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EDITOR’'S MESSAGE

Out of the many streams of Computer-Assisted Lagguaearning, Internet-
based teaching has been to some extent underesfimaith more research interest
devoted to Computer-based Multimedia, Computer-liedi Communication, Corpus-
Based Teaching or Computer-Adaptive Testing, toanaumt a few. The context of the
use of the Web as a teaching medium for face-te-fiaeclass teaching still needs
description, investigation and reflection, in order arrive at sound pedagogical
solutions properly integrated with the main curiicn. Thus, this problem, together
with some others, is central in the current issu&eaching English with Technology,
A Journal for Teachers of English, representedhgy rhajority of publications in the
current volume. Quite a strong focus on the apfiioa of the Internet in face-to-face
classroom teaching has been one of the concertige additorial board of the Journal,
and has been exemplified, among others, by theipsoe of the Internet Lesson Ideas
(formerly Internet Lesson Plans) section.

Thus, starting the discussion of some of the prablef Internet-based teaching,
Randall Davis, in the article entitled "Utopia draos? The impact of technology on
language learning”, reflects on the pedagogical afsthe Internet in the classroom,
starting with a historical perspective on compugerd proceeding to practical ideas on
improving successful integration of the Internetldanguage teaching. The author,
renowned multimedia content developer, makes ist&g openings into the issues of
sifting through online content, installing applicets and determining learning
outcomes. The other article in this issue, “Guitdi for Internet-based teaching” by
Christopher Alexander, further explores the arelmtafrnet-based teaching, presenting a
research study with the aim of describing and priting the key issues ESOL teachers
faced over a five-to-seven-month period using titerhet, analysing how and/or why
such issues affected teacher awareness of Web-lbeaeling and determining how
these might be addressed. The practical guidebtesmming from the research will
surely be of help in designing and implementin@inét-mediated lessons.

On the level of lesson design, Internet-based tegcban be observed in a
lesson plan “April Fool's Day” by Katarzyna Szewkzywhere students develop
reading comprehension skills in the online envirenmwith the other aim of acquiring

intercultural competence necessary in becomingeessful language learner.



The Internet and ESP section features an articled¥pus-based focus on ESP
teaching” by Alejandro Curado Fuentes. The studscdees the main results derived
from one year of teaching ESP with a focus on sdeat corpora, pointing to the
observation of positive and negative factors imtepf language acquisition, leading to
the planning and design of corpus technology préwi It is especially interesting to
follow the procedures of corpus compilation, counseeparation and materials
development, sufficiently exemplified by the resses found in the Appendix.

In the On the Web section there are two contrilmsticelating to various EFL
resources available online: Maria Teresa Ciaffaroakes an evaluative review of three
EFL portal sites (Dave’s ESL Cafe, LearnEnglish &mglish-Zone), confronting them
with some general criteria, based on SLA principland some specific ones, to
establish whether they may provide any added vetumepared to currently published
materials. On the other hand, Maria Victoria Fed®n in her article “More on legal
English on the Web”, provides a summary of webgpetentially useful for non-native
speaker students of English for law.

The final section of the current issue of the Jalyrh Word from a Techie,
covers two important, yet distinct, areas. One hie phenomenon of texting, or
abbreviated form of email and mobile phone commativa, which is beginning to gain
ground in the language classroom. The issue iseaddd by Neil McBeath, who details
the process of familiarising English for militaryimposes learners with e-mail writing
and texting. In the other contribution, “Feed myR3Jsing RSS feeds in writing
classes”, Stan Bogdanov gives a tutorial into anhmg the writing instruction with
Really Simple Syndication (RSS) feeds, to motivagrners to better quality writing
output by enabling a more effective delivery an@iiiing of online content.

It is hoped that a great diversity of topics ansues covered in the Journal
articles will stimulate readers to their personadeavours with educational technology,
resulting in innovative classroom ideas, lessomgland entire technology-assisted
curricula.

| wish you all good reading.



ARTICLES

UTOPIA OR CHAOS?:
THE IMPACT OF TECHNOLOGY ON LANGUAGE TEACHING
By Randall Davis
University of Utah,
USA

http://www.esl-lab.comhttp://www.ezslang.com

rdavis @ esl-lab.com

Introduction
Over the past several decades, technology has leeadirture in many homes around
the world, and its influence has permeated intofadlets of our lives, including
educational settings. Such penetration has beédHay many as the wave of the future
in which language instruction will be driven by neadvances in computers, the
Internet, and mobile technologies. However, howgeeabout integrating technology
into our classrooms can have a huge impact on whethtechnologically-driven
classroom succeeds or fails, even with low-techtgnis.

So, where lies the praise or blame for the sucoes$silure of technology? Will
a Utopian view of pedagogically-sound teaching pilein our classrooms, or will
teachers soon abandon high-tech gadgets and ratara to traditional materials?
Because the use the Internet has become so widesihes article will focus attention
on that medium, starting with some historical pectiye on computers and then
suggest a few practical ideas to improving succésefegration of the Internet and

language teaching.

Identifying the role of technology in education

For the past several decades, a great deal ofadlbbatraged on about the pedagogical
worth of computers in the classroom. On the onedhamputer and software
companies often provide mostly anecdotal evidersc® dhe usefulness of technology
in language instruction, stating heightened studanotivation and more engaging
learning. However, a number of researchers havgestigd that while technology has

grown leaps and bounds, teachers’ use of it oféenains very antiquated, limited to



simple writing assignments and Internet searchas$4@, 2001;MacDonald 2004;
Oppenheimer, 1997, 2003). Some have suggestedhisahas been due, in part, to
educators’ limited vision of the role of technology language instruction. In fact,
Garrett (1991, p. 75) pointed this out when sheedtthat “the use of the computer does
not constitute a method” and it is only a “mediumwhich a variety of methods,
approaches, and pedagogical philosophies may bdennemted.” Although this
statement was made a number of years ago, its geestill applies to our learning
environments today, especially in light of the faloat there is a growing disparity
between technology and effective classroom impleatem of it.

In other words, coming to the false conclusion tbatputers will do things
better and faster for us without our interventisrat the center of this issue. Schrum
(2000, para 3), an associate professor in the ttepat of instructional technology at

the University of Georgia, describes the histordildmma well:

We're all familiar with the extravagant promisegesfhnology: It will make our students smarter
-- and it will do it faster and cheaper than evefobe. Moreover, the promise suggests, this
miracle will occur almost by osmosis. We need guiice a computer in a room, stand back, and
watch the magic take place. If only life were thiample and learning that easy!

Those of us who remember the 1980s, when computers first making their way into our

classrooms, probably also remember a great dedladf software. As educators, we were
unfamiliar with the technology and uncertain abitsippossibilities. So we stepped back and let
software developers, hardware vendors, and otbbnigans define not only what we could buy
but also how those products would be used. In meays, the technology drove the educational

process. And guess what? It didn't work very well!

So where does this leave us? Obviously, programrastmators need to rethink
specific, realistic goals for what the Internet @armd cannot do to help students reach
curricula objectives, and then actively supportheas in the process through in-service
training. As for teachers, we need to think beytr@lbox and determine, step-by-step,
what technology can do for us to support — not kugp— our teaching goals.
Fortunately, educators can be very chameleonic thighright tools and training, and
can adapt their teaching styles to new situations.

In the field of language education, a great deakmiphasis now focuses on

online learning, and it is touted as the greatréibmr by freeing students and teachers to



accomplish learning in new and exciting ways. Peaflg, | am sold on the benefits of
online teaching and learning from both a pedagdgca technical standpoint (i.e.,
anywhere, anytime learning, collaboration with wleride partners, access to native-
speaking content, etc.). However, as pointed odieeaa great deal of the success and
failure of any technology rests in sound teachiragfices.

Keeping all of this in mind, the next section ofstipaper will address some
basic considerations when working with the Intermetorder to maximize learning

outcomes.

Understanding the Internet

First, we must understand better how the Internetks ourselves. Although the
Internet may appear to be an easy concept to gitaspn be a very unfriendly jungle
out there. In simple terms, the Internet is thedemmunication and computer systems
that are linked together, just like a great complexer system. Some of it is new, with
big wide robust pipes (high-speed connections)emtiarts are obsolete, narrow, and
even leaking. Some pipes can handle a large vohfmeater; others are clogged, and
flowing through this pipe system is the contenthe files (documents, audio files,
graphics, etc.) — that are being requested ardungdlbbe. Such a scenario can result in
Internet congestion, and going online might be astrewarding as sucking molasses
through a thin straw.

At that point, Internet “rage” sets in, and studerfafter waiting an
astronomically-long 2 seconds) click the stop butio their browser and complain to
the teacher that the site does not work. Falcang@sychologist at Dundee University,
has suggested that “feelings of stress and frumtratrise when the gap between our
expectations and actual experience on the intésneter widening" (as cited iBBC
News 2004, para 8). The phenomenon is indicative efwbrld we live as pointed out
by Telewest (2002, para 3):

With our growing 'needed-to-be-done-yesterdaytumé, patience is no longer a virtue when it
comes to getting what we want in a hurry. It wasamdiction to living high-speed lifestyles that
sparked the onslaught of road-rage and air-rageit isitoday's widespread desire for a life on

the internet fast-lane . . .



The end result of these experiences is that tes@rat students often remove websites
from study lists, when in fact the sites might wqrkt fine. At the same time, there are
times when a website really might not be workingg.(ethe site is undergoing

maintenance, the website owner has closed theetitg, Just remember that there are

many factors that affect our ability to use thestnet.

Sifting through Internet content

Now, it is time to make the plunge into the somewharky and complex world of the
Internet. This online playground is home to an@xtely vast collection of information,
but sifting through it effectively is a more chaltgng task than we lead students to
believe. In fact, just telling students to go te thternet to search for something is akin
to, as several authors put it, “trying to get anklrof water from a gushing fire hydrant”
(Warschauer, Shetzer, & Meloni, 2000, p. 85). IImeotwords, the Internet is an almost
measureless repository of great content, but @ atmtains an equal amount of junk,
and sifting through this large collection can berting. Unfortunately, students latch
on to whatever first appears on their screens, velnet is accurate or not.

This is often a quandary for teachers who reahz¢ they need to help students
learn to critically examine information on the Imtet in terms of credibility, authority,
citation, timeliness, and accuracy. Back in thesdagfore the Internet, students’ main
ally was the library, and searching through voluraegshe shelves was just the norm.
Unfortunately, because of the free and mostly-wndidpated nature of the Internet,
anyone can self-publish without being held to ahhgiandard of professionalism.
Furthermore, students these days have been raisad online world, and thus, they
often do not realize what careful research is ladiid. With the complex and daunting
prospect of analyzing so much content, studentd tengravitate to what is easiest
irrespective of quality. With all these challengeschers should bare the responsibility
of helping students combine both the massive argilyesccessible Internet with

conventional research techniques.

Installing needed Internet applications

Besides the issues of questionable authority witine content, Internet users need to
be aware that some websites require special additeoftware (e.g., media players) to
be installed to access certain files including audnd video. Having developed

multimedia websites since 1997, | cannot countrthmber of times | have received



terse messages from visitors, simply stating: ‘ti'caear audio.” Nothing more. No
further elaboration. That is it. Therefore, ideyitij the issue is very problematic, and
both website developers and teachers who introthese sites share the responsibility
for educating students.

First, from a developer’s standpoint, instructiomsthe site should be very clear
in terms of letting visitors know what they needdm to listen to or watch the online
content. Having an Audio Help page or informatiar first-time visitors can be
extremely important. Furthermore, you should idgntour audience and determine the
market penetration of the file format you are plagro use (e.g., RealMedia, Windows
Media, QuickTime, etc.). In other words, you woulat want to use a media format that
only ten percent of the world can play unless yoly evere trying to reach that narrow
niche. At the same time, teachers equally shoutderresponsibility for verifying
whether their computer labs have such media playgstalled and if their students can
easily download and install the player on their Booomputers if needed. You will

always see a mixed bag of results without teaclamtive involvement.

Determining learning outcomes

Even if students have background knowledge on therdet with the needed
applications installed on their computers, theyl steed guidance on the learning
objectives and outcomes for online content. As eatggl in Schrum’s quote earlier in
this paper, some administrators and teachers wmimiely presume that learning with
computers will “occur almost by osmosis,” and | dawitnessed this firsthand in my
visits to labs in a number countries around theldvain the end, without specific
pedagogical practices driving the use of technglagynputers are often relegated to a
secondary or non-existent role and are often absuloAt that point, debate ensues on
the side of administrators and teachers as to wWiey lab has failed. However,
Warschauer (1996) pinpointed both the cause anddhdion that is still very much
applicable:

As with the audio language lab 'revolution' of 4&axs ago, those who expect to get magnificent
results simply from the purchase of expensive dabogate systems will likely be disappointed.
But those who put computer technology to use irstéir@ice of good pedagogy will undoubtedly

find ways to enrich their educational program amellearning opportunities of their students



Thus, with reference to the use of the Interngherathan allowing technology to drive
classroom instruction, teachers must clearly idgsfecific objectives, procedures, and
assessment techniques for using online resourcesvith all good teaching, teachers
must develop a plan of action for using the Interiée cannot send our students off
without specific goals in mind, training on howusee the sites, procedures on how to
accomplish the tasks, and an explanation on hodests will be evaluated for the

activity.

