his positive
change, he answered in a low voice, “You are
a good teacher. You know our names and
encourage us to learn. I just want my friends
also to try your lessons.” From this example, I
learned that if a teacher cares for students in
class, students will be motivated to learn, and
such external motivation can be converted to
internal motivation, which will influence the
learner over the long haul.

In the remainder of this article, other strategies
for motivating students in and out of the
classroom will be illustrated in detail. First, let's
start with four strategies teachers can adopt in
class.

The Power of
“Future Self”

According to Dornyei (2009), students will
be motivated by their visions of the “ideal L2
(second language) self” in the future, which is to
say if students have clearer visions of themselves
as English users in the future, they can have
more motivation towards learning English.

I once borrowed the context of XJTLU for such

stimulation. This is because most students
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studying at XJTLU plan to study abroad someday
in the future or work in an international company
because they have the advantages of learning
at an EMI university. In week 6, when most
students in my class were reluctant to speak any
English, and some even spoke Chinese with me,
I used the power of the “future L2 self”. I asked
them to imagine they are in 2025 studying at a
university in the UK and speaking English all the
time. Then I asked them, “How do you feel when
you cannot express your ideas to me in English?”
and "What could you do from now on?” Then
many students provided some positive answers

non

like "Practice English from now,” “Speak more
English,” and “Stop always using Chinese.”
Another simpler attempt was that, in week 13
(the end of 2021), which is almost the end of the
semester, some students didn't want to practice
listening even though their listening capabilities
were far from the required B1-B2 level. I said
to them, “Welcome to my class! It's semester
1 in 2022 now. The reason why you are here
is that you guys failed the final test and resit
in 2021 as you didn't want to practice listening
in class!” Students laughed and started to take
notes, and [ saw some of them were a little
anxious and started to take some action to try to
prevent them from having to retake the course.
In conclusion, teachers can utilise the power of
students’ imaginative future-self to encourage
intrinsic motivation for learning from students.
If they have some goals which they want to
achieve or if they want to avoid unpleasant
results in the future, this method can stimulate
their intrinsic motivation if teachers can guide
them to think properly in advance.
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Teacher’s
Feedhack

As teachers, if we can give students critical and
valuable feedback, they can also be attracted to
our classes. One possible illustration for critical
and valuable feedback is that the feedback
should be individualised, which means the
feedback for each student should be tailored to
their performance (Brown, 2016). When my ELS
students spoke in my class, I always seized the
opportunity to provide useful feedback for them
as class time is limited. When giving feedback,
I didn’t always provide more positive feedback
than negative, although I knew it was against
the famous feedback sandwich theory, which
suggests a positive-negative-positive sequence
when providing feedback, and is considered
very effective (Brinko, 1993).

Two reasons accounted for why I didn't inten-
tionally give students more positive feedback
but rather tried to provide more genuine
feedback. The first one was that my students’
levels were normally lower than the mainstream
students, while all of them needed to attend
the same final exam. Therefore, they needed
to know what their true levels were and work
harder to close the gap. The second was that I
believed in the argument of Molloy, Noble, and
Ajjawi (2019) that negative, or say corrective
feedback, doesn’t necessarily lead to negative
emotions, and vice versa. The reason I held
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this belief was that in one of my classes at 9
am on Friday, a female student answered my
question by speaking for almost 1 minute. [ was
surprised to see that she stood out to a great
extent and seemed so motivated in a Friday
morning class, so I gave her feedback with only
positive information. However, she doubted my
evaluation by responding to me disappoint-
edly: "I don't think my speaking is as good as
you said. Give me some suggestions, please.”
I reflected on my feedback and then realised
that although this girl's answer was longer
than her classmates’, it still had many grammar
mistakes and was not very logical, so it couldn’t
meet the requirement for passing the final
exam with a satisfactory score. Therefore, from
that day, I required myself to provide neutral
and genuine feedback to students based on
their performance which didn’t aim to please
students but instead focussed on helping them

to improve.

Another effective approach was that I viewed
feedback as an ongoing project.Ishare the same
viewpoint with Brown (2016) that if teachers
utilise most or all the activities to provide
students with some feedback continuously,
students’ motivation can be increased. I also
added one more step, which was memorising
each student’s weaknesses and problems. It's
easier to memorise each student’s inadequacies
in reading and listening as students’ problems
about these skills are relatively similar, but
it's difficult to remember their weaknesses in
speaking and writing because these problems
are more individualised and canvary alotamong



different students. I always took a notebook
with me when teaching and noted down
their problems in speaking and writing. T still
remember when I told a student, “Your answer
here is kind of illogical as it lacks explanations.
Just like the answer you provided last week, you
didn't provide proper reasons for why you like
eating hot pot.” She was astonished and asked
me why I could still remember her answer from
the previous week. I told her I took some notes,
and because of this, she was very moved and
was motivated to learn how to give answers in a

more logical way that day.

In conclusion, if we provide true and indi-
vidualised feedback to students, remember
their performance, and provide feedback in
a continuous way, students are more likely to
value our feedback more and be motivated to
learn to a greater extent.

Ways to Design
Lessons

When it comes to how to design lessons, one
method I took is the communicative language
teaching method, which is a student-centred
teaching style where students can be given more
opportunities to practice the target language.
Cook (2013) believes that this method gives
students more chances to use the language
they have learned to communicate with others
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in different contexts, which will be useful not
only in but also outside of class. Imagine if
we design our lessons in a traditional gram-
mar-translation teaching style, which puts more
emphasis on academic knowledge instead of
preparing students for communication outside
of the classroom (Cook, 2013), students may be
demotivated to attend classes.

Another thing 1 did was taking students’
feedback seriously and incorporating their ideas
into my lessons. Universities usually distribute
questionnaires at the end of each semester
to get students’ feedback on their modules.
Warfvinge (2003, as cited in Roxa & Martensson,
2011) suggests that student feedback can be
obtained for operational purposes (to improve
teaching during the semester) and reporting
purposes (to evaluate course quality at the end
of the semester). Therefore, feedback can be
frequently collected from students both during
and at the end of the semester through ques-
tionnaires, conversations in class or private
chats after class.

ELS distributed three module-level question-
naires in total throughout last semester. Apart
from these, 1 sent additional questionnaires
to students in weeks 6 and 12 through using
Socrative and Sojump (Wenjuanxing), which
were designed to collect students’ levels of
satisfaction towards teaching and learning
and their suggestions for improvement. The
differences between the module's question-
naire and mine were that I looked for students’

detailed opinions. For example, in week 12, in
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addition to letting students rate how appealing
the ELS classes were in general, I let them
choose the lesson they liked the most and the
least, followed by their comments. In doing so,
I understood better which types of activities
were more attractive to students and adapted
my following teaching activities correspond-
ingly. Also, in my questionnaires, I gave them
the freedom to express what other activities
they would like to see embedded in class. For
example, in week 6, I received some answers
to this question like role-playing, games, and
activities using audio and visual materials. I
then adopted the idea of role-playing in week
10, designed a game in week 14, and included
at least two videos in every upcoming session.
I also shared my action plans with my students
in advance to let them know their opinions
were valued and embedded into forthcoming
teaching. In this way, students’ levels of
their
motivation was stimulated, and their attendance

satisfaction were increased, learning

was thereby improved.

Friendly Learning
Environment

Being friendly and positive is also a necessary
approach if teachers would like to improve
attendance and engage students in class. Liu
and Jackson (2011) suggest that students
have less anxiety if their teacher is friendly
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and supportive and if they are in a welcoming
learning environment. Teachers can support
students more by giving them more encourage-
ment and attention, and teachers themselves
need to be positive and hold optimistic opinions
towards life and work. If teachers are pessimistic,
students can feel it and won't be interested in
sharing their questions or innermost thoughts
with you. For example, when a low-level student,
who probably knows around 3000 words, asks
you, "How could I build up my vocabulary to
around 5000 words within three months?”, if
your answer is “It's impossible,” it will discourage
them for sure. Hence, guiding the student to set
realistic goals and suggesting an action plan are
the more preferred ways, comparatively.

Chatting with students before the lessons get
started and being approachable after class also
helps build a friendly learning environment in
class (Morton, 2008). Offering students some
time for small talk at the beginning of each
lesson can effectively build rapport among
students. Teachers can arrive several minutes
early to class and utilise the valuable time to
warm up, even if students only say a few English
words or phrases. It might be easier to start
with the more active students, which may make
the quieter students feel less embarrassed. Un-
fortunately, after class, it is often the case that
most students do not bother to go to teachers’
offices to ask questions. So, an alternative way
is to provide a 5-min Q&A session for students
at the end of each class. The topic can be about
anything ranging from the lesson content
to their daily lives. Based on my experience,



students always raise a few questions despite
having confirmed that they understood the
points when you checked their understand-
ing in class. So, providing a chance to raise
questions at the end of each class is necessary.

Teachers can also use some strategies to
motivate students outside the classroom, some
of which are shared below:

1. Use office hours smartly: Allocate time slots
for students with urgent needs to go to your
office. Be open to answering any questions
about and beyond academic study.

2. Use apps effectively: Send students a short
introduction of the main teaching content
via email, the school’s learning platform, or
social media, like WeChat Official Account,
to keep them interested in advance.

3. Contact students with

Write them emails or send them messages

low attendance:

via social media to let them know you want
to help them.

4. Offer students help on their homework or
coursework (without breaking the principle
of fairness). If necessary, write them an
action plan or encourage them to write it
themselves.
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Reflection &
GConclusion

Reflecting on the methods I used in the past
semester, some were not as successful and
required further improvement. For example, I
once tried using the game Pictionary in class,
which let students guess words from pictures
drawn by another player. After that class, I
asked several students about their feelings
towards this activity. Though most of them
liked it, two students, with generally higher
language proficiency, expressed their disap-
pointment because they liked games requiring
more advanced language skills. Therefore, a
lesson that can be learned is that we should
consider designing teaching activities with
different language levels in mind to suit
students’ diverse needs.

Another thing I didn't do well was that I
occasionally used material incentives in the
first few weeks. Our module bought some
flashcards for teaching purposes, and I used
them as prizes for those who answered
questions actively. However, after I had done
so for four weeks, a student told me privately
after class that she felt it was unnecessary to
give students rewards as it's their responsi-
bility to perform actively in class. Brooks et
al. (2008) also evaluated the effect of using
financial incentives to stimulate students’

motivation in attending more classes, which
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was surprisingly negative as rewarding students
for their performance would reduce their
intrinsic motivation. Reflecting on my student's
feedback, the possible interpretation for this
result is that students who can already be active
in class would be embarrassed if the teacher
keeps rewarding them as other students may
alienate them. Therefore, using financial and
material rewards should be carefully considered.

In conclusion, this article summarises some
practical methods teachers can adopt in their
teaching to motivate students and promote
higher attendance. It discusses intrinsic and
extrinsic motivation and shares some strategies
and methods teachers can adopt in class. It's
every teacher's desire to motivate students
to attend more classes, so we should keep
thinking and reflecting on our approaches. In
the future, I will keep exploring and reflecting
on different methods used in my teaching to
promote higher attendance and facilitate better
learning outcomes.
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OR STUDENTS AND teachers alike,
online learning and teaching during the
pandemic is likely to have been a dis-
appointing experience. However, while
the virtual classroom can never compete with
a campus experience, better decisions can be
made as to how online classes are delivered.

the
termed

Online  provision  during pandemic

exemplifies what is ‘Emergency
Remote Teaching’ (ERT). Research (Bozkurt
and Sharma, 2020; Hodges et al., 2020) asserts
that ERT should be viewed as clearly distinct
from planned online courses, but the two are
often conflated to the detriment of the learner.
Students in ERT scenarios are greatly in need of
empathy and a sense of connection with their
teacher and peers, and the literature suggests
that a ‘pedagogy of care’ should take precedent

over preconceived learning outcomes.

