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Editorial

Jeanne Goodfrey

Welcome to Issue 10 of the Language Scholar.’d also like to say hello on behalf of the new
members of the editorial team —myself as a new Co-Editor, our new Journal Manager Alba del Pozo

Garcia, and Roya Alimalayeri and James Moore, ourtwo new Web Editors.

The articlesinthislatestissue play their partin achieving the central aims of the Language Scholar
Manifesto publishedinIssue 3;to furtherour understanding and knowledge by critically considering
multiple perspectives, and in doing soto have an impact on ouridentities and beliefs as practitioners
(Dingetal. 2018). Each pieceinthis currentissue furthersthese aims, offeringinterestingand
important pedagogicinsights - the result of structured, contextualised, critical and honest reflection

and discussion.

The firstarticle is a research paper by Paula Villegas. Villegas examines the theoretical foundations
of Flipped Learning (FL) from a socio-constructivist language perspective. She examines the parallels
between this framework and that of the ‘four pillars’ of FL, demonstrating how the latter are based
in educational theory before moving on to examine how EAP practitioners can use the se

understandingsto fully exploit the pedagogic potential of FL.

Our first Scholarbitin Issue 10 is written by Vicky Collins, who describes areal -time reflective enquiry
intoa novel aspect of pedagogicpractice, comparing the efficacy of pre-planned tasks and
spontaneous, contingent teachinginteractionsin enhancing student criticality. Collins’ article
discusses the implications of theirenquiry for curriculum and delivery that enhances student critical
thinking behaviours, forunderstanding theirown role in the classroom and for how future
investigations might be conducted on short, intensive, teaching programmes. The second Scholarbit
piece comes from Charlie Taylor, aSenior High School teacherin Taiwan. Taylor contextualises and
critically discusses the impact of his decision to use extensive reading within the challenging context
of large EFL classesin which the students hold arange of English language profiles. In our third

Scholarbit, Denise de Pauw and Jane Heath reflect on practitioners’ e xperiences of managingthe
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multiple and new spacesinvolvedinfully online delivery at the start of the Covid pandemic, using
the two frameworks of Mediated Discourse Analysis and Computer-Mediated Communication as

platformsfrom which to analyse practitioner experiences.

Our book review inthisissue is written by Rob Playfair, who discusses ‘Pedagogies in English for
academic purposes: Teachingand learningininternational Contexts’ edited by Carole MacDiarmid
and Jennifer MacDonald. Ratherthan use the book’s chronology to structure his review, Playfair
presents us with an order that reflects the degree of emphasis each chapter places onsocial,
linguistic, and institutional contexts, using this analysis to critically reflect on the contributions and

on hisown practice.

We hope that the questions, research and discussionin thisissue of the Language Scholar challenge
and inspire you as a practitionerinyourown professional context. As afinal note, we would like to
thankthose who take onthe role of reviewing submissions, giving theirtime to provide thoughtful

and constructive feedback to the contributing authors.
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Beyond The Four Pillars of F-L-I-P, Exploring Theoretical
Underpinnings of Flipped Learning in the Context of English for

Academic Purposes

Paula Villegas

English Language Teaching Centre, The University of Sheffield

ABSTRACT

This article explores asocial-constructivist conceptualisation of Flipped Learning (FL) and advocates
usingthe four pillars of FL (FLN, 2014; see Appendix|) as a roadmap to successfully embrace FLin
English for AcademicPurposes (EAP) courses. Thus, an understanding of FLgrounded in social
constructivismis shown while exploring how the four pillars of FL(FLN, 2014; Appendix|) are
strongly underpinned by social constructivism. Strong parallelisms are drawn between the four
pillars of FL (FLN, 2014; see Appendix |) and the four controlling principles of EAP (Flowerdew and
Peacock, 2001, p.183) while acknowledging the potential challenges of constructivist approachesto
teachingandlearning. This article concludes by acknowledging the beneficial use of the four pillars
of FL(FLN, 2014; Appendix|) whenembracing FLin EAP contexts and calls forfurtherresearch on

the necessary elements to successfullyimplement FLin EAP courses.

KEYWORDS: English for AcademicPurposes, Flipped Learning, Constructivism, Four Pillars of FL,
Technology Enhanced Learning, Pedandragogy.

