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Introduction

Elena Bonetto — Free University of Bozen-Bolzano
Michael Joseph Ennis — Free University of Bozen-Bolzano
Dietmar Unterkofler — Free University of Bozen-Bolzano

Globalization and the internationalization of higher education have trans-
formed the scope and purpose of language learning. Trends in migration and
the promotion of student mobility and cultural exchange necessitate innova-
tive approaches to language teaching, especially at the tertiary level. Although
English medium instruction (EMI) has been adopted by default at many uni-
versities in non-English speaking nations—in particular throughout Europe —
in order to attract international students and temporary exchange students
(Ackerley, Guarda, & Helm, 2017), university degrees offered in other foreign
languages abound. Some universities have further embraced their identities
as multilingual and multicultural institutions, offering courses taught in lo-
cal minority languages and/or foreign languages (Veronesi & Nickenig, 2009).
Such trends have accentuated the linguistic and cultural diversity of the con-
temporary university. Many incoming exchange students, international stu-
dents, and foreign-born resident students require structured support in im-
proving their proficiency in the official medium of instruction of their degree
programs and learning the expectations and norms of the academic genre and
culture in their new educational system, while outgoing exchange students
must prepare in advance for study in a foreign country in order to reap the
full benefits of study abroad. Against this background, the expressed need for
the teaching of languages for specific and academic purposes (LSP and LAP)
has never been so profuse.

It was with this contemporary reality in mind that the Language Cen-
tre of the Free University of Bozen-Bolzano (unibz) organized an international
symposium on teaching LSP and LAP in higher education on 29 June 2018. The

symposium was conceived as a continuation of a series of symposia on teach-
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ing and assessing English for specific and academic purposes held at unibz in
recent years (Ennis & Prior, 2020), but sought to expand the local discussion
to other languages. With the aim of providing researchers and practitioners
of LSP and LAP a venue in which to share and explore approaches, methods,
and practices across languages, institutions, and nations, the symposium ac-
cepted papers focusing on any aspect of teaching, learning, and assessing the
three mediums of instruction of unibz: English, German, and Italian.

The symposium succeeded in attracting international participation,
with thirty-six speakers from fourteen countries in attendance. The sympo-
sium also offered perspectives from nations which have been underrepre-
sented historically in the academic discourse on teaching LSP/LAP, including
Argentina, Brazil, China, India, Oman, and Russia. Speakers presented case
studies, action research, and classroom experiences on a multitude of interre-
lated elements of LSP/LAP.

The sharing across languages and contexts produced many insights
into the state of the art from which six core conclusions could be drawn
(Bonetto, Ennis, & Unterkofler, 2018). First, there is a blatant gap in research
on LSP and LAP instruction for non-traditional and migrant students, as the
proportion of students who can be identified as such has increased rapidly
in recent years, and their needs as older and/or foreign-born learners diverge
from those of traditional students (Michalak, Grimm, & Lotter, this volume;
Steckley, 2020). Second, it is not only foreign and second language learners
who lack the field-specific language and general academic skills necessary
for study, but there is a growing recognition that even most “native-born,”
“traditional” students could benefit from formal instruction in LSP and LAP
in their L1s (Grafimann, this volume). Third, although some researchers and
practitioners still operate on the assumption that the instruction of LSP and
LAP cannot commence until students have acquired upper intermediate (B2)
or advanced (C1) language proficiency (the so called “common core” hypoth-
esis), there has never been any empirical evidence to support this practice
(Sarré, 2019) and numerous colleagues have found it necessary and fruitful
to begin at the pre-intermediate (A2) and intermediate (B1) levels, (Nitti &
Ballarin, this volume)—which is also why three chapters in these proceedings
are set in the primary and secondary school settings. Fourth, there is an urgent

need for research and an international academic discourse on teaching LSP/



Introduction

LAP in higher education which embraces all languages, without becoming
English-dominant (Guilbaud & Tual, 2018). Fifth, one of the biggest challenges
facing university LSP and LAP instructors—who rarely view themselves as
experts in the fields their students are studying (Basturkmen, 2018)—is find-
ing ways to collaborate with professors of other subjects (de Souza Gomez,
this volume; Nitti & Ballarin, this volume). Finally, while most universities
have fully embraced internationalization as a marketing tool, there was an
overwhelming consensus at the symposium that language instruction remains
marginalized as a non-academic and, in some cases, an extracurricular en-
deavor which receives minimal institutional recognition and support.

The present proceedings of the International Symposium on Teach-
ing Languages for Specific and Academic Purposes in Higher Education: En-
glish-Deutsch-Italiano offer a comprehensive, but by no means exhaustive
survey of these and other themes. Like the symposium, it includes selected
papers written in English, German, and Italian. Unlike the symposium, these
proceedings are organized into four thematic sections which transverse target
languages and educational settings.

The first section, Pedagogical Reflections in LSP, samples from diverse
methodological perspectives on LSP and LAP teaching. Stefania Cavagnoli be-
gins by highlighting the specificity of legal communication in Italian —which
is distinct from both general Italian and the specialized communication ob-
served in the legal systems of other countries—and suggests that non-spe-
cialist instructors of legal Italian collaborate with their students, approaching
each course as a form of action research by exploiting students” expertise in
their field and including them in the language acquisition process. Next, Sarah
Strigler describes the practice of using error charts, which classify and quantify
each leaner’s errors across compositions, in order to self monitor and gradu-
ally increase grammatical accuracy in academic writing in English. Nicoletta
Cherubini makes her case for integrating the art of negotiation into foreign
language education as a means of developing the social and emotional com-
petences necessary for global citizenship. Finally, Renata de Souza Gomez—
returning to the theme of collaboration—presents two examples of teaching
materials for technical English developed in tandem with students and their

subject professors within a critical literacy framework.
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The second section, Classroom-Based Research, focuses on (improving) the
efficacy of particular teaching methods and practices. Simona Floare Bora and
Awad Alhassan report the results of a qualitative study of the challenges both
native and non-native English language speakers face engaging in collaborative
academic writing and make their recommendations for designing collaborative
writing tasks. Next, Aleksandra Sudhershan expounds upon the results of an
action research project involving a business English course—which alternated
between self-directed learning on Moodle and face-to-face lessons based on
TBLT—to offer suggestions for the implementation of flipped learning in ESP.
Renata Cavosi Silbernagl then shares her experiences using individual glossaries
to develop technical vocabulary in German, as well as vocabulary learning
strategies and learner autonomy. Relying on survey data and an analysis of
course syllabi, Paolo Nitti and Elena Ballarin explore the differences in teaching
methods, language skills instructed, and starting CEFR levels in Italian LSP
classrooms, observing that the instruction of specialized language can in fact
begin at the pre-intermediate (A2) level, provided that teaching methods and
content are adapted, and that there is a close collaboration between language
teachers and teachers of other subjects. Using examples from teaching German
for the field of design and art, Ulrike Arras and Brigitte Widmann conclude the
section by arguing in favor of teaching excerpting as an information processing
strategy necessary for comprehending the content of specialized texts.

The third section, titled LSP and Language Acquisition, turns to factors
and processes in the learning of special languages. For example, Eleni Peleki’s
exploratory study finds no gender differences in the metacognitive compe-
tences, reading comprehension, reading speeds, and self-concepts of multi-
lingual high school students enrolled in a German course, but does find stark
differences between genders when correlating self-concept with metacogni-
tive competence. Victor Zirate extends the research on the phenomenon of
the final field found in German sentence structure to L2 oral communication in
academic contexts. And, in their second contribution to the proceedings, Elena
Ballarin and Paolo Nitti analyze a local corpus of oral presentations given by
international students at an Italian university for evidence of L1 interference
in L2 academic discourse.

The final section, Implementing LSP to Meet Institutional Challenges,

connects practices and processes like those discussed in the previous three



Introduction

sections to the institutional frameworks within which they occur. Vaijayanthi
Sarma, for instance, argues that despite the three-language formula in the Indian
education system, most students enter her EMI STEM university with insuffi-
cient English proficiency to achieve, but that the early assessment of proficien-
cy and the offering of extracurricular English for specific academic purposes
courses —combined with sufficient peer and instructor support—has proven
effective at helping less proficient students. Operating within a comparable
institutional context where students must meet stringent language require-
ments in three languages of instruction simultaneously, Michael Joseph Ennis
recounts how the offering of a business English track of courses via blend-
ed and distance learning —as an alternative to a general English track taught
entirely face-to-face—successfully increased student attendance and partici-
pation in optional, extracurricular language courses by focusing on student
needs. Using their university as a case study of internationalization in higher
education, Eva Seidl and Birgit Simschitz present the results of a survey ad-
ministered to incoming exchange students, finding that in addition to instruc-
tion in German as a foreign language and useful tips about studying in the
host country, students require various other forms of institutional support as
well as a broader conceptualization of academic orality and literacy in order
to take full advantage of study abroad. Likewise supporting her professional
reflections with survey data, Cristina Boscolo advocates for the reconceptual-
ization of Italian language centers as not merely service providers that help
Italian students meet language requirements, but as centers that are integral
in fostering the academic literacy necessary for study at Italian universities.
Regina Grafimann offers an example of what Boscolo proposes by describing
a program at a German university where both L2 and L1 speakers of German
have access to courses in academic and professional language, whereby L1
speakers particularly benefit from instruction in academic writing. The final
paper in this book, by Magdalena Michalak, Thomas Grimm, and Simone Lot-
ter, surveys methods of teaching German as a foreign language in German
primary and secondary schools and evaluates the efficacies when applied to
instructing foreign-born pupils with migrant backgrounds.

As with all conference proceedings, many of the papers presented
herein are "works in progress" in need of additional data collection and analy-

sis and/or refinement of findings and conclusions. Notwithstanding this obvi-
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ous limitation, the editors are confident that readers will find in each contribu-
tion fresh ideas and relatable observations which inform the teaching of LSP
and LAP in their own contexts. Moreover, we hope that the publication of this
book spawns further research and reflection within this burgenoning field of

research and professional practice.
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Insegnare la comunicazione specialistica in
italiano: il caso del linguaggio giuridico

Stefania Cavagnoli — Universita di Roma Tor Vergata

Abstract

Il contributo affronta il tema della didattica della comunicazione specialistica in italia-
no. Dopo unabreve disamina sul tema della comunicazione specialistica e di come que-
sta sia affrontata nella ricerca italofona, si passera ad un approfondimento dal punto
di vista didattico partendo da esempi concreti legati al linguaggio giuridico.
Talelinguaggioeéforseil piticulturalmente connotato, e quindidifficilmente trasponibile
in altre lingue, proprio per la sua caratterizzazione nazionale. Per tale motivo spesso si
discuteseadinsegnareillinguaggio giuridico ci debba essere un/a docente di diritto, che
conosce bene la lingua, o un/a docente di lingua, che conosca bene il diritto.

Sulla base di tali riflessioni verra proposta una possibile soluzione.

1. Introduzione

Considerare il tema della didattica linguistica specialistica, a livello universitario, e
ormai un‘attivita diffusa e necessaria. Sebbene nelle politiche di internazionalizza-
zione delle universita italiane si rischi spesso di concentrarsi solo sulla lingua inglese,
ormai lingua di comunicazione, e non solo in ambito accademico, molti sono i Centri
linguistici che offrono corsi in varie lingue. Corsi a livello generale, nell'ambito del
Quadro europeo di riferimento, ma anche corsi di linguaggio specialistico, soprattutto
per studenti e studentesse in partenza per esperienze Erasmus.

Il problema della didattica specialistica €, negli anni, rimasto uguale:
la riflessione e posta soprattutto sulle competenze delle docenti e dei docenti,
competenze necessarie per poter interagire a livello disciplinare specialistico,

insegnando pero una lingua straniera o seconda.
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2. La situazione italiana: un problema di definizione?

Affrontare il tema della comunicazione specialistica in italiano significa partire
dalla sua denominazione. A differenza di altre lingue, non esiste in italiano
un‘unica versione. Alcune sono frutto di traduzione dalle lingue straniere,
come lingua per scopi speciali dall'inglese LSP, o lingua di specializzazione dal
francese. O ancora, lingua speciale dal tedesco, sebbene in tedesco la denomina-
zione Fachsprache possa essere tradotta come lingua della disciplina.

- lingua speciale

- microlingua

- linguaggi settoriali

- lingue di specializzazione

- linguaggi speciali

- lingue per scopi speciali/sottocodice

- linguaggi specialistici

- comunicazione specialistica

A seconda della scelta del nome, studiose e studiosi mettono in evidenza uno
o piu aspetti del loro approccio scientifico. Pongono il focus pit sulle caratte-
ristiche linguistiche scegliendo lingua, o speciale; aggettivo che si riferisce alla
specificita della lingua e non direttamente a chi usa la lingua nella comunica-
zione. Cosi come sottocodice evidenzia la dipendenza da un codice principale,
o ancora microlingua diminuisce il potere e la potenzialita di tale lingua.

11 focus su linguaggio, come applicazione di una lingua in un determinato con-
testo disciplinare, e su specialistico rimanda pitu agli esperti, gli attori e le attrici
della comunicazione scientifica.

Del resto, in italiano, si assiste allo sdoppiamento, non presente in tutte
le lingue, del concetto di linguaggio e di lingua: il primo considerato come ca-
pacita di pensare, astratta, la seconda, come capacita di realizzare il linguaggio
in un contesto concreto. La cosa si complica maggiormente, perché si riutilizza
linguaggio con un altro significato, come un modo di comunicare in un deter-
minato ambito all'interno di una lingua.

Lultimo salto paradigmatico, nella ricerca europea, e stato quello che

ha posto al centro I'idea della comunicazione rispetto a lingua/linguaggio. La
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comunicazione che recupera tutti gli aspetti sociolinguistici e soprattutto prag-
matici, da cui non si puo prescindere nell’affrontare il tema.

La messa al centro della comunicazione ha perd spostato anche l'atten-
zione ad aspetti linguistici meno considerati: il passaggio determinante e stato
quello che ha posto al centro la comunicazione orale, che prima non veniva
osservata. Lattenzione principalmente al lessico e alla terminologia, sia nella
ricerca che nella didattica di linguaggio specialistici, rischiava di attribuire un
ruolo fondamentale ad un unico aspetto linguistico. Specialmente a livello di
didattica, i corsi spesso si limitavano ad elenchi terminologici, e in tal senso,
essi erano gestibili sia da insegnanti glottodidatti che da disciplinaristi.

In realta, ormai, e chiaro e condiviso che insegnare un linguaggio spe-
cialistico implica la conoscenza di aspetti testuali, paralinguistici, contestuali
e disciplinari, oltre che linguistici. Ma tale convinzione ha necessariamente

modificato I'approccio didattico.

3. La comunicazione specialistica: un'espressione di
varieta

Il linguaggio specialistico, all'interno della ricerca italiana, e considerato
espressione di due varieta sociolinguistiche. Una varieta diafasica, che e quin-
di caratterizzata dalla situazione, dal contesto sociale e dal ruolo dei parlanti
e delle parlanti in una determinata situazione concreta. Ma anche una varieta
diastratica, (Lavinio, 2004, p. 90), in cui si alternano relazioni verticali fra esper-
ti e non esperti. Una varieta che tiene conto di chi parla, e delle competenze che
possiede in relazione a chi ascolta.

Le varieta specialistiche rientrano nelle varieta situative-funzionali, in
cui la situativita constata se la situazione comunicativa € o0 meno accessibile ad
un particolare pubblico, mentre le funzioni principali sono quelle dell’appren-
dimento, della costruzione e dell’applicazione del sapere.

In tale concezione, si stabilisce, su un quadro cartesiano, un asse verti-
cale ed un asse orizzontale: sul primo sono poste le persone che comunicano, e
quindi la dimensione della lingua in uso, del contesto culturale e sociale, della
stratificazione della lingua utilizzata, con la considerazione delle tipologie te-

stuali e dei “rituali” consoni a quel tipo di comunicazione.
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Sul secondo invece si posizionano le diverse discipline, che considerano
quelle umanistiche e quelle pitt naturalistiche; tali discipline, e quindi i loro
linguaggi, si intersecano necessariamente fra loro, in quanto nessun linguag-
gio specialistico e un sistema chiuso. E questo € un altro elemento da conside-

rare in ambito didattico.

4. Il linguaggio giuridico

Lidea che il linguaggio giuridico non possa dirsi “un linguaggio perfetto”,
(Ainis, 1997, p. 146) in realta, oltre che essere normale, nessun linguaggio puo

essere perfetto, mette in evidenza la caratteristica primaria del diritto.

11 diritto & fatto di parole: ma di parole che si incidono nel solco della storia
(...) plasmandola e venendone plasmate a loro volta ... questo perché le pa-
role della legge non sono affatto scolpite sulla pietra: si muovono, viaggiano
nel tempo e nello spazio e viaggiando si trasformano, guadagnando nuove
prospettive... La legge viene scritta affinché sia letta: e quest’atto di lettura

reca in sé un ampio margine di liberta valutativa (Ainis, 1997, p. 196).

Le caratteristiche del linguaggio giuridico ripercorrono in parte quelle con-
siderate tali da tutti i linguaggi specialistici, come la spersonalizzazione, la
complessita sintattica, la nominalizzazione e il rapporto fra lingua comune e
linguaggi, con risemantizzazione. Si aggiungono le forme arcaiche e le forme
latine, con alla base il principio della chiarezza concettuale che deve prevalere
sulla chiarezza espressiva.

Ogni linguaggio giuridico e inserito in un determinato sistema giuri-
dico, legato ad un territorio e di norma, ad una lingua. Esistono pero anche
esempi, come I’Alto Adige, il Canada e la Svizzera, in cui il sistema giuridico e
uno, ma la sua espressione si concretizza in pit lingue.

Inoltre, esiste una difficolta nel classificare i testi giuridici; di solito, al-
meno dal punto di vista linguistico, si dividono in testi normativi, interpretati-

vi ed applicativi sulla base della loro funzione.
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5. Il testo giuridico

Per poter considerare il testo giuridico e

necessario un censimento basato su un’elementare distinzione dei compiti
fondamentali attribuibili all'uso giuridico della lingua, scritta e orale: la crea-
zione delle regole, la loro interpretazione e la loro applicazione a determinate
situazioni di fatto. I testi giuridici sono i prodotti di ciascuno dei tre tipi di
attivita: 'attivita creativa delle fonti del diritto, identificata con la volonta del
legislatore, l'attivita teorica dell’interpretazione, l'attivita pratica dell’appli-

cazione (Mortara Garavelli, 2001, p. 22)

E attraverso i testi che si esplicano le funzioni della disciplina: regolamentare,
trasmettere, insegnare.

Testi che devono rispondere ad alcuni criteri, individuati a partire dagli
anni Ottanta da Saager (1980), Hoffmann (1984), Sobrero (1993), in numero dif-
ferenziato (da 11 a 2), che contengono principalmente precisione, economicita
e neutralita emotiva. Quest’ultima e stata corretta dalla ricerca successiva, che
mette in evidenza come non sia mai emotivamente neutro un testo specialisti-
co, e come invece tale emotivita venga utilizzata per la finalita del linguaggio a
seconda della situazione.

Un tema che va affrontato, nell’analisi e insegnamento del linguaggio
giuridico, ¢ il rapporto fra esso e la lingua comune, considerato come un legame
indissolubile e proficuo, con un passaggio in due direzioni. “La lingua comune
¢ vista come un insieme esteso che contiene tutti gli altri sottosistemi speciali-
stici, i quali non possono prescindere, dal canto loro, nella realizzazione comu-

nicativa, dall'apporto della lingua comune” (Cavagnoli, 2007, p. 18).

Il testo giuridico e quindi l'unita costituente della disciplina e del suo linguag-
gio. La sua specificita deriva dalle strutture tipiche del genere, dall’alto grado
di specializzazione del contenuto e dalle conoscenze comuni dei e delle desti-
natari/ie. Alcune caratteristiche trasversali li legano, come

- laprecisa definizione

- il registro formale

- la funzione referenziale

13
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l'utilizzo anche di rappresentazioni non verbali
la diversita da lingua a lingua e all'interno della stessa lingua (dipendenti
dalla disciplina)

il numero dei generi testuali e definito (con possibili aperture)

Le caratteristiche linguistiche, suddivise fra testuali, morfosintattiche e lessica-

li-terminologiche, prevedono:

rigidita dell'organizzazione testuale: testo come sequenza di istruzioni per
il destinatario. Schemi vincolanti, con un alto grado di prevedibilita, con
conseguente massima organizzazione della struttura testuale

referenza: uso di connettivi e di riferimenti sia espliciti che impliciti

forma grafica: regole pil1 o meno rigide che hanno una funzione sia di rico-
noscimento che di formulazione chiara (e quindi permettono una compren-
sione piu efficace e diretta)

regole retoriche molto strette, permettono anch'esse un riconoscimento piti
diretto

definizioni presenti, ben individuabili

esempi presenti in modo differenziato a seconda della disciplina

struttura tema/rema uguale alla lingua comune

Le caratteristiche morfosintattiche si possono cosi elencare:

14

differenza di applicazione di regole tipiche della lingua comune sul piano
quantitativo.

nominalizzazione: trasformazione del sintagma verbale in nominale (non
esistono controindicazioni= nessuna controindicazione)

forme impersonali: uso della forma impersonale o della terza persona sin-
golare, uso di verbi tipici del linguaggio specialistico che spersonalizzano
(dimostrare, indicare, suggerire, evidenziare, confermare), mancanza di
pronomi personali

passivazione: uso del passivo per spersonalizzare

deagentivazione: mancanza del complemento d'agente

paratassi: frasi brevi, coordinate piuttosto che subordinate

ellissi: articoli e preposizioni, mancanze ricostruibili dalle conoscenze co-
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forme verbali: uso del presente, dell'indicativo, legato alle funzioni comuni-
cative tipiche di questi linguaggi (definire, descrivere, osservare, esplicita-
re, affermare...). Forte uso della copula essere, poche forme verbali

forme verbali infinite: uso di participi presenti al posto di frasi relative, ge-
rundio causale

struttura frasale ridotta: SN+V+SN, con uso di forme implicite che apparen-
temente semplificano la frase, in realta possono complicare la comprensio-

ne per i profani

Infine, le caratteristiche lessicali si possono cosi sintetizzare:

6.

aspetti quantitativamente rilevanti, caratterizzanti i linguaggi specialistici

monoreferenzialita: unico significato attribuito ad un termine

non-emotivita: scopo denotativo, informazione e quindi chiarezza del ter-

mine

sinteticita: alleggerimento del discorso con la fusione di due lessemi (banca

dati, estratto conto)

precisione: diversi livelli di precisione di un termine: (reato/omicidio/omi-

cidio premeditato...)

tradizionalismo: riferimento a termini classici, greci e latini o loro deriva-

zioni, con funzione di riconoscimento in molte lingue (ius soli)

sistematicita: sistema di formazione dei termini stabile, che permette il rico-

noscimento di una categoria e la formazione illimitata di altri termini

produttivita:

- prefissazione dotta: iper, para, meta, sub...unita lessicali superiori: legge
di...

- suffissazione (riconducibile a classi concettuali definite)

- rideterminazione semantica dalla lingua comune e da altri linguaggi
specialistici (diverso significato di forza, di tribunale)

- uso di tecnicismi collaterali

| requisiti per la didattica

Per affrontare il discorso didattico € necessaria una consapevolezza teorica da

parte di insegnanti su aspetti linguistici, disciplinari e didattici.
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Le conoscenze sul sistema linguistico di riferimento, quelle sui processi comu-
nicativi, la testualita, l'attivita di comprendere testi specialistici, le conoscenze
sulla varieta della lingua italiana formano la base per poter costruire un per-
corso didattico specialistico. A cio va aggiunta una conoscenza della disciplina
che sta alla base del linguaggio che insegna. Non si tratta di formarsi come un
giurista, ma di studiare, per capire, come funziona il sistema disciplinare, quali

sono le caratteristiche del diritto e quelle delle sue espressioni in testi.

6.1 Quale metodo?

Alla base della programmazione didattica sta sempre la scelta dell'approccio e
del metodo. Ci sono metodi e approcci migliori rispetto ad altri per un insegna-
mento specialistico? La risposta, naturalmente, ¢ si, ma la seconda & che non
sempre il metodo € valido. La scelta € personale, contestuale e sempre legata
all'approccio di fondo.

A seconda dei metodi, si pone la seconda questione, che e relativa al
focus del percorso: cosa va messo al primo posto? Il contenuto o la lingua? So-
prattutto in corsi con queste caratteristiche la questione non e banale, e spesso
¢ legata alla figura del/della docente. In Italia per anni i corsi erano condotti
pit da esperti della disciplina che da esperti di glottodidattica. Per Fluck (1998,
p- 950), l'apprendimento di LS (linguaggi specialistici) e basato su quattro con-
cezioni:

- la concezione orientata alla lingua, differenza fra lingua comune e lingua
specialistica

- la concezione orientata alle abilita e ai bisogni del discente (approccio psi-
cologico)

- laconcezione testuale, che parte dall’analisi di testi tipici e autentici, e a cui
¢ sottesa la teoria della conoscenza delle diverse tipologie testuali

- la concezione orientata alle teorie dell'apprendimento e sull’acquisizione,
che vede il discente al centro della lezione, quindi un lavoro autonomo

e responsabile e una nuova strutturazione dei ruoli insegnante-discente.
A seconda della scelta da parte del/della docente, motivata per questioni di

contesto, e di approccio, quindi di teorie linguistiche, didattiche, pedagogiche,

filosofiche, antropologiche, il metodo di riferimento sara differenziato.
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Oggi, con I'emergere di certificazioni per I'insegnamento della lingua italiana,
l'approfondimento della ricerca, 'aumento dei corsi in lingua italiana, diffe-
renziati per competenza, anche la posizione del/della docente si ¢ modificata,
sebbene resti ancora centrale il ruolo della formazione, non sempre seguita e
approfondita dal corpo docente.