Testing websites yourself

Many teachers lament dissatisfaction with the herand computers in general) in
such a way that you might conclude that havingn@et problems is an inherent part
of technology. However, most frustration from usbeghnology does not come from
the technology itself, but from inadequate trainimghow to use it. Too often, teachers
tell students to visit a website without confirmiitg objectives, checking instructions
on how to navigate it, determining whether the sitgforms equally well for all
browsers, computer platforms, and Internet conarcipeeds, and reviewing whether
students need additional applications or plug-insuse the online content. Never
assume that just because the site works well im yaiversity’s computer lab with a
high speed connection, students will have the saxperience from a dialup connection

on their computer at home.

Conclusion
Without a doubt, technology has revolutionized styciin many places around the
globe, including how language instruction is taughtd delivered. In particular, the
Internet has become a conduit where people can,lshare, and collaborate in ways
not possible years before. However, a great de#hefsuccess comes from preparing
students to interact and learn in this online emiment. Never make the assumption
that students know what they are doing becausee tisen huge difference between
computer know-how and critical thinking, particljamwhen it comes to academic
research that some of our students need.

Finally, for all our great technological advanceschers still risk reducing their
use of computers to simple tasks that do not maenis pedagogical potential,
particularly with regards to the Internet. In otleords, we should ask ourselves if it is

possible to extend our normal teaching far beyantple, monotonous tasks at the



computer. That is not to say that elements of pethods that cannot or should not be
adopted. In fact, many learning tasks can be aclsingo with simple chalk, a

blackboard, and a tape recorder. However, althdegiching and language-learning
theory has evolved during the past 50 years oowoability to adapt our teaching styles
in line with new technologies has not progresseduaskly. If teachers focus on simple

basic ideas as presented in this article, our mefecused approach to teaching will
propel us a long way to making technology and titerhet a more rewarding partner in

the teaching and learning process.
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GUIDELINES FOR INTERNET-BASED TEACHING
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Abstract
This paper presents clear pedagogical guidelinesisimg the Internet in TESOL by
drawing on the key findings of a case study cared in 2004-5 at Intercollege

(http://www.intercollege.ac.cyMNicosia, Cyprus. The case study described howlESO

(English for Speakers of Other Languages) teacheteavoured to utilize the Internet
in their language classes in an ICT (Informatiod &ommunications Technology)

language laboratory.

1. Introduction

In this paper | will discuss some key backgrounerditure on the Internet (section 2)
and outline the methods’ orientation of this casehg research (section 3). A sample of
teacher interview data in section 4 provides ewdenf the way teacher attitudes
changed negatively during the study. In sectionaSdert that lack of sound pedagogy
was the principal reason why teachers’ attitudesnghd and in section 6 | provide
some practical pedagogical guidelines for teacheishing to use the Internet.

Examples of how these guidelines might be operalised are presented in section 7.

2. Background literature
The Internet being mainly a free resource is ingiregy being used in TESOL, and the
exponential growth of ESOL websites is, | supp@ségstament to how important the
Internet has become. Yet realising the potentialtlus exciting and constantly
expanding medium is not a straightforward undentgki

There seems to be disagreement in the literatgardeng the effectiveness of
the Internet. Appertaining to the effectivenesstta Internet, a lot of contemporary
Internet-germane literature appears to be advanthiegclaim that Internet-use is

advantageous for learning. Frey (2002: 1-4) fotanse states that the Internet is awash



with activities that offer many new ways of teaghand learning, and asserts that even
the most Luddite of university scholars now realtbe potential applications of
technology. By means of illustration Morrison (20027) holds that the wealth of
information available on the Web affords teachems &arners access to language
learning resources like never before. John de SfBn(l998: 1-4) holds the belief that
“no matter what you think of the World Wide Webaateaching resource, it will play a
grand role in the education of your students”.

There is, however, a growing research consensus appears somewhat
scepticalapropos Internet classroom usage. Warschauer (26®8has the opinion that
the introduction of computers, “the flashy or gléagnnew machine in the classroom”,
and the Internet in the eyes of its supportersrepsesented the pinnacle of modernity
yet the bold promises made by its proponents werg gften followed by erratic and
disappointing diffusion. In addition, Warschaue®@3: 1-2) holds the belief that there
has certainly been no shortage of bold claims about computers will revolutionise
the classroom, transforming the teacher from theestypiccliché “sage on the stage”
to the new and equally hackneyed “guide on the’sMereover Warschauer (2003: 1-
2) asserts that there is a ‘belief’ that learnei$ Become ‘autonomous’ and ‘goal-
directed’, classrooms will become centres of “dudative and critical” inquiry, and
technology will have finally transformed schoolsm@atch the needs of the information
society.

A lot of Internet-relevant literature also assetiat there is lack of sound
Internet pedagogy (the word appears to be usedmethod-of-teachingense). Wood
(1999: 1) for instance, provides an overview oétnet sites that could be helpful in the
ESOL classroom. He deems that a preponderance g@gdab books, articles, and
‘exhortations’ about the educational significan€¢he Internet often turn out to be little
more than lengthy lists of Web page addresses (URLss held by Wood (1999: 1)
that “what is often missing from the huge arraylmternet materials for pedagogic
purposes is any clear identification of the new gmegjical opportunities that the
Internet offers”. Wood, in my opinion, appears &olringing forward the idea that there
is a lack of advice on how to use such InternetssiKuechler (1996) and LeLoup and
Ponterio (2000), however, appear to be postuldtagteachers using the Web have to
make use of their skills/lknowledge. The implicatioging that this is demanding and
may not necessarily lead to higher levels of lesgnand teaching. Kuechler (1996)

holds that “the use of modern information technglag college teaching should be



driven by the pedagogical imagination of the instion’ and that “more toys (more
sophisticated hardware) will not necessarily magte classes”. LeLoup and Ponterio
(2000: 5-6) hold that ultimately it is incumbentompforeign language teachers to

integrate the Internet into the curriculum in aggabically sound and meaningful way.

3. About the case study

The global research aim of the case study was goritbe and interpret the key issues
six Intercollege ESOL teachers faced over a fivedwen-month period using the
Internet. The global research aim also had twocatsal strands: firstly, to analyse how
and/or why such issues affected teacher awarefiessng the Internet and secondly, to
determine how such issues might be addressedisimabearch it was the teacher who
was the focus of the study, and the purpose wasadyse qualitatively through semi-
structured interviews carried out at one-to-two-thoimtervals how teacher awareness
changed. Other data were also used to inform teaicierviews; these data were
derived from a student questionnaire, follow-upictnred student interviews, a teacher-
student classroom observation, a semi-structuréeniew with the Head of the
Languages Department and sample of teachers’ Bitégasons. As this research was a
case study within an interpretative paradigm, isveld that the research paradigm
would suggest discovering and interpreting theqreabstories.

The issues that were addressed in the data analie grounded in the
research data. Data were collected comprehensaittyan open mind, and as the study
progressed data were continually examined for patteKey themes were ascertained
from the data first and then a link was establislifepdossible, with issues discussed in
the literature. Moreover, no assumption was madedhta would pertain conveniently
to one issue; rather, it was held that some daghtnaorrelate to several issues. In order
to identify key hypotheses to be analysed furtheranalysis of how teacher opinion
changed during the interview period was undertakekey theme that emerged during
the study and discernible in all the data was teechecoming increasingglive to the
implications of certain drawbacks of Internet-ES@Ib use. Teachers in their first
interview had initially appeared mainly positive calb Internet use, however as
interviews progressed they seemed to have morealigaoh attitudes. Initial teacher
enthusiasm about using the Internet resonated litghature on the attractions of
Internet as a teaching resource, as exemplifie&rigy (2002: 1-4), Morrison (2002 1-

7). Yet, the heightened teacher awareness regapdirggived drawbacks of using the



Internet in subsequent interviews (i.e. attitudicalanges) applied to literature on

scepticism about Internet use e.g. Warschauer (20@3

4. Sample of interview data

The data sample below provides an example of teaektéudinal change. The
transcript code below comprises three parts: ({Eruewee teacher number (T1 to T6);
(2) semi-structured interview number (1 to 4); if@erview question number (numbers
ranged from 1 to 30). The italics followed by anseaript code are the actual words used
by the teacher.

4.1. Teacher one sample data

The way negative student comments about lab-less@sented in the account below
had changed T1's ostensibly enthusiastic initialamk to a more critical and less
animated stance, point to what T1 had been dointpenlab (i.e. her Internet lesson
pedagogy) may have militated against her studdatsjuage-learning expectations.
This hypothesis resonates with Laurillard (20022)2Asserted lack of appreciation
from students for the time T1 had put into prepgriessons also may have raised
critical awareness.

In her first interview, which was undertaken a fereks after using the lab for
the first time, T1 seemed to be ‘ablaze’ with estham about using the Internet. For
instance, she stated that she had felt the labawasy good alternative to traditional
face-to-face teaching, especially at the end ofstmeste(T1/1/06). She held that she
loves using the 1afT1/1/09) and said that she waery excited about using({T1/1/09).
She ‘pontificated’ thathe variety of Internet exercises available canphiel address
students’ different learning styl€$1/1/10) and that her studergsjoyed using the lab
(T1/1/12). Moreover, she seemed to be ‘selling @st'a ‘traditional’ ESOL teacher
when she deliberated over the benefits of usinglabein comparison to the then
‘seemingly passé’ non-ICT classroom. For exanspie expressed the view thaistead
of me giving the exercises out, the Web sites. ddéy are given the answers. It builds
up autonomous learning; they don’t need the teact\&r teachers are so vain we want
to be the ones that transmit knowleddd/1/11-13). She also mentioned using the
Internet helped her to teach her students langaagecomputer skills i.ehings that
they are going to use for the rest of their li&4/1/08). However, approximately two

months later in interview 2, there was a feelingt the ‘novelty factor’ might have been



‘wearing off’ and that her students had appearéttak of Internet lesson materials i.e.
she changed tacthe first time it was exciting for them, now sorhthem say that they
feel the teacher is lazy because they are doingwbek and the teacher sits and
monitors them, they don’t realise that | have spbnee to four hours preparing the
lesson(T1/02/07).

In interview 3, about two months after interviewtBere was more qualitative
negative feedback. This was epitomised in T1'sdthmterview i.e. when asked what
kind of feedback she had been getting from heresttgdregarding her lessons, she
respondedSome of my students are especially outspokenfeleéjt’'s a waste of time
(T1/3/01). By interview 4 (i.e. carried out abomeomonth after interview 3), T1 stated,
with regard to the twenty percent of students wiadesl in the questionnaire that they
had liked using the Internet a little or not at #&flat: maybe they don't like using the
computer for language learning, it's a huge pereg@, so it would affect me, | would
tend to use it lesgr1/4/02).

5. What caused raised awareness of the drawbacksloternet?

Teachers’ Internet lessons and observation dateide® a precious data source that
enabled me to assert that pedagogical developneanai the heart of Internet use. In
this context it implies incorporating elements @ditional non-ICT and ICT teaching
i.e. using the Internet as a ‘tool’ for learningoMover it is my interpretation that
teachers’ inability to use more appropriate Intepedagogy was the most likely cause
of teacher perceived student rejection, teacheitamey regarding being able to
measure student improvement and teacher raise@agss of the drawbacks of Internet

usage.

6. Discussion
Below | present some hands-on practical guideltesved from the case study for
teachers wishing to use the Internet (possiblynnGT language lab) and then give

some lesson examples of how these guidelines dmutibserved.

6.1. Have clear lesson aims and then look for sulike sites:don’t get caught in the
Web



Have aims that are perspicuously reflected in lessaterials; not stating lesson aims
might be confusing for students. Even though, th&gy, at first sight appear obvious
advice to any teacher, teachers preparing Intelegtons may lose sight of this
seemingly fundamental TESOL lesson-planning prieciphis could be a consequence
and drawback of using the Internet. Also, consitewhat degree your lesson aims
determine the sites chosen and to what extentriesses have determined lesson aims.
With regard to the latter, a weakness of this apghnois that unsuitable sites may be
used as a basis for determining lesson aims ardhdes may lose sight of how to

inextricably link sites to course content.

6.2. Explain to students how their Internet lessorwill relate to their course in
general: don't lose sight of this fundamental TESOL princiel
Teachers should tangibly relate Internet lessoren@ds$ to college exams/tests; in this
way teachers might be more able to measure attainris guideline is particularly
important if teachers intend to use the Interngulaly. A possible outcome of not
perceiving a higher rate of language acquisitioit iacreases teachers’ awareness of
the drawbacks of using the ESOL Internet. Moreostrdents may want to see a clear
connection between what they do in their Interessbns and on what they will be
tested. Also, relate the Internet lesson to thesmin general. Windeattt al (2002:
11) for instance hold, with regard to post-Intesesson-lab work, that ‘anything done
in the computer room should be transferable badkéonormal classroom’. Moreover,
Windeattet al maintain (2002: 11) that students should have doimgiphysical to take
away with them so that they have a record for fellgp work or end-of-course revision.
Students therefore may need hard-copy lesson h&ndsuwell as electronic-version

handouts to accompany their Internet use.