INTRODUCTION

Despite the momentumthat FLis experiencing (Abeysekeraand Dawson, 2015, p.1), thereisa

considerable lack of consensus when it comes to defining the term, which makes systematic
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research on FL more difficult (Abeysekeraand Dawson, 2015). Abeysekera and Dawson (2015, p.3)

make a compellingargument foradefinition of FLthat:
1. moves mostinformation-transmission teaching out of class
2. usesclasstime forlearningactivities thatare active and social

3. requiresstudentstocomplete pre-and/or post-class activities to fully benefit fromin-

classwork

These criteriaclearly addressthe core of FLas it is understood by the wider education community.
Yet, as emphasised by Abeysekeraand Dawson (2015, p.3) themselves, the criteriafail toinclude any
type of evaluation of FL. Thus, despite the unquestionable merits of the definition above, this article

favoursthe definition of FLproposed by the Flipped Learning Network Hub (2014, p.1):

a pedagogical approach in which directinstruction movesfromthe group learning space to
the individual learning space, and the resulting group space is transformed into a dy namic,
interactive learning environment where the educator guides students as they apply concepts

and engage creativelyinthe subject matter.

Arguably, the Flipped Learning Network Hub’s definition could face criticism becauseitis presented
withinacommercial context, and that criticism could be extended to the four pillars of FL (Appendix
I) examinedinthisarticle. Afterall, although the Flipped Learning Network Hub presentsitself asa
showecase for FL as a method, it ultimately seems to be designed to popularise FLas understood by
Bergman and Sands (2014), thus, enablingthemto profit from the available paid resources or
bookable talks. However, the Flipped Learning Network Hub does offer free resources and a safe
online space where practitioners can discuss their FLexperiences. Crucially, the merit of this
definition liesin the factthat it addressesthe use of learning space and the interaction between
studentsand teachers. Considering Bloom’s taxonomy of learning (1984), flipping the classroom
simply means turning the traditionalmodel upside down (Lockwood, 2014). Thus, the higher-order
thinking skills are moved into the classroom (Lockwood, 2014, p.2), where students can benefit from
exploringtheseskills with their peers and theirtutor (Figure 1). This collaborative construction of
knowledge can be linked to Vygotsky’s (1978) social constructivism. In social constructivism,
knowledge is attained through action and interactionsin which individuals share their experiences

(Crawford, 1996).
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Figure 1: Bloom’s Taxonomy in the Traditional Classroom and the Flipped Classroom (Based on

Andersonetal., 2001).

Bergmannand Sams (2012), who are credited asthe founders of FLas itis currently understood and
are behindthe Flipped Learning Network Hub, used pre-recorded lectures to present content. These
pre-recorded lectures allowed students to engage with the lower-order thinking skills on theirown.
As depictedin figure 1, these lectures facilitated remembering and understanding information, that
islow order thinking skills (LOTS) tasks, whereas the face-to-face sessions could then be devoted to
the active manipulation of information, high orderthinking skills (HOTS) tasks. Therefore, FLcan be
understood as a pedagogical approach thatis independent of TEL and is underpinned by relevant

educational theories, such as Bloom’s taxonomy (1984).

As has been noted, following their successful implementation of FL, Bergmann and Sams founded
the Learning Network Hub (2014), a virtual space that showcases FL as a method. The Flipped
Learning Network Hub offers free resources and a safe online space for practitioners to discuss their
FL experiences. By makingthe popular platform Slack available for practitioners and researchers to
use free of charge, the hub provides awelcoming space where discussions around FLcan take place
across educational institutions. One of the hub’s key resources is the four pillars of FL(FLN, 2014,

The Four Pillars of F-L-1-P, Appendix |). These pillars are:

1 https://flippedlearning.org/fln-updates/join-the-flipped-learning-slack-community/
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1. Flexible environment
2. Learningculture
3. Intentional content

4. Professionaleducator

Theirpurposeisto provide a practical roadmap foradopting the FL method. They are also accessible
to the widerpublic, because they were created to facilitate the transition to FLfor practitioners and
course designers alike. This can be particularly appealing for English for Academics Purposes
practitioners and course designers. Considering the context of EAP courses (and pre-sessional
coursesin particular), readily available, clear principles forimplementing FLefficiently would seem
to provide an exciting starting point for pedagogical innovation. However, being practical and widely
accessible is no guarantee that these principles will automatically translate into the EAP context.
Afterall, Bergmann and Sams (2012) developed their method to suitachemistry high-school course;
when adopting FL, particularly at course level, course designers may be required to evaluate their
studentsand resourcesin addition to the subject content. Crucially, it could also be argued that this
emphasis onimmediate practicality and instant access may be linked to a lack of strong pedagogical
underpinnings underthe proposed four pillars of FL(FLN, 2014, The Four Pillars of F-L-I-P, Appendix
I). Therefore, this article explores how FLis underpinned by social constructivism. It argues that the
fourpillars of FL (FLN, 2014, The Four Pillars of F-L-I-P, Appendix |) are grounded in social
constructivism and suggests that they provide the necessary scaffolding for course developers and

practitioners to successfully embrace FLin EAP contexts.