Unfortunately, the use of ‘large-group’ video

conferencing platforms such as Big Blue
Button and Zoom to teach online classes is
counter-productive for facilitating connection
and building community. Due to the inability
of institutions’ networks to handle the use of
multiple microphones and cameras, students
in online classes often go unseen and unheard,
their

writing messages in a text-box. This leads to a

and communication is reduced to
degradation in the learning experience from one
that should be participatory and collaborative

to a primarily transmissive, teacher-led lecture.
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This scenario can have a negative impact on
learning, and in the case of new students,
if their prior educational experience is in
teacher-centred learning environments, it
can also arrest their effective transition to a
student-centred culture, which can have a
negative effect on their studies even beyond
their return to campus. More importantly,
large-group online provision in an ERT scenario
can leave students feeling increasingly isolated
and disconnected from their peers and teachers
at a time when they are in greatest need of
emotional connection.

sense of

their students’

We are acutely aware that

Teachers share
disappointment.
learners are being short-changed, and our own
experience in the virtual classroom is equally
dissatisfying. Our disheartening teaching
experiences during times of crisis may also be
compounded by a myriad of external pressures
and the feeling that our needs have not been
adequately considered by our employers. All
of these factors can contribute to an erosion
of trust and good feeling between faculty and
management which can ultimately contribute
to resignations and a shortage of teaching staff,
which then leads to further pressure on those

who remain in post.

More periods of unplanned online learning are
highly probable in the future, but this cycle is
not inevitable. My own research has shown that
a different approach is possible and can be
highly effective.
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In the first semester of the pandemic, 1
experimented with a teaching model based on
the provision of daily asynchronous learning
material followed-up with a sequence of
synchronous 20-minute ‘seminars’ with groups
of five students via Zoom or WeChat group
video call. In these sessions, cameras and
microphones were fully functional, and video
windows were large enough for participants to
recognize and respond to facial expressions,
which is invaluable in building empathetic
connections. The students also experienced
‘large-group’ online classes in my own and
other modules in both the first and second
online semesters. At the end of semester two, I
conducted research to investigate the students’
thoughts and feelings about their experiences.

The research participants unanimously found
the small-group model to be more useful
than large-group online classes in a range
of areas related to learning. In the areas of
participation and engagement, teacher access,
and relationship-building with peers and
teacher, respondents found the small-groups
significantly more useful. In the areas of
assessment preparation, collaboration with
peers, and functionality of technology, they
found the small-groups more useful. None of
the research participants reported that they
would choose large-group online learning over
small-group online learning in the future.

The most obvious disadvantage of the
small-group model is the reduced amount

of synchronous class-time, but the idea that
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a two-hour large-group class offers students
greater value than a 20-minute small-group
class is simply inaccurate. Whilst some students
are active participants in a large-group online
class, the majority are passive; by contrast, in a
20-minute small-group class, all five students
are guaranteed to speak for three or four
minutes each. Perhaps the most significant
data that my research produced was that every
participant reported having more talking time
in the small-group class than they did in the
large-group.

This is not to say that participants found
the large-group classes to be useless. The
respondents greatly valued the ability to review
BBB classes recorded to LMO. However, if a
synchronous class is experienced by the majority
of students as mostly a one-way lecture, that
content may as well be provided asynchronously.
Meanwhile, timetabled synchronous interaction
time can be reserved for a mode that allows for
quality communication uninhibited by technical
problems.

If further periods of unplanned Emergency
Remote Teaching become necessary in the
future, I would urge mangers to rethink the
default
model. If they can focus on the quality of

large-group synchronous teaching

interaction rather than the quantity, and
resist the temptation to offer two hours of
daily synchronous provision - a false promise
akin to an ‘all you can eat’ buffet lacking in
nourishment, then the experience of online
learning and teaching may be greatly improved

for all concerned.
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Abstract

This paper aims to
explore the benefits of
integrating Project-based
Language Learning (PBLL)
into an ESAP module
for undergraduate Built
Environment students by
reflecting on students’
perceptions related to the
designandimplementation
of a Building Conversion
Project. It explains how
PBLL was actually applied
in the course, and reflects
on its effectiveness by
reporting the results of
a survey collected from
152 students who took
the course. Implications
for best practices in ESAP
course design are also
discussed.
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Background

Defining Project-based
Learning & Project-based
Language Learning

Project-based Language Learning (PBLL) is considered as
“a foundation for alternative thoughts for second language
studies and second language education” (Beckette, Slater
& Mohan, 2020, p. 4). Since its introduction to the field in
the 1960s and 1970s as a way to overcome the perceived
inadequacies of the traditional teacher-centered approach
(Beckette & Slater, 2018, as cited in Beckette, Slater & Mohan,
2020, p.4), PBLL has been explored through various theoretical
lens, including Swain’'s Comprehensive Output Hypothesis,
socio-cultural perspectives on language acquisition, sociolin-
guistic functional view, and language socialization theory to
name just a few (Beckett & Slater, 2005; Gibbes & Carson,
2013; Grant, 2017; Li & Wang, 2018; Beckett, Slater & Mohan,
2020).

PBLL has its origin in Project-based Learning (PBL), which
is defined as "a systematic teaching method that engages
students in learning knowledge and skills through an
extended inquiry process structured around complex,
authentic questions and carefully designed products and
tasks” (Markham, Larmer, & Ravitz, 2003, p.4). As a learn-
er-centered approach which can be traced back to Dewey's
experiential learning philosophy, PBL focuses on both the
processes and the products of learning (Poopon, 2017).
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The benefits of PBL have been well documented in the literature indicating
that it can:

» Improve learner motivation and engagement (Mejang, 2008; Grant, 2017);

» Increase learner autonomy, independence, self-initiation and willingness
to take responsibility for their own learning (Stoller, 2006);

« Assist in developing metacognitive skills, such as self-regulation and
self-monitoring (Chen & Yang, 2019)

« Improve lifelong learning and transferrable skills, or such 21st century
skills as problem-solving, critical thinking, creativity, decision-making,
collaborative work, and interpersonal skills (Grant, 2017).

Recently, PBLL has attracted increasing interest and has been adopted as an
optimal EAP (English for Academic Purposes) pedagogy. Researchers and
teachers have focused on its potential to not only develop discrete language
skills as it provides a meaningful context for authentic language use (Grant,
2017), but also to facilitate “simultaneous learning of language, skills and
content” (Stoller, 2006, p. 25) and disciplinary socialization (Li & Wang, 2018).
Addressing the latter goals, Beckett (1999)'s definition of PBLL particularly
pertains to EAP teaching:

“a series of individual or group activities that involve language/content
learning through planning, researching (empirical and/or document),
analyzing and synthesizing data, and reflecting on the process and
product orally and/or in writing by comparing, contrasting, and justifying
alternatives” (as cited in Beckett, Slater & Mohan, 2020, p. 5).

According to this definition, PBLL is advantageous for the development
of advanced research skills and academic literacies while also promoting
integrated language learning. As Beckett, Slater & Mohan (2020) states, it
"offers numerous affordances for language learning and development as it
requires learners to speak, read, listen, and write for their projects as well as
revise and improve their language for accuracy (explicit focus-on-form), logic,
arguments, and completeness” (p. 4).
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Empirical Studies of PBLL in China

As pointed out by Li & Wang (2018), although PBLL is not a new idea for EAP
courses, “it has seldom been mentioned in the literature of EAP” (p. 292). The
small number of empirical studies conducted in EAP classrooms speak to the
need for more research to investigate the implementation of PBLL pedagogy
and to justify its efficacy in various contexts, especially in China where EAP
education has risen to a more prominent place in the tertiary level ELT
curriculum in alignment with the Chinese government’s efforts to internation-
alize higher education (Cheng, 2016, p. 97). The authors of this article were able
to find only three empirical studies (Miller, Hafner & Fun, 2012; Grant, 2017;
Li & Wang, 2018) conducted in Chinese EAP contexts (Hong Kong, Macau,
Shanghai respectively) which had been published in international journals.

Although the findings of these studies have shown that utilizing a PBLL
approach can provide a number of affordances and benefits for EAP teaching,
such as improved general English skills (Miller, Hafner & Fun, 2012), enhanced
academic English skills and discipline knowledge (Li & Wang, 2018) as well as
enhanced student autonomy (Grant 2017) and teamwork skills (Miller, Hafner
& Fun, 2012; Li & Wang, 2018), more case studies are still needed to explore
projects that integrate PBLL into ESAP (English for Specific Academic Purpose)
courses, which should be treated differently from EGAP (English for General
Academic Purpose) courses according to Jordan’s model for the categories of
ESP (Jordan, 1997). See Figure 1.

ENGLISH FOR SPECIFIC PURPOSES

(ESP)
ENGLISH FOR ENGLISH FOR ACADEMIC PURPOSES
OCCUFPATIONAL/VOCATIONAL/ (EAP)
PROFESSIONAL PURPOSES
(EOP/EVP/EPP) /
eg. doctors
—_— e .
' ENGLISH FOR : ENGLISH FOR
: SPECIFIC ACADEMIC E GENERAL ACADEMIC
E PURPOSES : PURPOSES
: (ESAP) : (EGAP)
: eg. medicine : eg. Listening and note-taking
i engineering : academic writing reference skills
economics ' seminars and discussions
"""""""""""" Plus: general academic
English register formal,
academic style proficiency in
language use

Figure 1 Jordan’s Model of the Categories of ESP
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To address the identified research gap, the present study aims to explore how
PBLL pedagogy is implemented in a joint-venture EMI university in China.
More particularly, a Building Conversion Project (BCP) designed for Year 1 Built
Environment students was investigated for its effectiveness based on students’
perceptions. The following research questions were formulated:

« How did the BCP facilitate the students’ development of academic language
skills?

« Howdid the BCP meet the students’ specific learning needs in their disciplines?

* How can the BCP be improved?

Introduction of the Building
GConversion Project

Context

The Building Conversion Project (BCP) was integrated into a Year 1 ESAP course
for Built Environment students at a Sino-British joint-venture university where
English is used as the medium for instruction. The students who took the course
during the second semester came from three departments: architecture, civil
engineering and urban planning.

The course, aiming to bring students to CEFR low B2 level of English proficiency,
had the following learning objectives (Table 1):

A. Produce appropriately organized writing on topics related to their field of study with an
acceptable level of accuracy and appropriateness in grammar, vocabulary, and punctuation.

B. Select appropriate reference sources and read with a large degree of independence.

C. Give a clear, prepared presentation on a topic related to their field of study and take follow-
up questions with a degree of fluency and spontaneity.
Participate actively in a formal interview or discussion.

E. Follow and take notes on the main points of academic lectures which are propositionally and
linguistically complex.

F. Organize time and resources appropriately to respond to complex academic tasks.

G. Produce work that contains no elements of plagiarism, collusion or data embellishment.

Table 1 Learning Objectives
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Although the learning objectives were identical for all the equivalent ESAP courses
for students from different departments (e.g., Business, Math, Science, Industrial
Design, Humanities and Social Science), the BCP was designed to cater to the specific
learning needs of Built Environment students, who “require effective communica-
tion and interdisciplinary team working to be successful throughout their career
which is often overlooked during formal undergraduate education” (Keenahan &
McCrum, 2020, p. 575).

By the time when the present study was conducted, the BCP had been implemented
for four years, with modifications made after each iteration (once a year) on the basis
of feedback from students who had experienced the project process. Each year we
changed the sites for conversion, and for the present study, the five building sites
covered a range of functions.

Site 1: A gym

Site 2: A women'’s clothing shop

Site 3: Two neighboring restaurants in a shopping mall

Site 4: A Starbucks cafe

Site 5: A deserted youth hostel in one of the best-preserved historical blocks in the

city

Project Design

The project built upon a widely acknowledged belief that a well-designed project
needs to focus on real-world authentic issues of particular interest to students. In the
ESAP course, this translates into pertaining to students’ subject areas (Kucherenko,
Shcherbakova, & Varlamov, 2014), i.e., architectural design, civil engineering and
urban planning.

Following Stoller (2006) and Grant (2017)'s suggestions to use multiple tasks
spanning a long timeframe to ensure a variety of meaningful language interactions
were undertaken by students, we divided the project into six clearly-defined stages
spanning 12 weeks (see Table 2) in correspondence to Stoller's (2006) recommenda-
tion to include at least four stages, i.e., information collecting, processing, reporting,
and evaluating, into a project (see Table 3). These six stages were integrated into an
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overall project following a clear sequence (Grant, 2017):

Stage 1: Site Visit

Students are put into groups of 4-5. Each group is assigned a site. They need
to visit their site together and decide what changes to make to the building
and decide what its new function will be.

Stage 2: Building Conversion Proposal
Students write a project proposal to outline their preliminary ideas for con-
verting the site.

Stage 3: Questionnaire design
Students design a survey to elicit feedback from the class (or the greater Built
Environment Departments) on their conversion project proposal.

Stage 4: Proposal presentation & data collection
Students (in groups) present their proposal to the class and conduct the
survey afterwards.

Stage 5: Report writing

Students (individually) write a BCP report based on the data collected which
includes the following sections: Background, Research Methodology, Results,
Discussions, and Suggestions. The report will then be submitted as the writing
assessment.