6.3. Use technology to reinforce existing practicestudents want a teacher to teach
them, they don’t want a guide on the side

Technology should be used in a way that reinfomdasting non-ICT practice i.e. the
teacher should remaihe teacherand not become jushe facilitator. Moreover, why
should teachers relinquish their age-old role?rige lessons that have the highest
potential for learning are probably where teaclmenge a planned amalgam of non-ICT
and ICT roles, and students have timed chunks whamouslCT study. The content
of the non-ICT part of the lesson should relateartfeto the ICT part. Introducing



autonomous learning without addressing the learmixggerience and expectations of
students may lead to a degree of student resistanc#udents may expect to be taught
traditionally, and so may not identify with beimmtonomoudearners. Furthermore,
relying wholly on interactive, self-correcting ESQhternet activities may lead to a
compromise of teachers’ control/regulation of teesbn i.e. maybe students expect to
be controlled/monitored by the teacher and notriternet.

Another argument for combining traditional with ICTS the possibility of
unreliable Internet connection i.e. this may ragise the need to incorporate non-ICT
elements in lessons. If there is no or very sloterimet (site) connection, the teacher
would not have to cancel the lesson, she could exdrate on the non-ICT lesson
elements. Finally, a lot of ESOL Internet activgtiseem to be narrowing the foreign
language curriculum to mainly grammar and vocalyufaactice. However, the main
drive of non-Internet related foreign language icuta is to broaden the scope of
activity by engaging with communication and intdtetal learning. This was a strong
argument to consider combining ICT and non-ICT béag. Combing ICT with non-
ICT is in accord with Albaugh (1997 stated in Jo@894: 17) who attaches weight to
teachers tending to “adopt a new technology when ttchnology helps them to do

what they are currently doing better”.

6.4. Choose suitable sites level-wise and topic-eisf you're not critical of the site
content, your students will be critical
Finding suitable course-relevant Internet lessaesscan be a difficult undertaking.
Godwin-Jones (1999: 12-16) for instance holds thmion that a troublesome issue
with Internet-use is locating desirable websited Hre appropriate in terms of language
level, media format, interest and reliable inforimat Furthermore, it will be very time
consuming to search/choose suitable lesson sitéprpare lesson handouts in Word
or PowerPoint format. Teachers should always preesc sites sufficiently well to
prepare pro-actively for student questions, ameifessary teach something. This also
suggests that teachers should not relinquish theditional deliverer-of-contentole.
Unfortunately, there seems to be a lack of ESOLiphér editorial support i.e. there is
a dearth of appropriately pre-screened textbookptementary ESOL-Internet
exercises. Also, try to find sites with comparaleabulary to which the students have
been exposed in their non-ICT classes. One drawbaskme interactive sites is that

students may not be doing them properly e.g. stgsdean find the answer to sites



without reading anything. Windeagt al (2000: 10) state referring to Internet usage,
that in some cases, before beginning an activitthercomputer, it will be necessary to
pre-teach vocabulary, or a specific function ousture. Long lists of ESOL resources
do not seem to helfgachers much. This suggests that teachers reqaire than just
categorised hand-pickdndternetlists or lists of well-known ESOL homepages; teashe

need effective pedagogical guidance on how to husénternet materials.

6.5. How many sites should an Internet lesson havéd?ow much time should a
student spend on each siteRind the balance

Timing and sequencing of Internet-site materialansimportant and complex lesson-

planning issue.

» Do not rely on one lesson site just in case it da#swvork; use several reliable
sites.

» Do not use too many sites; this encourages studentssh through the sites
working less conscientiously. Having fewer sitesl amore teacher interaction
(i.,e. more non-ICT teaching) might lead to betteacher control over the
regulation of learning.

» Beware of ELT-game sites; students will be drawrgéme sites when they
should be doing other tasks.

» Have a set of core Internet exercises for weakelestts and additional exercises
for students that finish earlier. Even though teasshhave to devise ways of
dealing with less able students in the non-ICT stlaem, teachers may need
more time to pre-screen and organise Internet mdéteso as to know which
sites should be core for all students to cover, ahich ones ought to be

additional for more able students.

7. Practical application of guidelines

Sharing teacher lesson materials may be an eftisaavay to reduce long-term training
and support; in accord with Boshuizen and Wopef2i93, 149), Potter and Mellar
(2000, 35), Colegt al (2000, 173). This also suggests thatanillary role of a lab-
coordinator should embrace monitoring teacher iatiom and circulating effectual
lesson plans to other teachers. Therefore an inivevaxample of how the above

guidelines might be operationalised is available on



http://www.englishlab.intercol.edu/internetlessondklick ‘an example of sound

Internet pedagogy. Seven Internet lessons are also available orsiteebelow NB
these lessons are suitable for approximately begitimlower-intermediate level. These
lessons  were written by Katarzyna  Rysiewicz = from tedcollege

(http://www.englishlab.intercol.edu/internetlessons/

Conclusion

As our understanding of how to use the Interne$ fetter, and more research findings
are disseminated, the way we use it will improveerdnet use therefore may lead to
enhanced learning, and this would fundamentallyomatise its use and future
development. Moreover, it is doubtful that the o$ehe Internet in TESOL will be a
‘passing fad’: it is highly likely thathings will get better.e. technology use will
improve as technological innovations worldwide arade. This would necessitate and
vindicate a more committed approach from schoolsoeges who may not be able to

achieve learning/financial targets without it.
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INTERNET LESSON IDEAS

April Fool's Day
by Katarzyna Szewczyk
Yanka Kupala Grodno State University
Grodno, Belarus

imaginationby @ yahoo.com

Level: lower-intermediate
Time: 80 mins
Aims:
1. skimming and scanning the new text
2. working on vocabulary connected with the tagfithe lesson

3. writing the creative essay

Resources/materialsthe clown's picture on separate sheets of paperviery 2 Ss (if
necessary — printed simplified text), chart, corepaiwith the Internet access and Web

browser.

Possible problemsSs may have problems with understanding the(fgrpose to use
an Internet glossary or dictionary such as

http://education.yahoo.com/reference/dictionary/

Preparation:
The teacher should check the Internet site befurddsson and write all the links on a
blackboard. If the text is too difficult for Ssi# possible to simplify it and print the text

with necessary changes.

[. Introduction (20 mins):
1. Divide the class into pairs and give them the sheétpaper with the
clown's picture. Ask them to think about the hoyidtais symbolizing. Write all

the variants on a blackboard and ask for arguments.



2. When the proper answer is given (April Fool's Dagk Ss to recollect

any funny April Fool's trick they have experienc@all them to describe it -

funny, interesting, cruel, boring, unexpected, walsind so on. What was their
reaction to it?

3.  Ask Ss to put down some facts about the originhef April Fool's Day

on a sheet of paper if they know any (5-6 sentgnces

II. Internet work (45 min):
1. Ask Ss to go to the following site
http://homeschooling.about.com/cs/unitssubjholfalfapls.htm and read the

text (Learn all about the history of April Fool's Dpyusing the Internet
dictionaries to help if they find any unknown wards

2. After reading the text ask Ss to go to
http://homeschooling.about.com/cs/hisholidays/ii®folapfool.htmand do the

guiz without using the text. If they make a mistakdvise them to return to the
text and try to find a right answer.

3.  Once they have finished the quiz, ask Ss to wopkains, look through the text
again and find similarities and differences inweys of celebrating April Fool's
Day in France, America and Belarus. Propose Saitahe facts in a chart and

discuss the results.

France and America France and Belarus Belarus andmerica

Similarities

Differences

[ll. Post-Internet work (15 min):

Ask Ss to compare the facts about the April Fdadly they have put down and the facts
they have learnt from the text. Did they learnthimg new? Encourage them to use
some additional links about the April Fool's Daytliey got interested in this topic

(http://inventors.about.com/library/inventors/bldfools.htm/.3|

http://italian.about.com/library/weekly/aa032801mh Tell them that these links can

help them in preparing their homework.




Homework:
Ask Ss to compose an essay about the traditionalofvaelebrating April Fool's Day in

their country and make a small vocabulary of the m®rds they have learnt.

Note: the clown's
picture that could

be used.



THE INTERNET AND ESP

A CORPUS-BASED FOCUS ON ESP TEACHING
by Alejandro Curado Fuentes
University of Extremadura
Céceres, Spain

acurado @ unex.es

Abstract
The conjunction of lexical analysis and informati@chnology has often led to the design
of specialized material. In my Computer and Bussriésglish courses at tertiary level, this
scope has enabled a certain degree of experimamtatith corpus-based lexical
information. This paper describes the main resiétsved from one year of teaching ESP
with a focus on electronic corpora. The main cosiclns point to the observation of
positive and negative factors in terms of languagguisition, leading to the planning and

design of corpus technology priorities.

Introduction

The need to communicate in specialized contextdomnains, such as academic and
scientific disciplines at university, is greatly phasized at the European level. The
emphasis is often placed on an effective linguidgeelopment for research purposes
(Bricall report, 2000). In addition, as electrodiommunication and the digital era
expand, it is obvious that new lines of work opgnfar linguists and foreign language
researchers (e.g., study of cyber-genres, socigbtig analysis of web sites, etc). An
example is Giménez (2000), analyzing professiopatraunication and use of e-mail;
another one is Pérez Paredes (2001), who undesstbee need to integrate real
situations derived from Internet use, or Postegyi002), who distinguishes a double
focus in the study of network discourse: that ofmpatational linguistics and
sociolinguistics. The new venues and scopes suggyést ESP (English for Specific
Purposes) point to the importance of convenientblumg and assessing the
development of specialized languages in new arevaek areas (e.g., working with
technology).

This paper focuses on academic language for wityedisciplines like

Computer Science and Business Administration asmann area, not as separate



fields for lexicographical study (e.g., Collin éf 2004). Such a holistic approach takes
the current key language of subjects shared bytvileedisciplines and derived from
digital resources on economic, financial, technimalg socio-technical, and
informational topics in Business and Informationcfiieology (BIT). The aim in this
sense is academic and research-based; the matedted and designed varies from
textbooks to most specialized sources in the fdrdigital journal articles and research
projects.

By handling and contrasting different universityllabi and curricula, a
significant conceptual nexus can unfold. In additisimilar topics and interests are
revealed in the management of Internet-based degalfar such seemingly divergent
fields as Business and Computer Science. All thiggssing of academic goals and
contents in the study programs is especially dt@ador the analysis of Academic and
Technical English at university. Thus, the main eghive is to identify inter-
disciplinary grounds for the exploitation of commiaxical cores. In the process of
searching, as mentioned, the lessons and linesook wstablished in the different
subject syllabi at university are followed, detemmg the inclusion of the various texts.
Similar to Coxhead (1998), the chief lexical scapgegrates constructions found across
different academic and scientific texts, followipigevious classifications made of semi-
technical and technical words (Curado, 2001). H@xew this case, the purpose is not
to build different word sets, but quite the oppasib form a glossary of useful specific
expressions for their detailed application to ES&rses. In fact, lexical variation is not
accounted for, and, in contrast, the focus is mawldinguistic blocks made up of
frequent and dispersed expressions found eventssa@ corpus. In this regard, special
attention is paid to corpus-based lexical frequendyspersion, concordance,
collocational strength, and lexical behavior (Ob898). Such factors are essentially
instruments for the evaluation of word formationgelation to electronic text typology
and corpus sources.

This study includes a lexicographical approactpiwviding the undergraduate
university students with a glossary of key acadetoiestructions that should motivate
their decoding and encoding skills. The common ahbje is to offer a framework for
activity and task exploitation often dealing witbrpus technology (e.g., identifying
key repetitions, formulating semantic prosody, iimgdbest equivalents in Spanish, etc).
In the following section, a brief description oftleorpus is included, from which the

most common 500 words are retrieved for the courshen, the integration of the



glossary framework in the ESP curriculum is desatitand evaluated within the
teaching context. Finally, conclusions based onréiseilts obtained during one year of

classroom observation are reviewed.

The corpus-based glossary

The factor of ‘representativeness” (Biber et &98l p. 246) leads to the design of a
glossary based on characteristic data of the domarea to be represented, Business
and Information Technology (BIT). The electronicustes to be selected and edited
must adapt to the objectives of the teaching sdnatn Business English, for instance,

the low-intermediate level of English that studetetsd to search for clear equivalents
in English and Spanish as well as clarity of cotedp.g., management software for

analyzing sales data, on-line tax software for thesses, etc). In Computer English, in
turn, the tendency to have both a higher languegel ind greater technical knowledge
encourages the inclusion of more complex text tygrabtopics.

Actually, most glossary resources dealing withhiecal English (i.e., Computer
and Business) available either freely (on the warljommercially, do not seem to suit
these learners’ heterogeneous characterization {ineterms of language level and
subject knowledge). For instance, in relation tmiistic concerns, core lexical items
consisting of content and grammatical words (eigformation available on +
electronic mediumtend to be excluded from the resources, wheregsyding subject
matter, the glossaries examined do not give enolayiical information (e.qg.,

http://www.globalbusinessresources.net/spanishihtror are too specific (e.g.,

http://money.cnn.com/services/glossary/a.tnmhost only deal with one discipline
(e.g., Collin, Pigué-Angordans, Posteguillo & Melti 2004). Thus, the

aforementioned need of ‘representativeness’ leadthé development of a specific

resource for the target setting.