Per Fluck (1998, p. 945) “handelt sich um die Vermittlung einer Spra-
chverwendung, die auf jene adressaten- und fachrelevanten Verwendungszu-
sammenhénge abhebt, deren Bewiltigung Zugang zur Fachinformation und

Teilnahme an Fachkommunikation (...) ermoglichen soll”.

6.2 Le questioni aperte in didattica

Il legame fra la didattica delle lingue straniere e la didattica della disciplina
si concretizza nella didattica del linguaggio specialistico, considerato come
ponte, con un approccio interdisciplinare che mette insieme due sistemi che si
completano a vicenda. La didattica specialistica presenta delle caratteristiche
diverse, almeno in parte, rispetto a quella rivolta alla lingua comune.

Buhlmann/Fearns (2000, p. 81-86) individuano una serie di fattori alla
base di una programmazione didattica che vede al centro le competenze stra-
tegiche e compensatorie, che prevedono flessibilita, dinamismo e approccio
interculturale. Tali competenze servono per conoscere i testi giuridici ed il loro
pensiero specialistico.

La didattica specialistica mette al centro il problem solving come focus
dell’attivita, partendo dalle conoscenze di tipo disciplinare, specialistico, ma
anche sociologico ed antropologico. La cultura disciplinare, che & in possesso
degli apprendenti, da strumenti epistemologici, linguistici, testuali che aiutano
ad arrivare al linguaggio specialistico di riferimento. L'obiettivo disciplinare e
linguistico di tali corsi & la cosiddetta Handlungsfihigkeit, la capacita di agire
allinterno della disciplina.

In questo processo, la novita rispetto ai corsi tradizionali é rappresenta-
ta dall’attenzione alla oralita, dimensione che spesso veniva trascurata perché
aleatoria e secondaria. In realta, e proprio l'aspetto della comunicazione orale,
che contiene aspetti sociolinguistici, pragmatici, interculturali che crea difficol-

ta per i disciplinaristi nelle interazioni interlinguistiche.
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Nei corsi di linguaggio specialistico ¢ la dimensione della riflessione e della
coscientizzazione dei processi linguistici e disciplinari che spinge gli appren-

denti al coinvolgimento e all'acquisizione.

6.2.1 ll/la docente: quali requisiti?

Proprio per la natura differenziata del corso di linguaggio specialistico, anche
il ruolo della docente e piti complesso e pretende competenze differenziate.
Oltre alla normale formazione linguistica, e quella didattica, &€ importante per
chi insegna acquisire una buona formazione disciplinare, non importa sia cer-
tificata, appresa in autoapprendimento, o nella prassi. Limportante e che sia
condivisa con disciplinaristi, per riuscire a comprendere gli schemi cognitivi,
il cosidetto Fachdenken della disciplina, che passa attraverso i suoi specialisti.
I confronto, che deve essere costante, arricchisce entrambe le parti e crea un
approccio davvero interdisciplinare. La capacita di collaborare con i disciplina-
risti fa quindi parte delle competenze dei docenti di linguaggio specialistico;
e questo vale sia per colleghi, esperti sull’asse orizzontale, che per gli studenti
delle classi insegnate, quindi sull’asse verticale. La disponibilita a mettersi in
gioco e a passare la palla all'allievo/a specialista — specializzando/a e una ca-
ratteristica essenziale del docente di linguaggio specialistico, e quindi anche di
linguaggio giuridico.

Tale collaborazione e disponibilita si spinge non solo sui temi, sulla ma-
teria contenutistica della lezione, ma anche sulla scelta dei materiali. Tale scelta
€ basata su alcuni principi, che devono comunque essere condivisi dalla classe.
Tali principi sono quelli dell’autenticita, della varieta e della complessita natu-
rale. La lunghezza dei testi puo essere variabile, cosi come la diversa tipologia
testuale. La varieta, anche in tal senso, € un‘ottima via per imparare a muoversi

in un ambito disciplinare in lingua altra.

6.3 Una proposta concreta: la didattica collaborativa

Con tali presupposti, una possibile via metodologica per realizzare corsi di lin-
guaggio specialistico & sicuramente la didattica collaborativa. In essa, studenti/
esse e docente sono messi sullo stesso piano, ma naturalmente rappresentano

competenze diverse e complementari. Laspetto determinante ¢ la considerazio-
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ne degli apprendenti, come persone che sanno e che con il loro sapere possono
collaborare attivamente al corso. Determinante per la motivazione, che e l'a-
spetto principale dell'apprendimento di una lingua; una motivazione profonda
che spinge ad imparare, e allo stesso tempo ad essere protagonista dell’ap-
prendimento. La ricerca dei materiali, e lo sviluppo della lezione attraverso le
fasi della globalita, della analisi, della sintesi, della riflessione e della verifica/
valutazione, con I'eventuale coinvolgimento di esperti/e e disciplinaristi, anche
al di fuori del gruppo classe, sono le vie da percorrere per un‘acquisizione di
linguaggio specialistico.

In un approccio di tipo umanistico-affettivo, due sono gli aspetti meto-
dologici che si possono mettere al centro: la crescita di una lingua straniera, con

la focalizzazione sulla lettura di testi e la ricerca-azione.

6.3.1 Crescita di una lingua straniera

Il metodo della crescita di una lingua straniera (Buttaroni, 1997) si fonda sull’i-
dea della lingua autentica, il cui sapere si costruisce in una comunita lingui-
stica, a partire dal principio di ricchezza dell'input, con un’intensa esposizione
alla lingua condivisa. Una situazione di “normalita” linguistica, che spesso ¢
lontana dalla didattica scolastica o universitaria.

La crescita di una lingua prevede la considerazione del principio della
lingua in funzione comunicativa, con la messa in discussione della progres-
sione (quali sono le abilita ed i contenuti che vanno insegnati e appresi prima,
nella realta comunicativa in cui si trovano immersi i corsisti?). Alla base, I'idea
che vadano utilizzate le risorse di acquisizione spontanea e impiego di risorse
cognitive generali. Anche il rispetto degli stili e dei bisogni individuali nell’ap-
prendimento (con trasparenza degli obiettivi, alternanza di fasi individuali con
fasi sociali) rientra nell'approccio umanistico affettivo.

Non da ultimo, il principio dell’autonomia e della cooperazione (proces-
so di apprendimento generale e fasi di lavoro) con il riposizionamento del ruolo
dell'insegnante, che € un consulente, che impara insieme alla classe.

Al centro, I'aspetto ricettivo, che prevale su quello produttivo, conside-
rato risultato e non causa del processo acquisitivo. In tal senso, le attivita di

produzione utilizzate in classe, ambito naturale per l'utilizzo della lingua stra-
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niera, seguono quelle di ricezione e si svolgono preferibilmente in un contesto
naturale e privo di costrizioni.

Considerando un tale contesto, ¢ naturale che il focus dell’attivita di-
dattica sia sulla ricezione scritta, per un corso di linguaggio specialistico, e piu

precisamente sulla lettura.

6.3.2 La lettura

La lettura e considerata, all'interno della crescita in lingua straniera, un’abilita
linguistica culturale, non necessariamente legata al discorso scientifico, che si
acquisisce “a partire da un certo grado di coordinazione tra facolta linguisti-
che, cognitive, e visive” (Buttaroni, 1997, p. 163-164). Si tratta di un processo di-
scontinuo, secondo la teoria del Dual Process Level, che prevede moduli diversi
presentati in momenti diversi del percorso formativo. La lettura & considerata
un‘attivazione contemporanea di diversi processi cognitivi. Secondo Lutjehar-
ms (1988, p. 187), le strategie di lettura applicate sfruttano gli elementi esterni
al testo e l'enciclopedia, utilizzano le conoscenze della madrelingua (testuali,
ortografiche, lessicali e sintattiche) e limitano la distrazione e quindi il ricorso
a mezzi esterni (vocabolari), puntando pit1 ad una comprensione incompleta ma
globale.

Proprio per l'aspetto personale della lettura e difficile, se non impossibi-
le, definire strategie di lettura valide per tutti i lettori/discenti e soprattutto per

tutte le tipologie testuali.

Quali tipi di lettura?

Le attivita didattiche proponibili per un corso specialistico sono suddivisibili in
due momenti, uno che é focalizzato sui contenuti (lettura autentica) e uno che
si sofferma, in un secondo momento, sulla forma linguistica (lettura analitica).
Questa suddivisione e separazione delle attivita e ritenuta fondamentale per la
crescita in lingua straniera: I'analisi del testo viene solo in un secondo momen-
to, e si svolge su testi gia conosciuti in attivita di lettura autentica. Ogni attivita
non dovrebbe superare i 40 minuti e dovrebbe tener conto della differenza con
lalingua standard, in cui i testi sono piti complessi, degli interessi degli allievi
e delle intuizioni sulle preferenze, mettendo di nuovo davvero al centro del

processo di apprendimento e acquisizione gli apprendenti.
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6.3.3 Laricerca azione

La ricerca-azione viene descritta da John Eliott (1991) “come il tentativo di ren-
dere i nostri metodi di insegnamento coerenti con i nostri valori” (Dodman,
1998, p. 150). Si tratta di un processo centrato sulla figura dell'insegnante, che
si mette in gioco come ricercatore e docente al tempo stesso, costruendo il suo
sapere e verificando la sua didattica all'interno della classe. Come la crescita
di una lingua straniera € centrata sull'apprendente, la ricerca azione e centrata
sul docente. La collaborazione fra queste due vie implica un coinvolgimento
forte di tutti gli attori e le attrici della formazione linguistica, con assunzione di
responsabilita reciproche.

E un aiuto a procedere per l'insegnante, che per utilizzare un metodo di
insegnamento (considerato come processo consapevole della definizione e im-
portanza dei fattori scelti nella didattica) puo utilizzare la ricerca-azione come
riflessione strutturata attraverso i suoi diversi momenti.

Nei percorsi di ricerca-azione si puo partire sia dal problem solving,
orientato a realizzare un determinato risultato, sia dal problem posing, proble-
matizzando aspetti che toccano la propria curiosita scientifica. E‘comunque
un processo continuo di riflessione, pianificazione, azione e osservazione; un
percorso che fa I'insegnante in classe, con una diversa posizione rispetto alla
norma, in cui chi insegna non necessariamente & abituato a riflettere sui proce-
dimenti; I'insegnante riflette su cio che fa, sui processi di apprendimento e sui
discenti che intraprendono questi percorsi.

Un punto determinante della ricerca azione e I'unicita di ogni situazione
didattica: non ha per obiettivo quindi quello di arrivare ad un risultato valido
per tutti. La personalizzazione dell'insegnamento e la conseguente flessibilita,
oltre ad una grande motivazione e curiosita professionale rende ogni percorso

formativo unico e rappresentativo di quella determinata classe.

7. Riflessioni conclusive

Il corso di linguaggio giuridico puo essere un percorso innovativo, che si basa
in primo luogo sulla creazione di una comunita di studio e di crescita lingui-
stica. Il legame fra crescita di una lingua straniera e la ricerca-azione si esterna

anche nello sviluppo di forte solidarieta in classe fra insegnante/i e studenti/
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sse, nel consenso che sta alla base del processo di apprendimento, nell’autono-
mia che hanno gli/le apprendenti in quanto partecipanti al “progetto apprendi-
mento” e non solo osservatori, e nell'emancipazione del percorso individuale.

La ricerca-azione puo essere vista come un percorso dell'insegnante
parallelo a quello dello studente attraverso la crescita di una lingua straniera;
in tal senso, tutti i partecipanti al percorso formativo imparano, si mettono in
gioco, collaborano, con forte motivazione reciproca.

Attraverso il confronto con una disciplina diversa dalla propria, I'inse-
gnante puo studiare il linguaggio nelle sue realizzazioni testuali, costruendosi
cosi un sapere che e della classe, e che gli da indicazioni su aspetti che vanno
approfonditi e che allo stesso tempo possono essere sfruttati nella costruzione
del percorso didattico. Cosi come gli/le apprendenti, sentendosi davvero al cen-
tro del processo di apprendimento, favoriscono l'acquisizione e la costruzione

del sapere linguistico.
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A Quantitative Approach to Increase Awareness
of Grammatical Inaccuracies in L2 Academic
Writing

Sarah Strigler — The University of Texas at Austin

Abstract

Identifying and classifying grammatical errors is a common practice in providing
grammar feedback of L2 academic writing. Through error identification, students can
recognize patterns in their writing and more precisely edit their work. However, even
after identifying and correcting these errors, students often repeat the same inaccu-
racies in subsequent writings. Thus, while error identification can lay the foundation
for improving grammatical awareness in academic writing, it must be followed by
additional analysis for the student to reap the full benefit of this practice. Categorizing
the errors in error charts has been shown to be beneficial for L2 academic writers by
allowing them to more easily observe and analyze larger trends in their writing. (Fer-
ris, 2005). These charts also prompt the student to produce quantitative and statistical
representations of their writing, adding new depth to their grammatical awareness
and facilitating easier identification of strengths and weaknesses to prioritize learning
targets. This paper presents a 5-step process for implementing error identification and

error logs to create graphical and statistical representations of errors in written work.

1. Introduction

For university-level students engaging in L2 academic writing, producing
grammatically accurate language is essential. Grammatical accuracy has a sig-
nificant impact on the assessment of L2 student writing (Hinkel, 2002) and is
often a leading factor in the failure of international students to meet universi-

ty-level expectations (Zhu, 2004). Accordingly, accurate grammar in writing is
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foundational to success in academia; however, improving grammatical accura-
cy in L2 academic writing is no easy task.

Among the techniques utilized to help students improve their grammar
in second-language academic writing, identifying grammatical inaccuracies in
student writing is common (Ferris, 2002; 2005; 2006). For adult learners, error
identification is particularly effective as it explicitly informs the student of their
inaccuracies, which can reduce fossilization of incorrect language use and help
students target specific grammatical errors in their writing (Ferris, 2004; 2005;
2010). As such, students are able to more precisely edit their work and take a
more active role in the process of revision and self-correction.

However, the ability to revise in the short-term does not indicate long-
term acquisition of the feedback or improved language competency overall
(Truscott, 1996; Truscott & Hsu, 2008). Even after receiving error identification
feedback, students often repeat the same errors in subsequent writings, placing
the onus on the instructor to identify the same error across multiple writings,
and leaving the student frustrated and demotivated. Consequently, while error
identification and correction can lay the foundation for improving grammar in
L2 academic writing, it must be followed by additional analysis for this practice
to have the maximum impact.

A valuable next step to increase engagement with error identification
feedback is categorizing and logging the identified errors in charts. The effec-
tiveness of error charts can be understood in terms of the noticing hypothesis
(Schmidt, 1990; 1993; 1995; 2001), which emphasizes that only through active
attention and participation can the input received be converted into increased
linguistic competence. In completing error charts, students have additional op-
portunity to notice grammatical inaccuracies in their writing by quantifying
a variety of metrics based on the feedback provided, such as calculating the
frequency with which they make a particular error (Choi, 2013).

Problematically, the completion of error logs is often the final step in en-
gaging with the grammar feedback provided. After the log has been finished,
the process of writing, feedback, and logging begins anew. However, without
further interaction and analysis, simply logging grammatical errors does not
ensure increased linguistic competence or reduced grammatical errors (Choi,

2013). Thus, extending the error identification and logging process to include
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additional analysis and reflection is crucial to deepen awareness of grammar
inaccuracies in second language writing.

Notably, error charts contain multiple data points, which serve as a solid
foundation for additional analysis and provide students even further opportu-
nity to raise awareness of their language use. Data gleaned from different logs
can be used to create graphical and statistical representations of written work.
By tracking data points across multiple writings, students can better develop
their grammatical awareness in a familiar language: math.

The student-produced charts and graphs can also inform reflective and
analytical writing practice, prompting further engagement with error-identi-
fication feedback. These reflective responses elicit academic and field-specific
language through tasks such as summarizing graphs, analyzing data trends,
and evaluating successful and unsuccessful approaches.

By expanding the error-identification process to include error chart
analysis and graphical representation of grammatical accuracy in writing, stu-
dents can more easily and independently see trends in their writing, prioritize
learning targets, and deepen awareness of grammatical inaccuracies in their
writing. Moreover, employing a data-driven approach can increase motivation
for students, a necessary component of successful language improvement espe-
cially in higher levels of language development (Kim, 2009).

This paper details a 5-step implementation process for Error Log Anal-
ysis, where the focus of error-identification and correction shifts from a teach-
er-centered model of giving feedback to a student-centered model grounded in

statistical analysis and reflection.

2.  5-Step Error Log Implementation Process

21 Step 1: Student-Produced Writing

The Error Log Analysis process begins with student-produced writing. As not-
ed by Sokolik (2003), one of the fundamentals of teaching writing is encour-
aging students to actively engage in writing practice. While analyzing others’
writings can help to increase awareness of grammar and writing generally,
evaluating self-produced writing is integral to having specific knowledge of

one’s language use.
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Student writing can be modified according to the level and language needs of
the students. For lower-level students, a 30 minute in-class writing on a TOEFL
or IELTS writing prompt could be beneficial. For higher-level students, writing
for less time on more sophisticated topics or in more advanced ways, such as
summaries or responses, is helpful.

The writing can be completed as an in-class activity or as an at-home
assignment. A significant advantage of in-class writing is insuring students are
producing authentic language. Moreover, if the activity is time-restricted and
monitored in class, students can calculate their writing fluency as an addition-
al metric. Importantly, by beginning with student-produced writing, both the
instructor and student have an opportunity to analyze original student writing

to identify grammatical inaccuracies.

2.2 Step 2: Error Identification

Once the student has produced original writing, grammatical errors in the text
can be identified. The types of identified errors can be scaled according to the
language level of the student and to meet curricular goals. For lower-level stu-
dents, the instructor could limit identified errors to only one or two major error
types, such as subject-verb agreement or verb tense. To address the language
needs of students with higher-level language competency, identifying multiple
error types including those in more advanced writing, such as gerund-infini-
tive confusion or subordination, is valuable.

Identification can take a variety of forms, ranging from numbers, sym-
bols, and codes, each correlating to particular errors. Using codes makes feed-
back neater and clearer, which has been shown to increase student engagement
with the feedback itself (Hyland, 2003). Additionally, identifying errors using
this approach is significantly less time consuming for the instructor than ac-
tively labeling, classifying and correcting each error occurring in student writ-

ing. A sample error-identification chart is shown in Figure 1.
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Error Reference Chart
Error # Error Name Example
1 Verb Tense Yesterday, I ge wen! to class.
Tomorrow, I see will see my family.
2 Verb Form linterastad am inferested in science.
The world } is becoming smaller.
3 Word Form She has a beauty beautiful voice.
The movie is interested-interesting.
4 Subject-Verb The student wazk works hard.
Agreement There is are many people in New York.
5 Singular/Plural A lot of student siudenis study abroad. (2 lot of + plural)
She hopes to do reseazches research in graduate school. (research is non-count)

Fig. 1 — Error identification chart in which numbers correspond to specific grammatical errors

2.3 Step 3: Targeted Grammar Instruction

After identifying grammatical errors in student writing, targeted and explicit
instruction regarding how to recognize and revise the grammatical inaccura-
cies needs to be provided. Students cannot be expected to correct an error they
cannot detect, do not know exists, or do not understand how to revise.

This instruction can be adapted as needed, including meeting with
students individually to address specific language needs or identifying errors
common to a class as a whole and revising them as an in-class activity. Key to
success in this stage is choosing level-appropriate errors to address. In pro-
viding explicit and targeted instruction focused on identifying and revising
specific errors in writing, students can more easily and clearly monitor the lan-
guage they are currently using and compare it to the language they should be

producing.

2.4 Step 4: Single Error Chart Completion and Analysis

Once students develop awareness of the location and types of their grammati-
cal inaccuracies and have received explicit and targeted instruction regarding
how to address them, the focus of this practice shifts to student evaluation
of their errors, beginning with the completion of their error log. Each error
log is aligned with the errors identified in the student writing, and as in the
error-identification step, the information in the logs can be modified according

to curricular goals and student language level. These logs can be used to meas-
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ure a variety of metrics in student writings; the log shown in Figure 2 below

prompts students to calculate error frequency and overall error percentage.
Error Percentage Over Time

1200 1037
= 10.00
8.00
6.00

4.00

Error Percentage(%)

2.00

0.00

Log Number

Fig. 2 — Error log measuring error frequency and overall error percentage

Using the data from the log, students can easily observe trends in their writ-
ing and independently prioritize language learning. An activity as simple as
highlighting the most frequently occurring error types in a single log can help
students recognize their weaknesses in grammar as well as set goals for future
writings. (Fowler & Baker, 1974; Dzwilkifli, 2013). Students can also calculate
their overall error percentage —the percentage of their overall writing — that is
not grammatically accurate. This can be calculated by dividing the total num-
ber of errors in the text by the total number of words. This data point can enable
a student to measure their holistic grammatical accuracy in a single writing
and monitor progress. Because the analysis is grounded in data, students can
more aptly evaluate the state of their writing and take a more active role in
setting learning targets.

Moreover, this data can support reflective writing practice and further
reinforce language goals. Questions such as “according to your most recent
error chart, what is your most common error and why do you think that is?”
or “what do you need to focus on in future writings and how do you plan on
doing this?” can be answered more readily by using data as the basis for anal-
ysis. In addition to providing students an opportunity to increase awareness
of their grammar use in writing, these reflective questions elicit the language

of data and quantitative analysis, a necessary component of academic writing.
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2.5 Step 5: Multiple Error Chart Analysis and Reflection

Utilizing data from multiple writings and error logs, students can track their
grammar usage and improvement over longer periods of time. Data collected
from the logs can be used to create charts, graphs, and statistical models of
grammatical accuracy and progress. These graphical representations allow the
student to examine larger grammar patterns and trends.

The charts and graphs can then be used as a foundation for reflection
and analysis, further reinforcing the impact of the error-identification feedback
and increasing awareness of grammar usage in writing. The points of analysis
below are only a very small sample of the different types of graphical analysis

that can be performed with data from error charts.

2.51 Tracking Overall Error Percentage

Graphing overall error percentage across multiple writings, students can see
a larger representation of their grammatical improvement and development.
The data presents an empirical foundation for students to evaluate their pro-
gress and analyze their language use over time. These graphs can be generated
consistently throughout the semester, or alternately, overall error percentage
graphs can be developed at specific points, such as part of a midterm or final
project. Utilizing the data from error charts to create graphs can be a novel
experience for students who may have never seen their writing represented

statistically. A sample is included in Figure 3 below.

Error Log
# |Error [Frequency Examples and Correction
1 |Verb Tense
2 |Verb Form

3 |Word Choice

4 |Word Form

5 [Subject-Verb Agreement

[Total £ of Errors:

[Total £ of Words:

Error Percentage:

Fi

g. 3 — Graphical representation of the error percentage of 7 writings over the course of a semester
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Tracking the overall error percentage can also provide students with a concrete
basis for reflective and analytical writing. Along with increasing opportunity
to engage with and notice language, these reflections elicit academic language,
including summary language, the language of quantification and statistical
analysis as well as reported speech. Questions responding to this data could
include “Do you see any trends? What are they?” or “What was the most mean-
ingful data point? Why?”

Representing grammatical accuracy in statistical form and tracking
that development over time can allow students to more easily visualize, ana-
lyze, and reflect on their writing progress. Additionally, engaging in reflective
analysis can deepen the impact of the feedback and also reinforce additional

language targets in written production.

2.5.2 Measuring Change in Error Percentage

In addition to tracking the overall error percentage across many writings, stu-
dents can also develop awareness of their grammatical accuracy and progress
over time by calculating their percent improvement. In contrast to tracking the
overall error percentage for multiple writings, calculating the percent change
of errors measures only the development between two writings. This meas-
urement can be made between two subsequent writings or can be designed to
measure change over longer periods of time, such as comparing the first and
last writings in a semester.

The error percent change metric measures the actual numerical change
in error percentage from the first writing to the last. This data point can be
calculated by using the percent change formula, where the error percentage
from the first writing is subtracted from that of the writing it is being compared
with. This number is then divided by the error percentage of the first writing.

The formula is shown below.

Final Error % — First Errar %
First Error %

Percent Change Formulo =
To see how this forumula could be applied to student data from writing, we

may consider a student whose error percentage from their first writing was 5%,

and their error percentage from their last (most recent) writing was 1%. If the
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student were to measure his or her percent change improvement between these

two writings, the student could calculate the following:

1%—5% ..
Percent Change = |T/u| =.8, or an 80% decline in the error rate.

This data gives a particularly unequivocal assessment that can be useful in
helping a student determine the impact of his or her grammatical improvment
over a particular period of time.

Questions for reflection and employing the language of quantitative
analysis could include “what does the data show about your grammar pro-
gress in writing?” or “what are the causes of the increase or decrease? Why
was there a change?” In using data as the basis for reflection, students can more
easily identify trends and more effectively analyze their grammar progress in

writing.

2.5.3 Specific Error Frequency Chart

Tracking error frequency across writings can enable students to increase
awareness of their use of a specific grammar element. While graphing the error
percentage of multiple writings over time or calculating percent change of er-
rors between two writings is helpful for observing larger patterns and trends in
writing over time, quantifying and tracking common grammar errors allows
for the further measure of progress in one’s writing development. In observing
the frequency of specific errors over time, a student is able to more deeply and
easily assess what techniques have been effective or ineffective in addressing
weaknesses in grammar.

A sample frequency chart is shown in Figure 4.
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Articles 1 0 3 2 0 1] [

Singular or Plural 0 3 1 0 0 1] 4
General Punctuation 1 0 2 0 1 1] 4
Subject-Verb Agreement ] 1 1 1 0 1] 3
Coordination 1 0 1] 0 1 1] 2

Fig. 4 — Sample frequency chart tracking the 5 most common grammar errors in student writing over
the course of 6 writings.

Calculating error frequency of specific errors over multiple writings, students
can use the data to independently identify patterns in their grammar use and
more readily prioritize language targets for future writings. As opposed to hav-
ing an instructor highlight grammar strengths and weaknesses for the student,
charting error frequency can help students independently assess the accuracy
of their grammar and evaluate their writing. By completing error frequency
charts, students are given an additional opportunity to develop awareness of
their grammar in writing and achieve the autonomy both student and teacher
desire.