Stage 6: Final presentation & reflection

Each student gives an individual presentation about the survey results and
gives recommendations to improve the proposal as a part of the speaking
assessments. The presentation is followed by 5-minute Q&A with the teacher
where students reflect on the implementation of the project and evaluate
their learning.

Table 3 shows the connections between the BCP project design and recom-

mendations from previous studies.
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Groups visit building sites and select a site to convert.

Week 1 Learn about building conversion and building design; start to search for relevant academic

sources

Groups decide how to convert the site and write a proposal.

Week 2 Groups meet with the teacher to discuss the project proposal and make improvement

Prepare group Presentation 1 and PPT.

Week 3 Design Questionnaire
o Finalize the Questionnaire based on teacher’s feedback
ee
Give a group presentation to full class; conduct Survey after presentation to collect feedback
Week 5 Organize data from Survey in Excel. Analyse data and create graphs.

Weeks 6-7 Plan and write the 1° draft of the BCP Report

Week 8 Submit the 1% Draft

Week 10 Receive feedback from tutor on the 1% Draft; discuss feedback with tutor
Submit the final Draft

Week 11
Prepare to give a final individual presentation on BCP

Week 12 Speaking Exam: Presentation + Q&A

Table 2 The BCP Procedure

Research Insights-

A good language/content project needs to:<’

Stage(s)’

1. Language/content
integration<’

L]

strike a balance between language learning and
study of discipline-related content and knowledge
(Poonpon, 2017; Li & Wang, 2018). <

simulate intellectual challenges of content courses
by using content-based activities and preparing
students to learn content materials from a variety of
information sources (Symon, 2017)<

1-5¢

2. Deliberate practice of
language and skills<’

provides students with opportunities to engage in
deliberate practice of the skills and language
required for the successful completion of each stage
of the project (Stoller, 2006)<

2_6, 1

3. Student autonomy+’

give students real choices and the chance to
negotiate aspects of the project, e.g., goals, themes,
outcomes, procedures, individual roles, and group
responsibilities, no matter whether they are
structured by the instructor, semi-structured or
unstructured (Stoller, 2006)<’

4. Student group work«’

balance both student collaboration and independent
work (Grant, 2017). Student work groups should be
formed to make full use of the strengths of group
members (Stoller, 2006)«

1-5¢

5. Opportunities for

revision and feedback+’

provide opportunities for students to use feedback
from both the teachers and classmates to improve
their products and reflect on the learning process
(Chen & Yang, 2019). This requires teachers to give
students ongoing feedback in the form of formative
and summative assessments to help students
evaluate their own learning, progress and goal-
achievement (Stoller, 2006).<

Table 3 Connections between Project Design & Research Insights
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Research Method

Instrument

Students’ perceptions of the BCP were measured using a questionnaire which
included both quantitative and qualitative items. The questionnaire was designed
in a way to elicit students’ perceptions regarding the three research questions.
It was also meant as a tool for students to reflect on their own learning and goal
achievements at the end of the project. The collected responses were analyzed
following the standard approaches to quantitative and qualitative analyses (see
Table 4).

Corresponding RQs Question types Data analysis

. i Descriptive statistics:
Demographic questions:
Part1 N/A . . frequency counts, means
department, gender, nationality
percentages

RQ 1: 6 5-point Likert-scale o L
) Descriptive statistics:
questions

Part2 RQ1&RQ2 L frequency counts, means
RQ 2: 2 5-point Likert-scale
. percentages
questions
1 yes/no question, 1 open-ended Qualitative analysis: theme
Part 3 RQ 2 . .
question coding

RQ 3: 2 yes/no questions + 2 open-
Part 4 RQs3 &4 ended questions
RQ 4: 1 open-ended question

Qualitative analysis: theme

coding

Table 4 The Questionnaire

Participants

All the students who took the course were invited to fill out a paper question-
naire during the last week of the project. Altogether 152 students (75 male
students and 77 female students) completed the questionnaire, among whom
76 were architecture students, 50 were urban planning students, and 26 were
civil engineering students. Except for 2 international students, the other 150
students were all Chinese. The average age of the students was 18.
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Results

Research Question 1: How did the BCP facilitate the students’ development
of academic language skills?

Based on students’ responses to the 6 5-point Likert-scale questions, the vast
majority of students believed that theiracademic (language) skills were enhanced.
Figures 2&3 present the means of each item (skill area) and the percentages
of the respondents who agreed or strongly agreed with the question “to what
extent do you agree or disagree that the following skills have been improved
as a result of the conversion project”. It was observed that Item 3 (presentation
skills) received the highest mean rating score, followed by academic writing
skills, discussion skills and teamwork skills - see Figures 2 and 3.

S000m B1.B8%

80.00% 76.16% T7.58%
T0.00% 61.84% 63.58%
60.00%
50.00%
40.00%
30.00%
20.00%
10.00%
0.00%

Critical Thinking  Discussion Skills Presentation Skills  Reading Skills Academic Writing Teamwork Skills
Skills

74.348%

Figure 2 Improvement of Academic Skills (Percentage of “Strongly Agree” + “Agree”)

41

4.04

4

2.3 3.86 3.86
3.84
38
3.7
3.65
3.625
3.6
3.5
3.4
Critieal Thinking Diseussion Skills Presentation Skills Reading Skills Academic Writimg Skills Teamwork Skills

mMean

Figure 3 Improvement of Academic Skills (Mean Score)
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Research Question 2: How did the BCP meet the students’ specific learning
needs in their disciplines?

Two Likert-scale questions were used to elicit students’ perceptions of
improvement in knowledge and skills relating to their subject areas. Approx-
imately 65% of the respondents agreed or strongly agreed that their content
area vocabulary, knowledge and skills had improved after completing the BCP
(see Figure 4).

100.00%

80.00% 4.0 364 3.68
63.82% 65.13%
60.00%
3.0

40.00% 1 2.5

2.0
20.00%

1.5

0.00% 1.0

Bl Vorabiulay GantintReowiedge BUI vocabulary Content Knowledge and
skills

Mean

Figure 4 Improvement in Content Knowledge and Skills

In response to the question “do you think the BCP has helped you learn subject
knowledge in the department?”, 109 students (over 72%) said "yes". Their
follow-up explanations to specify “how and why"” revealed 5 major themes
relating to how the BCP had met the students’ specific learning needs in their
disciplines (also see Table 5 for example student responses):

« Enhanced knowledge about the subject area via searching for sources,
reading, and practicing (e.g., principles of building conversion, building
design, building materials, functions of buildings, role of architecture for
people, etc.);

« Opportunities to connect subject knowledge/theories with hands-on
practice of skills;

« Improved academic language skills (e.g., teamwork, presentation skills,
discussion skills, academic writing, critical thinking, research skills, data
analysis);

« Acquisition of subject-specific vocabulary;

« A beneficial project for study in the major.
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Themes Student responses

In the process of converting our site, | had to consider lots of factors. This
Enhanced subject knowledge required me to look for materials to get theoretical support, thus |

learned lots of knowledge about my major.

During the process of making the report, we need to figure out and
Hands-on practice analyze the layout and structure of the original site, which can strengthen

our understanding of the building.

The two things can be cooperating with group mates to finish the

building conversion project and presentation. When we worked on our

o project, each one expressed own opinion, we had debates and kept
Improved academic skills ) ) . )
improving to explore the best project. So it was a very good process.

Additionally, prepare for presentations also improve my English speaking
skills.

Subject-specific vocabulary The reading list helps me know more about vocabulary.

The project improved my understanding of space design and conversion,
Connection with the major This will help to broaden my mind and have reference value when

designing in my major classes.

Table 5 Improvement in BUI Knowledge and Skills

However, there were still 40 respondents who disagreed that the BCP had
contributed to learning subject knowledge, among whom 7 respondents
provided the reasons which uniformly criticized the design of the project as
being "a language project” rather than “a real architecture project”. As one of
the respondents commented, “In this project, we focus on the English but not
something related to the architecture”. Another student said, “it is too general,
not very professional or specific”.

Research Question 3: How can the BCP be improved?

Table 6 shows the students’ opinions regarding how the BCP could be improved
to better meet their learning needs. They first asked for more flexibility with choice
of site, which is not surprising given that the site was assigned to students and
thus there is a possibility that some students were stuck with a building site that
they disliked for 12 weeks. Additionally, some students asked for more guidance
and help from the teachers at each stage of the project. “Connection with the
major” is another theme worth considering as it echoed a few students’ opinions
who felt that doing the BCP had not really helped them learn subject knowledge
because they perceived the project to be a language project rather than a disci-
plinary-based project.
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Themes Student response examples

* Maybe you can give more options with different areas, locations and styles
More flexibility w/ choice of site to choose from.

* Students should have the right to choose their own site.

) * More guidance for the site visit
More guidance/help from the
More suggestions about designing and conducting survey, to help us get

teachers
more useful data.
* Let the teachers in the department involved so that this project will cover
Connection with the major more major information.
* to have more connections between the major module and this project
We can choose teammate by ourselves because some of teammates actually
Teamwork

did nothing during the teamwork.

Table 6 How can the BCP be Improved?

Discussion

The current study was conducted with an aim to investigate students’ perceptions
regarding the effectiveness of the project to support both academic language
learning and study of subject-related knowledge. Based on the questionnaire
results, a few important findings were evident relating to the research questions.

Firstly, analyses of the students’ perceptions have indicated improved academic
language skills as a result of the project, particularly communicative (presentation
skills, discussion skills) and teamwork skills and academic writing skills. These
findings corroborated those of previous studies conducted in various Chinese
contexts (Miller, Hafner & Fun, 2012; Grant, 2017; Li & Wang, 2018). Well-de-
signed projects provide abundant academic English input and output opportu-
nities (Li & Wang, 2018) and lend themselves naturally to integrated language
learning (Stoller, 2006). In the BCP, authentic speaking tasks- role plays, debates,
presentations, and group discussions- were frequently utilized class activities.
Forinstance, one of the class activities asked the student to role play representa-
tives from two competing companies who bid for redesigning the ground floor
of a business hotel; another activity called for the students to put themselves in
the shoes of an architect, a civil engineer and an urban planner when working
as a team to convert a rundown library building into different functions.
Additionally, students were engaged in a series of scaffolded writing tasks in
and out of class supported by constant teacher feedback and tutorials - writing
a project proposal, drafting questionnaire, making a synthesis chart of reading
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sources, practicing graph description, outlining, writing each part of a research
report - which culminated with a 1200-1500-word long report. In the process, the
students were also engaged in activities to hone their information literacy and
research skills (Saliba et al., 2017) as they were coached by the teachers to utilize
the university digital library, critically evaluate sources, and analyze collected data.

Worthy of attention, which is also a unique contribution of the current study, is
the finding related to the study and practice of the subject-related knowledge
and skills. We have noticed that the affordances of the BCP led to students not
only acquiring Built Environment vocabulary but also learning knowledge about
building design, which was achieved through various opportunities for students
to (1) study together the concepts and principles of building conversion and
adaptive reuse in class by reading, listening to, and discussing authentic teaching
materials carefully prepared by the teachers, (2) gather information from multiple
sources to support their conversion proposal, and (3) apply and “struggle with
the central concepts and principles of a discipline” (Miller, Hafner & Fun, 2017,
p. 185) through hands-on practices of the knowledge and skills required for the
successful completion of each stage of the project. This finding attests to Stoller’s
(2016) argument that project work that involves language and content learning
and deliberate practice of skills has the potential to lead to increased student
expertise. She states that “the very nature of project work assists students in
applying, developing and extending subject-matter knowledge, adding to their
growing expertise” (p. 31).

Although the majority of students were positive about the BCP, some of their
comments relating to the third research question pointed to some potential areas
for improving the project design and implementation, for example greater student
choice (of site and groupmates), more guidance and help from the teachers, better
connection with the major, and authenticity of the project. A close look at the
students’ negative comments reveals a conflict between teacher control of the
project and students’ needs for more chances to negotiate aspects of the project
(Stoller, 2006). The fact that the students were assigned a site for conversion and
groupmates without having much choice led to feelings of frustration for some
students. Although scholars have recommended semi-structured or unstructured
projects to encourage students’ self-initiation and taking responsibility for their
learning (Stoller, 2006), the BCP was designed as a structured project considering
that it accounted for 30% of the final mark of a mandatory credit-bearing EAP
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module. The high-stakes nature of the project assessment appeared to be
incompatible with the need for a low-stakes project to permit enough flexibility
for learners. This finding also echoes theories of learner motivation, according
to which “a sense of student control over processes and outcomes” (Grant,
2017, p. 3) is one of the important motivating factors in class activities.