This paper starts by exploring how FLrelates to the widertradition of educational theories. It
continuesto highlight how social constructivism informs the four pillars of FL(FLN, 2014, The Four
Pillars of F-L-I-P, Appendix I). After acknowledging the potential limitations of constructivist
pedagogies, it draws strong parallelism between the four pillars of FL(FLN, 2014, The Four Pillars of
F-L-1-P, Appendix|) and the four controlling principles of EAP (Flowerdew and Peacock, 2001, p.183).
This article concludes by acknowledging how the four pillars of FL(FLN, 2014; Appendix I) can be an

invaluable resource when embracing FLin EAP contexts.

10
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THE ROAD TO FL: REFLECTING ON THE JOURNEY

As Bergman and Sands (2012) themselves acknowledge, they cannotbe credited with inventing FL
(Noonoo, 2012); rather, it isthe outcome of a drive within education to empowerthe learner.
Abeysekeraand Dawson (2015, p.2) pointout that an earlier dissertation by Strayer (2007) is
generally accepted as being the firstacademicdiscussion of FL. This ground-breaking academicwork
isitselfembedded in earlier educational research and theory. At the turn of the century, three
professors at Miami University wrote aseminal paper, ‘Inverting the Classroom: A Gateway to
Creatingan Inclusive Learning Environment’ (Lage, Plattand Treglia, 2000). As pertheirdefinitions,
theinverted classroomis characterised by ‘events that have traditionally taken place inside the
classroom now taking place outside the classroom and vice versa’ (Lage etal., 2000, p.32). In that
sense, the principles behind the inverted classroom and FLare virtually identical; however, the two
approachesdifferintheirunderpinning rationales. Whilethe inverted classroom advocates
providing awide range of options to accommodate different learning styles, FLadvocates an
inversion of Bloom’s taxonomy (see Figure 1). By moving the tasks with a more demanding cognitive
loadintothe classroom, FL makes it possible forthe learnerto explore these more challenging tasks
with the support of their peers and the guidance of the tutor. In this way, learningbecomesa

collective experience (Vygotsky, 1978).

Bergman and Sands (Noonoo, 2012) attribute institutions’ and practitioners’ lower level of interest
inthe inverted classroom (in comparison with FL) to a lack of technological readin ess. However, it
could be argued that the theoretical underpinnings are the determining factorin the comparative
success of FL. Afterall, the idea of learning styles has been widely discredited within educational
literature (see Anand Carr, 2017, Kirschner, 2017, Moser and Zumbach, 2018); on the otherhand, a
Vygotskian approach —to language learningin particular—has been found to be fruitful (see
Poehnerand Infante, 2017). This connection between FLand Vygotsky is also apparentin Correa’s

(2015) fascinating exploration of the underlying pedagogiesin FL.

The ideaof the inverted classroom can be traced back to Mazur’s (1997) article entitled ‘Peer
Instruction: Getting Students to Think in Class Approach’. In this highly reflexive piece, Mazur (1997)
recounts his experiences as ateacherof an introductory science course and recalls that allowing the
studentstoread his notes before attending the sessions made lecturing redundant (Mazur, 1997,

p.981). Thisapproach also fits with Vygotskian traditions, as the students discuss in the classroom

11
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the key points presentedinthe lectures explored athome. Mazur uses the ‘concept test’ to check
students’ answers and, more importantly, their reasoning; thus, checking within the sessions that

understanding has already taken place (Mazur, 1997, p.983).