Questions for reflection can include “what was your most common error
and why do you think that is?” or “how influential was your most common
error among your other grammar errors?” Additionally, reflective questions
could help raise awareness of effective learning processes in addressing gram-
matical errors. For example, questions such as “if there was an increase or
decrease in a specific error, explain why. What caused the change? What did
you learn that enabled you to make this improvement?” can help a student to
determine what practices were most helpful in developing awareness of accu-

rate grammar in academic writing.
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2.5.4 Field-Specific Calculations

In engaging with statistical models of grammar, the analysis that can be pro-
duced is limitless. To address the specific linguistic needs for L2 academic writ-
ers, data can also be analyzed using field-specific formats and terminology.
This could include creating the half-life of error percentage of writings for a
student researching Carbon-14 dating (see Figure 5), or producing a full regres-

sion analysis for a student in the business field.

Error Percentage (%) Half-Life

14
®
12
:E-
% v y=7.8e079
=
g 87 ®  Error Percentage
£ 0
g6 ) (%)
§ 4 """"" Expon. (Error
o e .. Percentage (%))
2 i ®
® Y
0
0 2 4 6
Log Number

Fig. 5 — The above graph shows the calculation of error percentage half-life over the course of 7
writings.

In creating field-specific representations of grammatical accuracy, questions for
reflection can employ field-specific terminology, giving the student a unique
opportunity to analyze their writing in academically relevant and meaningful
language. Reflective questions can include “overall, what does the graph show
and what are the implications of the data?” or “How can you use this data
to interpret changes, trends, or improvements in your writing?” Encouraging
field-specific grammar analysis can have significant impacts on student buy-in
and motivation in approaching their grammar development in writing as it
puts their progress in terms that are academically relevant and meaningful for
the student.
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3. Conclusion

Extending the error-identification process to include error chart completion,
analysis, and reflective writing practice lays the foundation for a dynamic and
comprehensive approach to increasing awareness of grammatical accuracy in
L2 academic writing. Moving away from the traditional, instructor-centered
model for error-correction, the process presented herein is firmly grounded in
using error correction as only a first step in a larger process of raising aware-
ness of grammatical inaccuracies in L2 academic writing.

Engaging in a data-driven process provides a concrete basis for student
evaluation and reflection of grammatical inaccuracies in writing. By develop-
ing statistical representations of written work, students can more efficiently and
independently identify trends, progress, strengths, and weaknesses in their
writing. Additionally, due to the heavy reliance on data analysis and statistical
evaluation of L2 grammar in writing, this approach is especially beneficial for
students whose academic or professional interests are rooted in research lan-
guage and statistical analysis, such as those studying business and STEM fields
or any student engaging in quantitative or graduate-level research. Ultimately,
using data as a foundation for analysis of and reflection on writing, students
can more effectively analyze their grammar usage and improve the quality of

their writing overall.
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Negotiation in the Foreign Language Classroom:
Developing Global Learners as Negotiators

Nicoletta Cherubini — Independent Professional

“Like it or not, you are a negotiator. Negotiation is a fact of life.”
(Fisher & Ury, 2011, p. 6)

Abstract

Negotiation is a fact of life, a pervasive skill that we unknowingly use in any situation
to avoid breakdowns in communication. It is surprising that it has not yet become a
school subject worldwide, yet it should, because it stands at the core of emotional litera-
cy —our ability to express personal feelings and to deal effectively with other people's
feelings in conflict situations.

This paper follows up on its author's ongoing research and field practice in the design
of experimental FL materials for social and emotional learning (SEL). It draws attention
to the socio-emotional, behavioural, and sociopragmatic potential of negotiation, in-
tended as a learnable discipline in its own right. It hunts for shared topics and learning
objectives related to negotiation within global citizenship education guidance in Europe.
The author's aim is to elicit curiosity in all FL teachers and to suggest why and how
negotiation can be integrated as language-specific content in their lessons. Teachers
and students exploring the art of negotiation and language-awareness may contribute

peace and long-term vision to their schools and communities as active global citizens.

1. Enriching the Role of FL Education: A Proposal

Communication is virtually everything we do or say, and even what we do not
say, given the relative importance of words versus nonverbal cues (Mehrabian,
1981). But how many of us are trained to be good communicators? If more and
more of us begin to understand all facets of communication, we may then take
responsibility for our choice and use of words and non-verbal cues, getting a

solid grasp on our attitudes towards problem solving and conflict management.
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At that point, we may reach a critical mass that will truly make a difference in
cultivating identities, relationships, and respect for diversity. Communication
skills can be learned. The problem is: How can we learn more of them, and how
can we learn them faster?

With these issues in mind, this proposal focuses on the integration of

social and emotional skills in the FL classroom.

2.  Global Education for the Realities of Today's World

The first European strategy framework for improving and increasing global
education (GE) in Europe to the year 2015 was established by the Maastricht
Congress. In what is known as The Maastricht Declaration (2002) we read:

Global education is education that opens people’s eyes and minds to the re-
alities of the globalised world and awakens them to bring about a world of

greater justice, equity and Human Rights for all. (p. 2)

Clearly, to open people’s eyes and minds to the world may sound quite familiar
to any FL teacher who has consistently pursued learner-centered education,
bringing the world (the learner's inner and outer realities, either at home or
abroad) into the classroom, in order to promote the development of cross-cul-
tural, social, and emotional skills. That focus has always been a rewarding pri-
ority in this author's work (see Cherubini, 2016).

Negotiation is an empowering conflict resolution activity that stands
at the core of emotional literacy (Fisher & Ury, 1981, para. 4). And, should we
wonder if negotiation has a rightful place in GE, we then need to verify that it
obeys pedagogical concepts related to today's world; that it offers a response to
the need to create peace, justice, and solidarity; that it enables people to develop

skills, values, and attitudes to manifest a sustainable world and their personal

potential; and that it opens people's eyes and minds.
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3.  Global Citizenship Education

The concept of global citizenship refers to “a sense of belonging to a broader
community and common humanity. It emphasises political, economic, social
and cultural interdependency and interconnectedness between the local, the
national and the global” (UNESCO, 2014).

In 2015 the 3 European Congress on Global Education, titled Educa-
tion for a Global Citizenship - Unity in Diversity (Zagreb 2015) gathered over 200
stakeholders in GE, from formal and non-formal education areas, civil society
platforms, governments, parliaments, local and regional authorities, and in-
ter-governmental organisations from European and non-European countries,
using the principle of a holistic approach to GE. The Congress set out to link the
concept of GE to that of global citizenship education (GCED) in order to contribute
a competence and methodological framework; in particular, they outlined key
competences for intercultural and interreligious understanding, to be used in
both formal and non-formal education sectors. GE/GCED core values are re-
flected in the UNESCO (2015) definition of competences needed by the active
global citizen, as follows:
- Respect for human life and dignity;
- Equal righs and social justice;
- Cultural and social diversity;
- A sense of human solidarity and shared responsibility for our common

future.

Admittedly, if FL teachers elected to integrate the art of negotiation in their

classrooms, they would greatly contribute to all the above core values.

3.1 Is Negotiation Among the Topics and Learning Objectives
of GCED?

Growing interest in global citizenship has resulted in “increased attention to
the global dimension in citizenship education as well, and the implications for
policy, curricula, teaching and learning,” according to the first pedagogical
guidance on GCED, Global Citizenship Education: Topics and Learning Objectives
(UNESCO, 2015). This handbook is the result of extensive research and consul-
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tation with international experts. It draws on other UNESCO publications and
events and it was field-tested to verify its relevance in different geographical
and socio-cultural contexts. It presents a number of suggestions for translating
Global citizenship education concepts into practical and age-specific topics and learning
objectives in a way that fosters adaptation to local contexts. It is intended as a re-
source for educators, curriculum developers, trainers, as well as policy-makers,
but it will also be useful for other education stakeholders working in non-for-
mal and informal settings (UNESCQO, 2015, p. 7). This guidance is based on

three core conceptual dimensions of GCED, namely:

Cognitive dimension, which aims to acquire knowledge, understanding and
critical thinking about global, regional, national and local issues and the
interconnectedness and interdependency of different countries and popu-
lations.

Socio-emotional dimension: which aims to have a sense of belonging to a com-
mon humanity, sharing values and responsibilities, empathy, solidarity and
respect for differences and diversity.

Behavioural dimension: which aims to act effectively and responsibly atlocal, na-
tional and global levels for a more peaceful and sustainable world.

(UNESCO, 2015, p. 15)

For the sake of this study, it was particularly intriguing to check the presence,
role, and relevance of negotiation among the GCED aims listed in the guidance.

The keyword negotiation is quoted in connection to:

1) The development of civic literacy:

Global citizenship education aims to enable learners to develop and apply
critical skills for civic literacy, e.g. critical inquiry, information technology,
media literacy, critical thinking, decision-making, problem solving, negotia-

tion, peace building and personal and social responsibility. (UNESCO, 2015,
p- 16)
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2) The socio-emotional GCED learning objective “cultivate good relationships
with diverse individuals and groups,” afferent to the topic difference and re-

spect for diversity:

Key themes for Upper Primary (9-12 years): Developing values and skills that
enable people to live together peacefully (respect, equality, caring, empathy,
solidarity, tolerance, inclusion, communication, negotiation, managing and

resolving conflict, accepting different perspectives, non-violence). (p. 37)

3) The socio-emotional GCED learning objective “debate on the benefits and
challenges of difference and diversity,” also afferent to the topic difference

and respect for diversity:

Key themes for Lower secondary (12-15 years): Practicing dialogue, negotiation
and conflict management skills. (p. 37)

For both of the above age/level groups the Expected Key Learning Outcomes
listed are clearly connected to negotiation skills and processes (see para. 4):
a) Learners experience a sense of belonging to a common humanity, sharing
values and responsibilities, based on human rights.

b) Learners develop attitudes of empathy, solidarity and respect for differ-

ences and diversities. (p. 37)

4) The word negotiation pops up again with reference to the behavioural
CGED learning objective “propose action for, and become agents of, posi-

tive change”, concerning the topic of getting engaged and taking action:

Key themes for Upper secondary (15-18+ years): Practicing communication,

negotiation, advocacy skills. (p. 40)

For the above age/level group the following Expected Key Learning Outcomes

are listed:

a) Learners act effectively and responsively at local, national and global
levels for a more peaceful and sustainable world.

b) Learners develop motivation and willingness to take necessary actions.

(p. 40)
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The term negotiation is also found in a list of keywords that can be used for dis-
cussion, under the indicative heading of “cultivating and managing identities,

relationships and respect for diversity”:

5) The key word-family of negotiation is the following;:

assertiveness, communication, conflict resolution, dialogue, inclusion, inter-
cultural dialogue, life skills, managing difference (e.g. cultural difference),
managing change, mediation, negotiation, partnership skills (international
and local), prevention (conflict, bullying, violence) relationships, reconcilia-

tion, transformation, win-win solutions. (p- 43)

The preceding five points clearly show the presence and relevance of negotia-
tion among the topics and learning objectives for global citizenship education,
as outlined by UNESCO (2015). Negotiation thus has a righful place within
the learning domains afferent to socio-emotional learning and to behavioural
learning. Interestingly, the age/level group of learners where learning negoti-
ation applies spans from age 9 to age 18, that is from upper primary to upper

secondary school.

4.  Negotiation as a Learnable Discipline:
The Fisher and Ury Model

Fisher and Ury of the Harvard Negotiation Project, respectively with back-
grounds in international law and in anthropology, wrote a fundamental book
on negotiation titled Getting to Yes: Negotiating Agreement Without Giving In (1981,
2011). They have gained a lot of attention and endorsements from a broad read-
ership ever since, and are frequently cited as inspiration for other work. In the
authors' words, the book began as a question: “What is the best way for people
to deal with their differences?” (2011, p. 4).

For example, what is the best advice to give a husband and wife getting
divorced (or to one of them) who want to reach a fair and mutually satisfactory
agreement without ending up in a bitter fight? Their definition of negotiation is

simple and direct:
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Like it or not, you are a negotiator. Negotiation is a fact of life. ... Negotiation
is a basic means of getting what you want from others. It is back-and-forth
communication designed to reach an agreement when you and the other side

have some interests that are shared and others that are opposed. (2011, p. 6)

The point is that every day, “families, neighbors, couples, employees, bosses,
businesses, consumers, salesmen, lawyers, and nations face this same dilemma
of how to get to yes without going to war” (2011, p. 6).

Why then, we wonder, is no one taught negotiation routinely at school
in modern society, treating it like a school subject comparable to science, civic
education, or maths? In this author's view, negotiation should be included in
every school curriculum in the world; yet it is not (except in advanced educa-
tional systems). It should be, because negotiation is clearly a teachable/learna-
ble discipline in its own right.

As practitioners in the field of cross-cultural FL content teaching and of
content and language integrated learning (CLIL), and as believers in the need
for pragmatic self-awareness in verbal communication, we began promoting
the integration of negotiation languge and skills into FL teaching several years
ago (Cherubini, 1999). Presently, facing an entropic communication crisis in
world societies we suggest a teaching framework to turn negotiation skills into
a GCED resource (see section 5).

Based on abundant feedback received from many types of practitioners
over the years, Fisher and Ury (1981, 2011) outlined the three methodological
criteria of a good agreement which—far from being a compromise—is much

more than simply a way to “get to yes™

[A good agreement] should produce a wise agreement if agreement is possi-
ble. It should be efficient. And it should improve or at least not damage the
relationship between the parties. A wise agreement can be defined as one
which meets the legitimate interests of each side to the extent possible, re-
solves conflicting interests fairly, is durable, and takes community interests

into account. (2011, p. 7)
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To reach a good agreement the involved parties must have both the knowledge
to distinguish between positional bargaining and principled negotiation (see sec-

tions 4.1 and 4.2) and the skill to always argue interests, not positions.

41 Positional Bargaining

Whether a negotiation regards a contract, a family quarrel, or a peace settlement
among nations, people normally engage in positional bargaining. Negotiating a
price is a typical example of positional bargaining, which represents an undesir-
able win-lose paradigm. However, one of the main keys for success in negotiat-
ing a good agreement is for parties to refrain from positional bargaining.

In this kind of transaction each party opens with their position on an
issue, then bargains from the party’s different opening position to eventually
agree on one position, with both parties having a bottom line outcome in mind.
Yet Fisher and Ury (1981, 2011) clearly point out that positional bargaining does
not tend to produce win-win agreements for the following reasons: It is an
inefficient means of reaching agreements; the agreements tend to neglect the
other party's respective interests; ego tends to be involved; and it encourages

stubborness, thus damaging the parties' relationship.

4.2 Principled Negotiation

The winning alternative to positional bargaining is principled negotiation, a pro-

cess that may offer a better way of reaching good agreements and that can be

used successfully to resolve almost any type of conflict. In the Fisher and Ury

(1981, 2011) method, principled negotiation follows four prescriptions:

- First, Separate the people from the problem (since people tend to become per-
sonally involved with the issues and their respective position, they may
perceive resistance to their position as a personal attack).

- Second, Focus on Interests, not Positions (people share certain basic interests
or needs, such as the need for security; therefore identifying, understand-
ing, and dealing with both parties' underlying interests is likely to generate
a good agreement).

- Third, Invent options for mutual gain (which involves the principles of brain-

storming and broadening options).
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- Fourth, Insist on using objective criteria (both legitimate and practical ones,

such as scientific findings, or professional standards and the like).

Our next step is devoted to give FL teachers of EFL/ESL and of Italian FL/SL a

number of tips on how to integrate negotiation skills with FL teaching.

5. Design of an FL Teaching Module on Discerning
Interests from Positions in Negotiation

We are now going to sketch a simple outline that teachers may wish to follow
in designing FL teaching units on negotiation, with examples of language-spe-
cific (negotiation) functional content in English and in Italian.

Using languages to learn and learning to use languages has received
considerable attention from European educational research for over two dec-
ades and continues to evolve (Marsh et al., 2010, 2012). We are going to draw
from the CLIL methodology, which involves a dual-focused educational con-
text in which an additional language (FL or SL)—thus not usually the first
language of the learners involved—is used as a medium in the teaching and
learning of a non-linguistic subject (negotiation, in our case). For structural
purposes, we are following a modular concept of FL teaching that may include
various didactic units and that fosters interdisciplinary work among teachers

of different disciplines.!

51 Selecting the negotiation content

FL Teachers wishing to include negotiation topics in their FL classrooms with-

in a CLIL framework are to follow a dual focus approach. This involves two

simultaneous actions:

a) explaining to their learners the content subject of Negotiation that they
wish to present, and

b) focusing on their learners” FL skills.
The general competences needed by CLIL teachers to select the content con-

cern: knowing how to select and adapt their teaching materials to make them

1 For this concept see Balboni, 2002; Coonan 2002; Serragiotto, 2003; Marsh, 2010.
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easily available and accessible to learners; and scaffolding learners’ language
to create comprehensible input—an outcome that they can reach by using com-
munication strategies (reformulation, repetition, slower pace in speaking, etc.).

School and university CLIL teachers alike are to look for authentic mate-
rials and to adapt them according to the needs of their learners (be they future
politicians, economists, psychologists, or educators, they will have preferences

about the type of negotiations they wish to master).

5.1.1 Written materials

Many examples in Fisher and Ury's book provide good written source materi-
als, and we are now going to suggest a didactic use of one of their most famous

negotiation stories, the Story of the Wise Librarian:

Consider the story of two men quarreling in a library. One wants the window
open and the other wants it closed. They bicker back and forth about how
much to leave it open: a crack, halfway, three quarters of the way. No solution
satisfies them both. Enter the librarian. She asks one why he wants the win-
dow open: “To get some fresh air.” She asks the other why he wants it closed:
“To avoid the draft.” After thinking a minute, she opens wide a window in

the next room, bringing in fresh air without a draft. (p. 23)

This tale looks like a typical win-lose / lose-win battle, because the window can
either be closed or open, so in any case one of the parties must lose. Technically
speaking, the problem appears to be a conflict of positions. Each man is defending
his different personal position about what he wants. They think they have to
agree on a position, so they keep talking about positions and in the process they
often reach an impasse. But the librarian, who uses her conflict resolution skills
to reach a win-win solution, asks the men why they want the window open
or closed. Such a question allows the interests of each party to surface (fresh
air for one and no draft for the other). Once the parties start focusing on their
underlying interests, not on their verbalized positions, they can reconcile their

needs. The rule is: For a wise solution, discern and reconcile interests, not positions.
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5.1.2 Extra-linguistic materials

To make the content more understandable for learners, teachers may decide to
use extra-linguistic materials, such as illustrations, photos, charts, or mind maps
and the like.

For example, a chart similar to the one that we are presenting in Table 1
may be devised by teachers to introduce the concepts of positional bargaining
and of principled negotiation in an inductive way, based on the above-mentioned
story of the wise librarian. The chart may be read, role-played, or dramatized
and video-recorded and then discussed by students, depending on teacher

needs.

Table 1 — Charting and enacting positional bargaining (win-lose, lose-win) and principled negotia-
tion (win-win) bargaining

WIN-LOSE LOSE-WIN WIN-WIN

George wants the window | Mark wants the window

open. closed.

The window is left open. | The window is left closed. | The librarian opens a

window in the next room.

George wins, Mark loses. George loses, Mark wins. George wins, Mark wins.

Another type of chart may be used to highlight the concepts and to elicit basic
speech acts of negotiation from learners, based on the learning objective of

“discerning interests from positions” presented by the story.

Table 2 — Charting and enacting Negotiation outcomes based on an inefficient agreement

Expressed POSITIONS OUTCOMES

George wants the window open and wins. .
. Win-Lose
I want the window open.

Mark wants the window closed and wins. | [,ose-Win
I want the window closed.
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Teachers may also wish to use visual materials, such as the well-known car-
toon strip telling the story known as The Tale of the Two Mules (I due muli in
Italian), which could be used to elicit brainstorming hypotheses from learners

about win-win solutions available to the two parties.?

5.2 Dual Focused Learning Objectives

Teachers are also to verify the respect of the conditions for the integration of
FL learning objectives with the negotiation learning objectives, that is, the learning
objectives pertaining to the non-linguistic discipline that they are going to teach in
a foreign language. Thus teachers—as a pre-requisite during the selection of
materials on negotiation for their hypothetical module—should acquire some
background knowledge of the concepts of negotiation, interests, and positions
from the many sources available in books or online, or directly from Fisher
and Ury's original essay (2011, pp. 7-8, 23). It will then become apparent that
the negotiation objective in this module may be formulated in a similar way to
the following:
Negotiation learning objective:
The parties involved in a conflict are going to become aware of the importance
of finding out about the interests (or motivations, or needs) underlying the re-
spective positions taken by the parties, in order to reach a win-win agreement.
Teachers will also need to verify the availability in their classroms of the
necessary technical equipment and hardware to present their chosen CLIL ma-

terials (written texts, video clips, CDs, film, photocopies, slides, etc.) to learners.

5.21 A precaution about method and teaching context
Global educators, however, are to take into account a precaution with regard to

method and contextualization:

Global education is not just concerned with different perspectives on glo-
balised themes and what you teach and learn about them. It is also concerned

about how you teach and learn and the contextual conditions in which you

2 Many renditions of this cartoon strip are available online, including a very useful frame-
by-frame video, cfr. https://www.youtube.com/watch?v=clIXwU3HdJA.
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teach and learn. In fact there is a necessary unity between the content, form
and context in which the learning process takes place. (Global Education

Guidelines, 2012, p. 20)

This implies, for instance, that it would not be meaningful to teach themes
of cooperation in a non-cooperatively oriented classroom; nor would it work
out well to teach the language and skills of cooperation if the teacher does not
have a good understanding of his/her classroom interaction skills for achieving
and sustaining a cooperative learning environment. In fact, as noted by Rich-
ards and Lockhart (1994, pp. 138-160), since FL teaching is a highly interactive
process, FL teachers can have a great influence on the kind of interaction that
takes place between the teacher and the learners, and the interaction among the
learners themselves. Content and form are truly inseparable from participants

in a global educational framework.?

5.3 The Functional Language of Negotiation

Negotiation not only requires mastery of its specific linguistic exponents,
but may also create many involuntary misunderstandings stemming from
the use of inappropriate expressions, especially among non-native speakers.
Hence there is a need for a repertoire of useful, authentic sentences applicable
to the main situations encountered during negotiation, which imply different
language registers and an ongoing attention to the implied consequences ex-
pressed by each phrase.

Teachers will find sample phrases in Fisher and Ury's (1981, 2011) book
and in its Italian translation (1995). They may also find some English linguistic
exponents of negotiation and their Italian equivalents in a bilingual phrasal
repertoire compiled by Lapeyre and Sheppard (1995), from which source the
sentences presented below, which are heard in the negotiation step of finding

out about interests (pp. 48-51).

3 More on this topic in Cherubini, 2019.
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5.3.1 Negotiation language to find out about interests

Teachers may draw creatively from this repertoire or add similar, appropriate

phrases in line with their learners' needs.

ENGLISH

(1a) What is your basic concern in wanting to introduce this clause?

(2a) What do you have against this solution? In what way do you feel it would be harm-
ful to your interests?

(3a) How exactly would this affect you?

(4a) Does this sound like a fair solution to you?

(5a) Why do you feel this is unfair?

ITALIAN

(1b) Qual e la ragione principale che vi spinge a introdurre questa clausola?

(2b) Che cosa avete contro questa soluzione? Perché pensate che potrebbe essere
nociva per voi?

(3b) In che modo influirebbe sui [Suoi / tuoi] interessi concretamente?

(4b) La ritenete una soluzione accettabile per voi?

(5D) Perché pensate che non sia una proposta equa?

The language of (3a) and (3b) is very simple and to the point, and is more fre-
quent during one-on-one probing conversations than in large groups. In the
next step, the negotiating parts may use the following sentences to try to find a

solution on the basis of interests:

ENGLISH

(6a) Can you see a solution that would suit you better?

(7a) Would this be compatibile with your concern to preserve confidentiality?
(8a) Do you feel this would be detrimental to your long-term interests?

ITALIAN
(6b) Vedete una soluzione conveniente per voi?
(7b) Sarebbe compatibile con la vostra politica di trattative riservate?

(8b) Pensate che nuocerebbe ai vostri interessi a lungo termine?
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Lapeyre and Sheppard (1995) suggest that, although the phrases are simple, the
task is difficult and their success depends on the quality of rapport and trust

that has been established among parties.

5.4 A simple Plan for Dual Focused Negotiation Lessons

The following outline is meant to elicit curiosity, understanding, and motiva-
tion to experiment, among those adventurous EFL/ESL and Italian FL/SL prac-
titioners who want to take a role in the diffusion of negotiation skills among
their students and in their schools and communities. The outline is meant to be
expanded, modified, and improved in any possible way to meet your students'
needs and to help them bring the art of negotiation into their life and in the

world.

MODULE TITLE:
Learning to negotiate: Discerning interests from positions / Imparare l'arte del negozia-

to: distinguere fra interessi e posizioni

UNIT(S) OUTLINE:

1) SETTINGS: School, university, work, public life, etc.
2) TOPICS: Social and interpersonal relationships

3) SPEECH ACTS

a) FL FUNCTIONS: asking for factual information.

Ex.: Why do you want the window open? / Perché vuole la finestra aperta?
Why do you want the window closed? / Perché vuole la finestra chiusa?

b) NEGOTIATION FUNCTIONS: probing for interests in a conflict situation.
Ex.: Why do you feel that [leaving the window open] is unfair? / Perché pensa
che [lasciare la finestra apertal non sia una proposta equa?

Can you see a solution that would suit you better? / Vede una soluzione pit
conveniente per lei?
4) SKILLS
a) FL SKILLS: listening/speaking
b) NEGOTIATION SKILLS: active listening
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5) LEARNING OBJECTIVES

a) FL LEARNING OBJECTIVES: Learners will be able to request factual
information.

b) NEGOTIATION LEARNING OBJECTIVES: Learners will find out about
the underlying interests of another party, in a conflict situation charac-
terised by apparently conflictual positions. Learners will acquire nego-
tiation language strategies that will develop and reinforce their skills
for finding win-win solutions.