Another issue worth mentioning is the authenticity of the project pointed out
by a couple of students who believed that the project was a language project
rather than a disciplinary-based project. One student even suggested “(letting)
the teachers in the department involved so that this project will cover more
major information”. These comments seem to confirm another challenge of
PBLL pedagogy induced by the need to integrate content and language in
a project which have been reported by other researchers. For instance, the
two teachers in Li & Wang's (2018) study in a Chinese university in Shanghai
reported “not having enough specific disciplinary knowledge” (p. 301). Although
“cooperation, collaboration, and team teaching between subject teachers and
language teachers” have long been advocated to address “discipline specificity”
in EAP teaching (p. 301), getting departmental academic staff members involved
in the design and implementation of a content-based project is still a challenge
faced by many English language teaches in China’s higher education contexts.

Gonclusion

The PBLL ESAP course reported in the current study has added to the previous
empirical studies (Miller, Hafner & Fun, 2012; Grant, 2017; Li & Wang, 2018) to
fill a gap in integrating ESAP into EAP teaching in tertiary education in China.
In the present study, a Building Conversion Project designed for the specific
learning needs of Built Environment students formed the "backbone” of the
course so that it was “central” rather than “peripheral” to the curriculum (Miller,
Hafner & Fun, 2012). Additionally, both theoretical insights gleaned from PBLL
literature and students’ and teachers’ feedback collected after each iteration
led to constant improvement in the project design and implementation over
the years.
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The current study has demonstrated highly positive outcomes with PBLL in an ESAP
course of an English medium university, which appears to further prove that PBLL
pedagogy is a promising approach to EAP teaching in China. However, challenges
still exist for EAP teachers/practitioners to negotiate with at tertiary level in China.
The current study highlighted two major limitations of the project: the need to strike
a balance between teacher control, teacher guidance and learner autonomy within a
high-stakes course, and EAP teachers’ lack of disciplinary knowledge.

It is worth mentioning that the findings of the current study did not reveal some of the
challenges or limitations encountered by teachers in other studies including the lack of
access to authentic teacher resources (including native speakers) (Guo, 2006), students’
preference for more teacher-led and traditional learning methods (Beckett, 2005), and
students having fewer experiences of collaborative learning in the classroom (Chen
& Yang, 2019). Like the students in Grant's (2017) study, the students in the current
study seemed to be able to “take a more self-directed role in the learning process” (p.
9). Admittedly, the shift in the English language education landscape in China since
Beckett (2005) and Guo’s (2006) studies as well as the local context and affordances
of the Sino-British EMI university where the current study was conducted seem to
contribute to the success of the Building Conversion Project. However, more research
still needs to be conducted in other Chinese universities to further explore different
possibilities of utilizing PBLL pedagogy in teaching EAP in China.
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Abstract

Encouraging students to
engage in face-to-face
communications during
EAP classes is often seen as
an essential element of a
successful learning session.
However, the perceptions
and attitudes towards the
speaking process of students
at a transnational university
in China were observed
to cause challenges to
in-class communication in
English, and limit students’
performances in terms of
spokenfluency.Toinvestigate
these issues, the literature
concerning an established
speaking practice activity
(the ‘4/3/2 Activity’) was
researched and an updated
activity (the ‘Speaking Zone")
was explored in the EAP
classroom. Eighty-eight year
2 business students were
surveyed on their feelings
towards  the Speaking
Zone with results generally
supporting its usage.
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Introduction

Spoken English is an integral part of the EAP curriculum on
virtually all modules, and therefore a required element of the
assessment process. In the environment of an oral examination,
many students seem to find the production of ‘fluent’ English to
be a stressful process, and this would seem to be linked to both a
lack of confidence in their own abilities and the limited opportu-
nities to practise speaking in English. Therefore, it is essential that
tutors facilitate tasks that encourage fluency through spoken com-
munication in order to help students to not only prepare for their
speaking tests, but also to build their general oral competence.

This is true of Xi'an Jiaotong Liverpool University (XJTLU) where
all students at the institution are required to take a speaking
examination as an essential element of their credit-bearing EAP
modules. The current research focuses on how best to prepare
students for such a test by updating and enhancing a proven
activity (the '4/3/2 Activity’) to meet the needs of the EAP

classroom.

The '4/3/2 Technique’ was adapted and used for speaking
practice to prepare approximately 200 Chinese students for
Year 2 speaking exams, in both first and second semesters of AY
2017/18. Students were then surveyed to gain greater under-
standing of their attitudes towards the activities themselves and
their perceptions on the extent to which they helped improve
their spoken performance.

This article will provide an appraisal and analysis of the theory
and practice behind the 4-3-2 activity, through a review of four
published papers. These papers support the pedagogical usage
of such classroom activities but provide little information of
student perceptions. Guidance to how the author developed and
integrated an evolved form of the activity named ‘the Speaking
Zone' into the EAP classroom will be given, along with the findings
of a survey into student attitudes towards this activity.
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Literature Review

The '4/3/2 Technique’ was devised by Maurice in 1983, and thereafter researched
and championed by Paul Nation of the Victoria University of Wellington, New
Zealand. He gives the following description of the activity (Nation, 2013, p.142):
Learners work in pairs with one acting as the speaker and the other as the
listener. The speaker talks for four minutes on a topic while the listener listens.
Then the pairs change with each speaker giving the same information to a new
partner in three minutes, followed by a further change and a two-minute talk.

The topics were classified as ‘familiar’ and could be the learners’ own experiences
or common interest topics; such topics “might encourage a better performance
in that the speaker has a particular reason for speaking and feels confident
about it” (Arevart and Nation, 1991, p.87). It is also important to understand that
the learners were given “a few minutes” to prepare their talks before the first
delivery, but without making notes (Nation, 1989, p.378).

The three distinct features of the technique - repetition, decreasing time and
new listeners - all contribute to the development of fluency, according to Nation
(1989, pp.378-9) and Arevart and Nation (1991, P. 84):

« Delivering the talk to a new partner will focus attention on “communicating
the message” rather than adding new information.

« Repetition will develop confidence as it will increase learner familiarity
with the form and content of their talk improving the ease of access to the
language required.

« Thereduced time aspect will encourage fluency by promoting a faster speaker
rate and limit both need and opportunity to fashion new information.

« Analysis of the recorded speech of 6 advanced adult learners (Nation, 1989)
and 29 mixed-nationality intermediate to low-advanced English students
(Arevart and Nation, 1991) was conducted and the 4/3/2 Technique was
shown to have positive effects on “fluency, grammatical accuracy and control
of content” (Nation, 1989, p.379).
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While improvements in fluency have been further investigated and confirmed
by other researchers, the positive effects on grammatical accuracy and
control of content from Nation (1989) are less clear. A 2012 study found
no "beneficial effects of task repetition and time pressure on the syntactic
complexity of monologues” (Boers, 2014, p.223). To examine the question in
more detail, a study of 20 Vietnamese EFL students found no evidence for
improvements in accuracy and complexity. Since more attention was given to

1

fluency, students’ "output with respect to syntactic complexity and accuracy
appeared compromised” (Thai and Boers, 2016, 386). Despite these caveats,
it is worth reviewing the research and findings of more recent studies to aid
understanding of how the 4/3/2 activity can be adapted to fit the needs of the

EAP classroom.

The studies of Nation (1989) and Arevart and Nation (1991) considered the
short-term effects of the 4/3/2 Technique, while de Jong and Perfetti (2011)
investigated the longer-term evidence of proceduralization, measured
by length of fluent runs, length of pauses and the phonation to time ratio.
They also considered the significance of the repetition factor in fluency
improvement. Their study involved testing 24 students of high intermediate
level using the 4/3/2 Technique; however, these students delivered their talks
to a computer, rather than a listening peer. The main focus of the research was
on the importance of repetition and, to that end, two participant groups were
required to talk on the same topic three times with the one-minute reductions
in time, as per the original studies. The third ‘No Repetition’ group was given
new topics for both the second and third deliveries. While all three groups
showed improvements in fluency during the 4/3/2 process, this improvement
was only transferred to a post-test new topic talk for the Repetition groups, who
repeated their topics during every delivery. The authors conclude that “speech
repetition in 4/3/2 may cause changes in underlying cognitive mechanisms,
resulting in a long-term and transferrable effect on performance fluency”.
The improvements in fluency caused by the repetitive practice could become
entrenched into the students’ deliveries and, therefore, transferred to more
general speaking skills (de Jong and Perfetti, 2011, p.563).

The necessity of reducing the time from four to three and then down to two
minutes was investigated by Boers (2014). A hypothesis was that fluency
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could improve without the pressure of the ‘shrinking time window’, and the key
question for his research was “whether the element of repetition in the 4/3/2
activity can override the trade-off between fluency and accuracy” (Boers, 2014,
pp.222-223). Ten adult intermediate to advanced students from four countries
participated and were divided into two groups. One ‘shrinking time’ group
followed the ‘traditional’ 4/3/2 routine of repetition with time reducing, while
the other ‘constant time’' group repeated the speaking task three times but with
a constant time factor of three minutes. Boers (2014, p.221) found that while
fluency levels improved for both groups, “improvements in accuracy appeared
to be compromised by the increasing time pressure”. In fact, the ‘constant time’
of 3/3/3 produced the best gains in the fluency indicator of speech rate in the
second of the three deliveries. Boers (2014, p.230-231) concludes that allocating
equal time over two deliveries of the talk may be of practical relevance to teachers,
although post-task interviews with students provided a lack of clear consensus
on the preferred format; repetition could be ‘boring’, while the reducing time
added a ‘game’ like element.

The final paper to be considered looked specifically at the suitability of using the
4/3/2 activity with Chinese learners, and drew positive qualitative results from both
302 Chinese high school students (aged 16-18 years old) and 35 local teachers.
Yang (2014) provides a review of Communicative Language Theory development
and principles, before commenting on the issues with the implementation of
CLT practices in China, and focussing on the importance of practising fluency
activities in the classroom. In the study, local teachers were trained to administer
the 4/3/2 activity as per Nation's 1989 paper. Feedback was generally positive
with the activity being "warmly welcomed by most EFL students and teachers”,
and students’ improved motivation being observed (Yang, 2014, p.204). In
addition to observing an "overall” increase in speaking fluency, Yang (2014,
p.205) enthusiastically details a variety of connected benefits including improved
vocabulary and grammatical accuracy, more logical structures and coherence of
expressions. Importantly, Yang (2004, pp. 204-205) also reported that student
feedback indicated improved confidence and that students enjoyed the activity
and found the experience motivational.

In summary, the existing literature has explored the 4/3/2 activity from a number

of perspectives considering variables including short and long term procedural-
ization, and the time reduction aspect. All papers reviewed report positive results
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on learner speaking abilities, but only Yang (2014) briefly mentions the attitudes
of the students who took part. In order to further understand the usefulness of
the activity, this study first devised a new version of 4/3/2 called Speaking Zone.
The aim of Speaking Zone, which has a more academic focus, was to help year 2
business students improve their spoken fluency and confidence while preparing
for end of semester speaking exams. In order to explore student perceptions of
the revised activity, the following research questions were explored:

« To what extent do students enjoy taking part in the activity?

« How beneficial do students find the activity in helping them prepare for the
exam?

«  Which speaking factors do students recognise as being improved through
the activity?

« Towhat extent do students believe the reduced time element was beneficial?

Research Gontext

In order to facilitate speaking practice in class time and encourage students to
practise in their free time, Speaking Zone activities were used in class for the
weeks leading up to the speaking exams. A Speaking Zone area of two rows of
chairs facing each other was set up on one side of the classroom and students
were directed to it, where they practiced for 20-30 minutes towards the end of
the lessons. Although the classes had 23-25 members, attendance was normally
between 16 and 20; while nearly all the students took the speaking exam, not all
students used the Speaking Zone.

The following basic procedure was used: students were moved from the
traditional classroom group set up to sit in two rows (labelled A & B) facing
each other. An academic style question was displayed on the board and student
A was required to answer while student B listened; then another question was
displayed and the students reversed speaker/listener roles. Next, students
from one side were required to move one place to face a new partner and the
speaking activity was repeated.