In order to attempt to cater for such differenede in the learning context, a
balance of textual material should be intendecha dorpus. This balance implies the
follow-up of objective criteria for the selectiori sources in the corpus. In terms of
language command, common core lexical knowledgacwounted for. In terms of
subject matter, both business and information telclyy issues are explored. Thus, a
concrete number of academic and technical lexieshs should be balanced (i.e., a
lexical bulk that is neither too large nor staysdiasic level of linguistic / conceptual

knowledge).



In addition, as Hunston (2002, p. 16) observes stiection of sources should
reflect the communicative exchanges that take piadée target context of research
and work. In the same corpus, we may have from &brmmiting (e.g., technical reports
and instruction manuals) to informal / conversaianaterial on the web (e.g., Internet
forum messages). Learning practices and perspectae benefit from this hybrid
nature of the collection (Conrad, 1996, p. 302) awdhdemic text heterogeneity
(Swales, 2003, p. 4). Figure 1 displays the costentthe corpus, including different
types of readings as well as subjects shared binBssand Computer Science students
from the first to the fourth year of study.

Figure 1. Corpus
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The types of texts in the corpus correspond toetltlifferent levels of complexity for
the learning situation. The textbook is placedhe first category of introductory and
informative types, in agreement with Johns (199746). At a middle plane, we have
reports and e-discussions (i.e., electronic setai@gsages in academic forums), also
categorized as descriptive types by Henry (200@)th& third (higher) stadium, we
identify journal articles discussing research rsswnd thus presenting a more

specialized academic discourse type (Conrad, 1986klation to subject matter, as



can be checked in Figure 1, five main subjectsea@ored, seen by students along
their respective majors (albeit in different yearse.g., Computer Science people
learning Statistics in third year, and Businesdaiits in first and second years).
Contrary to being an inconvenience, such slightiati@ns can contribute to the
inclusion of different genres and text types facteaeparate subject.

To select the various sources, advises from cdweverand graduate students
can orientate our search. Some items, such asNld&in, Veloso & Rodriguez Garcia
(1999), written by colleagues in Computer Scieneere pertinent, accessible via the
professors’ websites (at University of Extremadurthe Moodle platform

http://campusvirtual.unex.esAlso, electronic databases allows for the ideatiion

and classification of the types of texts soughte @rample is the Kluwer engine for

academic material related to BIWwwyw.kluweronline.com and the site "Global Edge”

for  electronic files and  digital forums w{vw.globaledge.com [/

http://globaledge.msu.edu/index.gspwhere the corpus designer may examine

documents by topic and text type.

These corpus sources in Figure 1 were selectedtaret] in the year 2000. As a
result, many are no longer available on the Wellectronically (only as electronic
corpus sources in University of Extremadura Moaqultform mentioned above). In
these sources, the textual and visual elementsdthabt contribute significant lexical
information were discarded. For instance, in thdiseussions, retrieved from an
academic forum on the web site ‘Global Edge’, siteims as addressers, addresses, and
proper names (e.g., university, cities, etc) wenaitted. Thus, only plain text is
compiled, at times with just a few lines per messas in this e-discussion example for

the topic of Accounting:

I'm trying to figure out how you compute the distario the origin, and the contributions [of
the rows and the cols in the correspondence asalfsiyone knows how you exactly do
that ? I'm trying to reproduce the results of agpadound at this address: ( ) Any help
would be greatly appreciated.

Other e-discussion messages were as long as 708«808. A key factor in the corpus
distribution and design was to keep in mind thedniee balance during text retrieval
and the compilation of the corpus. This meant tivatthe overall corpus design, a
similar number of words (ranging between 30,000 45§00 words) should be met for
each subject category displayed in Figure 1 (drgm 32,265 words in M.L.S. to



48,340 in Statistics). This distribution is donetisat no particular group of texts in one
subject, when fed into the wordlist tool of the cordance softwaraNordSmith Tools
Scott, 2000), may yield a much lower or higher antoof words than the rest. The
DCL (Detailed Consistency List) that takes the fisebject-driven wordlists and
contrasts items in them should, in fact, contamilsir numerical data for lexical
analysis.

The lexical analysis is performed by following tBXCL for the whole BIT
corpus. As a result, the main goal is to display tibp items that most frequently co-
occur across the subject categories. The lexical would represent the highest degree
of general or common academic items shared bybhalisciplines.

The academic elements, regarded as semi-techimcahany cases (e.g.,
Thurstun and Candlin, 1998; Nation, 2001) tendaetain a significant semantic basis.
The total amount of such items should be around BO@e words — a basic-to-
intermediate lexical knowledge to be expected farlearning context. To obtain this
estimate, the total number of words or tokens éndbrpus (652,034) is divided into the
total number of types (distinct words in the corpus21,963). The result is then
multiplied by the standardized token-to-type ragistablished by Scott (2000): the
number of distinct types per 1000 tokens (i.e.13n the corpus). The resulting figure
is then divided in half due to the need to adapa toediumlevel of learning (i.e.,
intermediate; should it have been lower, the amaunmtld have been divided into
three, whereas for a high or high/intermediate lletlee core academic vocabulary
should be the whole figure, about 1000 words adéngrdo this computation). The
result (551) is rounded up as the amount mentiatede. Some scholars (e.g., Nation,
2001; Flowerdew, 2001) also describe concrete #xamounts according to such
different language commands.

The 500 words selected are listed in the detadedsistency list, which
specifies word repetition according to each of five subjects of the corpus. By
examining high frequency and dispersion of the #am the list, common use of such
elements in the corpus is made a primary factoreXample is the use of the vdead
as a common core word (in agreement with otherexoadlists — e.g., Coxhead, 1998),
since it appears in all five subjects; however,yaoaym like the verlcause also
considered common core academic by Coxhead (1988)ld not be included in our

case, since it does not appear in all five categanade.



The corpus-based 500-word glossary is organized lifting key word
combinations and expressions found across var@dsategories. The arrangement of
the collocational items is based on frequency aisgedsion by using their t-score,
which indicates that the given combination is noé do chance. This statistical score
should be above required measurements (see, ftanoes Church, Gale, Hanks &
Hindle, 1991) to consider the lexical elements @mmon core. For instance, to take
the same example as above, the Viedd to combines with the adjectivesetter,
improved greater, anddifferent In all cases, given their co-occurrence freques)dhe
resulting t-scores are higher than 2 (minimum nexgl)i As a result, in the entry for the
verb lead the glossary should contain different examplesasfstructions found with
those adjectives (e.dead to a better environmenead to a greater understanding
etc). In contrast, a combination likead to + higherappears with a t-score below the
minimum value. Thus, the phrasan lead to a higher turnovevould be discarded for
the glossary. The same thing applies to collocgexeding the node word: for
instance,expected to lead tes included (t-score above 2.0), while other forike

necessarily lead tandautomatically lead t@re excluded (t-scores below 2).

ESP teaching and glossary development
The glossary and activities based on it were madsladle on the web (at our

university links, e.g.http://epcc.unex.esvww.unex.es/lengingles/ALejandto.htrand

the Moodle platform mentioned above). The undenggéel university students could
thus access the alphabetical and frequency listacalemic words with which to
answer various on-line questions on word orderfandation. For example, given a set
of words such aaccounting account accountedaccounts they have to find the most
frequent item and determine its collocations (wigrbs, nouns, adjectives, and so
forth); then, to translate such constructions iBanish. The aim of these weekly
activities is to familiarize students with the glasy, but not to build lexical knowledge.
In fact, according to most students’ answers in fuest-task questionnaire (see
Appendix) given out at the end of the course, tledlist-based activities are fairly
easy but do not contribute to their assimilatioteafcal items (questions 4 and 5).
Instead, what seems to qualify as worthwhile lakidevelopment has been a
direct approach to the glossary, even though stader divided concerning the type of
lexical material explored and how it was organi¢eee questions 7 and 8 in the post-

task questionnaire). They seem to particularly éevihe use of lexical skimming and



scanning in order to figure out expressions andewtihem in different exercises,
especially translation (see questions 6, 9 and 10).

The most common type of activities based on thipustends to involve the use
of academic collocates (see Appendix for the testrgto learners, where matching,
fill-in-the-gap, cloze, translation, and writingeggises are included). Learners tend to
value as highly positive to be able to decode awaxleollocations from Spanish into
English (question 12). In addition, related to tlEsthe notion of having to pair up
lexical items derived from common corpus-driven resgions (e.gexchange +
information with). Collocations were examined extensively in thesgary. For
instance, matching exercises were developed ag@ toevisualize’ the company that
node words in the glossary keep. Both commonly wesedl restrained combinations
were explored in this way. In the Appendix (in tlest activity A), see, for instance, a
more general expression likeay increasingly ban contrast withdo a significance test
more typical within Statistics texts. In this tesgnetheless, some types of activities
involving collocation work were evaluated as mooewenient than others, according to
the students. For instance, the activity of maigluollocates is seen as less productive
for lexical development.

In turn, Fill-in-the-gap exercises (e.g., activiyin test) derive from corpus
analysis focusing on lexical development withinterts or concordance lines. The
basis for this type of activity is given by key condance lines where explicit use of
collocations is shown. This type of exercise isued more highly by students in the
guestionnaires. Its development corresponds toéleel for actual co-texts where node
words are found. The selection of these concordéines is made in agreement with
semantic units unfolded for each expression; fetaince, for the itermun on the key
structure in this corpus imin on + computerized device. Students seem to favour this
kind of help in the exercise, as it apparently iovyas their recognition of the
expressions.

Thirdly, cloze exercises (exercise C in test) agginate as a consequence of
corpus-based approaches. In this case, textuakshtomtaining words that typically
co-occur with a given node may be easily spottedl pnovided to students (e.g., by
conducting concordance searches of words in contékts type of lexical gapping is
similar to Coxhead’s AWL exercises on the web

(http://gpoulard.tripod.com/index.h)m where core items from the lists can be

automatically removed so that learners can workhwhem in the paragraphs.



Nonetheless, the Cloze activity with whole parabgjs not evaluated as important by
students — see question 15 in Appendix — even thougre context for the lexical items
is provided.

The other three activities given in the test ave translations of paragraphs
(direct and reversed translations) and a shorttemitomposition. According to the
questionnaires, in terms of communicative skilladents judge that it was their writing
which benefited most (question 16 in the Appendi¥)en, according to their answers
given for question 17, their favourite topics toiteerabout are socio-technical (e.g.,
giving opinions about advantages and disadvantageshe use of technology in
society). Regarding the least improved skill, mmsswers refer to listening (questions
18) because in many cases (question 19), studé&its that there should have been
more audios and videos in class or on the Webdst¥éties on the webpages referred
above). Finally, the majority of the students (mdhan 50 percent) favour the
integration of the glossary in the ESP class (goe0), reasoning in some cases that it
provides clear evidence about the important languagt they should know for their
academic work.

Given the percentages of the 40 surveyed studsaes Appendix), in order to
either corroborate or contradict the stated ideas @pinions, the post-test described
above was evaluated by the teacher. This evaluatmsisted of the six types of
exercises named, focusing on glossary-based lex&rak; each activity was evaluated
from 1 to 10 (a 5 as a passing grade). In the testactivity done best by students is the
English-to-Spanish translation, as can be examimedrigure 2, followed by the

Matching exercise. The one done with the most héstas the Cloze exercise.



Figure 2

80 -

60 -

Percentage 40 -

20

Writing

@ Passed 70 55 45 75 52
B Not passed 30 45 55 25 48

55

Some results in Figure 2 can be contrasted withsdand impressions received from the
guestionnaires. For example, according to questi®nthe matching activities are
considered less interesting, and yet, this typwark was performed well in the post-
test. In turn, the Fill-in-the-gap task is regard@edrelevant and useful, but it was done
more poorly in the test. In the translations, etreyugh learners tend to view Spanish-
to-English translation as more relevant and pradectit is the English-to-Spanish

translating task that they do better.

Conclusions

Based on the observation of class work, questioaraswers, and post-test results,
some conclusions regarding the nature of corpusebapplications in ESP may be
considered. By following the surveyed percentages Appendix), some inferences can
be drawn in relation to the type of learning cohtgaveloped.

As answers to questions 1 and 2 demonstrate, stiwdénts have recently had
English classes and, in most cases, ESP coursesirsity. For these learners,
knowledge of vocabulary was not the highest concasmresponses in question 3 show.
In fact, the majority felt less confident about akiag / pronunciation skills. As a result,
at this initial stage, we would feel that this sldgms an average / intermediate level of

English and, as typically occurs with Spanish EEBrhers, they demand more oral



practice. Then, given their impressions to the net@ssigned and exploited in this
class, and by assessing their scores achievee itesh a different picture is obtained to
some degree. The use of the glossary for lexictliaes offered little difficulty
according to learners, and writing as well as tetien skills seemed to benefit most
from this material. However, the results in the f@sint to too many mistakes (below
passing) for the types of activities actually clagnby students as most profitable
(Spanish-to-English translating, Fill-in-the-gapdawriting on a known socio-technical
topic).