6) TEACHING NEEDS

- Vocabulary (at the Teacher's discretion)

- Grammar: Interrogative sentences; Direct and indirect speech
7) MATERIALS

Teachers are encouraged to choose materials from the various sources pre-

viously outlined, and from real life experiences of learners, stories, relevant

articles in magazines and daily newspapers, and the like.
8) CULTURE

Working on the meaning of words like compromise and mediator in differ-

ent cultures.

9) DIDACTIC STRATEGIES

Ex.:

- Roleplay: Learners use direct speech: “Why do you want the window
open/close?”

- Discussion: Learners use indirect speech: (S)he said (s)he wants the win-

dow open, because (+ Interest).

6. Conclusion

The sociopragmatic scenario featuring teachers and learners engaged in un-
derstanding cultural differences and becoming dynamic players for a better,
more sustainable, and just world for all is an exciting one. Its attractiveness is
further enhanced by matching it to the crucial pedagogical role that may be
played by teachers and students pursuing GE and GCED aims, as outlined by a
number of international educational institutions in Europe and in the USA. In

fact, global education aims at stimulating and motivating people to approach
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global issues through innovative teaching and pedagogy; it challenges formal and
non-formal education programmes and practices by introducing its own content
and methodology; and it promotes participation in action. “In other words, it
invites educators and learners to act dynamically for a more just and equal
world for all” (Global Education Guidelines, 2012, p. 18). This is why this author
vigorously encourages research and experimental work by FL teachers, cur-
riculum designers, and policy makers alike, to further empower and develop
the FL teaching practice by integrating social and emotional skills in the FL
classroom. Any FL teacher can carry out this task, if they believe that emotional

literacy is a key human investment in a brighter world future.
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Abstract

Teaching English for specific purposes presents the challenge of designing and de-
veloping instructional materials that will cater for students’ needs. According to
Hutchinson and Waters (1987), students, professors from the specialized fields, and
the English teacher should work in tandem, so that the teaching of the English lan-
guage might actually meet the students’ needs. The aim of this paper is to reflect on
the origins of and advances in ESP in Brazil since its beginning with professor Maria
Alba Celani’s focus on material’s development, selection, and adaptation. The mate-
rials that will be presented here come from the chosen classes of the industrial and
mechanical engineering courses, as well as, a technical course in the fields of mining
and ports offered at a Federal Center of Technological Education located in Itaguai, a
district of Rio de Janeiro. Special attention is given to the course in the field of ports
due to two environmental disasters caused by a famous company that is well-known
to the students. Given that each course in these degree programs are associated with
specificneeds, and given that most courses involve technical issues, of central concern
in this chapter is presenting and reflecting upon the materials developed, stressing
the importance of teaching ESP under the critical literacy perspective (Jordao, 2012;

Fairclough, 2003), which promotes a critical and reflective language education.

57



Renata de Souza Gomes

1. Introduction

It has been said by scholars such as Dudley-Evans and St John (1998) that one
of the major features of the professional who teaches English for specific pur-
poses (ESP) is the ability to produce, adapt, and develop specific materials for
her/his students. This reveals how hard an ESP teacher’s work is. In addition,
much creativity and effort are needed in order to produce new materials that
are appropriate for a particular student or a group of students each week, for
instance. Luckily, most scholars and teachers agree that there is no need to re-
invent the wheel. Old materials can be adapted in order to fit students” needs,
and they can also be developed and updated as time goes by.

When developing materials for ESP and English for academic purposes
(EAP), it is advisable that the language professional work collaboratively ei-
ther with the students or the professors from the specialized field (Hutchinson
& Waters, 1987). This paper tries to present how this tandem work has been
occurring in English classes offered to students in technical degree courses
in a Federal Center of Technological Education located in Itaguai, a district of
Rio de Janeiro, Brazil. The specific areas include undergraduate degree cour-
ses such as the B.A. in Industrial and Mechanical Engineering, as well as a
technical/professional development course in the fields of mining and ports.
The objective of this paper is to present the specific materials that have been
developed thus far, and to reflect upon the process of materials development,
stressing the importance of teaching ESP under the critical literacy perspective
(Jordao & Fogagca, 2012; Fairclough, 2003).

2. Some Considerations about ESP in Brazil

To begin with, I believe in the importance of defining terminology, especially
when it comes to the teaching of ESP in Brazil. What ESP is understood as now-
adays has a direct impact on ESP materials development. In fact, the teaching of
ESP and the materials design process are intertwined. One cannot think about
addressing learners’ needs without designing specific activities and materials
for the students. In the past, however, ESP in Brazil was understood as a subject
that aimed at teaching a list of words that belonged to a certain discourse com-

munity. In order to do that, there was no need to develop special materials for
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the students, except for the vocabulary lists and glossaries, usually with trans-
lations. In the past, those who taught ESP did not think of the English language
as a discourse spoken by different speech communities for different specific
purposes. Language was seen as a set of structures and words detached from
the context that students should master.

Historically, the teaching of ESP in Brazil was linked to the necessity of
teaching English for certain specialized professionals who primarily needed
to develop their reading skills. The National Curriculum/Parameters for Teaching
(Pardametros Curriculares Nacionais) foreign languages was designed by MEC (The
Brazilian Ministry of Education) in 1996, and it recommended the development
of reading as the most feasible skill to be taught in schools and universities. Ac-
cording to the aforementioned document, even in cosmopolitan cities in Brazil
a student of English as a second language would only have the chance to come
into contact with the language through reading (1996, pp. 21-22). Therefore, the
students could only gain access to other cultures through books, magazines, etc.

Thus, the primary idea spread about ESP was that it was designed for
the teaching of reading skills, not only in public K-12 schools, but also for un-
dergraduate students who needed to read books and articles in English from
their specialized fields, where, especially in Brazil, translations are not widely
available, and where the translated editions tend to be more expensive. Under
this scenario, it was believed that only reading mattered and the so-called te-
chnical vocabulary was taught in isolation from specialized discourse through
the use of lists.

As time went by, professors such as Maria Alba Celani and Rosinda
Ramos, just to name two delved into researching ESP, and contributed to the
realization that working with a language for a specific purpose meant working
with a specific discourse. More than that, as the first needs analyses were con-
ducted, it became clear that reading was not the only skill required by students.

Other skills were emphasized in the learning of ESP.
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3. ESP as Discourse Analysis

Due to the traditional emphasis on reading in ESP in Brazil, it has been neces-
sary to stress that, as a language, English cannot be dissociated from discourse,
especially the discourse of a specialized field. The importance of comprehend-
ing discourse, as Cook (1999) and Fairclough (2003) propose, is of a paramount
importance to the teaching of English, not only in the subfield of ESP, but also
in so-called general English as well. When language is viewed as discourse, we
can analyze and reflect about its many layers. It is possible to discuss a text’s
voice and purpose, when it was written or uttered and why. As each ESP is sit-
uated within its respective professional field, working under a discourse per-
spective helps the students better understand and reflect more on their future
professions.

The same can be applied to the materials used in class. As students’
needs are prioritized, the materials should reflect and embody the needs of the
students, and explore different kinds of register, lexis, genre, and pragmatics

from each specific professional field, as Ramos (2004) and many others point out.

4. Developing Critical Literacies in ESP

After accepting the importance of teaching language as discourse, one can
come to the conclusion that whenever discourses are studied, a critical view/
reading is required in class. That is when critical literacies come into play. With-
in the critical literacies approach, as conceived by the New London Group,'
students are viewed as people who interact in the world using a great number
of discourses, where students may criticize, legitimize, or subvert opinions,
actions, and transactions in their profession. Teaching ESP from a critical per-
spective, while also taking into account students’ specific needs, implies that
not only has language been developed, but also skills associated with citizen-
ship. ESP classes become an exercise in reflection and discussion. Therefore, it
is advisable that the instructional materials which teachers design/adapt/select

for students must be in tune with this teaching and learning proposition.

1 The New London Group (NLG) was composed of the professors Allan Luke, William Cope,
Carmen Luke, Courtney Cazden, Charles Eliot, Gunther Kress, Jim Gee, Martin Nakata, Mary
Kalantzis, Norman Fairclough, and Sarah Michaels.
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When working with audio-visual materials or working with written texts,
under the critical literacy perspective, one of the teacher’s main concerns tends
to be whether or not to provide instructions and discussing the input materials
in the L1 whenever there is a perceived lack of proficiency in class. Fogaca
and Jordao (2012, p. 77) argue that the use of L1 does not cause any harm to
the students, especially when reflecting on language use, and if citizenship is
being promoted and developed. Accordingly, there is no problem, for instance,
designing a reading activity about a scientific article with the instructions
and answers in the mother tongue, as long as reading strategies are being
developed alongside, for example, a discussion about the ethical considerations

of the study presented in the article.

5. Developing Materials for ESP

In professional development courses for language teachers and undergradu-
ate and post-graduate courses for language teachers in Brazil, it is often heard
that teachers face difficulty developing materials. When a critical approach is
required, they may have a harder time creating materials that meet their stu-
dents’ needs. One reason for this interest in designing material is that the num-
ber of technical schools that offer professional development increased between
the years of 2002 and 2015. Unfortunately, when the government changed in
2015, this trend flattened. Teachers were accustomed to assuming the role of
materials consumers rather than producers and had to face a new reality: how
to teach ESP, and how to cater for their students’ needs.

The lack of expertise in creating and adapting materials usually results
in inexperienced teachers spending a lot of time creating lesson plans. Howe-
ver, Dudley-Evans and St John draw our attention to the myth that every ESP

teacher should develop her/his own materials:

One of the myths of ESP has been that you have to write your own materials.
This, in turn, underpins the myth that every ESP teacher needs to be an ex-
pert designer of course materials [...] What all ESP practitioners have to be is

be good providers of materials. (1998, p. 172)
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Dudley-Evans and St John also point out that “there is a danger in ESP course

144

and materials provision of constant ‘re-invention of the wheel (p. 172).” Hence,
teachers should feel less anxious about the obligation of mastering the mate-
rials design craft. On the other hand, teachers should be aware that a regular
students’ book from a well-known publishing house or any material related to
the teaching of so-called general English will not do. Thus, specific materials
should be either be developed or adapted.

According to Paiva (2005, p. 32) it is the teachers’ duty to develop stu-
dents’” learning abilities so they can be the agents that promote their own
learning. As I see it, the instructional ESP materials developed by teachers for
students should also promote autonomy, especially because the ESP student
usually needs to understand/use language to solve tasks in their field of work
and/or study, where their English teachers are rarely present. The instructions
should be clear, the activities should have an example, and directions should
lead the students to understand grammar and lexis, for example. In other
words, when students get home and work through the designed materials on
their own, they should be able to perform the tasks, they should be able to
study, and they should know where they can find references and support. The
material, therefore, should help promote students’ autonomy

Another source of concern in materials design for ESP is the perceived
need for collaboration between the language teacher and the subject teacher to
take on the form of tandem work.

Such teamwork must be done in combination with the process of needs
analysis following Munby’s jigsaw framework (1978) and should be efficient
and effective when it comes to designing/adapting materials for students, se-
lecting which skills should be addressed, and determining what genres and

emerging or existing discourses are important for the students.

6. ESP Materials Developed at a
Federal Center of Technological Education in Brazil

The students who worked with the specific materials presented in this sec-
tion were enrolled in two undergraduate courses in the field of engineering:

mechanical and industrial engineering. Materials are also presented from a
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technical course in the fields of mining and ports. These courses are offered
by a federal center of technological education in Brazil, located in Rio de Janei-
ro, named Centro Federal de Educacao Tecnoldgica Celso Sucow da Fonseca
(CEFET-R]). The institution offers courses at different levels of technical edu-
cation ranging from secondary to tertiary, including degrees in technological
fields, languages applied to international relations, physics, and philosophy, to
name but a few. The institution also offers M.A. and Ph.D. courses. CEFET-R]
operates different campuses around the state of Rio de Janeiro. The courses
discussed here were taught in the city of Itaguai, which is a residential, indus-
trial, and by the same token a touristic area located in the green coastal region
of Rio de Janeiro.

CEFET-R], which celebrated its 100 years of existence in 2017, aims at
promoting education through teaching, research, and cooperative education
by connecting the academy with society. It aims to provide society with wor-
kers who have been educated in a humanistic, scientific, and technological tra-
dition with a strong ethical, social, and political foundation, so that they might
act in the benefit of society.

Within this complex and rich context, the teaching of English language
can be a challenging activity. The students are heterogeneous and the number
of students in each class may vary from six to forty. Each new semester, there
are new groups that possess different needs and specificities.

In order to perform a needs analysis, I personally follow Munby’s (1978)
so-called jigsaw proposal: A set of criteria that work as if they were matching
parts that form a perfect jigsaw, or a perfect portrait. I would say that the result
is a picture of my students and their needs. The criteria adopted by Munby for
collecting data about the learners and their needs are: 1) target situation analysis,
which includes objective, perceived, and product-oriented needs; 2) strategy or
learning strategies, which include subjective and process-oriented needs; 3) pre-
sent situation analysis, which estimates strengths and weaknesses in language,
skills, and learning experience; 4) means analysis, that is, the environment in
which the course will be run; 5) register analysis, which focuses on lexis; 6) defi-
ciency analysis, which considers a learner’s present needs or wants, and, finally,
7) discourse and genre analysis.

It should be stated that all data obtained through the reflection on each

criterion can be revised at any time during the teaching and learning process.
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The identified needs may be dynamic and change from time to time as the
group progresses in learning. Therefore, the teacher may design and develop
certain materials for one semester, and then not use it or adapt it during the
next semester due to the different needs that may arise from the new situations
students face at work, for instance.

After conducting a needs analysis following Munby’s jigsaw, some deci-
sions are taken in relation to the materials that are to be adopted, adapted, and
developed for each course.

In the technical course in the fields of mining and ports, for instance, it
was discovered that students need to read documents issued by large mining
companies. The students from this course expressed a desire to work at the Port
of Itaguai. Among the companies they wished to work for, the giant Brazilian
mining company Vale is the most prominent, despite the great environmental
and human disasters caused by the burst of dams in the state of Minas Gerais.
It should also be said that, generally speaking, the students in this degree cour-
se have already finished high school, and most of them are adults who had
been away from school for some time and who had decided to go back to school
in order to specialize in a different profession, so they might find a better job
and/or salary. As these students had been out of the formal educational setting
for some time, a diagnostic test revealed that many needed to review concepts
and contents in many different subjects. Regarding the teaching of the English
language, the first diagnostic activity often revealed a lack of self-confidence in
their reading strategies.

The materials used with these students needed to build their confidence
and autonomy. As they worked with documents, I usually told them that a do-
cument is not a creatively written text. The more they read the documents, the
more they realized the features of the genre, and the more they noticed that the
terminology is frequently repeated. For example, there is a document named
Notice of Arrival (NOA). The information contained in this notice is always
the same and it indicates that the vessel is ready to arrive at outer roads in a
fortnight and the port should issue the vessel’s permission, otherwise a heavy
fine must be paid by the cargo shipper. This warning text does not change
from company to company, it is a standardized text. Thus, students who are
acquainted with Vale’s NOA’s text, will also be familiar with the NOA from
CSN, another company.
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Another strategy to build students” confidence is exploring their background
knowledge by using authentic documents. The documents I used with the stu-
dents were ones they had seen before in other subjects studied at CEFET-R].
Some of the documents are in fact commonly referred to in Portuguese by their
abbreviations/acronyms in English, such as NOR, NOA, and BL (notice of readi-
ness, notice of arrival, and bill of lading, respectively). Thus, students are acquain-
ted with the content of such texts because they are needed for port operations.
In their daily routines at work, they deal with these documents. Without the
issue of a document of bulk cargo formation, for example, a cargo shipper can-
not complain about the discrepancy in cargo at the end of a voyage through a
letter of protest.

Such documents were procured through tandem collaboration with the
teachers of the students’ specific fields, who kindly shared the materials they
work with. Students were also asked to bring to class texts they had seen in the
companies where they work as trainees, and some texts were provided by the
companies themselves. Many companies are interested in having employees
capable of reading these documents, so they simply remove confidential in-
formation, such as signatures and the most important figures and graphs, in
order to share the documents for learning purposes. But, due to confidential
information about the cargo and the companies, these documents cannot be
made available outside the classroom.

Dealing with authentic documents also presented the opportunity to
explore their cultural and social aspects and this led me to search for additional
material on my own to cater for a more critical perspective. There are many
interesting aspects in these types of documents concerning the environment,
regulations, social greetings, health, safety, and even sexism, all of which can
be explored in class. In one activity, for example, students were asked to read
in pairs a questionnaire that is usually asked when the vessels arrive and leave

from the port (see Figure 1)
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FOR FREE FRATIGILE
A} VESSEL'S MAXIMUM CAPACITY OF CREW MEMBERS AND PASSENGERS
B} PORTS OF CALL

PORTS / COUNTRY CALLED IN THE LAST 20 DAYS AND SAILING ATES
C} HEALTH QUESTIONS '
1. HAS THERE BEEN ON BOARD DURING THE VOYAGE ANY CASE OF DEATH 7
2. HAS THERE BEEN ON BOARD DURING THE VOYAGE ANY BURIAL 7
3. 15 THERE ON BOARD OR HAS BEEN DURING THE VOYAGE ANY SICKNESS PERSON 7 [
N CASE OF YES, IT APPEARED ANY SIGMAL OF FEVER OR HEMORRHAGE, JALNDICE,
DIARRHEA, NEUROLOGICAL MSFUNCTION, COUGH OR BREATH OBSTRUCTION 7
4. HAS THERE BEEN ON BDARD DURING THE VOWAGE ANY ACCIDENT ?
5. HAS THERE BEEN ON BOARD DURING THE VOYAGE MORTALITY AMONG RATS OR
MICE 7
D) EXPIRE DATE OF THE DERATTING CERTIFICATE AND PORT OF ISSUE
E) ANY CONSUPTIONM OF MEDICINES DURING THE VOYAGE - YES / NO N CASE OF
YES. PLEASE SPECTFY
F} FRESH WATER
1. DOES THE VESSEL PRODUCE FRESH WATER —YES / ND 2. LAST PORT THAT THE
VESSEL WAS SUPPLIED OF FRESH WATER 3. DOES THE VESSEL HAS A FRESH WATER
TRETMENT SYSTEM — YES / MO

IF YES, PLS SPECIFY,
4. MAXIMLIM FRESH WATER STORAGE CAPACTTY -
5. WESSEL WILL BE SUPPLIED WITH FRESH WATER AT THIS PORT?
G} BALLAST
1. MUMBER OF BALLAST TANKS
2. BALLAST WATER MAMAGEMENT PLAN ON BOARD - YES / NO 3. IN CASE OF YES,
WAS THE MANAGEMENT PLAM IMPLEMENTED — YES / MO 4. IMO BALLAST WATER
GLIDELINES OM BOARD (RES. AGB6|20) — YES / MO 5. IS THERE ANY BALLAST WATER
0 BOARD — YES / MO B, LAST BALLAST INTAKE — LATITUDE AND LOMNGITUDE AND
MAME OF PORT 7, ANY BALLAST EXCHANGE DCCURED = YES /MO 8, PLACE OF
BALLAST EXCHAMGE — LATITUDE AND LONGITUDE 5. LAST DEBALLAST - LATITUDE
AND LONGITUDE AND MAME OF PORT 10. ANY DEBALLAST SCHEDULED FOR THIS PORT
- ¥ES /NO
H) SEWAGE SYSTEM
1. IS THERE ANY SEWAGE RETENTION TANK OR SEWAGE TREATEMENT PLANT — YES /
NG

PLEASE SPECIEY
2. MAXIMUM STORAGE CAPACITY OF SEWAGE I M3 [CURIC METERS] AND NUMBER
OF DWYS OF RETENTION 3. PLS INFO WHAT KIND OF CHEMICAL PRODUCT USED 1N THE
SEWAGE TANKS :
1) ANY DANGEROUS CARGD OM BOARD — YES / NO

Figure 1 — Sample Activity

In reading these questions, students could discuss sanitary laws and technical

procedures. But in particular the two questions about deaths and burials at the

sea caught my attention. So, I immediately asked them about the procedures

that were followed if a worker died aboard. The answers they gave me not only

surprised me, but also led to a discussion on working conditions, social classes,

immigration, and humanism, as well. The students told me that if an engineer

or a professional who held a university degree died aboard, a helicopter would
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fly over to return the corpse to the family. But, according to the students, if
the deceased worker was an illegal immigrant from the Philippines, the body
would simply be buried at sea. In addition, students told me that Filipinos are
very poor people who accept any kind of work people offer them. This class-
room experience illustrates how important it is to read texts in class under a
critical perspective, whereby the English teacher is not only developing read-
ing skills, but is also helping students to think critically, in this case about their

future occupations.

6.1 Integrating a Critical Perspective:
Two Industrial Tragedies

Unfortunately, two tragedies occurred in the mining area in Brazil, the first in
the city of Mariana in 2015, in the state of Minas Gerais, and the second in the
city of Bumadinho, in the state of Minas Gerais in 2019. Both tragedies were
caused by the mining company Vale, the former Vale do Rio Doce (named after
the famous river in the region, the river Doce, which is ironically dying because
of the company’s operations). Both tragedies led me to search for international
news on the disasters that could discussed and analyzed in class. The first trag-
edy was in the Minas Gerais State, more specifically in Mariana, an important
historical city, where a mining company’s operations have been reported to be
destroying life around the river Doce.

The company Vale has been using upstream dams, which is the chea-
pest way to prevent the buildup of waste in the dams. In Mariana one of the
company’s mining dams collapsed in 2015 killing many people, destroying the
Bento Rodrigues’ district, and causing the greatest environmental disaster in
recent history, destroying the Doce, a very important river.

The second tragedy, which not only had a negative environmental im-
pact, but also caused the death of hundreds of workers, took place in 2019 in
Brumadinho, a city next to Inhotim, a giant open-air art gallery, and also next
to an important river named the Paraopeba. In this case another dam burst in
Brumadinho, causing deaths, environmental losses, horror, and the destruction
of the Paraopeba. The workers’ canteen was the first building to be engulfed
by the mudslide, and many people were killed. The company knew about the
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risks of breakage, but they failed to take action in order to avoid a tragedy and
the deaths of their own employees.

As working for this company represented a dream job for many of these stu-
dents, as the repercussions of the tragedies was an appalling item in the news
every day, and as the workers’ safety was affected, I thought it would be appro-
priate if we discussed working conditions, environmental regulations, instruc-
tions for safety precautions, and Vale’s 2017 report on sustainability, which
seems to be quite contradictory when it says: “Vale wants to be responsible for
a socio-environmental and positive role for society, as expressed in its vision:
to be the number one global natural resources company in creating long term
value through excellence and passion for people and the planet.”

The texts read in class were found online, and they were mainly sourced
from international newspapers such as The New York Times, and The Guardian.
The texts were not adapted to the students’ levels, but reading strategies were
taught and promoted by the reading tasks that urged students to find cognates,
to make inferences, to skim, to scan, to read for general context and read for
details. The questions were in the students” mother tongue.

The discussions focused on environmental protection, safe working
conditions, and sexism and racism due to the fact that while reading Vale’s
sustainability report, students noticed that there was only one woman on the
board of directors, who was the human resources manager, and there were not
any African Americans on the board. The word “spokeswoman” also led to a
critical discussion of language, after they encountered this term in a text which
described an e-mail sent by the spokeswoman to the press saying that there
was no leakage in the dam. Students discussed how difficult it is in Brazil to see
woman occupying this job, and how language can convey gender issues when
the term “spokesman” is used.

For example, in their reading of this sustainability report, students also
discussed if the company really cared about the environment and its employe-
es. The report had been written after the first tragedy, and by the time students
read the text, the second tragedy had already happened, suggesting that the
company had not put into practice what it had pledged. In an online news ar-
ticle that we read, one of the employees claimed that everybody who worked
at Brumadinho's mine knew that a tragedy was imminent. Reading this text,

students developed more than reading strategies. They discussed working con-
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ditions and regulations, and this reading activity helped them to become more

critical about poor working conditions and their rights as workers.

6.2 Forms of Collaboration Between Language Experts and
Field Experts

A scientific article on Green Logistics written by Machado de Oliveira, Almeida
D’Agosto, Rosa de Alvarenga, and Assumpgao do Couto (2016) provided by
the students’ teacher of logistics, Professor Cintia Machado de Oliveira, who
happens to be one of the aforementioned writers, was also brought to class.
The article was about low-carbon, green, and sustainable logistics, which are
important themes for the logistics class. In this case, it was possible to see that
the text not only mediated knowledge to students and developed reading strat-
egies, but it also brought two important motivational factors: Students were
proud to have read an article in English by applying the reading strategies that
we had developed in class; and the affective filter to learning was lowered in
this activity, because students were reading a text in English written by a pro-
fessor they admired.

With reference to the engineering courses, the mechanical engineering
groups were usually large classes in the evenings and students had different
levels of English. Among their common needs were writing abstracts, CVs, and
cover letters. Thus, multiple authentic texts taken from the internet were analy-
zed and served as models for the genres mentioned above.

The mechanical engineering students also had a professor of material
science who required them to read articles and books in English. Students
brought some of these readings to class. These texts also provided an oppor-
tunity to review specialized vocabulary in areas such as machining and wel-
ding. As an example, we can quote an article written by Haviarova, Eckelman,
and Uysal (2015) on a comparison of the cyclic durability, ease of disassembly,
repair, and reuse of parts of wooden chair frames. While working with the
article, students helped me translate into Portuguese the names of materials
and the types of joints that I could not find on the internet. In order to do that,
we relied upon Google Images and the students” knowledge. It was interesting
to notice how their knowledge on the specific subject is important for their

understanding. In this specific group of students, only one of them was capable

69



Renata de Souza Gomes

of explaining more specific words due to the fact that he was really interested
in materials science.