One element that would seem to be of fundamental importance to the commu-
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nicative aspect of the activity, is that students are seated face-to-face as this
encourages them to focus on communicating with their partner through both
spoken and non-verbal language (e.g. eye contact) with less possibility of
distractions (e.g. other students, notes, or the ubiquitous phones). Yang (2014,
p.200) specifies that “the class should be with an even number in face-to-face
sitting”; however, there was no other mention of this requirement in the other
papers reviewed. An email query was therefore sent to the authors (Nation,
Boers and de Jong), all of whom responded that the clear preference was for
a face-to-face set up.

Based on the exam requirements and the studies, the following adaptations
were implemented for the Speaking Zone:

a. Topic. All of the previous studies used topics that were intended to be
familiar to the participants, often with the choice being made by the individual
learner. The rationale is that such topics should help the speaker to feel
comfortable and confident, and provoke a desire to speak on the topic (Arevart
and Nation, 1991, p.87). However, to better simulate the exam procedure, the
EAP students were presented with questions designed to be highly similar
to those in the exam. While some of the topics were very general (e.g. 'What
is your favourite part of university life?), topic-specific questions relating to
subjects taught in the module (e.g. 'How can a company benefit from incor-
porating CSR strategies?’) were also used.

b. Preparation Time. All the studies allowed about three minutes for the
participants to consider and plan what they would say. Boers (2014, p.224)
explains this period as “strategic pre-task planning time”. Nation (1989,
p.378) specifies that learners should not make notes, while de Jong and
Perfetti (2011, p.543) actively encouraged note taking, in the form of “a few
keywords”, and these notes were displayed on the computer screen during
the talk. The interview style used in the speaking exam does not permit any
preparation time as it is designed to emulate a real conversation in which both
spontaneity of response and the ability to use discourse markers (e.g. “well,
let me see...”) to ‘buy time’ are desirable. However, as it can be difficult for
Chinese students to deal with these requirements, a very limited amount (20
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seconds) of preparation time was given during the first sessions in the Speaking
Zone; this was then reduced to 10 seconds in subsequent practices, before the
requirement to reply to the question immediately with no preparation time was
imposed in the final sessions just before the speaking exam.

c. Change Partner. Nation (1989, p.378) explains that speaking to a
different audience each time is essential to the process so that attention will be
devoted to “communicating the message”, rather than adding new information
or increasing the “formal features” to maintain the interest of an unchanged
partner. Although EAP students are encouraged to work and speak together in
English, there is often a limited amount of communication in the target language
observed, and students generally wish to only talk to their preferred classmates,
frequently of the same gender. In order to push students out of this comfort
zone, students changed partners after both (A and B) had taken a speaking turn.
This encouraged interactions between different elements of the entire class and
should also have added to the entertainment quality of the activity.

d. Delivery Time. Clearly the original activity required the reduction from
four to three minutes, and then to two minutes. Nation (1989, p.379) states this,
in tandem with the repetition, will encourage fluency by requiring the speaker
to reuse their content but to speak with less hesitation and fewer errors. As
noted previously, Boers (2014) questioned this assumption and found that the
constant time of three minutes delivered the best improvements. The time
guidelines for the EAP exam suggest that students should speak for one minute
on more familiar topics and two minutes on more module specific themes. To
engage the time reduction aspect of the activity, initial practice sessions had
an initial speaking time of three minutes, reducing to two and a half minutes
for the repetition. Later sessions allowed two and a half minutes for the first
delivery and two minutes for the repeat talk. In the final pre-exam practice, a full
exam was simulated with the real timings (2*1 minute plus 2*2 minutes) and no
repetition.

e. Repetition of Topic. The notion that repetition can assist in language

learning is widely accepted: parents repeat words to infants to encourage first
language acquisition, while repetitive drilling is found in many EFL classrooms.
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The positive effects of repetition on speaking fluency are linked to earlier
research (Goldman-Eisler, 1968 and Hieke, 1981 in Arevart and Nation,1991,
p.85), while Thai and Boers (2016, pp.371-373) detail various studies (e.g.
Bygate (1996/2001), Lynch and Maclean (2000), Wang (2014)) that “provide
evidence of positive effects of task repetition on speech fluency, accuracy
and complexity”. For the 4/3/2 activity, Nation (1989, p. 378-379) explains
that repeating the same talk will develop confidence in ability and reduce
the difficulty in accessing the language required. Boers (2014) found that the
second deliverance showed the greatest fluency gains and, as the module
exam has no repetition, it was decided to have two topic repetitions in initial
practice sessions but then change to no repetition to better prepare students
for the exam. It should be noted that the exam had specific lists of topic
questions and, therefore, it was hoped that the practice would encourage
greater familiarity with the exam topics and hence, there would be proce-
duralization, as found by de Jong and Perfetti (2011), particularly with regard
to the use of discourse markers and development strategies.

f. Reflection / Feedback. The original activity had neither self-reflection
nor feedback; Nation (1989, p.378) states explicitly “the listener’s job is just
to listen”, and Yang (2014, p.200) mentions the importance of “quickly
switching” the speaker/listener role with “no interruption”. Thai and Boers
(2016, pp.386-387) criticize this absence of “opportunities for interlanguage
adjustments” connected to the immediate nature of the task repetition,
suggesting that learners are unlikely to self-correct or improve if they are not
given the opportunity to focus on their utterances or verbal requirements - a
recommendation is that time is allowed for learners to reflect and modify or
receive corrective teacher feedback. EAP students are encouraged to become
more reflective learners and to value the usefulness of peer feedback. In the
first speaking zone session, the grading criteria for the speaking exam was
explained in detail and after each subsequent deliverance, time was given
for the listener to provide feedback on what had been done well and what
needed improvement, while speakers were encouraged to orally reflect on
their own deliveries.

The similarities and differences between the different activities are presented
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below in Table 1:
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Table 1: A comparison of different approaches to the 4/3/2 activity.

sSurvey

In order to better understand student attitudes towards the practice elements
and the effectiveness of the Speaking Zone activity, students were surveyed
by paper questionnaire in week 14. The tutor provided a brief recap of the
Speaking Zone, an explanation of the questions (dichotomous and Likert scale)
and assurances that participation was voluntary and anonymous. In total 88
students (43 from semester one, 35 from semester two) completed the survey
and the results were manually compiled.

An important distinction was made between the general Speaking Zone activity
(speaking with partners sitting face-to-face) and the 'Reduced Time' element
that involved the repetition of a talk topic with a shrinking time allowance. As
stated previously, the ‘Reduced Time' element was gradually phased out to
better simulate exam conditions. It is useful to compare student preferences
of these two factors to better understand how to encourage more in-class
speaking practice.
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Results & Discussion

Questions (1) and (5) asked students how they felt about, respectively, the
Speaking Zone and the Reduced Time activity, to investigate the first research
question - see Table 2.

Activity Strong Dislike Dislike Neutral Like Strong Like
Speaking Zone 0% 1.30% 16.70% 56.40% 25.60%
Reduced Time 1.30% 1.30% 38.50% 50% 9%

Table 2: Student enjoyment in taking part in Speaking Zone & Reduced Time activity.

While both activities received very positive feedback, it is clear that the
Speaking Zone had a higher proportion of positive responses: a total of 82%
compared to 59%, for the Reduced Time activity. Nevertheless, the responses
indicate overall satisfaction with the activity in answer to the first research

question.

To assess research question 2, participants were then asked to what extent
they thought that the activities had helped in the Speaking Assessment .

Activity No help A Little Help Help A lot of help
Speaking Zone 1.30% 9% 65.40% 24.40%
Reduced Time 1.30% 16.90% 71.40% 10.40%

Table 3: Benefits of Speaking Zone & Reduced Time activity for exam preparation.

Again, we see a highly positive response from the majority of participants
with another stronger result for the Speaking Zone, in which 89.7% of
students signalled that it helped or helped a lot, with the Reduced Time
activity at 81.8%. Given the results to question (5), it would appear that some
participants feel that the Reduced Time activity helped them but they did not
rate the activity as so likeable. This is an interesting quirk that suggests that
some students recognise the value of the activity but are honest enough to
admit they do not actually enjoy it.
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To consider the third research question, participants were next asked to grade
the amount of improvement that they felt the Speaking Zone or Reduced Time
activity had caused in the following eight factors:

(a) Confidence (e) Grammar

(b) Fluency (f) Vocabulary

(9] Pronunciation (9) Discourse Markers
(d) Development (h) Eye Contact

The grading scale for improvement gave four options:

1. No improvement 2. Little improvement 3. Some improvement 4. A lot of improvement

A 'balance’ figure was calculated for each of the eight factors, by subtracting the
negative options (1 and 2) from the positive (3 and 4), and these figures were
used to compare the results. All eight factors showed a positive balance but
with considerable variety:

Improvement Rates by Factor

I| || II ‘l _H 1R II |I
@ ® @ @ & O @ (h

Factor

20
70
a0
5
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3
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Balance Figure
o oo oo

e

B Speaking Zone B Reduced Time

Chart 1: Improvement rates by speaking factors.
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The factor that participants felt both activities improved the most was (d)
Development, explained during the survey as the ability to build and link
logical ideas to provide a full and detailed answer to an exam question. Both
the Speaking Zone and the Reduced Time activity saw a positive balance of
71%.

Factor (b) Fluency was the second most improved, according to the results,
although with a difference of 10 points in favour of the Reduced Time
activity. This could support Nation’s (1989) claim that the three elements
of repetition, decreasing time and new listeners are necessary to increase

spoken fluency.

It is unsurprising that (a) Confidence is also recognised as being strongly
improved by the activities; the connection between spoken practice, fluency
and confidence would seem to be self-evident. However, the ratings for (a)
are considerably lower than (b): 8 points for Speaking Zone and 15 points
for Reduced Time. This would seem to suggest that allotting time in class
to practise speaking has a more positive effect on fluency than confidence
although further research into how students classify these two elements is
required.

Interestingly, (h) Eye contact showed similar positive results to (a) Confidence,
with a significantly higher response for this element in the Speaking Zone (56
to 45 points). It was hoped that seating students face-to-face and directing
the listeners to pay close attention to the speakers, would result in improved
non-verbal communication, as well as speaking skills. The ability to maintain
eye contact while speaking is generally recognised as having a positive effect
on the listener, as it can indicate a more focussed and confident speaker. The
rationale behind the drop in the eye contact results for the Reduced Time
activity is not clear. It could simply be that participants were not as aware of
their eye contact during the second session as it had become more standard
during the second delivery.
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The use of discourse markers was another factor that students were encouraged
to use in order to fill silence with 'natural’ expressions, and to direct the
conversation. Results for element (g) Discourse Markers were consistently positive
with roughly 35 points, indicating modest improvement. It was hypothesized
that results would be higher for the Reduced Time activity as the repetition of
content should make it easier to insert meaningful discourse markers; however,
results do not support this. Possibly the shrinking time allowance encourages
more content in the second talk.

Although factor (c) Pronunciation was only ranked in sixth position, it shows a
dramatic increase from 6.5 points for the Speaking Zone to 21 points for the
Reduced Time activity -proportionally the largest increase over all eight factors.
The lowest rated factor, (e) Grammar, also shows a significant improvement
from a virtually neutral 1.3 points in the Speaking Zone to ten times that in the
Reduced Time activity. It is proposed that the reduction in the requirement to
search for the vocabulary in the second delivery frees up more attentive power
to focus on the elements of pronunciation and grammar, which are accordingly
rated higher. This theory could also explain why the rating for (f) Vocabulary
remains virtually constant at just over 10 points. It may be that vocabulary is
selected for the first delivery and changing it is not subsequently given priority.

Gonclusions

The eighty-eight students who participated in the study generally responded
with highly positive views of the ‘Speaking Zone’ activity but were slightly less
favourable towards the Reduced Time element. Results generally support the use
of the Speaking Zone activity in the class as participants generally enjoy taking
part and find such practice beneficial in terms of exam preparation; providing
positive responses for research questions one and two. In terms of the third
research question, the recognition of improvements in spoken confidence, fluency
and development broadly supports the literature and particularly the claims of
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Nation (1989). Equally, the low ratings given for perceived grammatical and
lexical improvement would seem to justify the concerns of Boers (2014) and
Thai and Boers (2016), suggesting that the activity can help with spoken
fluency but is of questionable benefit to accuracy. Finally with regard to
research question four, participants recognised the benefits of the reduced
time element of the activity. However, the lower ratings compared to the
Speaking Zone are broadly in line with the findings of Boers (2014) and
suggest that time consistency may be a better choice.