Such apparent contradictions may lead to some rtesse about ESP
development: students appreciate the focus on laetxiaal items that are significant
and common core in their studies; for instancey ttealise that translating academic
lexical constructions fosters their decoding skills clarify semantic aspects in the
expressions. Still, learners do not apply this kieolge to encoding activities as well as
should be expected in the test on their linguistieke. In this respect, the answers
given to question 11 in the Appendix provide a maalistic outcome of their course
work. Most students perceive that they have impdaeir mental lexical database in
part or a little, and few of them answer much adha

As a result of the above, it would seem that tieeeneed to redirect the corpus-
based approach to a learning process that may ealthe learners’ progress regarding
word behaviour assimilation. A glossary of acadeitéms such as the BIT common
core resource should probably have to enable greetee participation; for instance, a
more active elaboration of the entries by havingdshts work with the corpus in
electronic form, as some authors have recently tpdirout for the EFL and ESP
learning contexts (e.g., Connor and Upton, 200%id}ia 2005). In fact, as the answers
given by students to question 20 may suggest, #poikation of common core
glossaries in ESP such as the BIT resource canxteaded to other (more advanced)
courses. Some fair reasons include the importahaé knowing such academic /
common core language implies for students’ futwilasj (which will involve much
handling of information (in English) related to mess technology).

In addition, oral work is perceived as a highlyndended task by our L2 learners.
The course integrates the obligation to performiowsr oral discussions and a
presentation about a topic chosen from the clakabsys. Most presentations usually
demonstrate a fairly suitable use of academic waeap and expressions, many of them

collected in the glossary (e.ginformation exchange available on the Web



management togldace + competitionetc). Nonetheless, a significant number of the
students surveyed (45 per cent) felt quite nenasukintimidated by having to speak in
public about such matter, and 30 per cent of thkipped the presentations alleging
their lack of competence for the task. In this serise corpus-based approach should
also encourage oral work (e.g., by fostering cafe through the investigation of
word relations to confirm and / or contrast knovgeq

The new scope offered in this ESP course has deduhe significance of
suitably assessing the development of a lexical§odhe academic / research language
exploited is perceived as crucial by students,abutlevant percentage of these fail to
reflect its production and assimilation along tharkvdone in class. Therefore, the goal
of providing students with effective communicatimeans in the form of key academic
language partially succeeds. The corpus-based agloseems to motivate learners’
decoding skills. Activities such as identifying kegpetitions, formulating semantic
prosody, finding best equivalents in Spanish, amdosth, are generally regarded as
positive by students, but do not lead to optimalles in the tests.

The integration of the glossary framework in tH&PEcurriculum may thus be
evaluated as having an acceptable reach in theihgaprocess, but should be further
explored for future courses. A possibility may ilweothe availability of a wider range
of on-line tools and applications that enable stisléo become actual decision-making
agents in the design of the corpus-based langllageher words, the glossary may be
explored not so much as a product available toé&rar but as a means. Its construction
may be posed as a challenge for students so tlegt nimay work with lexical
information to build their own lexical entries. b research may then query whether
a more active involvement on the part of studertg.( in the building of the BIT
glossary entries) can produce better results. Tihes of work may parallel similar
recent studies, such as Paquot (2005), focusirgantuctively oriented academic word
lists. The subjects included in such an experimemild thus become an experimental
group whose performance can be contrasted witd@h&tudents tested in this paper (a
control group). Such a research focus may furtheestigate the influence of the

corpus approach on our ESP courses at an intertaesiéaye of L2 learning.
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Appendix

Post-task questionnaire

Number of students tested = 40
Business English students (third year)= 15
Computer English students (second year)= 25

1. When was the last time that you studied Engliskiptes to this class?

Never / Last semester (5%) / orer o (75%) / two years ago /
three years ago (15%) / more thaeetlyears ago (5%)

2. When was the last time that you studied Englistiraversity for your current or othe
degree?

=

Never (26%) / Lastsemester (5%) / Oearyago (62%) / two yearsago /
Three years ago (7%) / more than tliezas ago

3. Which aspect of language do you feel less confideotit?

None (3%) / Vocabulary (25%) / Grammar [5%/ Speaking- Pronunciation (55%) | /
Understanding — Listening (7%) [/  Transigt{5%)

4, How did you find the tasks based on the wordlists?

Veryeasy (5%) [/ Easy(50%) [/ Aw=d35%) [/ Hard(10%) / Veryhard
5. Did the online wordlist tasks help you to rememberds?

Never (10%) / Hardly (60%) / Ssimes (20%) / Often (10%) / Very ofte

6. How did you find the use of the glossary (i.e.,msking and scanning for lexidal
information)?

Very easy /|  Easy(3%) [/ Averaged) / Hard (30%) / Veryhard (10%)
7. What did you especially like about the glossary?

Type of words (20%) / Listing / organizatiohitems (35%) / Pronunciation clues (15%
Translation (25%) [/  Other (25%) —e.g.t¢eand exercises

8. What did you especially dislike about the glossary?

Type of words  (30%) / Listing / organizatiof items (40%) / Pronunciation clues | /
Translation (5%) [/ Other (25%) --e.g.,pictures, more oral activities, etc

9. What did the glossary help you the most with?

Find expressions and equivalents (5%) / tiflemeanings (35%) / Understand texts (5%
Translate texts (55%) / Other

~

10. What did the glossary help you the least with?

Find expressions and equivalents (7%) [/ tiflemeanings (10%) / Understand texts (62%)
| Translate texts (5%) [/ Other (16%)g=eoral skills, write




11. Do you consider that your lexical knowledge hasrompd with the use of this glossary?

No (3%) / Hardly (7%) [/ Alitt@5%) / Inpart (35%) /
Much (3%) / Verymuch | Yes (7%)

12. What kind of activity helped you the most to imprgwur lexical knowledge? (if you

answered affirmatively to the previous question)

None / Word identification (15%) / ieal combination building (15%) /

Lexical combination translation (55%) /  itMg expressions (10%) | Other (3%) —e.g.

finding synonyms

13. Score the MATCHING exercises from 5 (most relevémt]l (least relevant) for your

learning in the class:
1(10%) [ 2(70%) / 3(20%) /A / 5

14. Score the FILL-IN-THE-GAP exercises from 5 (motvant) to 1 (least relevant) for yo
learning in the class:

1(5%) / 2 (10%) / 3 (45%) #A(40%) | 5

15. Score the CLOZE exercises from 5 (most relevant) (least relevant) for your learning
the class:

1(7%) [/ 2 (35%) / 3 (45%) A(13%) [/ 5
16. Which skill did you improve most in class?

None (7%) / Reading (3%) / Writing (57%) Listening /
Speaking (10%) / Other (23%) —e.g., transtatrelating equivalents, etc

17. For the skill you chose in the previous questiqgrecify the aspect that you liked in
development of this skill in class:

OPEN ANSWERS (e.g., topics for writing and spegkinanslation exercises, etc)
18. Which skill did you improve least in class?

None (3%) / Reading (5%) / Writing (3%) Listening (62%) /
Speaking (27%) [/ Other

19. For the skill you chose in the previous questigecy the aspect that you disliked in
development of this skill in class:

OPEN ANSWERS (e.g., not enough audio work in ¢ldsussions, etc)

20. Explain in two or three sentences if you would ould not favor the use of glossaries |
this in future courses, and why or why not:

OPEN ANSWERS (e.g., yes, because of important lagguyes, but with a greater focus

in

the

ike

on

speaking, etc)

Test based on corpus-based vocabulary

Check the glossary to:




offered in the box:

Find the keyword that combines with BOTH words imeh line. Select it from the various word

Increasingly / data / sigodfince / available /  effective /
providing / developed [ computer / rate / listed
engine / performance /approach
DO + + TEST
ALTERNATIVE + +TO
SEARCH + + PERFORMANCE
MAY + + BE
COST + + TECHNOLOGY
B. Fill in the gaps with one lexical item from each ro (the same word is used in each separate

box or group of lines, so, be cautious and read dihes well before making your choice — hints are

provided under each box to help--):

For above over
Give provide afford
Improve increase go up
Execute in runin run on
Leave drop go
This report is for general informatioriyon

Information by other members

process all of the information by theeothember

this is the information they are with

* Hint= this is a word commonly used to refer todistributing some type of documentation,

information or data (often electronically).

language for Windows. Its version won't __non-Microsoft operating systems,

foundations for nearly all programs that ___personal computers today,

A program written in Java is supposed to __any computer, regardless of the hardware
have to think about whether the software will __Ethernet or ATM networks;

* Hint= this is a word commonly used to refer tathe working of some type of program or system

in computerized environments.

sales by 3 million dollars per year

overstate that the “true” prices byand 20 percent per year
the costs slowly year by year, leatbrigigher wages

sales by 30%, or by a factor of 1.3

* Hint= this is a word commonly used to refer tathe expansion of economic activities (sales, buy

costs, prices, etc).

S

10 per cent of the original enterprises have out of the sample
probability of out of the sampleath value
this data treatment may be more likely to out of the study

unsuccessful innovators have otlteopanel




*  Hint= this is a word commonly used to referto the exclusion of subjects / items from a study

(research, analysis, survey, etc).

to and how those risks change ___ time. DefinitibRisk The
equity and penance. 1 Introduction ____ the pastde, a substantial
non-occurrences of something ___ a set of tinexvats. Tests

*  Hint= this is a word commonly used with timeexpressions to refer to duration (both abstract

and specific).

C. Complete the gaps with the words from the box below

the past decade, both acadanddbe business press have periodically revisited

the so-called "productivity paradox" of computesrile delivered computing-power in the United Sgate
has increased by more than two orders of magnitidee the early 1970s (figure 1), productivity,
especially in the service , seentmve stagnated (figure 2). Despite the enormous

promise of information technology (IT) to effechét biggest technological revolution men have known”

(Snow, 1966), disillusionment and frustration witie technology are in headlines
like "Computer Overload Limits Ricttvity Gains" (Zachary, 1991). Interest in the
"productivity  paradox" has engendered a amount  of

. Although analyzed statistics extensively during the
1980s, they found little hat t information  technology

increased productivity. AselRoBolow quipped, "you can see the computer

age everywhere but in the productivity statistics."

The following words will fill the gaps:
significantly |date |evidenci |eviden |ovel researc [researche |secto

significant

D. Translate the following into Spanish:

An interesting discussion is currently taking pldmtween the banking industry and its supervisors
regarding the adoption of a models-based approacmeasuring credit risk for regulatory capital
purposes. Such a discussion would have been uathimkust a few years ago and is evidence of the
impressive advances in risk measurement that hesa made by the industry in a relatively short spac
of time. This rapid pace of change contrasts whih initial slowness that banks exhibited towards th
adoption of new capital management techniqueseast|relative to some other industries. This is
understandable since, until the end of the 19Hasfihancial sector was so heavily protected thatet
was practically no need to worry about the effitigiiocation of resources. Unfortunately, this gaieay

in part explain some of the recent experiences avistitutions suffered large losses — and consumed
large amounts of capital. Some of the most notaekéenples are corporate lending just about everysyher
but especially in Asia, property-related lendingtie last recession and inadequate operational risk

management (most notably the Barings case). Thesexof capital that had flowed into the financial



system might also have contributed to these evastghe capital held by an institution increashs, t
ability to generate a sufficient return on equitgcrbases, inducing the institution to take on eiski
activities. Ironically, this build up in capital carred partly in response to calls from regulatfuns
institutions to increase their capital ratios, flee actions taken to prevent banks from assunsiogrtuch

risk may actually have encouraged them to take oremisk.

E. Translate the following into English:

El sistema de gestion de base de datos tiene uor detbldsqueda que permite al usuario utilizar la
herramienta de la forma mas sencilla posible. Rapecbable que los usuarios serén capaces de accede
al sistema cuando quieran y desde donde quieraemaAsi mediante una red digital de servicios

integrados, los pedidos podran ser hechos destiu@rgpunto de salida y venta.

F. Write a 6-10 sentence composition on the followingpic:
Societies with Information technology vs. underdeped countries: Differences, disadvantages, issues

conflicts, solutions...
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Abstract
The article features the review of three well knoBRL/ESL websites, evaluated against some
general criteria, based on SLA principles, and sepegific ones, in order to find out whether the
may provide any added value compared to currentlighed materials, as well as to highlight
what they can actually offer learners. The art@lgo sets out to discuss whether the Web has

fulfiled any of the numerous promises it seemedffer EFL/ESL learners when it first came

around.

Dave’s ESL Café http://www.eslcafe.com/

LearnEnglish, http://www.learnenglish.org.uk/

English-Zone, http://english-zone.com/index.php

Introduction

The World Wide Web has been about, in its full pttd, for more than ten years.
Though continuously evolving, this technology cancbnsidered as quite settled both in
its general features and in its basic tools. Wekdioy many enthusiasts as a revolution,
it seemed to hold wonders in store for EFL/ESLneay. It promised constaetxposure

to the target language, with loads of ready avélabsources; easy, fastjtonomous
learning, and interesting, varied and challenging actisitiendlessnteraction with
native and non-native speakers through e-mail,nfigtuchats and virtual environments
of any sorts. All this more or less for free.

Has the Web lived up to its promise? Or has itneet@ut, as many other modern
utopias? In particular, are EFL/ESL websites likedyfulfil any of the promises stated
above? Do the materials they provide offer any dddsue, compared to published
ones? Have they evolved or remained more or lesssame? What do these sites
actually have to offer EFL/ESL learners? The astmts out to answer at least some of
these questions, through a review of three widelyutar EFL/ESL websites Bave’s



ESL Café, English-Zone, LearnEnglish— evaluating them against some general
criteria, based on SLA principles, and some speoifies.