Collaboration in this case arose from students who volunteered to help
build a glossary. When they wanted to know the specific names of screws or
gears, for example, they could refer to Google Images. Videos on YouTube
explaining different kinds of joints formed in welding and TV programs such
as Wheelers Dealers, also brought a variety of genres into classroom. The book
Career Paths was also used as an aid, but not as a fixed textbook due to its exten-
sive use of vocabulary dissociated from authentic texts. The book served as a
guide for the key issues in the field of mechanical engineering.

Saviani (2003) claims there can be no dissociation between manual labor
and the academic field of mechanical engineering as in both instances engine-
ers have to solve problems based on iterations. One of the purposes of the mate-
rials sciences is to restore, reduce, and recycle furniture and objects. Such aims
provide ample opportunity for classroom discussion, and thereby a symbiosis
between study and work.

In collaboration with the professors from industrial engineering, I star-
ted working with texts and videos that illustrated important field-specific to-
pics such as supply chain management, logistics, variables, etc. The professors
of the degree course also asked me to instruct the students in business English
because industrial engineers also work as managers in various companies, and
because in their work they must investigate problems to find and implement
solutions.

These needs led me to adopt the book Market Leader, published by Long-
man. The groups of students from the industrial engineering degree course
were usually small in size and had more lessons during the afternoon. Most of
them had a pre-intermediate level of English. They were attending my lessons
in order to brush up their English and to sound more professional when using
the language.

The book contains units with important themes, such as leadership,
money, ethics, how to conduct a meeting, how to select a candidate in a job in-
terview, etc. As these students had an intermediate level, I did not concentrate
on the teaching of grammar. Grammar notions were incidentally taught and re-
vised. Thus, most of the lessons aimed at expanding general and specific lexis

and were dedicated to the reading of scientific articles, to develop speaking
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skills according to their needs, for instance, presenting a new product to the
market, or conducting a business meeting. The lessons also aimed at working
with problem-solving tasks such as deciding on how to manage a supply chain
and the logistics chain, in case a natural disaster occurs. Listening skills were
also developed through the use of Ted Talk videos, and YouTube videos, such
as a video that showed how the logistics of Doctors without Borders work.

However, one of the best collaboration experiences teaching ESP with
the industrial engineering group was an extension project where two studen-
ts worked as monitors to help another group of students and professors that
were engaged in a partnership with the St. Ambrose University in Iowa, in
the United States. Their project was on assistive technologies. They looked for
solutions to help poor patients with severe disabilities in Rio de Janeiro. They
talked in English, mediated conversations, developed prototypes, and wrote
articles in English. Thus, students had a real chance to interact with native-spe-
aker specialists in an authentic real-world context, and they also produced an
article in English that is forthcoming.

I'supported the students who were working with assistive technologies
by reviewing specific and appropriate vocabulary with them in terms of re-
gister and usage, for example when referring to the diseases. I helped them
develop their listening and speaking skills, so they could listen and interact
better with native speakers, and I also helped them become more acquainted
with academic writing by opening an account in the online platform Edmodo,
where writing activities were posted. The writing activities consisted of repor-
ts students had to write about the devices they were designing to assist the pa-
tient's needs. These experiences provided a clear picture of ESP taught from a
critical and discursive perspective, in the sense that engineering students came
into contact with the difficult realities poor patients and their families face on a
daily basis. It was not merely language classroom. It demonstrated how univer-
sities can collaborate with society and revealed that language permeates these
interactions. Teaching and studying the English language for specific purposes
in this way surely enriches the future professional careers of the students, as

they gain direct access to the use of English as a global scientific and academic

language.
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7. Conclusion

This article has demonstrated that developing instructional materials for the
teaching of ESP is an activity that involves taking actions such as conducting
needs analysis, looking for appropriate material to be adapted or modified,
developing one’s own material according to students’” needs. However, most
important of all, developing material for ESP teaching from the critical litera-
cies perspective means that the language being taught should really represent
the vivid professional discourses that are as closest as possible to the ones the
students will have to deal with in their professional lives, making learning

meaningful and purposeful.
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Abstract

Collaborative learning has recently gained increased importance in teaching, lear-
ning, and assessment in higher education (Storch, 2005; Luna & Ortiz 2013; Jalili &
Shahrokhi, 2017). Working collaboratively means that students can help each other
and make themselves more independent learners. Students” experiences writing col-
laboratively are said to have a positive impact on their overall academic performance
and writing development. However, collaborative academic writing does not seem to
be given the necessary attention in the literature. The present study attempts to explo-
re this neglected area by addressing the challenges and problems faced by students
when working and writing collaboratively. Participants were both English native and
non-native students enrolled on a Year 0 (foundation year) taking an academic skills
module in a UK university to prepare themselves to cope with their various discipli-
nes of study. The study adopted a qualitative methodology where data were collected
via focus group interviews. Results showed that students reported a number of chal-
lenges and difficulties when working together. The pedagogical implications for EAP

will be presented and discussed.

1. Introduction
Many previous studies have addressed collaborative learning and, more spe-

cifically, collaborative writing, as an important component in students” writing

development for both general and academic purposes (Shafie, Maesin, Osman,
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Nayan, & Mansor, 2010). There is also evidence that collaboration in writing
can lead to reflection on language production and meaning making (Swain,
1995, as cited in Kessler, 2009, p. 80). Collaborative writing is also believed to
contribute to increased complexity in writing and a willingness to utilize peer
feedback (Sotillo, 2002) as well as an increase in grammatical accuracy and
overall quality of writing (Storch, 2005). Another recent study found that col-
laborative writing fostered more accurate L2 written productions compared to
individual writing (Jalili & Shahrokhi, 2017). In light of this evidence, studying
collaborative writing could have potential implications for developing and en-
hancing academic writing pedagogy.

Collaborative learning seems to have become a trend in the 21st cen-
tury in universities due to the changing nature of education following recent
advancements in technology and the internet and the concomitant shift in
students’ learning styles. Collaborative learning is defined by Smith and Mac-
Gregor (n.d.) as “an umbrella term for a variety of educational approaches in-
volving joint intellectual effort by students, or students and teachers together.”
Usually, students are working in groups of two or more, mutually searching
for understanding, solutions, or meanings, or creating a product. Collaborative
learning activities vary widely, but are mostly centred on students” exploration
or application of the course material, not simply the teacher’s presentation or
explication of it. This seems to indicate that collaborative learning emphasises
the role of learners as active members in the teaching and learning process
which has increasingly become learner-centred. It has long been argued that
students learn best in a more learner-centered, collaborative learning context
compared with individualistic and competitive learning settings (Johnson &
Johnson, 1994; Vygotsky 1978). This is because collaboration maximizes lear-
ners’ engagement and involvement in language practices and challenges their
existing language knowledge in a more effective learning environment (Wil-
lis, 1996). Collaborative learning also emphasizes active interaction between
students with different skills and background knowledge, thus enhancing the
learning experience (see e.g., Tsai 1998 as cited in Biria & Jafari, 2013, p. 165;
Gass & Selinker, 2008).

The present study attempts to explore elements of collaboration in aca-

demic writing with a view to emphasizing the importance of a social practice
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that could potentially contribute to students” overall academic performance on

writing tasks assigned at university.

2.  Collaborative Writing

Collaborative writing generally refers to situations where learners work to-
gether with shared responsibilities to produce a written text (Storch, 2005). The
theoretical and pedagogical perspectives supporting collaborative writing are
arguably situated within the social constructivist view of learning, which views
writing as a socially situated act. Indeed, the use of small groups or pairs in
collaborative writing resonates with the social constructivist view of learning.
This view largely draws on Vygotsky’s work, which sees human development
as inherently a socially situated activity. Within this framework, group and
paired work provide learners with the opportunity to participate in activities
that foster interaction and knowledge co-construction (Storch & Wigglesworth,
2009, p. 157). There are numerous reported benefits of collaborative writing in
the literature. Collaborative writing can have a number of benefits for the over-
all development of students” academic writing, since it helps maximize learn-
ers’ engagement and involvement in language learning practices by providing
them with opportunities to interact and challenge their language knowledge
in a more effective learning environment (Storch, 2005; Willis, 1996). It can also
improve learners’ writing fluency compared to writing individually (Biria &
Jafari, 2013). Furthermore, collaborative writing has been shown to enhance
students’ academic writing development as, when working collaboratively on
a writing project, students can develop and share different formal aspects of
language, promote their critical thinking, and raise their awareness of the use
of various academic writing mechanicsm such as spelling, capitalization, and
the overall rhetorical aspects of writing (Luna & Ortiz, 2013, p. 143). However,
a few studies in the literature (e.g., Shafie et al., 2010; Mutwarasibo, 2013) have
reported various challenges and difficulties when students engage in collabo-
rative writing tasks such as difficulties finding the time to write together due
to study pressure and the conflicting timetables of group members involved in
a collaborative writing task. Another challenge is related to the collaborators’

conflicting opinions and difficulties reaching compromise and negotiating the
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different and sometimes contrasting ideas contributed by different people in
the same group. Moreover, adapting to different personalities, different styles
of writing, and different levels of language proficiency has also been found to
cause challenges (Shafie et al., 2010). Difficulties in connection with different
strategies for planning, organization, cohesion, coherence, and grammar are

also areported challenge in collaborative writing contexts (Mutwarasibo, 2013).

21 Writing for Learning in the Discipline

Learning to write effectively is crucial for learning and success at universi-
ty and effective academic writing is arguably, as suggested by Murray and
Moore (2006), “a continuous process involving reflection, improvement, devel-
opment, progress and fulfilment of various types and in varying measures”
(p.5). Moreover, writing develops students” understanding and construction
of subject-based knowledge (e.g., Berkenkotter & Huckin, 1995; Carter, Ferzli,
& Wiebe, 2007; Leki, 2007). Writing can indeed help students learn and acquire
disciplinary knowledge because they must read and engage into disciplinary
materials in order to complete assigned writing tasks. For instance, in Leki’s
(2007) study, EFL/ESL students claimed that they benefited from writing in
their discipline and acquired disciplinary knowledge. This is because they
spent more time with the disciplinary material, manipulating it and thus
becoming more consciously aware of aspects of it. Collaborative writing at
university can therefore help students become better writers in their disci-
plines and thus socialize and acculturate within their disciplinary discourse
communities or communities of practice. This is due to the fact that students
become acquianted with the practices and conventions of their disciplines of
study through participation and engagement in specialized disciplines which
can be viewed as tribes and communities whose members share common
beliefs, practices, conventions, and views towards knowledge and the world
(see e.g., Becher, 1990; Pinch, 1990). However, students might find it rather
difficult, particularly at their early stages of study, to become inducted into
their chosen disciplines. As new members of these communities, students
need to go through an apprenticeship period where they undergo a process
of gradual enculturation into these communities and their practices (Lave &
Wenger, 1991).
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Based on these previous findings, the aim of our study was to explore the pro-
blems, difficulties, and challenges experienced by EAP foundational students
who were required to write collaboratively. The aim of collaborative writing
tasks in this conext was to prepare the students to write at university and the-
reby enhance their ability to effectively learn in their prospective disciplines of
study. The overarching objective of the study was to propose implications and
recommendations that could better inform the design, development, delivery,
and evaluation of collaborative writing tasks in the context of the study and

beyond.

3. Methodology
3.1 Participants

The data were collected from seventeen students, twelve native and five
non-native speakers of English, from a mixed class. They were enrolled on Year
0, which is the Foundation Year, on a humanities course at a large UK university
with a high number of enrolments of both home and international students. All
participants were preparing to study for bachelor’s degrees in the humanities,
including sociology, linguistics, politics, history, and literature. The course was
intended to enhance students” academic literacy and language skills to prepare
them for study in their prospective disciplines. Students also took subject class-
es simultaneously with the EAP and subject teachers engaged in collaboration
in order to gear the EAP provision towards the language demands of the sub-

ject content.

3.2 The Collaborative Writing Task

As part of the course and their academic writing skills development, learners
were required to write a 1000-word collaborative piece following a collabora-
tive oral presentation. They were asked to discuss mainly the important find-
ings of research into the topic chosen for their oral presentation, which was
related to their discipline of study, and explain the wider implications, describe
the research strategy, acknowledge weaknesses, and make recommendations.

The collaborative writing task comprised 15% of their overall coursework.
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They were instructed during the lectures on how to write such types of aca-
demic work, provided with the necessary language support and a potential
four-part structure to follow, but were also allowed to decide themselves on
how they would organise the whole process of writing. For this task learners
had to work in the same group they were in for the oral presentation for which
were allowed also to decide themselves the composition of the group provided

that the groups do not exceed four members.

3.3 Data Collection

Data were collected through focus group interviews and group logs which stu-
dents were required to complete during their assigned collaborative writing
tasks. The purpose of the logs was to give a clear idea to the EAP tutors of (i)
the frequency and the location of their meetings with group members and who
was present, (ii) what issues they discussed and (iii) what decisions were made
as well as how the process of writing was carried out. The students were also
asked to award themselves a group mark for collaboration, teamwork, and par-
ticipation (see the appendix). Students were asked to keep and complete logs
throughout their work on the tasks and to submit both their collaborative writ-
ings and their logs. Focus group interviews were conducted retrospectively at
the end of the term in order to collect additional data, after the students had
submitted their logs and the collaborative writing assignments. The interview
questions were centred on students” problems and challenges with regard to
collaborative writing as well as their overall perceptions and attitudes towards
the experience of working together to produce their collaborative writing tasks.
Interviews were transcribed verbatim and both the interview transcripts and

the narrative data from logs were coded thematically and analysed.

4.  Findings and Discussion

In this section we will report on the main findings that address our research
question based on data collected from the interviews and the logs: What chal-
lenges and problems do learners encounter when working and writing collaboratively?
Overall, participants reported a number of challenges when writing together.

When asked to reflect on their experiences regarding working collaboratively,
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researching, and preparing for their assigned collaborative writing topics, they
reported some stress due to the concurrent deadlines of other assignments and

limited time:

We all were stressed and had limited time to meet deadlines due to the fact
that we were busy with the several assignments that were due the same week

(S).

Agreeing on the chosen topic was also listed as another challenge since not
everyone in the group could agree on the same topic due to different opinions
on what they would feel more comfortable with. Agreeing on the right time

and place for group meetings was one of the first challenges:

One of the first challenges we faced was to come together. It was difficult for
us to come together, finding a day and sticking to it as we all have different

timetables (S2).

...one of the main challenges the group faced was being able to meet up with
other group members. Each group member had different timetables and dif-
ferent occupations to accommodate at divergent times which made it arduo-
us for the whole group to be able to discuss matters that affected the whole

presentation (54).

In fact their logs revealed that some groups did not manage to meet with all
their members on all occasions before the submission deadline and the learners
indicated that "the team met but probably not often enough".

These findings corroborate what is reported in the literature (e.g., Shafie
et al., 2010; Mutwarasibo, 2013) and highlight the importance of minimizing
such challenges in order to develop and sustain the practice, which is necessary
if the skills gained from collaborative writing are to have a positive impact on

the student’s” academic writing development in their prospective degrees.

Learners also mentioned technical challenges:

83



Simona Floare Bora, Awad Alhassan

...one of us had problems with the laptop. It suddenly stopped working and
connecting to WIFL. Therefore, it was hard to work together even though we

managed to compensate and use computers in the library (S1).

Moreover, the interviews also confirmed what participants reported in their
logs, that is, that group work did not always appear to operate effectively for
various reasons, including a lack of communication within the group and peo-

ple being distracted:

The collaborative reflective writing was a difficult task for different reasons.
First of all, it was completely different from what we are used to doing. Then,
coordination was a difficult process in our group. Some did more work than

others, we did not discuss a lot about what we should do (56).

Participants also mentioned that constructive peer feedback and negative criti-

cism from peers were not always as well received as the same from the lecturer:

The process of actually writing about our subject was done fairly well in
terms of the individual (efforts), but I felt that when it was time to merge the
distinct pieces of work into one cohesive presentation, we struggled to be

critical of each other’s mistakes (S5).

Their group logs also indicated that some groups had "some difficulties in
resolving all differences of opinion" despite being a good team. This finding
stands in contrast to those of researchers studying criticism in peer feedback
(e.g., Zeng, 2006; Hirose, 2009 as cited in Biria & Jafari 2013, p. 166) who found
that peer criticism had a positive impact on student’s writing. The present
study suggests that the learners were uncomfortable being critical of their
peers in their groups despite their knowledge that a group mark would be allo-
cated. This is in line with Hong’s (2006) findings which indicated that students’
attitudes toward peer feedback activity in L2 was negative and did not neces-
sarily make students more comfortable and confident in the writing learning
environment. The present finding could perhaps be attributed to the different
educational and cultural backgrounds of both the English native and non-na-

tive learners.
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Additionally, participants cited difficulties in terms of the writing structure
of the collaborative task, which was somewhat surprising since they had been
provided with a structure to follow in advance. The groups were allowed to
decide by themselves how to organise the whole process of writing. However,
perhaps this was why the problem arose: Rather than engaging in the whole
process of writing together the learners decided that each of them would work
individually on one or two parts before piecing the full text together as it
emerged from their completed logs for their particular group. As a result of
working individually, they often discovered repititions and overlaps:
In terms of organization of (the) collaborative writing task, we found difficulty
to structure it properly. Even if we divided the work, we had similar ideas more
or less and we felt we were a bit repetitive and overlapped some thoughts in
different parts despite proofreading the whole work. But we did correct each
other and improve the overall work in terms of organization of ideas (S9).
Different writing styles, mixed proficiencies academic language, or only

having non-native speakers in a group were also considered problematic:

During the writing phase the hardest part for me was to let all the different

academic styles work together (S15).

It was challenging to decide what type of language to use, because I made it
sound as formal as it could get but it felt strange to use pronouns (I, we, me,

us...) (S11).

Of course, the fact that in my group there were only foreigners didn’t help

and we were never sure of the right way of expressing our thoughts (S15).

Since good writing in general and academic writing in particular are learned
skills even for native speakers, it was interesting to find that the learners whose
mother tongue was not English, even those with a high level of proficiency,
seem to believe that the native speakers could perform better on an academic
writing task. One lesson in this case is that, in a mixed class, careful attention
should be paid to the assignment of students to groups, ensuring that at least

one native speaker is present in each group.
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However, not all students perceived the collaborative task as beneficial for en-
hancing their academic writing to a high extent. Since the assigned collabora-
tive writing task was provided within an academic skills module and required
only a limited number of words, one participant pointed out that it was not a

really useful task for his/her academic skills improvement:

I don’t believe it improved my academic skills because it was a paragraph

each, so it didn’t stretch us (S3).

Finally, students expressed the sentiment that a group mark for the collabora-
tive writing task was unfair because there were students who did not contrib-
ute to the group work and this affected negatively those students who really
worked hard:

We couldn’t really measure how much each of us was working. Some of us
would show up to the meetings and some others not, which was frustrating,

although we used Google...(510).

It was frustrating to have a group mark as I did almost all the job by myself as
the others didn’t bother to turn up and in this case their marks were higher

than they should have been, whilst mine was lower (517).

In their study of collaborative academic writing involving beginner, university
student writers in Malaysia, Shafie et al. (2010) reported a range of challenges
from social to language and personal issues with the students but they also
suggested a number of measures that could minimize these challenges, thus
maintaining and consolidating opportunties for practice. Their suggestions
included the training of students on intensive reading, interpersonal and com-
munication skills, time management skills, research skills, and teacherpeer be-
spoke assistance to certain students as needed. Similar issues were discovered
in the present study and which resonate with the implications of Shafie’s et
al. (2010) findings. These challenges and difficulties, if not addressed, could
discourage students, particularly foundational students, from engaging in col-

laborative writing tasks and activities.
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5. Conclusion

This paper presented a small-scale qualitative study conducted in a single UK
academic setting, but we believe that the insights gained from the study could
be transferrable and applicable in other similar contexts. The study has shown
that it is highly important to investigate and elicit the challenges and difficul-
ties learners face with collaborative writing experiences so that the practice can
be further improved in terms of design, assessment, and marking criteria so
as to support learners” academic writing development. Based on the final col-
laborative writing product assessed, we believe that collaborative writing was
beneficial for the academic development and socialization of students at uni-
versity and academic life. To minimize the potential challenges and enhance
the experience, we propose some recommendations for EAP provision in the
context of the study and beyond.

First, collaborative writing tasks should be clearly assigned with clear
prompts and instructions. Another reccomendation is that topics for collabo-
rative tasks should be broad enough that students can expand research and
synthesize information from various sources. A clear format/structure for the
writing products should be provided in advance. Additionally, EAP instruc-
tors should ensure that sufficient time is allocated in the teaching timetable
for collaborative work and some of the students” meetings/sessions should be
conducted in the classroom also so that they can be monitored by EAP instruc-
tors to ensure that all group members are engaged and taking part in the assi-
gned tasks. Furthermore, an assessment and marking system for collaborative
writing should be both formative and summative and it should be fair, com-
prehensive, and commensurate with each student’s effort. Last but not least, we
believe that, as our findings suggest, it is extremely important for the students
to be taught not only academic writing rules but also negotiation and interper-
sonal skills, which are necessary for any form of collaboration.

As with any study, some limitations should be acknowledged. Our study
is limited to a single context and we must therefore avoid overgeneralization.
However, we firmly believe that our findings are illuminating and can be tran-
sferable to and applicable in other similar educational contexts. More research
should be conducted on the challenges students face in collaborative writing

in order to validate the results reported in this study. Future research could
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also address more specific questions such as: To what extent does collaborative
writing affect students” overall academic writing experience in the discipline?
What impact do the cultural and educational backgrounds have on individual
students” engagement in collaborative and group work? To what extent are na-
tive and non-native speaker students similar and/or dissimilar in performance
in a collaborative writing task? More ethnographic qualitative and longitudinal
studies are recommended with a range of methods of data collection and more
rigorous engagement with research sites. Such studies could yield promising
findings that would add to the development of research and pedagogy in col-
laborative academic writing and its impact on students’ academic development
as well as their overall process of socialization and enculturation within their

chosen academic discourse communities and communities of practice.
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Appendix

Group Mark* for collaboration, teamwork and participation.

Circle the appropriate description of the group’s level of work.
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*The mark allocated for Group Work will be decided by the group members and will

apply to each student in the group.
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Lessons learnt: Flipping a Business English
Course with Moodle’s “Learning Paths”

Aleksandra Sudhershan — Beuth Hochschule fiir Technik Berlin

Abstract

Inverted/flipped learning' has been taking the field of education by storm but the con-
cept seems to be still under-researched in EFL / ESP contexts, especially in relation to
its exactimpact on promoting students’ English learning (e.g., Lee & Wallace, 2018; Kirk
& Casenove, 2016). The approach involves students engaging in online self-directed
learning phases in which they gain factual knowledge prior to the classroom learning
phases during which they can apply the acquired knowledge to develop higher-order
thinking skills, such as analysis, synthesis, and evaluation (Tolks, Schifer, Raupach,
Kruse, Sarikas, Gerhardt-Szép, Klauer, Lemos, Fischer, Eichner, Sostmann, & Hege,
2016, p. 3). This paper reports on the outcomes of an action research project whose aim
was to improve the learning experience of a cohort of undergraduate students taking a
business English course by inverting the classroom. The self-directed phases involved
creating learning paths u sing Moodle’s activity completion and restrict access settings as
well as various features (e.g., quizzes) that relied on both the course book material
and authentic online sources. During face-to-face sessions the focus was on extending
the task-based approach used with previous cohorts by using open case studies to
develop students’ productive skills. The lessons learnt — via student feedback and the
lecturer’s own reflection — will be examined in detail and suggestions for refining the

concept further will be offered.

1 The term flipped learning is used in the context of primary and secondary education whe-
reas inverted learning is used to refer to third-level education (see e.g., Tolks et al. 2016). In this
paper both terms will be used interchangeably.
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1. Introduction

With the rise in popularity of flipped learning, aided by the advent of screen-
casts and instructional videos, open educational resources and massive open onli-
ne courses (MOOCs) (Tolks et al., 2016, p. 4), technology and foreign language
teaching and learning have become even more closely intertwined. In a flip-
ped learning classroom, “students gain first exposure to new material outside
of class... and then use class time to do the harder work of assimilating that
knowledge, perhaps through problem-solving, discussion, or debates” (Brame,
2013). The approach thus tries to solve the common problem where the delivery
of content consumes so much class time that little is left for practice and applica-
tion of new knowledge, which necessitates learners engaging in these activities
as homework (Buckingham, 2018). Contrary to popular belief, flipped learning is
not only about learners watching videos at home (Adams, 2017) as the pre-class
materials can include a variety of learning resources such as texts, self-made or
already existing lecture videos, podcasts, and screencasts (Brame, 2013).

The literature mentions numerous advantages of flipped learning such
as the fact that it “put[s] ... [students] at the helm of their own learning” since
they are able to do pre-class tasks at their own pace and repeat them if necessary
(Spino & Trego, 2015, p. 1). The role of the teacher, who is no longer a “sage on
the stage” but rather a “guide on the side” (Buckingham, 2018), is to help lear-
ners to focus on higher-order thinking skills in the classroom and engage with
more challenging aspects of the learning process, such as application of new
knowledge (Spino & Trega, 2015, p. 1), “tailor[ing] class activities to focus on the
elements with which students are struggling” (Brame, 2013). In addition, peer
interaction and collaboration are fostered in the classroom (Buckingham, 2018).

Inverted learning, which used to be applied predominantly in STEM?
subjects and blended courses, has been making inroads into the field of foreign
language education (Lyddon, 2015, p. 381). From the point-of-view of communi-
cative language teaching with its emphasis on “real or realistic communication,
where the accuracy of the language... is less important than successful achie-
vement of the communicative task” (Harmer, 2001, p. 85), the flipped approach
is particularly appealing. This is because it can provide rich input (through

pre-class activities) and output/interaction opportunities (through in-class acti-

2 STEM stands for Science, Technology, Engineering and Maths
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vities) for learners, while also encouraging them to assume more responsibility
for their own learning, engage in individualised learning outside the classro-
om, and construct their own knowledge inside the classroom (Spino & Trego,
2015, p. 3). However, in spite of these perceived advantages, it appears that,
as far as the field of foreign language education is concerned, and especially
English for specific purposes (ESP), flipped learning is still relatively under-re-
searched (see e.g., Kirk & Casenove, 2016; Lee & Wallace, 2018; Mehring, 2016).