This study has reassessed and redesigned a popular speaking activity for
use in the EAP classroom. Students generally responded favourably both in
terms of enjoyment and in recognizing the benefits of the activity, and it is
recommended that further research be conducted into adapting different
frameworks of repetition and time to meet specific module requirements.
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Abstract

TBLT plays a significant role in
second language acquisition
and language teaching. The
development of educational
technology makes language
teachers rethink how to design
task-based teaching activities.
Taking the advanced Chinese
comprehensive online course
of Xi ‘an Jiaotong-Liverpool
University as an example, this
article expounds the practice of
technology-assisted task-based
teaching activities, and reflects
and analyzes the teaching
activities of each stage in the
light of SMAR model. On this
basis, this article discusses a
solution applied in Chinese
language teaching under the
background of technology
enhanced learning and
teaching.
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Abstract

High-quality placement tests
benefit
learning and teaching. Thereisa

second language
lack of systematic and effective
placement tools in terms of in-
ternational Chinese language
education. Our research group
conducted a literature review
and investigated the placement
tests in ten universities, and
summarized them in this
report. The report’s goal is to
assist researchers in under-
standing the current situation
of Chinese placement tests used
in domestic universities. It can
also be used as a reference tool
for developing an intelligent
placement testing system,
which our research group is

working on.
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MBATSPAE: "BE, BFEES—HEE, BEMNNFTIEZERBFENFEIER, kW
FTEAHRY, EMILEN, BRESMEHTANKRERGSIEMMER. KF, FESWE —H
MAEKBIEE, ZIRSRFERT-H—HEIK. EiXP, ZRSREZENEE, BEKMDA
B—EEREE, EMSHLFEFTEM, REENSAFERFEAMAFINR,
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(3) MKz FRIBER A E

RTEIARER, EHALHITRRILHIAREH, —REZHRNBITZEREIZRHR
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iRT2 R BT,

WA E, JLELHIMIASNSIEMBRES SN, WRBALEN, RERE.
BEVARAUENKEE, FRESXERE. SUENKAGRESE-BL, HIISERAKS, F
BEEMNRATHILITSRE, FARBRN. .

M. Z57&
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Background /5 =43

ODAY POWERPOINT HAS become the leading technology tool used for teaching

in academia (Inoue-Smith, 2016). However, the contribution of PowerPoint to active

learning and teaching is continuously debated (Savoy et al., 2009). Berk (2012) argues

that in an era of student-centered teaching, PowerPoint presentations seem less
engaging and interactive. How to increase the interactivity in the classroom remains a question
to be answered. Some teachers embrace technology in teaching and hope it will be the answer.
Interactive presentations add dynamics to the classroom and make the learning process more
informative and engaging (Stoykova, 2014). Several tech tools, e.g., Mentimeter, Polleverywhere,
Wooclap, etc., can be embedded or applied, so teachers can check students’ understanding or
seek their opinions. However, these tech tools share the same limitation, which is that they are
separate platforms from PowerPoint. Teachers have to embed the QR code to their PowerPoint,
and open other webpages. They can't integrate the survey templates into the ready-made
PowerPoint slides directly. It can be time-consuming if teachers have to make new presentation
contents from scratch.

MELKTREZRABETBERZAI ZHHARTAEZ— (Inoue-Smith, 2016) . #m, LKTAXF
BERHEREFSVER, XEFFFIT(Savoy et al, 2009). Berk (2012) i\A, EEHROHHFER,
AR XMEXRZEEMMS] S, Stoykova (2014) #—SEFTEGEROFL, EEHTFUES
TIRE, ARRMER, BEFMiLFES 5%k, B, BNZWTRSREENER? REZHEFFETH
¥, HIFAUAELTRRERSEBA—LERKATE, fliMentimeter, Polleverywhere,Wooclap%, k&l
FEFIKE, REFEEL, AW, XETREF-ELAFHNFKRE. ENABRMINTS, Rg@d 4
e ML EENER, BAZOTRB. B, TRMMERFTEZITH. SEREARTARFHFEME LE
BEELECHLOTR, MEME LSRN RRARER, EHEFRE.

That's why I turn my attention to Pear Deck. Like other interactive presentation platforms, Pear
Deck can be used to add interactive questions and show students’ responses on the screen
in real-time. Unlike other platforms though, teachers can create or just simply upload their
PowerPoints, convert the PowerPoints to Google slides and add questions directly using add-ons.

X2 E T EAPeck DeckREE, REMEZNERFE—H, Pear Deck RIFEMFMERN A, F4%
MEZEIHMANMEREEREL. A—#KE, Pear Deck RAFEIMEELECENLNTE, BEABERE
BRABIEHLITR P,
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How to Use Pear Deck Pear Deck ##1E:

Step 1 —%:
Convert PPT into Google Slides
HBPPTEABRLIKTH

= [5] Slides A seaoh |
If you want to start a new presentation, go to

Start a new presentation

google slides (https://www.google.com/slides/
about/) . Sign in or register for an account. Start a

new presentation.

Blank Your big M:Iea."k Photo album R .
T MRMGBEEFNLOTR, REEITABRLIL
Pic1.S ion using Google Slid .
iyl ittt A F (https://www.google.com/slides/about/)
& orive Q searchin Drive EMABERKS, SIEMBLITA,
(5 Folder
File upload {
Gl F g If you want to upload your ready-made slides,
Saedle Docs go to google drive (https://drive.google.com/),
Google Sheets »
Google ides W SETeE i T ies i upload your slides by clicking new-file upload, and
aikeoha i e then right click to open the file with google slides.
o — MRFELEEFNLOLTR, RAMEREHRMW
Pic 2. Upload a ready-made PowerPoint slides 5= . i &5 “ 2 ”
o T #(https://drive.google.com/), =i “#HiE
L Drive Q,  Searchin Drive = ’ ﬁlﬁﬁ J:1§I1q: 7 i?—é.?% 11.1,-( I*I‘E\E-J:1§ H,‘] I1I:|:
o My orve FEfE. EERER, B "8RAO0R" BIEX
e e BB AL
o e
¥y e UpePanrlme (5} Preview 1 B 1t
W o R : el ides
S ey 2 i
ity | oo O s

Pic 3. Open the uploaded file with Google Slides
E3: EAHLIN f P T IF b

Sizma Porwas st lnatires £ar] &a haplayat n Geoghe Sides snd-w Es boat § yos ks cranges

ST The “Add-ons” button in the menu bar may be

) VeTEL @ ¢ o = @

neert Foemat Side Amags Tosls Hap

G @ A = B M- tekgmed | laeas Thees Trassses

invisible for uploaded slides. In this case you need
to click "File”, and then “Save as google slides".

B % EFNOTES, TEEFE MER X

[

:::".“_:.: ..... . ‘ Technelogy-Enhanced Leaming and Teaching (TELL) i ° :‘Lz *[P 'I"%E ;R -F y /D\ 'EFI'E: g lﬁ 'E “ I 141 " P ?E I
| % "mEA BROTRET,

......

Pic 4. Save the file as Google Slide to activate Add-on menu

E4. #5884 ARERE
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&

Step 2 =
Install Pear Deck Add-on
23 Pear deck i

i WBTEL o+ B &

File Edit View Ingari Format Slide Amange Tools Addons Help  Lustedi sas seconds ago

L ) B R ME-Q N @
1 2
Pear Deck far Google Sides Add-on

Get add-ons
Manage acd-ons

Week 8

Technology-Enhanced Learning and Teaching (TELL)

Pic 5. Install Pear Deck Add-on
5: % % Pear Deckdd

“« o Google Workspace Marketplace @ Search s @ @ @ x

Once you can see “"Add-ons” in your menu
. Pear Deck for Googl...
bar, C||Ck ”Get add-OnS", SearCh pear deCk, and é Pear Deck hels taachers transform Goagl Sides into

powerful formative sssessments and sctive learning
experiences for every student, every day.

install the add-on. s S
ﬁﬂ%?ﬁ' OfE “MFEmM" , <F "KELM
, #Z%EPear DeckIF L3,

Works with: 7] dddedrlr 3362 & 10,000,000+

Pic 6. Grant permission to install Pear Deck
K6 fiF% %Pear Deck

You will be asked to grant permission to install g hor Puclior Goagle Sliders:.

has been installed!

Pear Deck. Once installed, you can start your

Where to find Pear Deck for Google Slides Add-on

journey and interact more with your students! Youscanind Pear Deck for G..oa 4 Cooghe Shdes Add-ont
REWBIBERLZENER, RETER, K
AT A FF R 1R B9 Pear DeckEiﬂZﬁﬁT !

Pic 7. Pear Deck has been installed
K7: Pear Deck %3 = k%
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Step3 =%
Play with Pear Deck
It ¥ Pear Deck

h WBTEL T @ & E - @ sideshow =
Fie Edit View Insert Format Siide Arrange Tools Adions Help  Lasiedtwas 7 minies ao0

@ G- ok [FE- QA N B Docurnent sddons
- _ 1 z E
I=

Fear Deck for Google Slides Addon & Opén Fear Deck Add-on

Get add-ons Help

Manage add-ans

Week 8

Technology-Enhanced Learning and Teaching (TELL)

Pic 8. Open Pear Deck Add-on
8. 77 Pear Deck 4t

Format Slide Arange Tools Add-ons Help  Lasteditwas 9 minutes ago

3 =0 %\ = B 8 - ‘Sockgoond  Lwpouts
| 2 ] 4 5 6 7 W 4 0 " 12

Week 8

Technology-Enhanced Learning and Teaching (TELL)

Click to add speaker notes

Pic 9. Pear Deck Add-on Menu
F9: Pear Deck ¥

What tech tools have you used before?

=

Number Response Preview

Student Davice

Students drae an image o lext or their device in

resparse ta your prompt

Pic 10. Pear Deck Add-on Question Types
FE10: Pear Deck [7] 22 A!
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Click "Add-ons"—"Pear Deck for
Google Slides Add-on” - "Open Pear
Deck Add-on”.

A MEImMT - “&HPear Deck
L “§TFFPear Deckfnk
m"

You will then find a menu to the right
where you can add questions or use
templates of Pear Deck.
MRELBAIBHITPear DeckiffE
R, RATEFEER, WAL
B R B F 1

There are six typical questions that
can be added to your slides. Those
questions can help you check students’
understanding, provide students with
extra information, or collect students’
ideas during the classes.

Pear Deck:H 73 o) 2B AT L it
TR0, X L o) @ AT LAG B R 7E iR
HERPENZENERERE, A54%
RIEELER, WEFEERSE,



Once you have edited all the questions,
you can click “Start Lesson” on the top
left. It will ask you to choose from two
lesson modes. If you want to grant your
students with access to all of your slides,
you can choose “Student-Paced Activity”.
But normally I choose “Instructor-Paced
Activity” so I can guide students step by
step.

mEIFRARER, RAUAEE LR
B AR ER . MIAREFAHIRER
K. MRMREEFEFNEMEL—TEL
T—R4KTR, BEERHFEIHE, |
iEFE "“FHEEHER"  BERSIE
# 'HnERER" , ME-—SH5IE

FEF,

How can students join the deck? Just
click “Give Students a Link” and send the
link to students. If it is not possible to
send the link to all your audience, then
you can use a QR generator (e.g., https://
goqgr.me/), and ask your students to scan
the QR code generated.
FHEELMNPear Deck 2?7 iEIFIFE
XE, SHATEHMNRE. RAMULS
FHEE, WRAFELEE, WAL
B "QREMRE" , ERITEEEA
— 455, iEFEERABEMA. REQRE
FLEEMEE AT IAim B X —F K, HlGo
QR (https://goqr.me/) .

REVIEW

Choose Your Lesson Mode

You can always change this later.

£y
y a .

Student-Paced Activity

Instructor-Paced Activity

Pear Deck Student—Paced Mode allows
you to get all the power of Pear Deck
engagement even when students are
working through lessons at their own
pace, asynchronously.

If you are connacted with your students
in real-time (virtually or otherwise), use
this mode to guide them through the
lesson and see their responses
synchronously.

Pic 11. Two lesson modes for presentation
B11: FARE AR

joinpd.com

tkb wrr

Troubling Kangaroos Bravely Wish Red Raisins

+ Waiting for students...