1. Overview of the three sites

The three websites have been chosen because #magddo supply suitable examples
of what EFL sites have to offer to general learnénsfact, though not featuring
structured language courses, they provide extretipeaand support to learners who are
studying English either on their own or in somet sdrformal setting. In addition, the
three sites are organised according to varying agmbres, thus setting forth the
opportunity to compare/contrast different featuiasprder to decide which ones best
suit learners’ needs and requirements.

Dave’s ESL CaféandEnglish-Zone have been around for nearly ten years. ESL
Californian teachers David Sterling and Kaye Masd¥allory, respectively, created
them and still keep them going, updating materaid offering support to learners.
LearnEnglish has no indication on when it was set up, is propatdre recent and is
due to the joint effort of a team of “teachers addcationalists employed by the British
Council and partner organisationd].[

Dave’s ESL Café, which mainly relies on interacticsmade up of 3 sections.
Stuff for teachers, Stuff for studen®&uff for everyone the fourth sectionJobs,has
recently been addedStuff for students$eatures aHelp Centre which is actually a
forum where learners can post language relatedtignesof any kind. Dave Sterling
himself, or some other learner, will answer themnere are also subsectionsldioms,
Slang Quizzeson different topics, and a wide set of studEntums ranging from
Computersand Sports to Science Learning Englishand evenThe Strange and
Mysterious Stuff for everyoneon the other hand, containsChat Central to which
learners can register if they wish to experiencehat in English in a protected
environment, a section dPodcastingand a wide collection d&FL links

English-Zone,which claims to be “the BEST English-Learner's sitethe 'Net”,
focuses, though not exclusively, on language foitnfeatures as many as 16
subsections on any possible ESL topferammar, Idioms, Verbs, Pronunciation,
Conversation, Dictionarieand even d&un Stuffsection just to quote a few. The sites
claims to be updated on a daily basis, thus progifliesh sets of exercise and activities,
while keeping up a huge archive of older matefiaigevision and/or extra practice.

LearnEnglish is conceived as a repository of materials to hefpriers practice

and improve their English, particularly thieearning Central, meant for general



learners, which has 6 sub-sections dealing witliediht topics —Magazines and
Themes Grammar and TestSport and Culture Fun Stuff,Your Turn Science and
History — plus a recently added sectionlostening Every week new content is added
to each section. Previous weeks’ content is archaed easily accessible for further
practice. Activities range from gap filling to miple choice, from matching to sentence
re-arranging, covering all possible kinds, from Htygstructured to completely free
ones. The site is highly organised and differendtisas and activities are clearly
marked.

The three sites seem widely popular. David Spertilgms hisESL Café gets
million of hits every month, though the statistgd®ow that it has had about 20 million
hits altogetherd]. English-Zone provides no information on overall visitors, birigde
pages highlight hundreds or thousands hits. Thaheghe’s no indication as to the
number of visits td_earnEnglish, given the popularity and reliability of the British
Council, it must get lots of hits. This popular#gems to point out that there’s a demand
for the materials and services provided by thetes si

Both Dave’s ESL CaféandEnglish-Zone are privately funded, though they have
gradually accepted selected advertising to facesdeaglish-Zone has recently shifted
to paying membership for some content and serviessnEnglish is completely free
and does not contain advertising, “it does howg@remote English language courses,

publications and educational service3]. [

2. Procedure

Comparative reviews of EFL/ESL websites have batmgpted many times, even on
an extensive scalel]] but as often as not, they simply provide a rtwi tools and
materials. To my knowledge a principled evaluatiom the learning potential of
websites has never been attempted, probably beeaasgating them is not easy. First
and foremost, it is almost impossible to selectcHpetarget learners. Webmasters
claims do not help, being, if possible, even vaghan publisher’s claims. Here’s the
gist for each of the three sites.

Dave’s ESL Caféintends to be “a colourful, fun, interactive, dniéndly virtual
community that connects both students and teatbgesher”. ‘English-Zone’s goal is
to provide visitors with engaging, entertaining,t yucational activities, language
lessons, and interactive language exercidesdrnEnglish is “a safe, fun, educational

place on the Internet [...] It is like a restauraith a long menu of learning activities,



not designed for complete beginners or very advérearners, but every learner in
between should be able to find something they calerstand and practise][

Thus, target learners might be young adults, onagers, who wish to improve
their English, but also want to have some fun. Thaye a computer, basic technical
skills and some time to spare. They may be studying formal learning context -
language course, school, university — they may ree# resources or clarification on
specific points and be willing to try some sarirderaction. They might either know
what they need perfectly well or just browse aroontl of sheer curiosity. Learners of
this sort might be very demanding or very easilpteated. Vague as all this sounds,
one can hardly get any closer to outlining a leasnarofile.

Whatever the case, one cannot but agree with Teonin(2001) that good
language materials should provide “learners witgaging and purposeful interaction
with language in use”. This ought to be especiallye for materials in EFL/ESL
websites, since they are mainly meant for self-Ug&t's why it is so important to set
up some principled criteria against which to eviuhem. These criteria should be
based on SLA principles and ought to measure tbechdalue offered by technology at
the same time. The three sites will be evaluatadr athoosing the criteria and

establishing a grading scale, in order to bettergare the results.

3. Evaluation criteria

Though not specifically referring to EFL/ESL welesit Tomlinson (1998a)6],
suggests a set of basic principles for self-acogst®rials and activities, which can be
useful in the selection of criteria for the evaloatof ESL/EFL websites. Here are the

criteria formulated from these principles alonghnat brief rationale. For a complete list

seeAppendix

Impact

With ESL/EFL websites meant for self-study, the enials and activities they contain
should achieve impact in the first place. AccordingTomlinson (1998b) “impact is
achieved when materials have a noticeable effedeamers, that is, when learners’
curiosity interest and attention is attracted”. &up might be created by different

factors, the main one being choice.



Affective engagement

As well as achieving impact, the materials and dl#gvities in a website ought to
involve the learners affectively. In fact, accoglio the affective engagement principle,
foreign language is more easily acquired if leasnérel relaxed, confident and
successful and if they are able to respond todiget language holistically, with their

whole beings (Tomlinson, 1998c).

Maximisation of the brain’s learning potential

The materials and the activities in a website ghatimulate the learners to use both
their previous experience and their left and rigiMain. This principle from
Suggestopedia (Lozanov 1978) states that languegisition is enhanced when the
input materials are stimulating and the learningvai®s are not too simple, so that the
learners need to use their previous experiencebatid their left and right brain to
complete them.

Comprehensible input

Since ESL/EFL websites are virtual self-accessresntwith little or no support from
teachers, they should provide comprehensible iffuaishen (1985) first elaborated the
idea of comprehensible input of a slightly highevdl than the learner's. As well as
being comprehensible, input needs to be as chatigrend as varied as possible, in
order to trigger the learners’ interest. Thus, c@ea of input is a key factor for SLA,

which needs to be properly reflected in self-aceoeaterials.

Self-discovery

An ESL/EFL website needs to be particularly suitatar the learners to invest effort
and attention in their learning activity. This mniple, explored by many researchers
(see, e.g., Ellis, 1990 or Bolitho and Tomlinso®93) maintains that learning materials

and activities should help the learners to makerméd decisions and self-discoveries.

Learning styles
As ESL/EFL websites are meant for the general Exarrihey should consider that users
might have different learning styles. Thus, thevaéats and the materials they provide

should cater not only for the analytic but alsotfe reflective and experiential learners



and take into account the kinaesthetic as welhasatiditory and visual learning styles
(Ellis, 1990; Oxford, 1990).

Layout specifications
As well as responding to SLA principles an EFL/B&tbsite should maximise learner
ease of use through a series of devices, such as

* Functional layout

» Clear instructions

« Easily retrievable activities

» Teacher support

» Opportunities for interaction

4. Report on evaluation

Though the results of evaluation cannot but beesiive - both for the selection of
criteria and the judgements - and though reviewsdiffgrent reviewers would produce
different results, they might point out some comntoends and highlight a few
meaningful features to reflect upon.

None of the websites got a high overall score. Irtotal of 80 points
LearnEnglish got 48 (60%)ESL Café scored 46 (57%) aringlish-Zone - 36 (45%).
LearnEnglish scored better in SLA based criteria, wH8BL Café andEnglish-Zone
obtained higher marks in layout specificationsfdat, LearnEnglish is a fairly wide
repository of language resourcésSL Café offers good opportunities for interaction
and feedback an&nglish-Zone provides online suppoffior registered users. These
results apparently point out that the selected iebsanight not have a very high
learning potential, notwithstanding their populadind claims. A closer look at each of

the criteria in detail will help to gain deeperigig.

Impact

The three websites, and particulatlarnEnglish, offer so wide a choice of topics and
materials that they seem able to achieve impdstalpity no audio or video materials
are available in any of them, even though they aantinks to audio and video
resources. The popularity of the three sites cordfithat at least some specific features

are likely to attract the learners’ curiosity artteation: the problem is whether the



activities provided are able to keep them up. Unfuately none of the three sites
features very motivating activities, providing mpike choice, gap filling, matching,
cloze, that is, activities suitable for self-maxkiand focused feedback. As Tomlinson
(1998a) rightly points out, “the development offselcess material has been a positive
feature of the foreign language pedagogy in the dasade (or so)” but “in order to
make sure that learners can work entirely on tlogin and still receive feedback,
there’s been a limiting tendency to restrict atitag to those which can more easily be
self-marked”. The underlying pedagogical approakthe three sites seems to be PPP,
with a focus on the first two Ps, that is, the sapproach informing most published

ESL/EFL materials for the global market.

Affective engagement

If affective engagement is achieved by lack of sstreall the sites would manage to
involve even the most anxious learners. If it isiaged through catching materials and
challenging activities, none of them is likely tetgery far. They all provide a fun stuff
sections with jokes, stories, games, funny pictubes the main learning activities are
neither affectively engaging nor cognitively chatigng, being of the restricted types
described in the previous paragraph. Of the thvebsites,LearnEnglish makes at
least some attempts at providisgme open-ended activitieBor instance, irStories
And Poems after readingThe Banyan Treedoy Tagore, learners are requested to
complete the following task: “Write a poem aboutee or another type of plant. Send
us your texts”. The same task is proposed for amgnpor story presented. In fact, quite
a few learners from all over the world actuallytsemems or comments on articles and
stories. Some are really good, confirming that opeded, challenging activities do

appeal to learners.

Maximisation of the brain’s learning potential

Unfortunately, neither the materials nor the atigiincluded in the three website make
much reference to the learners’ experience or Tifeey are up to developing explicit,

declarative knowledge, with almost no attempt teedigp procedural knowledge of the

language, that is of how language is used to aehsgecific purposes. See Tomlinson
(1998a): “Many self-access materials designeddovidualise learning treat learners as
though they are stereotypical clones of each otHe8L/EFL websites seem to follow

no different pattern from currently published mistst



Comprehensible input

The three websites certainly offer rich and varexposure to language in use,
particularly LearnEnglish, which provides a wide range of text types and genre
including literature and song&nglish-Zone has a comparatively narrower range of
texts, being mainly focused on language form, last&really good section on language
curios and strange facts, which may appeal to mleasners. None of the three site
contains extensive reading, audio or video materid&nglish-Zone and ESL Café
partly compensate thisith direct interaction, whiléearnEnglish, in the FAQ section,
provides links to audio, video and speaking resesirthe lack of audio and video
further impairs the learning potential, since expeso aural and oral language is a key
factor in SLA. Thus, the greater pity since tecloggl developments would allow ample
use of both.

Self-discovery

There’s almost no room for self-discovery and laaggiawareness in any of the sites.
English-Zone contains detailed explanations on any possibiytror trivial language
question, with plenty of practice activities of thteuctured typeLearnEnglish features

a specific grammar section, with brief explanatooyes followed by practice exercises.
ESL Café provides no grammar section. It is up to the leesrio ask for clarification,
explanation, examples of use, or whatever they megd Sometimes questions are
directly answered, more often a link to a resouscprovided. This is the real added
value of ESL Café: learners have to work out a solution for their $igeproblem on

their own browsing online resources.

Learning styles

The materials and the activities in the three websiparticularly inEnglish-Zone,
mostly cater for analytical, reflective learnersongrefer to learn with written language
and like to focus on discrete bits of it. Thereittld or no opportunity for global
kinaesthetic learners, that is, those learnerswunad possibly benefit most from self-

access materials to do things their own way.

Layout specifications



Though completely different, the layout can be daered functional for the chosen
focus of each siteESL Café andEnglish-Zone have remained more or less the same
since they were first createdearnEnglish has recently undergone a restyling, moving
most materials and activities to a new site. Speaéctions and different types of
materials and activities are quite clearly markeali the sites. Some activities can be
retrieved from more than one place causing a bitasffusion that does not seriously
impair ease of use. Instructions are quite cledrugmto the point, even though they do
not sound particularly friendlyn LearnEnglish, while they are somewhat confusiimg
ESL Café In English-Zone,instead, it is not always clear what is meant foom, or
what is the purpose of some activities. Materia¢scuite easy to retrieve and load in all
the sites, even though lrearnEnglish, loading activities can take too long at times.
ESL Café provides feedback from teachers on specific toficsree; English-Zone
does so only for paying users, whilearnEnglish has no such service. No doubt, this
is an added value foESL Café along with the availability of interaction tools,

completely lacking in.earnEnglish.