2. The Study

The purpose of this study was to convert a “traditional” ESP (business English)
classroom into a flipped one. The study was conducted within an action re-
search framework. Action research is “a process in which teachers investigate
teaching and learning so as to improve their own and their students' learning”
(Verster, 2015). Davidoff and van den Berg (1990; as discussed in Verster, 2015)
identify the following stages of an action research project: 1) planning (iden-
tifying a problem, coming up with a solution and considering the evidence to
evaluate its success); 2) teaching/acting (solution implementation); 3) observa-
tion (evidence collection) and reflection (analysing the evidence to see whether
the problem has been solved). The question guiding this particular project,
which arose out of the author’s growing dissatisfaction with the traditional
classroom-homework model and her wish to provide students with richer au-
thentic input as well as more collaborative and output-focused activities, was
“How can I further improve my students’ learning experience?.”

Two groups of first-year students (38 students in total) from a variety of
BA programmes took part in a business English course at level B2. The focus of
the course was on writing business reports, developing presentation skills and
the language of graphs and charts. Specific business English topics covered
included marketing, retail, and accounting and finance. 20% of the grade was
participation- and assignment-based.

The virtual learning environment (VLE) Moodle was used to both facilita-
te the flip and serve as a vehicle to implement technology-mediated tasks (e.g.,
writing texts in wikis). In particular, in the self-directed phase the author used

so-called learning paths which allow the teacher to guide students through the
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Moodle course and activities in a specific order (Elearning Service HWR Berlin,
2016). These “paths” were created through Moodle’s activity completion and restri-
ct access settings to not only make material (websites, videos, articles) and activi-
ties (e.g., multiple-choice questions, matching, short answer questions) available
to the students prior to each session to prepare them for the classroom tasks, but
also to sequence these appropriately. In practice, this meant that the students
had to complete the activities in a certain order (e.g., doing a vocabulary revision
and extension exercise before a listening comprehension task) and were only
able to progress to the next activity once the previous one had been completed
(see Figure 1), which was signalled by the appearance of a “tick” next to it.

The classroom learning focused on the knowledge the students had ac-
quired during the “home” phase by asking them to engage in various tasks as

understood in task-based teaching and learning. In this approach:

the learners are given meaningful text material to work on and after a series
of preparatory tasks they are asked to solve a problem or to develop a text
(e.g., a report, a newspaper article or a business plan) using their own know-
ledge, competences and skills. Their oral and written production is meanin-
gful and useful. There is no right or wrong answer to the task, but each lear-
ner, or each group of learners will have developed their own valid solution or
product. The learners are taken seriously and become autonomous users of
the language. The content of their oral and written input has become relevant

and has a purpose. (Fischer, Musacchio, & Standring, 2006, p.9)

Some of the tasks were adapted/based on the course book (Maier-Fairclough &
Butzphal, 2010), which was compulsory course material. For example, a course
book case study which required the students to create a marketing campaign
for a German organic soft drink producer planning to introduce a product to
the US consumer (Maier-Fairclough & Butzphal, 2010, p. 71) was expanded to
include, in the pre-class phase, a number of authentic materials and activi-
ties based on them to prepare the students for the collaborative and product-
oriented in-class activities. The former included: reading a BBC text about the
marketing mix to acquaint students with key vocabulary relating to marketing
and designing a marketing campaign followed by a comprehension check ac-

tivity (automatically graded and corrected); watching a video from the Wall
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Street Journal about the consumption of sugary drinks in the US followed by a
listening comprehension activity; reading a website from the US Department
of Agriculture on the state of the organic market in the US (followed by reading
comprehension questions). In addition, the students had to complete two liste-
ning comprehension activities based on the course book to become familiar
with the language of presentations.

In the classroom phase in turn the students were asked to: 1) in groups/
pairs write an email inviting the marketing team members to attend a mee-
ting to discuss ideas for the new strategy (a wiki activity), which allowed for
revision of useful email phrases practiced in the first semester; 2) role-play the
meeting of the marketing team to discuss and agree on the marketing strategy
(revision of meeting language covered in the first semester); and 3) prepare a
presentation to be given to the company’s management (which gave the stu-
dents an opportunity to practise “new” language of presentations).

The students were introduced to the principles of flipped learning in
the first session of the semester and half of the 11 weekly face-to-face sessions
(each one comprising four 45-minute teaching units) were conducted using the
flipped approach.’ In the second half of the term an anonymous questionnaire
was conducted with the students whose aim was to examine their attitudes
towards the flip as well as perceived benefits and problems. More precisely,
the students were asked to respond to the following two open-ended prompts
(either in English or German): 1) What I like about flipped learning; and 2) Sug-
gestions for improvement. 31 students in total submitted their answers. These
were subsequently analysed by the author to identify key themes and catego-

ries, which are presented below.

3 Approximately half of each session was flipped each time.
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+ g BBC_Matketing mix 4
The BBC website gives a good overview of what the marketing mix is. Read the information (in all 9 sections!) and then take the quiz below.
4 Quiz_BBC Markating mix #*
Not available unless: The activity BBC_Matketing mix is marked complete

x from the BBC websit

+ ideo_Wal Street Journal_Am Consume Too Much Sugar in Drinks #*

Not avalable unless: The activity Quiz_BBC Marketing mix is marked complete

ans Stil Consume Too Much Sugar in Drinks g
Not avalable unless: The activity Video_Wall Street Journal_Americans Still Consume Too Much Sugar in Drinks s marked complete
+ US Department of Argriculture_Organic Market Overview ¢
Not avalable unless: The activity Listening comprehension questions_Americans Still Consume Too Much Sugar in Drinks is marked complete
Read the t the organic food market in the US.
.i‘ ion question_Organic Market Overviel ,

Not available unless: The activity US Department of Argriculture_Organic Market Overview is marked complete

Figure 1 — A sample Moodle learning path

3. Student Feedback

The student responses revealed four main perceived benefits of the new ap-
proach. These concerned: its positive impact on the language learning process;
better preparation for in-class activities and the end-of-term exam; benefits of
integrating technology into the course; and, lastly, the range of activities on
offer. These are discussed in turn.

With regard to the positive impact of the flipped learning approach on
the students’ learning, the key issue, as mentioned by eight students, concerned
the independent/deeper/individualised learning afforded by the approach. This
is exemplified by the following quotes: “You can listen to a video more then [sic]
onetime for yourself so you understand it“* and “Man befasst sich mehr mit ver-
schiedenen Themen, da man die Aufgaben alleine machen muss” (“You engage
more with different topics because you have to do the tasks on your own”).” Another
salient point made by five of the students concerned the fact that the new appro-
ach helped them to address both their strengths and weaknesses: “When you do
the flipped learning, I think it makes a lot of sense, you learn a lot and deal with
your own problems — you also practice in [sic] time pressure.” Four students also
mentioned the positive impact on the class time: “You can do work more during

the lessons and have more time to explain things which are unclear,” while a

4 All quotes are students’ original words and have not been corrected by the author.

5 All translations are author’s own.
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few more mentioned the positive impact overall, the workload involved, and the
impact on motivation (three, three, and two students respectively).

The second advantage of the flipped model concerned the fact that the
students felt better prepared for classroom activities and the exam. The fol-
lowing comment is representative of those of the nine students who mentioned
the former point: “You are always prepared for the next lesson (the vocabulary
and the new theme).” Two students also pointed out the benefit of being able
to catch up if they missed a session: “When you miss a lesson you can do the
important things at home.”

Finally, as far as the advantages of the new approach are concerned, the
students also mentioned the benefits of integrating technology (in the form of
online material and the VLE) into the pre-class activities as well as the range
of learning activities included. In relation to the former, five students appre-
ciated the immediate feedback/correction of online activities (e.g. “Bekommt
die Lésung meistens sofort” / “You get the answers usually immediately”) and
five students also liked the clear structure afforded by the use of the VLE (“gut
fande ich, dass wir die Aufgaben direkt auf Moodle machen konnen. Man kann
parallel dazu auch im Internet suchen was ebenfalls einen positiven Lerneffekt
hat” / “I found it good that we can do the tasks directly on Moodle. You can
search on the Internet at the same time, which also has a positive learning ef-
fect”). Thirteen students in total mentioned liking the various pre-class activi-
ties and tasks, for example, “Die Kombination von Lesen, Schreiben und Horen
ermdglicht ein Verbessern in allen Bereichen” (“The combination of reading,
writing and listening makes it possible to get better in all areas”). The other is-
sues raised included the incorporation of authentic/modern learning materials
and liking online assessment (three students in each group).

The student feedback revealed however that while having an overall po-
sitive impact, the workload associated with the new approach was perceived as
too high. This issue was mentioned by 20 out of the 31 students who submitted

their answers and is exemplified by this comment:

Allerdings finde ich, dass die Arbeit die zu Hause zu erledigen ist, nach wie
vor zu viel Zeit in Anspruch nimmt. Ich wiirde mir wiinschen, dass wir in
Zukunft weniger zu Hause machen miissen dafiir mehr wahrend des Unter-

richts. So haben wir mehr zu Hause zu tun als in der Vorlesung und das ist

99



Aleksandra Sudhershan

nicht gerechtfertigt. However, I find that the work to be completed at home
still takes too much time. I wish that in the future we would have to do less
at home and instead do more during class. Otherwise we have more work to

do at home than in class and that is not justified.

However, as can be seen from this comment, it was not always clear whether
the comments concerning the workload applied to the new approach or to the
workload of the course in general.®

Secondly, 15 students experienced some difficulty with the pre-class
materials and activities, mainly the listening comprehension tasks (an issue
mentioned by 11 out of the 15 students). This quote is representative of the
comments made: “I find that the Vidios schould [sic] be a little bit shorter and
with out any dialect or regional speech (if possible)”. In addition, the deadlines
that had to be met by the students to complete the pre-class activities was also a
cause of some dissatisfaction (as mentioned by nine students) and the students
generally wished they had had more flexibility with their deadlines, as demon-
strated by the following quote:

I would appreciate to have [sic] the freedom to do the exercises whenever I
want to. In some weeks there is just to [sic] much else to do. I also think that

it is part of the study to decide yourself [sic] if and when you practise!

Also the learning paths and the answers/feedback provided on online activities
caused some frustration. These points are exemplified by the following two
quotes respectively: “Freischalten der Aufgaben nacheinander unpraktisch,
da man z.b. nicht immer zuhause ist und man deshalb die Listenings von der
CD nicht manch kann, sind andere Aufgaben nicht verfiigbar” (“Making tasks
available one after the other is not practical because e.g. you are not always
home and therefore cannot do the listening tasks from the [course book] CD
[so] the other tasks are not available”) and “make more automatic correction so
you can see what you have done wrong.” Only one student mentioned (a lack

of) motivation as a problem with the new approach.

6 The course ECTS workload was 100 hours.
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4. Discussion

Based on the student feedback presented above as well as the author’s own

reflection on the project, the following “lessons” have been learnt:

41 Lesson 1: “Hop” Before You Flip

A number of authors have pointed out that switching to a flipped learning
model involves significant workload on the part of the teacher, especially in
relation to the preparation of pre-class activities (e.g., Tolks et al., 2016; Kirk
& Casenove, 2016), which was also the case in this project. As pointed out by
Lyddon (2015, p. 384), “the burden of creating an optimal flipped classroom may
prove too great for any single instructor.” Solutions offered in the literature in-
clude, among others, collaboration with other teachers, also across languages
and inverting the classroom gradually (Spino & Trega, 2015, pp. 4-5) as well
as using open-access external resources (Tolks et al.,, 2016, p. 5). With regard
to the first recommendation, a gradual change is also to be recommended in
order to take into account possible resistance from the learners or the perceived
increase in workload (the latter point having been mentioned by the majority of
the students in this project). This is in line with Muldrow’s (2013) observation,
according to which preparing students for the new flipped learning approach

is essential.

4.2 Lesson 2: Expect the Unexpected

As is evident from the student feedback, whereas the inclusion of technology
in the self-directed phase certainly offered a number of benefits, in a few cases,
especially at the beginning of the project, it led to some confusion and frustra-
tion on the part of the students when the learning paths did not work according
to plan (e.g., because restrictions were inadvertently put in place by the author
that prevented the students from completing a path). That is why testing ac-
tivities and making them “fail-proof” is paramount (Spino & Trega, 2015, pp.
4-5). In addition, teachers should not assume that learners are technology-sav-
vy and include too many different tools may be ultimately counterproductive
(Spino & Trega, 2015, p. 4). Lastly, it has to be borne in mind that technology

101



Aleksandra Sudhershan

is not a “magic bullet” that can “convert bad classes into good ones or ineffec-
tive teaching practices into effective ones” (Spino & Trega, 2015, p. 3): As with
classroom-based activities, all pre-class tasks have to have a clear pedagogical

rationale.

4.3 Lesson 3: Provide Incentives

More often than not homework and assignments that are not graded are sim-
ply not completed by students. Therefore, especially in flipped learning whose
success depends on the completion of pre-class tasks, it seems particularly
important to provide students with incentives to complete those. In the case
of the course described above, this involved completion of online tasks that
were taken into account in the assessment process. Indeed, the literature rec-
ommends including various incentives to make sure that students engage with
pre-class material (e.g., Tolks et al., 2016, p. 9; Adams, 2017). In addition, it is also
important to check comprehension, for example, by means of online quizzes
or quizzes carried out at the beginning of a class session (Adams, 2017, Kirk &
Casenove, 2016, p. 122). Concerning this point, Spino and Trega (2016, pp. 4-5)
recommend using multiple-choice and true/false activities instead of writing
activities as the focus of pre-class activities should be on input, not output,
and on providing students with immediate feedback. As can be seen from the
student comments, the possibility of receiving immediate feedback on their
work was appreciated. According to Adams (2017), it is also the products that
students create during the collaborative classroom activities that should “hold

students accountable.”

4.4 Lesson 4: Maximise the Class Time Available

As discussed at the beginning of the paper, one of the key advantages of flipped
learning is the fact that it frees up class time for more collaborative tasks. This,
however, is connected with another challenge of the approach, namely careful
planning to maximise the potential of class time made available in this way
and using it to foster production and student interaction (Spino & Trega, 2015,
p- 3). Kirk and Casenove (2016, pp. 124-125) point out that “although flipped
learning is generally associated with the use of videos, it is what is done with
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class time, rather than the videos themselves, that is the most important aspect
of the approach,” while Tolks et al. (2016, p.9) point out that there must be a
“thematic connection” between the self-directed and learning phases. Glob-
al simulations, project work, case studies, and webquests are examples of the
various task-based approaches that can be adopted and embedded into VLEs
(Fischer, Musacchio, & Standring, 2006) and used in the classroom phase of
flipped learning. An alternative is, as was done in this study, to integrate course
book material. As the example above shows, it is possible to design pre-class ac-
tivities around carefully selected course book sections. Lastly, during the face-
to-face sessions the teacher should focus on continuous, formative, in-class
assessment involving observation, diagnosis and feedback (Bauer-Ramazani,
Graney, Marshall, & Sabieh, 2016).

4.5 Lesson 5: Use common sense

Whereas creating learning paths to guide students through the sequence of
pre-class has many advantages (e.g., as far as scaffolding is concerned), it is
important to use manageable chunks in order to prevent learners from be-
coming demotivated and “dropping out.” Based on the student feedback, the
author recommends limiting the number of pre-class activities to four or five
(depending, for example, on the course workload and objectives) and using a

combination of skills in each set.

5.  Conclusion

Integrating technology into classroom learning has become a must, largely in
response to the changes to the learning attitudes and styles of the new genera-
tion of learners. According to Mancall-Bitel (2019), Generation Z students “were
born into a world where algorithms keep them clicking, scrolling and swiping
at a frenetic pace,” which has significant implications for how teachers plan and
conduct their classes and keep the learners engaged. Flipped learning seems to
fit well into this new teaching and learning paradigm as “[i]n pursuit of auton-
omous and active students, ... [it] gets the traditional classes all upside down
with the help of technology” (Demirel, 2016, p. 109). Although there is no deny-

ing that the workload involved in the switch is significant for both teachers and
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learners and various first- or second-hand lessons have to be learnt first, the
experience can be very satisfying to both groups. As Jon Bergmann, one of the
pioneers of the flipped learning approach, stated (as quoted in Sherman, 2019):

“Flipping your class will not make teaching easier, but it will make it better.”
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Individuelle Glossare als Hilfsmittel fur
fachsprachliche Kommunikation

Renata Cavosi Silbernagl — Sprachenzentrum, Freie Universitat Bozen

Abstract

Der Erwerb fachsprachlicher Kompetenz in Zweit- und Fremdsprachen spielt in der
Ausbildung von akademischen Fachkriften eine entscheidende Rolle. Fachsprache
unterscheidet sich von Alltagssprache vor allem durch den Gebrauch fachbezogener
Sprachmittel und eines spezifischen Wortschatzes. Somit stellt Fachvokabular ein we-
sentliches Element der Fachsprache dar. Wie kdnnen sich aber Studierende einen an-
gemessenen Fachwortschatz aneignen und sich seiner effizient bedienen?

In diesem Beitrag soll, ausgehend von allgemeinen Uberlegungen zur Fachsprache
und zum Fachsprachenunterricht, durch eine konkrete Unterrichtserfahrung an der
dreisprachigen Freien Universitit Bozen dargestellt werden, wie Fachvokabular auch
in sprachlich heterogenen Lerngruppen mit Hilfe von individuellen Glossaren sys-
tematisch und gleichzeitig lernerzentriert erarbeitet, erweitert und gefestigt werden
kann. Aufierdem soll aufgezeigt werden, wie man dadurch fachliche und sprachliche
Vorkenntnisse, individuelle Bediirfnisse und angestrebte Zielqualifikationen bertick-
sichtigen und eine selbstandige sprachliche Weiterentwicklung der Studierenden er-

moglichen kann.

1. Einleitung

Der Erwerb von Fachsprachenkenntnissen in der eigenen Muttersprache und
zunehmend auch in Zweit- und Fremdsprachen gehdrt zu einem wesentlichen
Bestandteil der Ausbildung von akademischen Fachkraften.

Allgemein ist Fachsprache ,funktional bestimmt, denn sie dient primar

der Kommunikation zwischen Vertretern eines bestimmten Fachbereichs (El-
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sen, 2003, S. 63). Gleichzeitig betrachten aber Kniffka und Thorsten (2016) Fach-
sprachen- und Fachkommunikationskompetenz auch ,,angesichts der sog. Ver-
fachsprachlichung des Alltags durch Fachworter und Fachtexte ... als wichtige
Voraussetzung fiir eine erfolgreiche Teilnahme am o6ffentlichen Leben” (S. 18).
Somit wird die Férderung fachsprachlicher Kompetenzen in verschiedenen
Sprachen zu einem wichtigen Ziel fiir Schulen und Universitaten.

Fachsprache wird von Bufmann (2002) als ,,sprachliche Varietat mit der
Funktion einer prazisen, effektiven Kommunikation tiber meist berufsspezifi-
sche Sachbereiche und Tatigkeitsfelder” (S. 211) definiert. Fachsprachenunter-
richt soll es Lernenden ermdoglichen, in ihrem eigenen Fachbereich sprachlich
handlungsfahig zu sein. Laut Buhlmann und Fearns (2006) sollte die Fahigkeit,
,sich in der Zielsprache ... angemessen zu informieren und zu verstandigen”
(S. 9), gefordert werden, das heif3t, dass Lernende in ihrer Ausbildung lernen
sollten, Fachsprache sowohl zu verstehen (rezeptive Fahigkeiten) als auch an-
zuwenden (produktive Fahigkeiten). Dazu miissen sie, so wie bei jeder sprach-
lichen Handlung, {iber addquate morphologische, syntaktische, strukturelle
und lexikalische Mittel verfiigen.

Damit Kommunikation in einer Fachsprache gelingen kann, miissen
also fachbezogene Sprachmittel und ein spezifischer Wortschatz eingetibt
werden. Das Fachvokabular stellt somit ein entscheidendes Element der Fach-
sprache dar, denn nur durch eine genaue Terminologie konnen Gegensténde,
Zusammenhdnge, Sachverhalte, Verfahren und Prozesse in unterschiedlichen
spezifischen Bereichen klar und angemessen dargestellt werden.

Wie ist es aber fiir Studierende moglich, sich in zeitlich begrenzten
Kursen relativ schnell Fachvokabular anzueignen und dieses gezielt und sys-
tematisch in der miindlichen und schriftlichen Kommunikation einzusetzen?
Wie kann gleichzeitig eine selbstéandige sprachliche Weiterentwicklung in der
Fachsprache nachhaltig geférdert werden?

Fachsprachenunterricht sollte, so wie allgemein jede Form von Unter-
richt, ,fiir sehr unterschiedliche Zielgruppen konzipiert werden, entsprechend
den unterschiedlichen Lernvoraussetzungen und den angestrebten Zielquali-
fikationen” (Fluck, 1992, S. 179). Der Unterricht muss folglich auf die Studie-

renden abgestimmt werden. In den meisten Kursen sind jedoch die Lerner-
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gruppen' sehr heterogen, was bedeutet, dass Voraussetzungen und Bediirfnis-

se fiir die einzelnen Kursteilnehmer (im Folgenden als KTN bezeichnet) sehr

unterschiedlich sind. Dies stellt sicherlich eine zusatzliche Schwierigkeit bei

Planung und Gestaltung des Unterrichts dar und wirft einige Fragen auf:

- Wie konnen Studierende mit ganz unterschiedlichen Voraussetzungen und
Bediirfnissen auf dieselben Zielqualifikationen hinarbeiten?

- Welche Strategien und Hilfsmittel konnen den Lernprozess beschleunigen
bzw. erfolgreiches Lernen leichter ermdglichen?

- Wie kann die Lernmotivation geférdert und gesteigert werden?

- Wie konnen Frusterlebnisse relativiert und verarbeitet werden?

- Wie kann schliefllich Fachsprachenunterricht trotz unterschiedlicher

Sprachniveaus ermdglicht werden?

In diesem Beitrag soll durch ein konkretes Beispiel aus der Unterrichtspraxis
aufgezeigt werden, dass fachsprachliche Kommunikation auch in Gruppen mit
sehr unterschiedlichen Sprachniveaus moglich ist und auf individueller Ebene
angestrebt werden kann. Nach der Vorstellung des Kurses und allgemeinen
Uberlegungen zum Fachsprachenunterricht werden einige Vokabellernstrate-
gien, die im Kurs vorgestellt worden sind, dargestellt. AnschlieSend werden
exemplarisch einige individuelle Glossare der KTN prasentiert. Abgerundet

wird der Beitrag durch eine Evaluation der durchgefiithrten Wortschatzarbeit.

2.  Fachsprache an der Fakultat fir Naturwissenschaft
und Technik an der Freien Universitat Bozen

21 Vorstellung des Kurses

Als Beispiel fiir fremdsprachlichen Fachsprachenunterricht soll der Kurs
,Technisches Deutsch” an der Fakultat fiir Naturwissenschaft und Technik
der dreisprachigen Freien Universitat Bozen prasentiert werden. Es handelt
sich dabei um einen Masterkurs fiir Energieingenieurwesen, der Studierenden

der Ingenieurwissenschaften seit 2012 in Zusammenarbeit mit der Universitét

1 Aus Griinden der Lesbarkeit wurde im Text auf das Splitting verzichtet; gewahlt
wurde bei Lernern, Dozenten und Kursteilnehmern die mannliche Form, nichtsdestowe-
niger beziehen sich die Angaben auf Angehérige beider Geschlechter.
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Trient angeboten wird. Seit dem akademischen Jahr 2016/17 gehort das Fach
,Technisches Deutsch” zum Studienplan und ab 2017/18 wird in diesem Kurs
systematisch an und mit individuellen Glossaren gearbeitet. Die in diesem Bei-
trag angefiihrten Beispiele wurden der Dozentin anlasslich des internationalen
Symposiums ,Teaching languages for specific and academic purposes in hig-
her education” (Freie Universitdt Bozen/Italien, 29. 6. 2018) von den KTN zur
Verfligung gestellt.

Der Kurs ,Technisches Deutsch” umfasste 2017/18 insgesamt 50 Unter-
richts- und 9 Sprechstunden; angestrebte spezifische Bildungsziele waren , die
Festigung und die Erweiterung — vor allem auf rezeptiver, aber auch auf pro-
duktiver Ebene — der Sprachfertigkeiten, iiber die Studierende der Fakultat fiir
Naturwissenschaften und Technik in ihrem Studienalltag sowie spater in ihrer
beruflichen Téatigkeit verfiigen sollen” (Universitat Bozen, 2017)

Fiir die KTN bedeutete dies, dass sie folgende Sprachkompetenzen erwerben

sollten:

im Bereich Lesen:
authentische Texte verstehen, die sich auf ihren fachspezifischen Bereich
beziehen (z. B. Sachtexte, Interviews, Zeitungsartikel zu fachspezifischen

Themen);

im Bereich Schreiben:
Texte verfassen, die den akademischen Kontext und den eigenen Fachbe-
reich betreffen (z. B. formelle E-Mails, formelle Vorstellung, Grafikbeschrei-

bungen, Zusammenfassungen).

im Bereich Horen:
gesprochene Texte aus dem akademischen Alltag und zu fachspezifischen

Themen verstehen (z. B. Dialoge, Interviews, Vortrage);

im Bereich Sprechen:
sich im eigenen Fachbereich und dem akademischen Kontext ziemlich kor-
rekt und situationsaddquat ausdriicken (z. B. Diskussionen, Referate).
(Freie Universitat Bozen, 2017)
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Diese einheitlich formulierten Bildungsziele mussten aber erst an die Zielgrup-
pe, die sehr heterogen war?, angepasst werden.