& Give Studentsa Link  EJ Open Teacher Dashboard

Pic 12. Share deck link with students
F12: 5= & 4 FPear Deck 454
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Feedback /m4E ki

Pear Deck is warmly welcomed in my classroom. Students use lots of positive words to describe
the tool, such as “interesting”, “engaging”, “interactive”, “fun”, etc. Some students point out
that it is a good way to check their understanding constantly. They feel ready to move to the
next step after checking. It allows opportunities for introverted learners to participate since they
don't have to speak up. It grants students with the opportunity to control their learning pace
by themselves. Students don't have to scan the QR code again and again during class time. It is
also very easy for them to review their responses and get teacher’s feedback after class.

Pear Deck #HHMREPRIZIFEER, FEFEATREVMREBRCKERXNTTE, tkin “H
®/ EERT O RSIAT "EmR" %, ARFEEED, REPFHENFENEREE, RIOREFNFE
JFiE. NEERNTEEBEAT-TIMERNES, REXER., 35, BARTEAOWE, AEHEFE
SHENSLE. Pear DeckifitFAFHNSEEACHFEITE, AFERERTHELSRINKSALE, 4

AFTERAE—XZHE, RTEIN, RTREANR, AT EEPear Deck /B HEHMHIEZE AREH

HRIRER.

I have also shared this platform with several colleagues, who think it saves time by uploading
the ready-made slides and adding questions directly and easily. It won't interrupt the flow of
the class since only one platform is used. Teachers can choose from the templates and add
prompt questions during the presentation when they feel it is necessary. The slides are auto-
matically saved on Clouds, which can be accessed anytime online.
HfxfPear DeckiBEER, EARUBALAAESHELTR, EEFMENEM, KATHE T &IRAE,

EFREBHRRIFZNTFILANG, FTSITHIRET S, ENEBERZHM. NFLE, R EFTFEREERT &
R, RIERE, AR EEFERR, REZEANEHA LK.

CHOOSE A PROMPT CHOOSE A PROMPT

Pic 13. Add prompt questions during the presentation
ENICPIR Y i 07y A =
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Limitations SR

The use of any electronic devices in the classroom, including Pear Deck, has its drawbacks e.g.,
extra distractions for students, network instability, less direct social interaction, etc. Besides these,
there are some other limitations of Pear Deck. Firstly, it can be costly. Although you can have
a Premium Trial for 30 days, you will have to pay around 150 dollars a year to subscribe after
the trial. Secondly, there are only six question types to choose from when building the decks
- draggable questions, drawing questions, free response questions, multiple-choice questions,
website sharing and typing a number. The last two are not as interactive or applicable for a
language classroom. Other question types such as match up, group sort, missing words, etc.
are not available. Finally, the questions embedded can rarely benefit students’ listening and
speaking skills, because they just need to type or make a choice using their electronic devices.

REREREMEFESHEE—CHEE, BiEPear Deck. fifN, FHEEEESN, MELRREBE, W
DTEENHRESNE., BRItz Pear DeckitB—E&HMAFIRE. HE, ERMBEFEANTS. 2RE30
Re#ER, BEREFTEBFERNISOETHER, FAEE. X, DEEXBIAFAH: &R @E. FHE
B, SEH. MREZNHFEN, FAEMHOERBEHNERRE, BAKEATESRE. HMA@msEs,
Blangxt. oA, EE%, MAEEELI. RE, Pear Deckh E a5 x5 & B Ui 3% e L B 1 5 KB #S BA.
MM AFEEEFREITF.

Overall, I think Pear Deck is a tool that is worth trying. It enhances engagement of both teachers
and students and allows teachers to increase learner interactivity.
SHIKIE, Pear Deck®RIFFEBERXMIA, EHETWENREDLR, HRTEFHREMRE,

Rating "%£73: 4/3
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an Innovative and Collaborative O
Padlet, — & {ECIFT TH

ave you ever tried to

do a “sticky notes”
activity to enhance
student engagement
or a “poster” activity to facilitate
group collaboration in class?
Now you can take a step further
and work some magic to include
images, videos, and links on those
“Post-it notes” using a handy Web
2.0 application tool, Padlet.

HEREZMBE=ZRXIA &
EW" HMHEFEINRMEBZENRE
S5E, SER "tIEER" HED
RIEHEGIE, RE, —MEF B
MZ2.0THEBE "EEW" LA
B R, MmsEE, E5FRNIREH
FENEMES, EREPadlet,

Padlet is a free and easy-to-use online virtual bulletin b
create, collaborate and share images, documents, videc
own. This multi-functional digital wall allows users to «
rate, and interact in a relatively secure environment.

Padlet2— 1% %#H. STERAMNEXREMA SR, ERE
MMEHEAR, INTEUMENBFELATFARE-TMENRS
Do EABFEMEINFNRET EFN L.

One does not need to be tech-savvy to use Padlet, and it
and learning activities. No prior training is required to u
to log in or create an account to post on it. Padlet is ac:
computers, laptops, tablets, and mobile phones. It co
invitation or simply via a QR code. A variety of aesthe
stream, map, and timeline) and personalization setting
for teaching activities.

EAPadletFHFEEXIFIN, FEEELFTEERHEIE-
=R, gERaX. LicABE. FREEMBIEIE EFMN
NE. SMEVNHRBIE. ME. PR R HE. FEg%)-
HE SR AT RETE,

Rui Xu is the manager of VR Language Learning Lab and an EAP tu

of Languages. The VRLLL seeks to enhance the language learnin

XTJLU by exploring innovative uses of XR technologies.

rui.xu@xjtlu.edu.cn
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Intro to Padlet
S— Ak
NITiE T
oard that helps teachers and students to

s, audio, and any other contents of their
reate, organize, upload, chat, comment,

hEImMFEE G E, MEMEZER. X5, @
IR EE. AR EE PR, FEREIHE

offers more effective support to teaching
se Padlet, and students do not even need
“essible on any device, including desktop
uld be easily shared by a link, an email
tically pleasing layouts (wall, grid, shelf,
options could provide more possibilities

-k AEE E& DL, Padletml IAFE(EMIZE L
BT G, FE T BRI i B B A B — HE AL Sk
MELIR BRI AHZE EHIR

*  China Daily's comment on

tor from School

experience at

hittgciv.yauku.comy, show
N [ XNTAOMBTIWMy: himl
he secret of Starbuck's huge
rofits in China

gisn wwmalymm en

Pic.1 Pre-class background research

B1: R FAR

Ll T, sh=smcion - ]
B targe nurmber of Hollywaad

chinadaly.com.cn

Giohaization

After reading the articleWhy are Starbucks profits so high in China?,there are
some thoughts that coma into my mind. The article showed us the advantages

REVIEW

Innovative Use in
EAP CGlassrooms
7ZEAPIR = Y6l Fh
v FA

I'm a frequent user of Padlet, and I have used it in EAP

teaching for pre-class, in-class, and post-class activities.
HEPadlettiELA P, BEIRA. RAMIFEFHEAPIFEH
FRAEE.

Pre—class Preparation
B

Padlet could be assigned before the class in preparation
for the upcoming class. For example, students could be
asked to do background research on the topic or respond
to the questions teachers assigned on the wall to preview
the teaching content. Alternatively, it could play a role
in a flipped classroom where students watch classroom
lectures or finish required lesson materials prior to the
class, which may help to promote active and student-cen-
tered learning.
BMAUELRAEIPadletmEIEL, HiETREHEE
&, B, AUERZFERNEFRHITERTR, JEZZMHEE
LR, UMRHFAE. B, EHAUEBRREPLE
fEA, FETUERE L@ padlet MBI ES % LIRAISTEREM
IRIEM A, BHFIREUNFEATOHERNFE S,
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In-class Activities
IR = EE

Padlet could be an innovative tool to engage students
and probe their understanding of the class contents. For
example, it could act as an interactive whiteboard to facilitate
in-class free discussion on the assigned topics or questions.
According to my students’ feedback, they are more willing to
participate in this “non-verbal” approach because it helps to
reduce the anxiety often caused by public speaking. Fisher
(2017) suggests that Padlet provides an alternative avenue
to participate for students who are reluctant to contribute
verbally in class for various reasons.

PadletAI A A—1EIHII TR, iLFES 5k, HREMIIXS
IREANFER. flm, EATUMEA-INREXBR, AERELY
REMESHEDATEBRITE. REFENRE, MNEEEAX
M EEE MAXSE5REEY, BEAEANTRERELZAENE
[E. Fisher(2017)iA, Padlet A BLEZRMHMERFELERE LOk
REMFERMBT Z—MFEIERE,

Another fascinating application of this interactive online
canvas is peer review for in-class writing tasks. Traditionally,
students would swap their writing in pairs or in groups to
conduct peer review. However, the effectiveness of in-class
peer review is sometimes questionable because students
may resist critiquing each other’'s work, especially when
doing it face to face. By typing their work directly on the
posts or snapping pictures of their hand-writing and posting
on the walls, students have the option of commenting
and rating anonymously. Students have commented that
this significantly reduces the embarrassment of giving or
receiving negative feedback. Thus, the effectiveness of peer
review could be improved.
EMRERELERNS N FENEARYRESEESHE
TIFN. EERFERSEENES S, ZEN SBT3 AT E 1 5B H
RETEXNERTIER, MEIENF LEERANA X FEH
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BMNFENNERERFHFKWEE L, FEALUAEEEREANER,
FELTUERERBTRMTS, REFERR, XENSEAXARERT
BFBEZAEMTIEMER, MMRSRETIEBERE.

Instructors can be creative in designing lesson activities using Padlet.
For example, students in my EAP groups enjoyed creating a Padlet
as a visual aid for their informal group presentation practices. I have
also used it as an "exit ticket” at the end of the class to summarize
key points. For instance, students were asked to input reporting
verbs they learned or memorized on Padlet to briefly recap what
had been covered in class.

Soh, HUMALE)E e A PadletikitiRIETESN. B, FAEAP/IA
FHFEEERCE—IRFEIR, EAMMNIEEX/NAEREBRAMTHER.
REAEEATRASEERN "RIZE" . flW, ZWAEZEE-TIREG
BERETH 8RS L Areporting verbs R EEH— T XTEAFERE.

Post-class Consolidation
REES

Padlet allows for both synchronous and asynchronous collaboration,
so it could serve to keep a lasting record of questions, comments,
or feedback after class. I usually create several Padlets for my
EAP groups on different themes throughout the semester. These
“resource hubs” could be an “idea bin” to include extensive reading
materials, topic-related videos/audio, and any other contents
that students would like to share with the whole class, potentially
providing opportunities for collaboration and autonomous learning.
Additionally, students could be encouraged to post lesson reflections
on the walls to organize their thoughts and ideas. In addition to
summaries, students may produce mind-maps to connect the dots
of learning on the walls during the reflective thinking process.
Padlet R ¥R & FZHE, BEMERIUEREX B, FIR SR IRET
BAMIER., RBEEENFHARMEAP/NACIZLN TR XA ERE,
X HFERHLT ARAETZHEIEVR, #EXEENRMAEN, URE
fEXAE. FESLRRFSZ, AURESEMNBEZINONS, 1,
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EAUSEMFERBEER EATRE. RTEEZN, FEEREH
digd, CAUEERESE, BHEXHMIREEERRAESR.

Weaknesses and
Possihle Solutions:
ﬁk Al BERYARR T

Similar to other technological tools, certain limitations do
exist when employing Padlet in teaching. Firstly, what can
be done with a free account is significantly less than with
the upgraded premium plan as the free version only offers
three Padlet walls and allows one to upload up to 25 MB
of local video. However, tutors can recycle three Padlets
for different activities by simply clicking on the “clearing all
posts” button in the setting menu.

5HMFEARATE—#, PadletEHFEPHEALEE—ENRF
Rt SHAKFHproitkIfELL, ®FKAAIALAMINEEZ DG
%, EAREMIIEM=padlets, HEAIULEE25S MBRZAKHI
M, S, SWABEEEMSFREREPHN "BFEREAMT
& R EIE R B iX =4 padlets,

Secondly, students’ participation may not meet pedagogical
expectations without careful planning and scaffolding. For
instance, in pre-class research, sometimes students may
post contents that are less relevant to the topic because they
are not capable of or do not care enough about evaluating
the quality of the information or resource. To deal with
this issue, I would recommend that teachers provide clear
guidelines and instructions, cultivate a classroom culture
encouraging high-quality posts and offer feedback to
reward good practice.
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REVIEW

Gonclusion Z&it

By using Padlet to support teaching and learning, students become both
content creators and collaborators, which enhances students’ motivation,
facilitates self-oriented learning, and promotes effective collaboration.