5. Overall evaluation

ESL Caféis the website with the highestyout specificationsscore. Even though it has
no restriction, it has quite a clear target: laentgers or young adults still in formal
education. It is particularly useful for learnerghaspecific questions or problems, who
are aware of their learning needs. It is perfectriteraction with peers from all over the
world. It is not particularly good for extra pramj since it has little choice of materials
and activities and, even though it provides a hag®ount of links to language
resources, they are not easily available, unlessaye very experienced at searching
and retrieving info.

English-Zone s the site with the lowest global score. Wishingcaiter for any
language learner it ends up having no clear tatgdact some materials and activities
seem more suitable for young learners, others @t others for no learner in
particular. Indications of level are somewhat caifg. It might be useful for reflective
learners requiring guided practice on specific lagge points, but it has not as wide a
choice ad_earnEnglish, and an even more limited availability of activitypes. The
site offers tools for Interaction and feedback frteachers but only to paying users,

while one of the best sections in the site is thredtuff.



LearnEnglish is the site with the highest overall score. Thoaghing to reach
as wide an audience as possible, it sets up anciintdrget, late teenagers-young
adults, wishing to improve their proficiency. Itsha huge availability of resources and
might be useful for extra practice on specific laage points or for reading. A very
good section is the fun stuff with games, cartomnd trivia. It is the best repository of
resources. Unfortunately it does not provide amystdor interaction, either with peers

or teachers.

Conclusions

Apparently the selected sites do not have a vagly learning potential, notwithstanding
their claims. In fact, at a closer look, they showsubstantial difference from current
published materials, either for self-access orsttasm use, apart from the huge amount
of resources they contain. None of them seemsptigxhe technology potential of the
Web to its full extent. Possibly they never wilinee they have undergone no relevant
change over time.

One reason might be cost-effectiveness. Puttingmgintaining and updating a
website is quite costly, time consuming and difica make it pay, so each site had to
find direct or indirect ways of making a revenueao$ort.LearnEnglish seems to be
kept there to attract learners and redirect theteam English somewhere else - paying
language courses, examgnglish-Zone lures learners with sample materials and
activities just to get them pay for the real thilsL Café provides help and support
but gets selected advertising and book sellingxthange.

What will happen to ESL/EFL free websites? WillyHee discarded? Will they be
taken over by publishers? Will they die of theirroaccord? Or will they completely
shift to paying membership? One thing is clear fribra evaluation: the ideal online
resource for self-access ESL/EFL learning wouldehtavcombine the rich repository of
resources irLearnEnglish, the opportunities for interaction and suppor&8L Café
and English-Zone, the audio and video resources one could find, sagBC, plus
some sophisticated collaboration tools for voicteraction. Add to this meaningful,
challenging activities, which hopefully maximisethrain’s learning potential and cater
for any type of learner, and you get... a chim#éat is, a cyber combination that will
never be.

Let’'s wait for new technology developments andsbat they get in store. Let's

also hope that a few pioneers with a vision - [kevid Sterling ten years ago - may be



willing to invest time and energy to make experitsefor the benefits of language
learners, hopefully keeping in mind a few sound Siticiples while so doing.

Notes

1 See the sectiowhat is Learnenglish

2 There’s no way to decide how many are repeaghitshow many are the idle surfers and browsers.
3 See the sectiodbout Learnenglish

4 See, for instance Krajka (2002)

5 These statements are from the three webSA€¥or About ussection respectively.

6 The principles includebe self-access, with choice of learning routesg tyime and pace; be open-
ended, with a variety of acceptable answers; entfagkearners affectively; involve the learnersvasle
human beings; require the learners’ personal invest to foster self-discoveries; stimulate left aigtht
brain to maximise the brain’s learning potentiabyide varied and comprehensible input.
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Appendix

EVALUATION CRITERIA

Each criteria is intended for a 1 to 5 gradingleviest grade, 5 highest grade — 80 points altogethe

[ Evaluation Criteria | ESL Sites |
SLA Based Criteria DESL | EZ | LE
1. Does the website provide choice of topics, routegs and activities 3 3 5
2. Are the activities ope-ended and varied enough for different learr 3 2 3
3. Are the materials likely to involve the learnereafively? 1 1 2
4. Are the materials likely to involve the learnerguoitively? 2 2 2
5. Do the activities require the learners to rely logitt experience 3 1 2
6. Do the activities stimulate both tleft and right brain 1 2 2
7. Does the website offer rich exposure to languagesée 3 3 5
8. Does the website offer comprehensible exposurartguage in us 4 4 5
9. Are the materials and the activities likely to frsiearners’ investmer 3 1 3
10. Are tre materials and the activities likely to facilitdte selt-discovery’ 3 1 2
11. Do the materials and the activities cater for défe learning style: 1 1 2
Total 27 21 | 34
Percentage 49% | 38% | 62%
Layout specifications DESL| EZ | LE
12. Is the layout fnctional’ 3 3 4
13. Do the instructions make it clear what the learmerght to do 3 3 5
14. Are the activities easy to retrieve and Ic 4 4 3
15. Is there support availabl 5 3 1
16. Does the site provide opportunities for interact 4 2 1
Total | 19 15 14
Percentagel 76% | 60% | 56%
Total 46 36 48
Percentage 57% 45% 60%
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Introduction

This paper attempts to help the Legal English (k&gcher of non-native speakers
(NNSs) find useful web-based resources for hishieac Even though there are many
websites which approach the task of teaching Bmgissa Foreign Language (EFL), this
is not the case with LE. We have few printed resesito approach the task of teaching
LE and we have even fewer on the web. Therefoeeatim of the present author was to
search the Web and find some of the available webgihich could help LE teachers in

their daily practice.

Legal English on the Web
The reason why | call this paper “More Legal Erglen the Web” is that we already
have ‘Recommended websites: Top Ten Web Sites for the Legal English Teacher”,

in which ten different websites for the legal Esflieacher are the subject of analysis.
But | have come across other interesting sitesherWeb for the language teacher and
in this paper | have also included sites which Wélp us with the world of legal Latin,

so common in legal English texts.

1. The Onestop English for Specific Purposes bank
(http://www.onestopenglish.com/Business/Bank/

The Onestop English for Specific Purposes banlefmdd as a growing bank of lesson
plans covering a wide range of professions. The @lirthis section, according to the
website, is to build a bank of practical materiéds teachers of English who are
working with students with specific linguistic needelated to their professions,
including EAP (English for Academic Purposes), CL(Content and Language
Integrated Learning), Banking and financial sersjg8eneral ESP, Hotel and tourism,
Human resources, Law, Marketing, Medicine, Tharalustry, Sales and Science.



The lesson plans on a range ofegal subjects provided at

http://www.onestopenglish.com/Business/Bank/Legdki.htm include the following

topics so far:

The English Constitution,

http://www.onestopenglish.com/Business/Bank/Le@alétitution.htm

Solicitors and Barristers,

http://www.onestopenglish.com/Business/Bank/Legéifgors.htm

An overview of the legal profession,

http://www.onestopenglish.com/Business/Bank/LeggHlprofession.htm

Defamation,

http://www.onestopenglish.com/Business/Bank/Leaddthation.htm

The law of contract,

http://www.onestopenglish.com/Business/Bank/Le@af@act. htm

2. About.com(http://esl.about.com/library/lexical/bllexlist |ddahtm)

According to this site, the use of this lexical eggzh is essential for successful

language acquisition in English for Specific PuggsHowever, teachers are often not

equipped with the exact English terminology requiiire very specific trade sectors. For

this reason, core vocabulary sheets go a long wédneliping teachers provide adequate

materials for students with English for Special gses needs. In order to amend this

problem, the site provides English for Special Bags Core Vocabulary Lists in the

following fields:

English for Advertising

English for Banking and Stocks

English for Book Keeping and Financial Administoeti
English for Business and Commercial Letters
English for Human Resources

English for the Insurance Industry

English for Logistics

English for Marketing

English for Production and Manufacturing

English for Sales and Acquisitions



Additionally, English for Legal Purposes section

(http://esl.about.com/library/lexical/bllexlist_ld@ahtm) features a three-page Legal

English Glossary, including legal terms or expressi

3. Legal English Web Resources

3.1. Legal Latin(http://www.dl.ket.org/latin3/mores/legallat)n/

Roman Legal System

(http://www.dl.ket.org/latin3/mores/leqgallatin/le@dlhtm)

Legal Roles - Then and Now

(http://www.dl.ket.org/latin3/mores/leqgallatin/le@&Lhtm)

Roman Prisonshitp://www.dl.ket.org/latin3/mores/legallatin/priss htm)

Legal Vocabulary

(http://www.dl.ket.org/latin3/mores/legallatin/le8Lhtm)

Latin Phrases used in Legal English

(http://www.dl.ket.org/latin3/mores/leqgallatin/le@dLhtm)

Activities (http://www.dl.ket.org/latin3/mores/leqgallatin/le 6&l. htn):

sentence completion; game: Caede Draconem; crodswaunzzle;

comprehension questions; Heracles Meets the Lawjtg@answer keys.

3.2. Online law dictionaries

Dictionary (FindLaw.com) http://dictionary.lp.findlaw.com/

HLS Library: One-L Dictionary (Harvard Law Schoel)

http://www.law.harvard.edu/library/services/resédgaides/united _states/ba

sics/one_|_dictionary.php

Law.com Law Dictionary http://dictionary.law.com/

yourDictionary.com: Law Dictionary links -

http://www.yourdictionary.com/diction5.html#law

3.3. Legal news

American Lawyer Media's Law.comhitp://www.law.com/index.shtml

CNN.com Law -http://www.cnn.com/LAW/

FindLaw Legal News http://news.findlaw.com/




* JURIST Legal News http://jurist.law.pitt.edu/

» Justice Talking (audio)http://www.justicetalking.org/home.asp

3.4. Legal humor and lawyer jokes
* The Funniest Darn Lawyer Jokes in the WDWW (Duhadryg -

http://www.duhaime.org/Law_fun/jokes.aspx

* Lawyer Jokes and Legal Humor (ExpertLaw.com)

http://www.lawlaughs.com/

* Legal Humour http://www.legalhumour.com/

4. Resources on Latin:

» Latin Legal Maxims http://www.vancouverfamilylaw.com/maxims.html

e Latin in Modern Legal Terms -
http://www.geocities.com/Athens/Sparta/9909/ledailh

* Understanding Latin Legalese -

http://www.dummies.com/WileyCDA/DummiesArticle/idd35.html

* Glossary - Latin Terms - http://www.hmcourts-

service.gov.uk/infoabout/glossary/latin.htm

* Legal Glossary -http://www.uklegal.com/articles/latin.htr{includes Latin

and also English terms that are in common usew la
e Latin: It's Al Around Us: Legal Phrases and Sepn&n -

http://www.bjupress.com/resources/products/lataaléntml

o List of legal Latin terms (from Wikipedia, the freencyclopedia) -

http://en.wikipedia.org/wiki/List of legal Latin ri@s

» Legal Latin -http://www.swarb.co.uk/lawb/genLegalLatin.shtml

Conclusion

Even though there is an enormous range of legadnmaato be found on the Web, legal
English teachers suffer a lack of teaching material the NNS LE student. | have
made a selection of different websites where NNSstLEElents can get in touch with the
legal language, not only with the legal Englishgaage, but also with legal Latin. My
main objective is to offer teachers this websilec®n as a starting point for their own
search of the Web resources which best suit thailests' language needs.



A WORD FROM A TECHIE

R U READY 2 TXT?
By Neil McBeath
School of English Language
Technical Studies Institute
RSAF
Dhahran, Kingdom of Saudi Arabia

neilmcbeath @ yahoo.com

Introduction
Texting is a form of writing that is still in itsedelopment stage, and its development is
being driven by forces beyond academic control.tifgx as a genre, is driven by the
communication needs of teenage native speakers pplssess mobile phones. The
entire concept of texting is, therefore, dependenemerging technology and it is so
very new that EFL teachers are forced to play ‘lvatg”. We can only respond to the
developments after they have occurred, and thes gasvhat we have learnt to our L2
learners.

That having been said, it is also possible forausansfer data from the slightly
more mainstream e-mailing to the understandingegfirig, and thus familiarize our
students with the process. The following paper eilplain how | attempted to do this

in an Omani, military context.

Texting in Oman
In 2004, | was approached by the Group Captairharge of the central Supply Depot
of the Royal Air Force of Oman (RAFO), who was cemed about the quality of
writing in the e-mails that were being sent frone ghurchasing sections. The Depot
conducted extensive correspondence with a rangatefnational suppliers, but the
senior non-commissioned officers (NCOs) responsiblethis correspondence were
effectively untrained in the writing of e-mails.

This was not a particularly difficult task. Kostenler (2004) and Tavares
(2004) both appear to believe that e-mailing ishimitthe capability of young EFL

learners. In the Omani context | was dealing witia groups of senior NCO’s who



already had considerable competence in Englishy Bliready possessed keyboarding
skills. All they lacked was awareness that e-maitimg was more than retyping formal
business letters on a computer and then pressiNgPSE

Accordingly, | designed a short, five hour courséhici began with
commercially available materials regarding netiggigMellor and Crampton, 1996;
Powell; 2002) and the writing of e-mails (Emmers@004), before moving on to
authentic materials culled from the Supply Depahares (McBeath 2005). Together,
we explored issues like faulty grammar — “the esdruiwant to know”; over familiarity
— “Hi there”, when addressing a company; “Hi Swhen addressing an officer; and the
perennial problem of the automatic spell check yalo mean “reply” or “replay”?