Im akademischen Jahr 2017/18 wurde der Kurs ,Technisches Deutsch” regel-
méBig von durchschnittlich 25 KTN besucht, die zwar alle iiber ein fundiertes
Wissen in ihrem Fachbereich verfiigten, aber sehr unterschiedliche Sprachni-
veaus aufwiesen, die von A2 bis C1 (GER) reichten®. Die Voraussetzungen und
die Bediirfnisse waren folglich fiir die einzelnen Studierenden véllig unter-
schiedlich.

2.2 Allgemeine Uberlegungen zum Erwerb fachsprachlicher
Kompetenz

Gleich zu Beginn des Kurses stellte sich die Frage, wie bzw. ob Fachsprachen-
unterricht in einer so breit geficherten Gruppe gelingen kann und wie sich die
einzelnen KTN nicht nur die erforderlichen Strukturen, sondern parallel auch
einen addquaten Fachwortschatz aneignen kénnen.

Waihrend typische sprachliche Strukturen aus der Fachsprache iiber-
schaubar sind (vgl. dazu Buhlmann, Fearns, S5.16 — 24) und systematisch ver-
mittelt werden konnen, ist der Erwerb von Fachvokabular ein sehr langwieri-
ger Prozess, der nie wirklich abgeschlossen ist. Vokabellernen wird von Stork
(2003) als , dufSerst komplexer Vorgang” bezeichnet, denn ,obwohl der Aspekt
der Bedeutung unverzichtbar ist, sind zur Beherrschung eines Wortes die
Kenntnisse weiterer Komponenten notwendig. Die vollstandige Aneignung
eines Wortes wird (wenn iiberhaupt) erst allmahlich erfolgen” (S. 38).

Wie kann aber dieser Prozess im Fachsprachenunterricht geférdert wer-
den? Welche Techniken und Strategien ermdglichen es den Studierenden, den
Fachwortschatz effizient und nachhaltig zu erlernen und zu erweitern?

In der Fremdsprachendidaktik ist man sich allgemein darin einig,
dass es ,das fiir alle Lerner gleichermafien wirksame Vokabellernverfahren
nicht gibt” (Stork, 2006, S. 98). Im Unterricht konnen den Studierenden zwar
2 In der Provinz Bozen ist an Schulen mit italienischer Unterrichtssprache
Deutsch die Zweitsprache und ein Pflichtfach. An den Schulen in anderen italieni-
schen Regionen oder in anderen Landern wird nur an einigen Schulen Deutsch als

Fremdsprache angeboten. Da die KTN aus verschiedenen Regionen und Landern
stammen, sind auch die Sprachniveaus sehr unterschiedlich.

3 Das Sprachniveau wurde z. T. durch Sprachzertifikate nachgewiesen oder
durch einen Einstufungstest ermittelt
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Vokabellernstrategien gezeigt werden, die ,mit grofSer Wahrscheinlichkeit
fiir moglichst viele Lerner effektiv” sein sollten (Stork, 2006, S. 98), aber die
wahre Herausforderung fiir die Studierenden besteht darin, personlich fiir sie
abgestimmte Strategien zu finden, welche eine erfolgreiche Aneignung eines
passenden Wortschatzes ermoglichen.

Um die Studierenden dabei zu unterstiitzen, wurde die Arbeit an den individu-

ellen Glossaren zu einem festen Bestandteil des Unterrichts.

3. Erwerb von Fachwortschatz durch individuelle Glossare

Ausgangspunkt fiir die Aneignung und Erweiterung des eigenen Fachwort-
schatzes waren in der Regel Lese- oder Hortexte, die als Input fiir das anschlie-
fiende Unterrichtsgesprach dienten. Da kein Lehrbuch fiir den Kurs vorgesehen
war, wurden die Texte von der Dozentin gewahlt und im Unterricht eingesetzt.
Die Themenschwerpunkte (energieeffizientes Bauen, erneuerbare Energien)
wurden mit Fachdozenten vereinbart und besprochen. Bei der Auswahl der
Texte wurden die folgenden Aspekte berticksichtigt:
- Authentizitat,
- inhaltliche Relevanz fiir den Themenbereich,
- Verstandlichkeit bzw. sprachliche Angemessenheit
- angemessene Textldinge und
- Eignung der Texte fiir sprachliche Ubungen

(vgl. Chekhouni und Christmann, 1997, S. 163-164)

Angesichts der Heterogenitat der Lernergruppe mussten manche Texte leicht
abgedndert bzw. gekiirzt und durch Zusatzmaterialien (z. B. Tabellen, Grafiken,
Abbildungen, Fotos, Videos) ergdanzt werden. Dank dieser Materialienvielfalt
konnten Schwierigkeiten, die sich durch teilweise konkurrierende Anforde-
rungen (hohe fachliche Anspriiche, niedriges Sprachniveau) ergaben, zumin-
dest teilweise iiberwunden werden.

Prinzipiell entschied man sich in der Regel fiir eher kurze Texte (maxi-

mal zwei Seiten), wie es auch Beskorawajnaja (2016) empfiehlt:
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Fiir den Fachsprachenunterricht sind knappe Texte, die aufiersprachliches
Material mit einbeziehen, geeigneter, als umfangreiche und sprachintensive
Texte ohne oder nur mit wenig Anschauungsmaterial (Abbildungen, Grafi-
ken, Diagramme), besonders im Anfangsunterricht. Es sollten authentische,
inhaltlich aber einfache Texte gewahlt werden. Dabei wirkt das Heranziehen
von auflersprachlichen Anschauungsmitteln motivierender als die Bearbei-

tung umfangreicher Texte. (S. 1003)

Wie kann aber bei der Auseinandersetzung mit Texten und bei gemeinsamen
Diskussionen im Unterricht Wortschatz erarbeitet und langfristig gespeichert
werden, sodass er immer wieder abrufbar ist?

Beim Lesen und bei der Bearbeitung der Texte spielt Wortschatzarbeit
eine entscheidende Rolle. Langjahrige Unterrichtserfahrung und -beobach-
tung haben zu folgenden Ergebnissen gefiihrt: Bei neuen Vokabeln neigen
Studierende dazu, diese mit Hilfe von zweisprachigen Worterbiichern in ihre
Muttersprache zu tibersetzen. Eine griindliche Auseinandersetzung mit unter-
schiedlichen Worterlernprozessen findet bei Studierenden allerdings eher sel-
ten statt. Dies fiihrt dazu, dass die Bedeutung einiger Vokabeln nur teilweise
verstanden wird und dass diese auch nicht langfristig abrufbar sind.

Um dem entgegenzuwirken und die KTN bei der Erstellung von indi-
viduellen Glossaren und somit bei der Suche nach einer effektiven Vokabel-
lernstrategie zu unterstiitzen, wurden zu Beginn des Kurses einige davon vor-
gestellt und gemeinsam erprobt. Dabei musste eine Auswahl getroffen werden
und so beschréankte man sich auf die folgenden Strategien:

- zweisprachige Vokabellisten mit Kontextualisierung
- Brainstorming

- Wortfelder und -familien

- Wortnetze

- Wort-Bild-Karten

Im Folgenden werden die einzelnen Strategien im Kontext des genannten Kur-

ses naher vorgestellt.
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3.1 Zweisprachige Vokabellisten mit Kontextualisierung

Das Ubersetzen unbekannter Worter, die fiir das Verstandnis der gelesenen
oder gehorten Texte entscheidend sind, scheint fiir viele Studierende eine 6ko-
nomische und effiziente Methode zu sein, um sich neues, passendes Vokabular
anzueignen. Rampillon (1985) stellt fest: ,Die Muttersprache bietet sich als in-
terlinguale Vergleichsgrundlage an, um auf die Bedeutung eines unbekannten
fremdsprachlichen Wortes zu kommen” (S 36). Zweisprachige Vokabellisten
koénnen zwar fiir die Studierenden als Hilfsmittel gelten, sie sind aber, auch
wenn sie individuell zusammengestellt worden sind, nicht sehr effektiv, da die
,Vergessensquote” sehr hoch ist und ,dieser Worterlernprozess oft als lang-
weilig und monoton empfunden wird” (Neveling, 2004, S. 12, zit. nach Ram-
pillon, 1985). Deshalb wurden im Kurs ,Technisches Deutsch” die KTN immer
wieder aufgefordert, Worter und Begriffe, die fiir das behandelte Thema re-
levant waren, nicht nur zu tibersetzen, sondern diese auch in einen Kontext
einzubetten. Durch diese Beispielsitze, die aus den behandelten Texten oder
auch aus Worterbiichern (z. B. DWDS, Wortprofile) entnommen wurden, konn-

ten sich die KTN - laut eigenen Aussagen — die neuen Worter besser einpragen.

3.2 Brainstorming

Bei der Einfiithrung eines neuen Themas wurde héufig das Brainstorming ein-
gesetzt: Dabei sollten die KTN - ausgehend von ihrem eigenen Vorwissen —
einen zentralen Begriff zu diesem Thema mit anderen Begriffen assoziieren.

Beim Brainstorming handelt es sich namlich ,um das prozesshafte Vorgehen
der Vergegenwirtigung erworbenen Wissens aufgrund eines Stimulus mit
dem Ziel eines mdglichst breiten ungefilterten Zugriffs auf das Gedachtnis”
(Neveling, 2004, S. 81). Die von den Studierenden genannten Begriffe wurden
in der Regel in Form von Wortigeln oder Assoziogrammen als Tafelbild fest-
gehalten und dies ermoglichte es den einzelnen KTN, einerseits ihr eigenes
fachliches und sprachliches Vorwissen zu aktivieren und sich andererseits -
durch die Zusammenarbeit mit den anderen Studierenden — neue Vokabeln
anzueignen und so den eigenen Wortschatz zu erweitern. Auflerdem konnten
die Wortigel und Assoziogramme anschlieflend von jedem einzelnen Studie-

renden frei bearbeitet bzw. ergdnzt werden.
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3.3  Wortfelder und Wortfamilien

Im Unterricht wurden immer wieder im Bereich der behandelten Themenkrei-
se zu den Schliisselwortern Wortfelder und Wortfamilien erarbeitet. BuSmann
(2002) bezeichnet ein Wortfeld als ,, Terminus zur Bezeichnung einer Menge von
sinnverwandten Wortern, deren Bedeutungen sich gegenseitig begrenzen und
die liickenlos (mosaikartig) einen bestimmten begrifflichen oder sachlichen
Bereich abdecken sollen” (S. 753). In Zusammenarbeit mit der Dozentin er-
stellten die KTN ausgehend von gelesenen und erarbeiteten Texten eben solche
Wortfelder und konnten sich auf diese Weise ein breiteres Wortschatzspektrum
aneignen. Dies sollte es ihnen ermdglichen, sich zu den behandelten Themen-
bereichen situationsadédquat, prézise und variantenreich auszudriicken.
Folgendes Beispiel aus Unterricht zum Themenbereich ,energieeffiziente Ge-
baude” soll angefiithrt werden:

Schliisselwort Gebiude - Haus, Bau, Bauwerk, Villa, Bungalow, Wohneinheit,

Wohnkomplex.

Den Begriff Wortfamilie bezeichnet Buffmann (2002) als ,Menge von Wortern
innerhalb einer Sprache, deren gleiche oder dhnliche Stammmorpheme auf
dieselbe etymologische Wurzel zuriickgehen” (S. 753). Durch das gemeinsa-
me Zusammenstellen von Wortfamilien im Unterricht kommt folglich zum
Sprachwissen der KTN auch die Kreativitiat zum Zuge, z. B.
- Dbei der Bildung von Komposita
(Beispiel aus der Unterrichtspraxis: wohnen — Wohnqualitédt, Altbauwoh-
nung...) oder
- bei der Uberfithrung einer Wortart in eine andere mit der Hilfe morpho-
logischer Mittel (vgl. dazu Buhlmann und Fearns, 2000, S. 24)
(Beispiel aus der Unterrichtspraxis: wohnen — wohnlich, bewohnbar — Woh-

nung, Bewohner).

3.4 \Worternetze

Bei dieser Strategie erfolgt das Worterlernen durch Vernetzung, wobei die ein-
zelnen Begriffe sinnvoll miteinander verkniipft werden. Neveling (2004) be-

zeichnet Worternetze als ,, Aufzeichnungen von Wortern, die der Lernende nach
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bestimmten Prinzipien auf einem Blatt Papier anordnet, mit Linien verbindet
und mit Farben, Zeichnungen u. a. weiter ausgestaltet” (S. 13). Dadurch kann
einerseits Vorwissen gefordert, andererseits neu erworbenes Wissen integriert
werden. Dies ,erleichtert einen Abruf im Sinne des lexikalischen Zugriffs, bei
dem Worter durch die vielfiltigen Verkniipfungen leichter fiir die Verwendung
bereitgestellt werden” (Kehrein, 2013, S. 37).

Die gemeinsam im Unterricht erstellten Worternetze konnten an-
schliefsend jederzeit von den einzelnen KTN beliebig erweitert werden und
ermdglichten so auch eine individuelle und autonome sprachliche Weiteren-
twicklung.

Abbildung 1 zeigt ein Beispiel fiir ein gemeinsam erstelltes Worternetz aus der

Unterrichtspraxis:

erzeugen, nutzen, einsparen, verbrauchen
A

Energie

e / >

erneuerbar fossil
|
a v ~A v
Wasserkraft Solarenergie  Windenergie Erdol, Kohle
| |
| | ;
Turbine Solarpaneele Windrad

Abb. 1 — Beispiel fir ein gemeinsam erstelltes Woérternetz aus der Unterrichtspraxis

3.5 Wort-Bild-Karten

In einem Kurs, wo die KTN bereits tiber ein fundiertes Fachwissen verfiigen,
sich aber oft noch die sprachlichen Fahigkeiten in der Fremdsprache aneignen
miissen, um in der Zielsprache {iber dieses Fachwissen diskutieren zu kénnen,
ist es oft sinnvoll und durchaus dkonomisch, wenn neu erlerntes Fachvokabu-
lar durch den Einsatz visueller Mittel festgehalten werden kann. Immer wieder
wurden den KTN im Unterricht Wort-Bild-Karten gezeigt. Zeichnungen, Bilder
und Fotos mit der Bezeichnung der einzelnen Elemente konnen, vor allem bei

visuellen Lernertypen, das Erlernen von Wortern leichter ermoglichen. , Bei
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einer Visualisierung der Wortbedeutung wird [...]", laut Stork (2003), ,,sowohl
das imaginale als auch das verbale System in die Verarbeitung einbezogen, was
zu besseren Behaltensleistungen fiihrt” (S. 119).

Die folgende Abbildung zeigt ein gemeinsam im Unterricht erstelltes Beispiel:

Rotor

Gondel \ /

_—— Rotorblatt

Turm

.~ Fundament

Abb. 2 — Beispiel fiir eine gemeinsam erstellte Wort-Bild-Karte aus der Unterrichtspraxis

4. Individuelle Glossare: Beispiele

Nach der Reflexion iiber die présentierten Vokabellernstrategien arbeiteten die
KTN an ihren personlichen Glossaren. Dabei sollten sie folgende Fragen be-
riicksichtigen:

- Was fiir ein Lerntyp bin ich? / Wie lerne ich am besten Vokabeln?

- Nach welchen schon lange erprobten und nach welchen neu erlernten Vo-
kabellernstrategien kann ich Vokabeln optimal lernen, speichern und lang-
fristig behalten?

- Nach welchen Kriterien wéahle ich die Vokabeln aus?

- Wie kann ich eigene Bediirfnisse und erstrebte Zielqualifikationen durch

individuelle Glossare berticksichtigen?

Um die Arbeit der KTN besser darstellen zu konnen, sollen einige Beispiele
fiir die Glossare* prasentiert werden. Es handelt sich dabei um willkiirlich ge-
wahlte Fallbeispiele, die besonders interessant erscheinen. Prasentiert werden

nicht die korrigierten Glossare, sondern die Originale.

4 Aus Platzgriinden werden nur Teile aus den Glossaren vorgestellt.
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KTN 1

KTN 1 verfiigt tiber Deutschkenntnisse auf B2-Niveau. Das in der folgenden

Abbildung 3 gezeigte Glossar bezieht sich auf das Thema ,energieeffizientes
Bauen” (Adjektive, Substantive, Verben).

BEGRIFF

Energieeffizientes Bauen

Wohnung

Anlagen

Abb. 3 — Glossar KTN 1

Persdnliche Vokabellernstrategie:

Verben

vermieten (affittare)
mieten (essere in affitto)
untervermieten
umbauen
umstrukturieren
erneuen

fertigstellen

kiindi (disdire)

Adjektive Substantive
gut ausgestattet Bau, -, m
gemiitlich Gebiude, -, n
nachhaltig ‘Wohngebiude, -, n
energieeffizient Bauwerk, -e, n
funktionell Fassade, -n, f
dkologisch Niedrigenergiehaus, -héuser, n
umweltbewusst Passivenergiehaus, - hiuser, n
Niegri — .
Stock, Stoke, m
Stockwerk, -, n
Geschoss, -e, n
Erneuerung, -en, f
Viertel, -, n
Quartier, -e, n
‘Wohngebiet (zona residenziale),
-e,n
Griinfliche
gut geplant Bodenheizung, -en, f
gut entworften Klimaanlage, -n, f
effizient Heizkessel, -, m
Tei 1 1 Beleuct T

gut orientiert
optimal ausgerichtet

-e,
Liiftungsanlage, -n, f
Solaranlage, -n, f
Photovoltaikpaneel, -e, n
Sonneneinstrahlung, -en, f
Frischluftzufuhr, -, f

errichten

installieren
einbauen
priifen

- Unterteilung der Vokabeln in: Thema (,,energieeffizientes Bauen”), Unter-
begriffe (, Wohnen”)
- Unterteilung der Vokabeln nach Wortarten (Adjektive, Substantive, Verben)

- Ubersetzung — nur bei Bedarf;

- Angabe von Wortfeldern (Bau, Gebaude, Wohngeb&dude, Bauwerk) und

Wortfamilien (mieten, vermieten, untervermieten)

- Angabe von grammatikalischen Erklarungen nur bei Bedarf (z. B. Substan-

tive: Genus, Form im Nom. Plural)

- Einsatz von visuellen Mitteln (Markierung bestimmter grammatikalischer

Elemente, die fiir den KTN - laut eigener Aussage — eher schwierig sind)

KTN 2
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KTN 2 verfiigt iiber Deutschkenntnisse auf Bl-Niveau. Das in der folgenden

Abbildung 4 gezeigte Glossar bezieht sich auf das Thema , erneuerbare Ener-
gie”(Adjektive, Substantive, Verben).

NACHHALTIGES WOHNEN GLOSSAR

BEGRIFF

Anlagen

Abb. 4 - Glossar KTN 2

ADJEKTIVE

effizient
gut geplant

leistungsstark
wandlungsfahig
(trasformabile)

innovativ
niedrig

SUBSTANTIVE

Heizkosten, pl
Heizungsanlage, e
Biomassekessel, r
Komfortliftungen, pl
(sist.contr.ventilazione)
Photovoltaikanlage, e
Drehmechanismus, r
(mecc.di rotazione)
Brennstoff, r
(combustibile)
Warmepumpe, e
(pompa di calore)
Warmespeicher, r
(accumulat. Termico)

Personliche Vokabellernstrategie:

- Unterteilung der Vokabeln nach Thema (erneuerbare Energien) und Unter-

begriffen (Beispiel: Biomasseanlagen)

VERBEN

installieren
prifen
verbessern

- Unterteilung der Vokabeln nach Wortarten (Adjektive, Substantive, Verben)

- héufige Ubersetzung in die Muttersprache (einzelne Vokabeln, Wortgefiige:

,unter Uberdruck setzen”)

- Angabe von wenigen grammatikalischen Erkldarungen bei Substantiven:

Genus; manchmal nur Angabe der Pluralform (Heizkosten, Komfortliif-

tungen)

KTN 3

KTN 3 verfiigt iiber Deutschkenntnisse auf B1/B2-Niveau.
Das in der folgenden Abbildung 5 gezeigte Glossar bezieht sich auf das Thema

,erneuerbare Energie” (Verben).
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Abb. 5 — Glossar KTN 3
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Personliche Vokabellernstrategie:

- Trennung der einzelnen Wortarten; hier: Wortliste mit Verben; Verben aus
verschiedenen Texten zum Thema energieeffizientes Bauen

- Ubersetzung in die Muttersprache

- Beispielsatze aus den gelesenen Texten (Kontextualisierung)

- Wortpaare (Haus + Verben; Wortprofil)

- nur vereinzelte explizite grammatikalische Erklarungen (verzichten auf)

KTN 4

KTN 4 verfiigt iiber Deutschkenntnisse auf Bl-Niveau.

Das in der folgenden Abbildung gezeigte Glossar bezieht sich auf das Thema
,energieeffizientes Bauen/nachhaltige Bauweisen” (Verben).

GLOSSAR DER NACHHALTIGEN BAUWEISEN

1 BEGRIFF: (-s) Gebaude (-) = l'edificio
1.1 VERBEN

errichten=costruire [Substantiv (-e) Errichtung= I'edificazione]

(Prateritum: errichtete, errichtetest, errichtete, errichteten, errichtetet,
errichteten)

Das errichtete Gebaude = I'edificio costruito

sanieren=restaurare, ristrutturare
(Substantiv: (-e) Sanierung (-en) = il risanamento, la riqualificazione)

Syn: erneuern.

abreiBen=demolire [Substantiv (-r) Abriss (-e)= la demolizione]
(Perfekt: bin, bist, ist, sind, seid, sind abgerissen)

...deshalb miisste das gesamte Gebdude erst abgerissen, dann neu
aufgebaut werden.

Abb. 6 — Glossar KTN 4
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Personliche Vokabellernstrategie:

-, digitales Karteikartensystem”

- grammatikalische Hinweise nach Bedarf (Konjugation Verben, unter-
schiedliche Tempora; Genus der Substantive, Pluralform)

- Ableitung Verb - Substantiv (z. B. errichten — Errichtung)

- gelegentlich Angabe von Synonymen (z. B. sanieren — erneuern)

- Ubersetzung des Begriffs in die Muttersprache

- meist Beispielsdtze aus gelesenen Texten (Kontextualisierung)

KTN 5
KTN 5 verfiigt iiber Deutschkenntnisse auf A2-Niveau.
Das in der folgenden Abbildung 7 gezeigte Glossar bezieht sich auf das Thema

senergieeffizientes Bauen” (Substantive).
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Abb. 7: Glossar KTN 5

Persdnliche Vokabellernstrategie:

- Einsatz von visuellen Hilfsmitteln: Wort-Bild-Karten + Farben zur Kenn-
zeichnung grammatikalischer Elemente (z. B. Genus der Substantive)

- Angabe von Grundwortschatz (Tiir, Balkon)

- Angabe von neu erworbenem Fachwortschatz

122



Individuelle Glossare als Hilfsmittel fir fachsprachliche Kommunikation

5. Evaluation und Schlussbemerkungen

Zusammenfassend lasst sich feststellen, dass durch die Arbeit an eigenen, indi-
viduellen Glossaren allgemein Sprachbewusstheit und Sprachlernbewusstsein
gefordert werden kann. Die gemeinsame Reflexion iiber Fachsprachenerwerb
und die Arbeit an individuell abgestimmten Vokabellernstrategien ermdg-
lichen es den Studierenden, den eigenen Wortschatz so auszubauen, dass im
Fachsprachenunterricht auch bei sehr unterschiedlichen Ausgangssituationen
der KTN fachsprachliche Kommunikation sowohl im miindlichen als auch im
schriftlichen Bereich gelingen konnte.

Man kann allerdings auch feststellen, dass vor allem in der Anfangs-
phase der Arbeit an den Glossaren ein gewisser Widerstand, der auf eine skep-
tische Haltung der KTN gegentiber alternativen Vokabellernstrategien zuriick-
zufiihren ist, iberwunden werden muss. Durch das systematische Erproben
der verschiedenen Strategien konnen sich die Studierenden jedoch davon {iber-
zeugen, dass durch neue Strategien personlich gesteckte Ziele und gleichzeitig
die von der Fakultédt vorgegebenen Bildungsziele (Abschnitt 2.1 “Vorstellung
des Kurses”) leichter und schneller erreicht werden kénnen.

Regelmaéfiiges Feedback und die Beratung durch die Dozentin spielen
dabei eine wesentliche Rolle, da bei den gemeinsamen Gespréachen nicht nur
die Motivation der einzelnen Studierenden gesteigert, sondern auch Frust-
erlebnisse thematisiert und relativiert werden kénnen.

Bei der Wahl einer geeigneten Lernstrategie zur Festigung und Erwei-
terung des Wortschatzes fallt auSerdem auf, dass viele KTN die verschiedenen
Vokabellernstrategien vermischen und sie den allgemeinen Anforderungen
und den personlichen Bediirfnissen anpassen. Die Auseinandersetzung und
das Erproben der Strategien zwingt die Studierenden, das eigene Lernverhal-
ten kritisch zu {iberdenken und gegebenenfalls zu modifizieren. Beim Erstel-
len der Glossare miissen sie sich namlich immer wieder fragen, was sie effektiv
konnen, was sie noch lernen wollen bzw. miissen und wie sie dieses Ziel er-
reichen konnen. Daraus ergibt sich auch die Moglichkeit, den eigenen Lernweg
mitzubestimmen und den Lernprozess selbst zu steuern. Somit iibernehmen
die Studierenden Verantwortung fiir ihr eigenes Lernen und machen autono-

mes Lernen moglich.
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Tassinari (2012) weist darauf hin, dass es bei der , Bewusstmachung und Refle-
xion {iber das eigene Lernen und den eigenen Lernprozess” wichtig sei, ,dass
der Lerner es lernt, ... sein Lernverhalten in einem bestimmten Lernprozess
einzuschéitzen bzw. zu evaluieren” (S. 16). Nur so kann er ndmlich den eigenen
Lernweg finden und gezielter, motivierter und erfolgreicher auf seine Lern-

ziele hinarbeiten und sich personlich weiterentwickeln.
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Le LSP nella didattica della lingua italiana.
Un’indagine sulla dimensione operativa
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Abstract

Linsegnamento delle lingue per scopi speciali (Languages for specific purposes — LSP) si
configura come un obiettivo significativo per molti corsi di lingua, soprattutto per la vita
professionale degli studenti (Nitti, 2017).