BidEAPadletXHHFMES], UEFERAIAFTEEMEEE, XWERET
FHEPFEIHN, RETERSEHFIMNBEANEE.
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Background E=/"4

In recent years, the increasing popularity of interactive and digital whiteboards has been
observed in educational settings around the world (Haldane, 2007). In Higher Education
(HE) environments in particular, educators constantly face the challenge of competing
for students’ attention during class time. That's why they find pieces of educational
technology, such as interactive and digital whiteboards, helpful to foster students’
engagement and improve students’ learning experiences (Campbell et al, 2019).
In English as a Foreign Language (EFL) classrooms, researchers have also found that
interactive and digital whiteboards can be used in many ways to support interaction and
conversation with students, present new linguistic and cultural elements, and to teach
various skills (Al-Saleem, 2012).

mEk, EHFARMHOHBERES, TEXHFARSEKEZRE (Haldane, 2007), EEEFH
B (HE) 98, ¥EILEEALAEAKREERENSHFREFRFEIENHRE. EEMIL,
MNEZAREXBFAREHERARERAEAZENSERENNEZENEINRE (Campbell et
al., 2019). EHRBEHAIME (EFL) BIREHR, MRARTLABMAIUBEBIRERNBFERIAS
ARAEXZFHESZEMENMITIE, RFESMXMUTE, FHIRLFMIFESRKEE (Al-Saleem, 2012),

Unfortunately, the high purchase, installation and maintenance costs of interactive and
digital whiteboards mean that the wide adoption of such devices will not be practical
any time soon. Furthermore, the global pandemic requires educators to become even
more creative when transitioning to new online teaching and hybrid teaching modes.
GoodNotes, a note-taking and PDF markup IOS application ideally used on an iPad with
an Apple Pencil, has proven itself to be an effective alternative to interactive whiteboards
during online teaching periods (Reguera & Lopez, 2021; Sales-Lerida et al., 2020). By its
very nature, GoodNotes aims to enable its users to lead a paperless life by allowing
them to take handwritten notes in digital notebooks and annotate imported PDF
documents. In addition to the handwritten notes, users can also highlight and type text,
and add images and screenshots to any note pages. Although the app was probably not
designed with teaching needs in mind initially, its rich features allow language teachers
to easily demonstrate complicated writing and revising processes in a visually appealing
way. Additionally, the fact that students are able to watch how teachers handwrite and
annotate on a digital page also makes the learning process more engaging than certain
teaching aids like PPT slides. In my own teaching, I've found GoodNotes (on the iPad)
to be an effective tool in teaching essay writing to college students, both in virtual
classrooms as well as traditional face-to-face classrooms.
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ERNE, REXHFARNSEWENEREXZEMEFBASREEEH AL XMIREHZ
MAFAEEAITH, I, SN EKREBEERBEIEEELEANNELZHEMESHFEXRTHE
BEHGEME. EA—FEIER PDF #Ri2H 10S A EFApp, GoodNotesEHWIEMARAELHFHERER
H#BENER T ZE (Reqguera & Lopez, 2021; Sales-Lerida et al., 2020). HEAXEME, GoodNotes 5
EFEEAPAEHITEREIE, APATUBERIZKAppERFERLEBFSEIE, FATUNSEAE PDF X
HEtiTiER, RTFSEIEZH, ARPERURFEZHZAAppHIEMINGE, GEER, BAXE, HEE
MEETELERAMERNREEE, REGoodnotesEHHZVAREEELZEABFEETE, EHFEENINEE
FESHITEHTEARASEHEN, RERFBRRMBRTIEZXMSEMERIIE, I, FEEBINUE
M ERFRAELFSNME, XBESEIIRFLEHFHHNTAETFTRSI S, LLMPPTLILTA.
EREAANBEDR, REAALTEREEMBELRERANEXN EAHMESR, BB TApple Pencil A
GoodNotes# R A FEH R ERENSEMNERIR,

The setup for teaching with
GoodNotes
41T i= A GoodNotes 3

LA F

Virtual Classrooms ERIE=

In addition to the app itself, the GoodNotes PRTiZMAEFEAS, GoodNotes I E
website (GoodNotes, 2020) recommends two M (GoodNotes, 2020) iT#EEFET ZIMH
other apps for an ideal setup for teaching MERAER, UXHENRERFIE
virtual classes: BiRE:

1)  An app like Zoom, which allows you 1) & Zoom X#EFMIKSWNAER, |
to share your screen with a large group of UL RS B2 ZRERE.
people. 2) MRMEEREMREICARERELE
2) If you'd prefer to teach on your laptop, iR, AILUE A% Reflector 3 X#EHI L
an app like Reflector 3, which allows you to HRERE, EFLUERE iPad RESGEK
mirror your iPad screen to your computer. A RAY R L,
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Live Viewer Chat

Pic 1: Live-streaming GoodNotes example (Goodnotes, 2020)
E1: 1 JH GoodNotes B 4% 7= 17

Traditional Face-to-face ELPNENERNEE (F

Classrooms (with a ZI%
computer and a projector) 8RR —aIRFEN)

You will need a USB cable or adaptor to RFFEE—F USBEMENEERFRER
directly connect your iPad with a Windows EIZ{RH9 iPad 5 Windows PC 5 MacH i,
PC or a Mac.

Teaching Activity Ideas
HFEINIRT
=R 5

In both teaching environments mentioned above, GoodNotes can turn iPads into digital wall paper
to allow teachers to write notes and annotations over teaching materials, use presentation tools,
collect students’ work and provide feedback during class time, all of which can be particularly
valuable when it comes to teaching writing skills.

HELEARBBZIRER, GoodNotes #FA[ LG iPad EETHMBFEM, EHIFEHFZMH LREERE LS

TEICMER, ERERIAE WEFENER, FELRMERMIMNRR, AMAEXENEHFERRMEES
B,
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Picture 2 shows how teachers can demonstrate essay structure and a Qo

paragraph structure through the hand drawing process using the various
annotation tools like pens, highlighters, and shapes. Such tools are also
very handy when giving feedback to class. As shown in Pic 3, teachers can
easily highlight different types of sentences, circle key words, as well as
adding notes and sample answers to task sheets during the class.

B2 ERTHMMAMESFELRE, QFEASMIBRIANMEE. TWAZMMA
HIKRBERXEEHMRE SN, IHEMNTAERERRMITNRIGFRBIEEAE, 1t
5v, WA 3 iR, BITAMRESHESREFAREEEMATF, BHXHEE, UREREL
ABFEMRRMERNELER,

In addition, Goodnotes enables users to show a “split view” on iPads,
which allows teachers more flexibility when giving feedback in class. Pic 4
shows an example when students are asked to change the writing style of
a paragraph from informal to formal. The left side shows the original task,
and the right side shows the answer from a student that was written down
by the teacher. Teachers can then use the annotation tools to compare
the informal writing and the formal writing and comment on the student’s Pic 2 Explaining eseay struct
answer immediately. F2: AR S 4 My o B T £

Itt5h, Goodnotes A P REMSTE iPad LIER"HSEIME", XEHMERELLTFR
BREMELNENEE. B4 ETHHFERFERERE-IPRENSENBEMAIE

FARBEAZARANE. ZHRTHRFEFTEEAMES (RIERE) , GHETRH
ERMERELFEMNFENER, 2/, ZHETUEREIRIAKRILEAMARELN Informal to forn
SERAG, 331 RIRE 5 4 0K ST S R LA R O, T —

Try not to just substi
the following;
change words
change the wor
add words (e.g.
use/summarise

Additional Features of
GoodNotes
GoodNotes B E 4514 o

Then she opened anoth

. . . fter that. She mak
Beyond basic annotation tools, GoodNotes also offers several exciting after that. she males ¢

. : bedroom h ith
features. For example, the versatile lasso tool can select any objects created edroom house with e

. etting older so is think
on the page and allow the users to move, copy, and reorder these objects, Lok

Pic 4: Giving feedback to stud:
B 4. ERE L ARES
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7O & OB E S ©-00

Body & conclusions

A Find the following types of sentence in these body paragraphs;

topic senteno_é'deiéils & pl‘onft concluding sentence. | linking sentence

and so should be banned

________ RAik bano

Supporters of these games, such the‘iom anies who produce them',' dal_n{ ,"
that there is no need for concernd TheypGint to evidencgthat disproves alinke—
between gaming and violent bel . A recent y Braxton Universi e

in'the United States found that among 234 gamers, arrests for assaultand 4
murder were actually 8% lower than for non-gamers (Malone, 2018). One d
reason for this could be that gaming literally keeps people off the streets and

50 OUt of trouble. r'_a (!fonr Swn, Wbﬁ

On the other hand, a growing number of people rehe\r argue
that gaming is too common to have no impact. Governfmeat-statistics show

that in the UK, most male teenagers will have spent a year of their life gaming
(Delgado and Spade, 2019), and it seems a strong possibility that this has an
effect, given that environment can influence behaviour. Furthermore, in a
recent courl case in Scotland, the accused teenager claimed that he had
copied the game he was playing to kil his best friend. dnbrief; itispossible
that some games can contribute to violent behaviour on certain people,

namely vulnerable boys.

B. Write a topic ( vb bined with linking) &
concluding sentence for this last body paragraph for the same
essay.

Jeavdble, 4+t reasonc

hom i pot |
Houwever, . bom & sty it Is extremely difficult t6 defindwhat 3
wiolent ga_rgg)s, 50 actually creating a law banning one whichirwas fair. at

stallowed for exciting play would be almost impossible.«Secondiy&ven if
government did ban them, people would almost certainly be able to access
such games from elsewhere because of the Internet. In brief,

oty et o gy & il b o

2 . Writ 0 words for this essay. Wﬁﬂih.

Pic 3: Adding annotations to teaching materials
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which can be helpful when teaching paraphrasing skills and the organization of ideas within a
paragraph/essay. The handwritten notes can be converted to texts and GoodNotes can search
the notes whether they are typed, handwritten or marked up on a PDF file. All the notes can
be saved as PDF or pictures so that they can be uploaded to Learning Management Systems
like the Moodle Platform and shared with students later.

PBRTEARMERTAZS, GoodNotes iBiRftT LFIHMAITIRE, BN, ERT AW IEZFTE LEIE
FEANR, FRITFAPBE. SHMERHENXENR, XEHIMHREARIEIT (paraphrasing) FER%E
BXEEHENBTRRERHY. S, FERZICOTAEIRAXAR. EIf, GoodNotes EEFRKHER
Ihee, MBFSMEIL, MUK PDF X4 EHRCHXFH A LEIH ZINEETRER. BFFAEHEIE (R
EZICHMFEHN) HALUREA POF MB R, XHEMAULERZIEERSE, N Moodle &, UETF
5%4%5=%,

Limitations {4k fi3

Unfortunately, Goodnotes is not available for Android users yet. In addition to the app (about
50 RMB in the Apple App Store), an Apple Pencil, which may cost about 1,000 RMB, is also
required to fully tap into the app’s potential. Although there are cheaper alternatives to
the Apple Pencil, some teachers may also find the setup process too complicated and may
therefore need more guidance on using the app for teaching.

EEHZ, GoodNotes EEREMETERAFAHAM. MTUINAREF (EERNABEAHN S50TAR
) 4, ARZEEZE—XApple Pencil (1 1000 TARM ) RRSEAXAppHIEKRINEE. BAFL
Apple Pencil EEEHE KA, BZIMITEESEOCZEITEENEZR, ARATESEFERSXTERZApp
HEITHFHERRRIEES.

Gonclusion 4&it

Overall, I would give 4.5 out of 5 based on my experiences using the app in my classes. In
their research on the influences of digital whiteboards on students’ engagement, Campbell
et al., (2019) identified five types of student engagement, i.e., social engagement, intellectual
engagement, emotional engagement, physical engagement and behavioral engagement.
While it is not entirely clear which type(s) of engagement GoodNotes fosters among students,
the app has shown strong potential for language classrooms, both online and offline and
should be explored more by teachers who have fond memories of chalkboard writing but who
also want to embrace the exciting opportunities offered by new educational technologies.
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BHAME, ETHRARE LEMAGoodNotesi1423E, HITXKAppHI T 2iLE45 47 (BH 5 )
#f£Campbell et al., (2019) XFHFERMFERESSHZMHIARS, ARELATEERESSHEME
B, IHSS5. 8hs5. BRS5. BES5MTASS5. REBAIEFFEEGoodNotes Xt FF AR
THHERNSE, BZHApp AR EEMBELRERALEMETRETHBETHBANES, ERAAR
SERNBERE, BRFAXERBTEERARBBMETNER.

Rating i¥3: 4.5/5
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