Eco (2000: 126) has said that “any phenomenorit forbe understood as a sign
of something else, and from a certain point of viemust first of all be perceived.”
Military personnel will not “perceive” that it is lareach of netiquette to send an e-mail
written in upper-case, unless this is explaineds lot a breach of etiquette to write a
letter, memo or fax in upper-case, and in militapmmunication, signals are to be
written ONLY in upper-case, with paragraphs cledalyeled Alpha, Bravo Charlie etc,
and all punctuation marks in parentheses. “Comnemses’, i.e. writing in only lower-
case, does NOT apply to military personnel, bec#husie common sense would suggest
that an important or urgent e-mail should follow tonventions of Signal Writing.

Initially, at the very end of the e-mail writing wse, | included some work on
texting, but this was effectively an additional,ltbtan module that could have been
discarded without weakening the core component.

Even so, my interest in texting had been rousetldnprook’s (2003) paper “C
U L8R”, where phonetic equivalence replaces traddl spelling conventions. This use
of English, an almost ludic celebration of the whg language can re-invent itself
according to need, has profound implications fdrtehchers, and in the interest of
futurelanguage developments, | came to believe thatstwathy of greater emphasis.

As the number of e-mail courses that | taught iaseel, so did the time devoted
to texting. We began with an e-mail taken from Mgzl (2002: 74), where the text is
such that most of it reads like a conventionalpinfal letter rather than an e-mail.
There are minor changes to standard orthographfzanxX; 4 == for; 2 = to; and the
riddle NE14101S? — Anyone for tennis? As an exampes letter served as an easy

introduction to the topic.



We then moved on to a “TXT MSG” displayed on a nmlghone, and taken
from Evans (2002; 71). The shorthand text, togethtr the abbreviations — ravi thnx 4
yr msg im now on train late 4 meet again pls sayysé me c u asap Katie — works as a
decoding exercise, but this is still material tisatvithin most students’ competence. It
can, moreover, be reinforced by Emmerson’s (200412) exercise on Missing Words
and Abbreviations, which covers terms like C = sge; your and ASAP = as soon as
possible.

The next exercise, taken from Carter and McCar#2908/2004: 120-121) is
considerably more challenging, and is worth ciiimdull. It consists of an exchange of

text messages, between two students called VikiSared-

Viki:  It's snowing quite strong outside ....... bareful.
Sue: I will, thx.

Viki: ~ wei, wei.....lei dim ar?

Sue: ok la, juz got bk from Amsterdam lohwhou?
Viki: ok la. | have 9 tmrw.

Sue:  haha, | have 2-4, s00000000000 happy.
Viki:  che...anyway...have your rash gone?

Sue:  yes, but | have scar oh.....ho ugly ar.

Viki: icic.....ng gan yiu la.....still a pretty djrhaha!

It must be remembered that anyone reading thisamgshis effectively eavesdropping
on a private conversation, with all the in-jokesderstatements and privately coded
references that would be expected in unrehearssetbpHence the exchange — | have
9 tmrw; haha, | have 2-4 — refers to the next déstdure timings, and automatically
explains why Sue is “so0000000000 happy”. It igliasting to note at this point how
closely text English indicates the intonation oeSustatement.

Other utterances - “wei, wei.....lei dim ar?” — remaitterly opaque, until it is
explained that Viki and Sue are actually Chinesdestts attending courses in England,
and so “ng gan yiu la” is texted Cantonese fodtiesn’'t matter.”

The implications here are completely revolutiondtybecomes clear that text
messaging not only permits code switching acrossyuages, but also across
orthographies. Provided both parties share the digeistics background(s), there is

nothing to prevent Arab, Chinese, Greek, Japarieassian or Tamil speakers from



texting each other in Roman letters, substitutirig lexis where the L1 phonology
permits this.

The final example took things one step further.sTikia parody, cited by Bragg
(2003: 310) but it is a very good parody, writtaraccordance with texting conventions
as they were understood in 2003. It is based oimeident that was mentioned by
Norbrook, and before introducing it to the studeh&lways issue them with a page of

emoticons and acronyms from Tavares (2004: 59).

The text reads as follows:-

Dnt u sumX rekn eng lang v Ingwindd? 2 mny wdsi&t?nt we b usng Iss time & papr? ? we b
4wd tnking + text? 13 yr grl frm w scot 2ndry sehl ok. Sh rote GCSE eng as (abt hr smmr hols
in NY) in txt spk. (NO!) Sh sd sh 4t txt spk wasa% thn standard eng”.Sh 4t hr tcher wd be : ) .
Hr tcher 4t it was nt so gr8! Sh was : ( & talkd@wspprs (but askd 2 b anon). “I cdnt bleve wot
I was cing! :0’-!-1-1OW2TE. Sh hd NI@A wajrl was on abut. Sh 4t her pupl was riting in
“hieroglyphics”.

The exercise was quite simply to rewrite this pgesa conventional English, working
as a group with teacher support.

The difficulty with this text is, of course, that its very density. Indeed, it is
almost too dense for any individual, unsupportedl Efeident to understand. Concepts
the “w scot 2ndry schl” — a secondary school in st of Scotland — have to be
reconstructed, and terms like “GCSE” rely on catumowledge of the type required
for the far more obvious “NY” — New York. “4t” fofthought” and “bleve” for
“believe”, moreover, depend on advanced linguistiderstanding. The reader must be
aware

(a) that contemporary vernacular English speakers fiteensouth east of England
substitute unvoiced labial dental fricatives font fricatives

(b) that they elide the first syllables of words,

(c) that British teenagers have learnt this speech fratching the soap opera

“Eastenders”.

Only then it is impossible to reconstruct thesegearitems. Lacking this wealth of
sociolinguistic and cultural data, the non-natipeaker really has “NI@A” — no idea at

all.



Even so, it is possible to partly reconstruct tlest,t using awareness of
emoticons - : ) = happy; : ( = unhappy, as thesdrdernational in application. So is the
use of the ampersand, and terms like b = be; 2 einig = seeing and gr8 = great can be

reconstructed as a puzzle.

Conclusion

I do not want to suggest that it is absolutely esakthat our students learn to read and
send text messages, but | would suggest thasdrsething that the students themselves
might want to do. Andrewes (2005: 5) quotes Kumiaelu's (2004) statement that “to
ignore local exigencies is to ignore lived expecen” And it is extremely easy for even
committed stakeholders to be left behind if theyl feo identify developing
technological and linguistic trends.

One of the most telling differences between Soard Soars (1996New
Headway Coursand theirNew Headway New Editiof2003) course is the difference
in the size of the mobile phones in the illustrasioBooks published as recently as the
mid 1990’s illustrate huge mobile phones that haeither photographic nor text
facilities. This (once cutting edge) technology usrecognizable to young teenage
students today.

IT has transformed the way we work, and it hasaalyeinfluenced the way in
which we correspond (Morgan 2005) — both physicalig linguistically. Our students
must be prepared to move into a new era where huemources become ever more
important, and those human resources will requirsupport. The English that we are
teaching our students now will sustain future eooiccand personal development, and
personal development depends on communication.

How effective this communication can be is illuggch by the following
anecdote. In March 2005, large advertising billdgawere erected beside the main
highway that runs through Muscat, the capital ofadmJust outside the International
Airport, one hoarding asked “R U Ready 4 Red?”

The hoarding was advertising the launch of a nesdyect — Red Mountain Dew
— which despite its name is a rather sickly, lyridbloured soft drink aimed at the
teenage market. Interestingly, the campaign usetedeEnglish, NOT Arabic, to
suggest that this was a completely up to date, amg happening” product. The very
wording (?) of the advertisement was enough to egnthe message to the target

audience.



Even more interestingly, the campaign worked. RaxiMain Dew became an
overnight success, as teenage Omanis drank itebgaton. They were ready.
R U?
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FEED MY RSS: USING RSS FEEDS IN WRITING CLASSES
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Sofia, Bulgaria

stanbogdanov @ yahoo.com

Publishing on the Web is getting easier every daL has the clearest syntax

so far andRSS feeds —Really Simple Syndication) - has made it even easier to deliver

and publish content allowing educators to use mteahnology in a friendly and
amusing way.

We have all seen the small orarget button. More and more students are
subscribing to RSS feeds and use aggregators doarghpublish to their own and their
friends’ blogs. Teachers can use this intereset@lbp their students’ writing skills and
teach writing conventions. However, few have look#d how to create their feeds by

coding by hand.

Technicalities for the teacher

RSS XML files have a very clear structure and tpusvide a clear framework for
writing. Below is a typical RSS outline ready fotemcher to use as a template. (Note:
preventing the content to display as xml in thi$irenjournal version, angle brackets
have been replaced with square brackets: (also here

http://ictlt.teachereducation.org.uk/tutorials/xssl)

[?xml version="1.0" encodinig="utf-8" ?]
[rss version="2.0"]
[channel]
[title]6B Writing class|[/title]
[link]http://link_of_class_feeds.htm[/link]
[description]6B Writing class RSS feeds 2005/6 at School_Name, teacher’s names[/description]
[language]en-us[/language]
[pubDate]Mon, 06 Nov 2006 10:00:00 +0200[/pubDate]
[lastBuildDate]Mon, 06 Nov 2006 09:55:01 +0200(/lastBuildDate]
[docs]http://school-web-site/address/where_the_feeds_xml_file_resides[/docs]
[managingEditor]teacher_name@example.com[/managingEditor]
[webMaster]webmaster_name_if_different@example.com - This line is optional[/webMaster]
[item]
[title]Title of Student-A’s story or news shot[/title]
[author]Student-A’s Names[/author]
[pubDate]Mon, 01 May 2006 09:39:21 GMT[/pubDate]
[link]http:/ /full_link_to_the_student’'s_news_shot[/link]
[description]The student is going to write the summary/abstract of his/her story here.[/description]
[/item]
[item]
[title]Title of Student-B’s story or news shot[/title]
[author]Student-B’s Names[/author]
[pubDate]Mon, 01 May 2006 09:39:21 GMT[/pubDate]
[link]http:/ /full_link_to_the_student-B’s_news_shot[/link]
[description]The student is going to write the summary/abstract of his/her story here.[/description]
[/item]
[/channel]
[/rss]



The [item]s number will vary as per the number a@fidents - each student’s

contribution is a separate [item] in the feed.

Sample procedure
The teacher can open a few xml rss feeds in a lmovesdisplay the xml tags and
should inform the students that this structure ismast. Otherwise the news
aggregators/readers will not display the news esopiroperly. This can also serve as a
‘bookmark’ to mention writing conventions (in thdflme world) without going too
deep into them, and also a starting point for rrtliork on writing conventions.

The teacher hands out worksheetsrksheetl.pdf for young learners and low-
level studentsworksheet2.pdf for higher-level students; or a worksheet with kml
tags) with description of what to fill between eaely; and asks students to compose

their stories. Sample layouts of the worksheetsbeaas follows:

Worksheetl - Young Learners and low-level students

Title:

Author:

Date

Story:

Worksheet2 — higher-level students

Title:

Author:

Date:

Summary/Abstrac

Full story




When ready, the students turn to the computersogah the xml feed template in
Notepad (prepared by the teacher beforehand). Typeyin their stories and save the
files. These are collected by the teacher, checkatl published. The students will
subscribe to their own feeds, read each othergestand discuss whatever the teacher
has instructed them to.

Variation

You may wish to download some software for writengd publishing feeds. This will
make it even easier for students to get used tdattmeat, additionally reducing paper
work. Besides, it will save the teacher’s time cdmg the feeds. A possibility is the
Firefox browser plugin/extensidRSS Editor(http://rsseditor.mozdev.oigiith which

feeds are easily written, organised and published.

Timing, students’ level and variations

Such a writing class can take a period or two Weil level students who may only
write a news title and a news shot of about theeBve sentences, while higher level
students can develop summarising skills by writsugnmaries/abstracts. With more
proficient students, the feeds may be full lendgtrigs; and classes can be extended to
homework assignments over a few days.

The RSS feeds publishing is easy enough to implénmealasses with young
learners through to university students; group ¢wole class feeds; from beginner
language students to non-language university @ratburses.

Teachers have the freedom to choose one or a fesedeonly for students to
practise, for example, only will/going to; or oryesent perfect, or only past simple or
all tenses studied, only passive voice, etc. Thdaest can all be on a single topic or
students may write on a different topic for eaclSR8ed publication. The RSS feeds
can be published to a class blog or the class/$evelusite.

Follow-ups
Follow-up classes and lessons spring up naturallgesRSS feeds, by definition, are

supposed to be updated frequently and regularlglighing RSS feeds can grow into a



long-term commitment of the class; and the feedsbmpublished to the class blog or

the school website every couple of days or evergkwe

Conclusion

RSS feeds with the clear XML structure provide @&énand clean” framework for

practising and teaching writing and writing convens. It is amusing and students will
love seeing a direct and quick result of their w@lbscribing to their own class’ RSS
feeds and reading each others’ work is both stitmgaand motivating to keep writing

for a real audience; it allows for and can boostatvity and competition. The

opportunities are open to both the teacher’s amdesits’ imagination and ingenuity.