Gli approcci di insegnamento delle LSP sono confortati da una costellazione di studi di
natura accademica, rivolti alle lingue (Ciliberti, 1981; Galova, 2007).

Partendo da queste premesse e parso opportuno indagare la presenza delle LSP (Serra-
giotto, 2014) nella programmazione degli insegnamenti di italiano L1, L2 e LS, attraverso
la redazione di un questionario, proposto a un campione rappresentativo del personale
docente di diversi ordini e gradi.

Lobiettivo della ricerca, infatti, € I'individuazione di eventuali difformita di insegna-
mento delle LSP da parte di docenti di italiano che si occupano di utenze diverse e di
cicli differenti di istruzione.

L'analisi dei dati ha permesso di descrivere le strategie glottodidattiche maggiormente
impiegate per I'insegnamento delle LSP, delineando una panoramica delle microlingue
maggiormente rappresentate nei contesti scolastici del primo e del secondo ciclo.

In didattica dell'italiano L1 le LSP sono spesso date per acquisite a partire dalla scuola
secondaria (Nitti, 2016), mentre per I'insegnamento dell’italiano come L2 e LS, secondo
I'interpretazione dei dati, € determinante il superamento del livello soglia, nonostante la
Scuola italiana spesso richieda le LSP anche in fasi meno avanzate dell’interlingua, come

emerge dall’analisi dei questionari e dei sillabi.

1 Pur concepito in modo unitario, a Elena Ballarin devono essere riconosciuti i paragrafi2 e 4, e a
Paolo Nitti i paragrafi1, 3 e 5.
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1. Introduzione

Lo studio delle LSP non rappresenta una novita rispetto alla ricerca in lingui-
stica, considerando che il fenomeno e trattato anche a seconda di prospettive
diversificate (Ciliberti, 1981; Galova, 2007). Le LSP vengono definite come sot-
tocodici rispetto a una dimensione sociolinguistica di stampo funzionalista;
come linguaggi settoriali, in merito agli ambiti disciplinari e agli utenti; come
microlingue, riguardo a una prospettiva glottodidattica che le concepisce come
oggetto di insegnamento e di apprendimento. Tutte queste etichette sono ge-
neralmente utilizzate a seconda di una piena sinonimia, giacché non & spesso
possibile distinguere nettamente il ruolo dei parlanti dalle situazioni comuni-
cative e dagli ambiti disciplinari o professionali.

Secondo Baldi e Savoia, piu che concentrarsi sulle specificita termino-
logiche, occorrerebbe valutare le caratteristiche che “in corrispondenza a de-
terminati settori della tecnica, delle scienze, delle attivita produttive [...] danno
luogo a un particolare tipo di variazione detta funzionale, collegata, in ultima
analisi all'argomento trattato e a regole culturali e situazionali” (2018, p. 91).
Probabilmente e proprio a causa del valore funzionale e pragmatico che le LSP
rappresentano per la linguistica e per la glottodidattica uno degli ambiti privi-
legiati di indagine.

Gli ordini di istruzione, gia a partire dalla scuola primaria, richiedono
che gli apprendenti divengano padroni delle LSP per tutti i livelli di analisi
(morfosintassi, sintassi, lessico e testualita), a cominciare dall’ambito settoriale
della formazione stessa e dal ventaglio di situazioni comunicative che possono
verificarsi a scuola.

All'interno della dimensione glottodidattica, inoltre, si rileva sovente la
presenza di elementi microlinguistici nei sillabi di lingue straniere e di lin-
gua italiana, in raccordo, generalmente, ad altre discipline scolastiche, sebbene
sia possibile apprezzare un alto tasso di contenuti microlinguistici anche per
quanto concerne i programmi disciplinari, soprattutto in chiave definitoria e
introduttiva.

Sulla base di queste premesse sono state indagate la percezione delle
LSP da parte del personale docente, e le tecniche, le strategie e le attivita pitt
comuni per l'insegnamento delle microlingue, attraverso un questionario e I'a-

nalisi di un corpus di sillabi.
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2. La ricerca

Come descritto in precedenza, il percorso di questa indagine prende avvio
dall’analisi della presenza delle LSP allinterno dei sillabi di italiano come L1,
L2, LS rilevando se vi siano delle difformita di insegnamento delle LSP da parte
di docenti di italiano che si occupano di utenze diverse e di cicli differenti di
istruzione.

Questa indaginez, pertanto, intende essere una sezione di una ricerca
pitt ampia sullo studio delle microlingue e della lingua accademica i cui dati
parziali sono stati presentati gia in occasione del XV Congresso SILFI (Genova,
28-30 maggio 2018), di cui gli atti sono attualmente in corso di pubblicazione.
Lo strumento diagnostico utilizzato e descritto nel § 3 e stato costruito basan-
dosi su definizioni reperibili nel Dizionario di glottodidattica® (Balboni, 1999),
che esplicitano le tecniche piu adatte all'insegnamento delle microlingue. In
particolare, si e ritenuto opportuno investigare sulla consapevolezza didattica
da parte degli insegnanti e, piui in generale, sulla conoscenza della didattica
collaborativa, imprescindibile nell'insegnamento delle LSP.

Nella didattica delle microlingue professionali, infatti, il rapporto do-
cente-discente e perfettamente simmetrico, in quanto il docente di lingua ha
piena conoscenza scientifica e professionale della lingua, il discente, al contra-
rio, ha piena conoscenza della disciplina veicolata attraverso la microlingua. I
due soggetti, dunque, possono reciprocamente contribuire al processo di in-
segnamento-apprendimento in piena parita. Al contrario, nella didattica delle
microlingue disciplinari, come pure nella didattica della lingua accademica, il
rapporto docente-discente &€ asimmetrico e ciascuno dei due soggetti e porta-
tore di informazione nascosta. Luno conosce professionalmente la lingua e il
suo insegnamento, l'altro soggetto non e ancora completamente formato in am-
bito disciplinare. I due soggetti, percio, sono entrambi incompleti e necessitano
dell'intervento di un terzo soggetto: il collega docente di disciplina. I tipo di di-
dattica che si puo instaurare in questo tipo di contesto non appare, dunque, pit
semplicemente regolato mediante tecniche collaborative, ma si puo realizzare
solo attraverso strategie didattiche differenti, descritte in ambiti che si ispirano
all'ambito microeconomico (Ballarin, 2014).

2 Al pari del contributo di Ballarin E. e Nitti P. che si trova nel medesimo volume a pagina 211.

3 Di questo dizionario esiste anche una versione online: https://www.itals.it/nozion/noziof.htm inti-
tolata Nozionario di glottodidattica.
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Le strategie previste nei due tipi di situazioni - microlingue professionali e
disciplinari - trovano ambedue pertinenza nelle dinamiche economico-sociali
descritte dalla teoria dei giochi (Von Neumann, Morgenstern, 1944) e, soprattut-
to, dalla descrizione della strategia dominante che consente di ottenere lo scopo
prefissato per vincere il gioco (Nash, 1950).

Nel caso dellinsegnamento delle LSP scientifico-professionali, dunque,
il rapporto simmetrico tra docente e discente sembra del tutto simile a quanto
previsto nel gioco a due. Questa strategia e la piu semplice, poiché il suo risultato
¢ determinato solamente dalle scelte dei due giocatori che hanno a disposizio-
ne due mosse ciascuno:
- il docente pud predisporre il patto formativo e chiedere allo studente di

aderire;

- il discente puo aderire rinegoziando il patto secondo le sue necessita.

La fase preliminare si manifesta nella sezione iniziale di un corso ed e prope-

deutica a tutto lo svolgimento dell’evento didattico.

Solo in seguito i due giocatori possono esercitare la loro ultima mossa:

- il docente puo proporre le attivita didattiche tenendo conto delle esigenze
dello studente;

- il discente puo scegliere se aderire o meno al patto formativo rinegoziato e

collaborare con il docente.

Questo tipo di strategia, tuttavia, difficilmente si puo realizzare nell'ambito
delle LSP disciplinari, poiché se, nel caso delle microlingue scientifico-profes-
sionali, si verifica una coincidenza di interessi (i due soggetti, collaborando,
ottengono il massimo risultato e raggiungono lo scopo prefissato), nel contesto
scolastico o accademico gli interessi non coincidono pienamente (data la natura
asimmetrica del rapporto) e i soggetti possono decidere di collaborare fra loro
solo parzialmente.

Nel caso delle microlingue disciplinari, percio, nessun soggetto puo agi-
re isolatamente, a prescindere dagli altri.

In questo tipo di contesto didattico il docente deve avere piena consa-
pevolezza di quali possano essere le tecniche didattiche piu efficaci, al fine di
realizzare la didattica collaborativa, anche in assenza di una condizione di sim-

metria fra i soggetti.
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Le tecniche glottodidattiche che meglio possono servire allo scopo (Balboni,

1999, 2007; Comoglio & Cardoso, 2000) sembrano, dunque essere:

- la griglia, che permette di inserire contenuti da parte di entrambi i soggetti
e di realizzare una piena collaborazione; questa tecnica appare piu adatta
nell'insegnamento delle microlingue scientifico-professionali;

- latecnica del jigsaw, che consente al singolo di lavorare individualmente, e,
parimenti, di portare il proprio contributo all'interno del gruppo di lavoro;
questa tecnica si presta ottimamente nella didattica delle microlingue di-
sciplinari, poiché i soggetti coinvolti sono differenti e possiedono un grado
diverso di conoscenza linguistico-disciplinare;

- la tecnica di group investigation, che consente ai diversi gruppi di lavoro
di lavorare in autonomia e di raccordarsi successivamente per ottenere il
raggiungimento dello scopo prefissato;

- lo spidergram, che, come la griglia, permette a tutti i soggetti di inserire
contenuti e di ampliare le conoscenze in diverse fasi di progressione;

- laccoppiamento parola-definizione, che nelle LSP scientifico-professionali
realizza pienamente il rapporto collaborativo fra i soggetti; nelle microlin-
gue disciplinari permette a soggetti differenti — docente di lingua, docente
di disciplina, discente — di relazionarsi e di collaborare.

- Lanalisi dei dati (§ 4), permettera, dunque, di verificare il grado di consape-
volezza glottodidattica da parte dei docenti di LSP.

3. Il questionario

Le LSP rispetto all'insegnamento delle lingue rappresentano un obiettivo di
molti sillabi e, generalmente, sono presenti a partire dai livelli B1-B2, tuttavia,
come si e visto precedentemente (§ 1), all'interno delle programmazioni glot-
todidattiche si inseriscono elementi microlinguistici precocemente, assecon-
dando una logica funzionale ai percorsi formativi e professionali, piuttosto
che ricondursi alla tradizionale dicotomia proposta da Cummins (1979) fra
competenze linguistiche di base (Basic Interpersonal Communicative Skills) e ac-
cademiche (Cognitive Academic Language Proficiency), laddove le LSP sarebbero

ragionevolmente inseribili solamente all'interno delle ultime.
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Lobiettivo di questo contributo e delineare le caratteristiche dell’insegnamento
delle LSP rispetto alla didattica dell’italiano, considerando che, a livello di pura
intuizione, le microlingue sono richieste agli studenti senza che spesso vi sia
un insegnamento esplicito e contestuale, aspetto che, invece, risulta fondamen-
tale all'interno della didattica universitaria e disciplinare (Balboni, 2000).

Lo scopo della ricerca, dunque, & verificare la presenza delle LSP all’in-
terno dei corsi di italiano come L1 e L2, sebbene siano stati considerati e valutati
anche gli insegnamenti di altre LS, in relazione alle tecniche e allo sviluppo
della competenza comunicativa, analizzando eventuali difformita relative
all’accesso e all'insegnamento delle LSP da parte dei docenti di lingua.

Si e deciso, pertanto, di utilizzare un questionario sociolinguistico e
glottodidattico (Nitti, 2018) come strumento operativo adeguato rispetto alle
domande di ricerca, con il proposito di analizzare la percezione delle LSP da
parte del personale docente e di verificare quali siano le strategie, le tecniche e
le attivita prevalenti rispetto alle scelte glottodidattiche contemporanee.

Ai fini della ricerca ¢ stato individuato un campione di docenti di italia-
no come L1 (52%), L2 (39%) e di LS (9%), costituito da 178 informanti, distribuiti
abbastanza uniformemente tra la scuola primaria (19%), secondaria di primo
grado (21%), secondaria di secondo grado (22%) e i CPIA (32%). Una parte molto
ridotta del campione opera a livello universitario (2%) e nell'ambito delle lezioni
private individuali o in piccoli gruppi (4%).

Il questionario e stato distribuito in formato elettronico e distribuito at-
traverso alcuni social media, nell'ambito di gruppi di discussione, costituiti da
docenti di italiano e di lingue straniere in ordini di istruzione differenti.

Per motivi di praticita si e scelto di suddividere il questionario in tre
parti e di inserire una premessa in merito al trattamento e alle modalita di
divulgazione dei dati, alla responsabilita scientifica della ricerca e alla descri-
zione breve della struttura corredata del dettaglio del tempo necessario alla
compilazione, di 15-20 minuti.

Si e stabilito di non superare i 20 quesiti per non gravare sul tempo per la
compilazione e con il fine di evitare eventuali defezioni rispetto alla veridicita
delle risposte, privilegiando una batteria di domande breve.

La prima parte del questionario (6 quesiti) e relativa all'inquadramen-
to del campione rispetto all’eta, alla lingua insegnata, al target di riferimento,

all'ordine di istruzione, al titolo di studio e agli anni di insegnamento.

132



Le LSP nella didattica della lingua italiana

All'interno della seconda parte (4 quesiti), si trovano domande relative alle LSP
e, in particolare, al ruolo delle LSP nell'insegnamento delle lingue, al livello e
all'ordine di istruzione pit indicato per la trattazione.

L'ultima parte del questionario (10 quesiti) contiene domande relative
alle strategie, alle tecniche e alle attivita glottodidattiche prevalenti.

In merito alle specificita dei quesiti, per quanto concerne il rapporto fra
LSP e abilita di base, si sono considerati gli studi di Brighetti e Minuz (2001) e
di Bettoni (2006); per le tecniche e le attivita relative al contesto comunicativo
si sono utilizzati i descrittori presenti in Balboni (2012) e in Porcelli (1994). Le
attivita di riflessione sulla lingua sono state tratte da Gatti e Peyronel (2006) e da
Galova (2007), mentre per la riflessione sul lessico si € considerata la trattazione
di Corda e Marello (2004).

Alla fine di ciascuna sezione del questionario, inoltre, e possibile inse-
rire alcune considerazioni sulle domande, in forma di nota libera e opzionale.

Tutti i quesiti, al di fuori delle note a fine sezione, sono a scelta multipla,
con la possibilita di inserire manualmente un ulteriore campo. La struttura del
questionario ha permesso di analizzare agevolmente i dati, senza rinunciare a
una dimensione puramente qualitativa e individuale, apprezzabile per mezzo
dei campi liberi e delle note.

Per quanto concerne l'insegnamento delle LS e della L2, il livello lin-
guistico degli apprendenti maggiormente rappresentato, secondo il Quadro
Comune Europeo di Riferimento, e ’A2, seguito dal B1. Un fattore particolar-
mente interessante sul piano della ricerca e il fatto che molti docenti di scuola
primaria, sebbene operino con studenti nativi, hanno scelto consapevolmente
di indicare il livello linguistico dei propri corsisti come B2 o C1, non ricondu-
cendo automaticamente il livello dei propri studenti a un pit ragionevole C2, o,
pitt semplicemente, selezionando l'opzione nativi. Ogni informante ha inviato,
oltre al questionario compilato, un esempio di sillabo. Il corpus di sillabi e stato

successivamente analizzato rispetto alla presenza delle LSP, confermando so-

stanzialmente le risposte del questionario.
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4.  Analisi dei dati

La prima sezione del questionario definisce le caratteristiche dei 178 informanti
e mette in luce come il profilo dell'informante maggiormente rappresentato sia
costituito da un docente di scuola secondaria di primo e secondo grado (43%),
abbia frai41 ei55 anni (45%), abbia almeno una laurea di I livello (45%), insegni
italiano L2 (48%), il livello linguistico dei suoi studenti si attesti tra A2-B1 (48%)
e abbia occasione di trattare le microlingue a lezione (67%).

Questi dati evidenziano come una buona parte del campione abbia una
formazione universitaria, ma non goda di una specializzazione in glottodidat-
tica e, soprattutto, in didattica delle LSP. Gli studenti, inoltre, si attestano a un
livello inferiore da quello previsto dalla teoria di interdipendenza delle lingue
(Cummins, 1979) e di processabilita degli input (Pienemann, 1998), nelle quali il
possibile insegnamento delle abilita complesse di tipo CALP potrebbe avveni-
re solamente a partire da un livello autonomo, a meno che non sussistano delle
condizioni di apprendimento particolari.

A questo tipo di docente, tuttavia, sembra necessaria una strategia glot-
todidattica complessa, poiché necessita di scelte che permettano al suo discente
con un livello linguistico insufficiente di interagire con contenuti di livello lin-
guistico e cognitivo superiore.

Sia docente che discente si collocherebbero al di sotto del livello - glot-
todidattico per 'uno, linguistico per l'altro - necessario per portare a termine il
compito richiesto.

La seconda parte del questionario prosegue I'indagine mediante alcuni
quesiti piu strettamente inerenti alle LSP e il loro ruolo nel processo didattico.

La maggior parte dei docenti riconosce come microlingua la lingua uti-
lizzata per veicolare discipline proprie dell’area umanistica, come la letteratura
(28%), la storia (23%) e la geografia (14%).

Dai quesiti successivi si ricava che nella realta della loro professione i
docenti debbano prevedere I'insegnamento delle microlingue gia dai livelli
A2-B1, ma ritengano il livello C1 come livello soglia (33%), al di sotto del quale la
didattica delle microlingue sia impossibile. In ordine decrescente i livelli perce-
piti come soglia sono A2 (23%), B1 (22%), B2 (22%).

Sommando le percentuali dei livelli B2 e C1 (55%), sembra che la mag-

gior parte degli intervistati sia consapevole che per padroneggiare contenuti
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complessi siano necessarie abilita linguistiche avanzate. Il dato, tuttavia, viene
disconfermato dai risultati ottenuti dal quesito successivo, secondo il quale il
65% ritiene possibile I'insegnamento delle LSP in tutti i livelli linguistici.

Tentando una possibile interpretazione dei dati, si puo, forse, ipotizzare
che la maggior parte dei docenti sia al corrente della complessita della didattica
delle microlingue, ma debba prevederne I'insegnamento a tutti i livelli perché
orientata dalla propria realta professionale.

L'ultima parte del questionario entra nel merito della didattica. Interro-
gati su quali abilita siano fondamentali per I'insegnamento delle LSP, gli inter-
vistati indicano:

- comprensione scritta (41%);
- produzione scritta (33%);
- produzione orale (19%);

- comprensione orale (7%).

Su quali siano le abilita integrate fondamentali indicano:
- appunti e traduzione (28%);

- dialogo (24%);

- parafrasi (10%);

perifrasi (7%);
- transcodificazione (2%);
dettato (1%).

L'ultima parte del questionario si focalizza sulle tecniche didattiche piu adatte
all'insegnamento delle microlingue e gli informanti indicano adatte a definire
il contesto comunicativo:

- l'accoppiamento parola-definizione (16%);

- spidergram (12%);

- caccia all’errore (10%).

Le abilita percepite adatte alla riflessione sulla lingua e al potenziamento del
lessico sono:

- accoppiamento parola-definizione (16%);

- spidergram (15%);

- riassunti e traduzione (11%).

135



Paolo Nitti, Elena Ballarin

Gli informanti indicano come adatte all’abilita di produzione:
- traduzione (17%);
- accoppiamento parola-definizione (13%);

- riassunto (12%).

Nella parte finale del questionario si richiede al campione di trattare I'ambito
della didattica collaborativa e delle sue tecniche.

Infatti, come risposta al quesito “per insegnare una microlingua a scuo-
la, occorre la cooperazione di discenti e...” gli informanti indicano:
- docente di disciplina (50%);
- docente di disciplina e docente di lingua italiana (27%);

- docente di lingua italiana (23%).

La tecnica che il campione privilegia per 'attuazione della didattica collabora-
tiva risulta:

- traduzione (20%);

- accoppiamento parola-definizione (18%);

- riassunto (15%).

Dai dati ricavati si pud notare chiaramente come i docenti non solo non pre-
vedano, se non in minima parte, la possibilita di collaborare con i colleghi e di
porsi in ottica cooperativa anche con i discenti, ma non conoscano nemmeno le

tecniche utili a tali strategie.

5. Conclusione

Lanalisi dei dati, sia per quanto concerne il questionario che I'insieme dei sil-
labi inviati, permette di rilevare una consapevolezza (Van Leir, 1995) piuttosto
scarsa dei livelli linguistici di riferimento, soprattutto in relazione alla proces-
sabilita degli input (Pienemann, 1998). La maggioranza degli informanti (65%),
infatti, indica nel questionario di poter insegnare le LSP in qualsiasi livello di
progressione delle interlingue. Il livello di partenza per poter trattare le LSP sa-
rebbe I’A2, contrariamente all’indicazione di un livello autonomo, avanzata da

Cummins (1979). L'abilita di base maggiormente rappresentata per la trattazio-
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ne delle LSP a lezione risulta la comprensione dello scritto (41%), seguita dalla
produzione dello scritto (33%), mentre la ricezione del parlato rappresenta una
componente decisamente minoritaria delle risposte (7%). Un dato interessante
riguarda la controtendenza della produzione orale (19%) rispetto alla ricezione,
probabilmente perché si pretende che gli apprendenti utilizzino le LSP soprat-
tutto nell'ambito delle esposizioni, dimostrando una competenza microlingui-
stica nella produzione del parlato e dello scritto, finalizzata alla valutazione
dell'apprendimento.

La scelta delle attivita per la trattazione delle microlingue, sulla base
dell’identificazione del contesto comunicativo (Gotti, 1991), della riflessione
metalinguistica e lessicale (Nitti, 2018), pare in molti casi dettata da logiche di
consuetudini didattiche, piuttosto che costituirsi come vera riflessione sulle
potenzialita.

La traduzione, inoltre, non rappresenta un’abilita integrata, soprattutto
nell'ambito dell'insegnamento dell’italiano L2, poiché si insiste sull’asse del-
la comprensione, intendendola come attivita prioritariamente motivazionale;
gli esercizi di traduzione, in effetti, sono in prevalenza orali, basati su singole
parole e con il fine di concentrare l'attenzione sul tema dell'unita di apprendi-
mento (67%).

Come si e visto precedentemente (§ 4), non sempre le tecniche e le attivi-
ta individuate dai docenti corrispondono agli obiettivi glottodidattici, sebbene
in molti casi le espansioni e le modalita di didattizzazione permettano un certo
grado di elasticita.

Il punto maggiormente critico dell’analisi dei dati, per quanto concerne
le attivita per la trattazione delle LSP a lezione, riguarda l'asse della produzio-
ne: molte attivita individuate come fondamentali per la produzione, in realta,
sono destinate alla comprensione (griglia, scelta multipla, accoppiamento pa-
rola-immagine, vero/falso, ecc.).

A riguardo della didattica cooperativa e collaborativa, secondo il cam-
pione, per insegnare una LSP occorre che vi sia essenzialmente una coopera-
zione fra discenti e docenti di disciplina escludendo de facto i docenti di lingua
(§ 4). Una spiegazione plausibile di questa tendenza ¢ individuabile all'interno
della normativa ministeriale relativa al CLIL, che identifica come docente di
CLIL un esperto disciplinare in possesso di un livello linguistico non inferiore

al C1, piuttosto che un docente di lingua in possesso di competenze nelle disci-
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pline (Nota Ministeriale 240 del 16 gennaio 2013 e Nota Ministeriale 4969 del
25 luglio 2014%), contrariamente a quanto indicato dalle ricerche accademiche
(Lasagabaster, Sierra, 2009).

Inoltre, all'interno del questionario, una parte consistente di note libere
(7%), relativa alla terza sezione, si & concentrata sul rapporto di collaborazione
tra i diversi profili professionali dei docenti, sostenendo che in linea teorica il
principio di collaborazione ¢ auspicabile, tuttavia, i rapporti professionali e le
politiche di istituto sovente non investono su questa possibilita, indirizzando la
trattazione delle LSP unicamente sui docenti delle discipline.

In aggiunta a quanto descritto, alcune note (4%) hanno permesso di
identificare una mancanza di consapevolezza da parte di molti docenti disci-
plinari rispetto alle specificita dell'insegnamento delle LSF, come se queste
fossero apprese automaticamente, sulla base della sola esposizione all'input.
In effetti, per appurare l'attendibilita dell'ultima considerazione, occorrerebbe
valutare la didattica delle LSP da parte dei docenti disciplinari, prevedendo
un’espansione della ricerca.

Secondo i dati che emergono dall’analisi dei questionari e dei sillabi, le
LSP maggiormente trattate all’interno dei percorsi relativi all'obbligo scolastico
(scuola primaria e secondaria) riguardano il settore umanistico, probabilmente
a causa della preparazione disciplinare e professionale dei docenti di lingua
italiana e di lingue straniere, e sono seguite da quelle scientifiche.

Si rileva sostanzialmente una mancanza quasi assoluta di LSP profes-
sionali o dedicate ad alcuni ambiti comuni per la vita quotidiana dei corsisti,
a tutti gli effetti prossime ai concetti di sfere semantiche (Berruto, 2004) e di
variazioni funzionali della lingua (Baldi, Savoia, 2018). La musica (3%), lo sport
(1%) e la medicina (0%), infatti, sono solo alcuni esempi di LSP trascurate dagli
informanti che preferiscono orientarsi sulle LSP relative al dominio educativo
(Vedovelli, 2010) e all'esperienza scolastic