As already argued, the presentarticle broadly understands FLas presented by Bergman and Sands
(2014). However, this conception of FL has become intrinsically linked with the use of technology.
This paper rejects such an intrinsicrelation and advocates an understanding of FLbased on the
Vygotskian tradition. Although Bergman and Sands (2014) proved that using recorded lectures and
quizzes can be extremely successful for content subjects, such as chemistry; this technique may not
be suitable teaching as English as a foreign language (EFL) (Lockwood, 2014, p.1). Indeed, itis
possible toapply the main principle of FL(i.e., redistributing the tasks according to their cognitive
load) without the use of technology and thus benefit from encompassing resources and materials
that are already being used in the classroom (Lockwood, 2014, p.39). In a similarvein, Lee and
Wallace (2017, p.19) highlight that using suitable materialsis key to fostering a successful FL
classroom. Therefore, itisreasonable to argue that a social constructivist approach tolearning may
be the underlying characteristicthat allows FLto fosteractive learningand achieve positive results.
Thiswouldinturn explain why within the education community FLis more widely accepted than the

inverted classroom.

CRITICAL EXPLORATION THE FOUR PILLARS OF FL

Having addressed the historical review of FL, this section will explorethe principles that Bergman
and Sands (2014) consider necessary for adopting a FL approach. These are known as the four pillars

of FL(FLN, 2014, The Four Pillars of F-L-1-P, Appendix I):
1. Flexible environment
2. Learningculture
3. Intentional content
4. Professionaleducator.

This section aims to furtherexemplify how FL, as presented by Bergman and Sands (2014) is rooted

insocial constructivism. Therefore, these four pillars can guide EAP practitioners and course

12
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developers whenimplementing FLin a clear, concise, and efficient manner while ensuring that

practice is underpinned by strong pedagogical principles.

Flexible environment

The first pilar, flexible environment (FLN, 2014), is understood within two dimensions. On the one
hand, it can referto flexibility in terms of space, which allows the learning space to be adjusted to
accommodate independent or collaborative learning. On the other hand, itcan referto a
practitioner’s flexible attitude towards students’ learning time and how to assess students’ progress

(FLN, 2014).

In terms of physical space, the ideathat a flexiblelearning space is key to a successful learning
environmentisnotnew (Cote, 1982; Haft, 1972) andis echoed inthe literature (Hassel, 2011). Of
particularinterestis Mulcahy etal.’s (2015) research on learning spaces and theirrelationto
pedagogical changes. Theirresearch concludes that changesin pedagogy are not causally linked to
changesinthe classroom environment but are the result of a more complex and intricate alteration
invarious dynamics (Mulcahy etal., 2015). In the same vein, itis reasonable to hypothesise that the
flexibility in space related to the successful adoption of FLresponds to the method’s intrinsic
characteristics. This flexibility in the classroom is one of the aspects that contributesto successful FL

(FLN, 2014), but itis notthe cause of FL or its only key to attainment.

This ethos of flexibility of space asa component of FL may be bestembodiedin Fisher’s (2016)
provocative article questioning the need for classrooms. Fisher (2016) argues that FL and active
learning spaces are responses to new economicdemands. The authorargues that the current
transformation of working spaces willsoon be mimicked by the transformation of spacesin HE,
facilitating students’ interaction and access to knowledge via the use of technology (Fisher, 2016,
p.10). Despite the potential controversy of this mostly utilitarian conception of educationas a
preparation for contributingto the world’s economy (Fisher, 2016, p.11). Fisher’s (2006, p.11)
emphasis on how the educational spaces should respond to the task at hand aligns with this aspect
of thisfirst principle. Crucially, it reinforces the importance of maximising the use of the space to
maximize teaching and learning. In practical terms, this suggests that having pre-recorded lectures
may suitthe needs of science, technology, engineering, and mathematics (STEM) subjects, whereas

providing open spaces may foster creativity forscience, technology, engineering, artsand

13
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mathematics (STEAM) subjects. Thus, aiming to foster peerdiscussion of the content underthe
guidance of the tutor, as explainin this first pillar. Incidentally, thisis a much more social conception

of education which aligns with social constructivism.

In terms of flexibility of learning time, the idea of learners being given different amounts of time and
assessmentwill now be addressed. Learners needing different amounts of time to master the tasks
and content presentedis linked to differentiation. As Konstantinou-Katzia et al. (2013) explain,
differentiation and diversity are constantsinthe classroom across educational levels. This article
adopts Tomlinson’s (1999) definition of differentiation as a flexible yet organised way of adjusting
the instruction and acquisition of knowledge to bestsuitlearner needs so learners can achieve their
maximum potential. Tomlinson (1999) argues that students maximise theirlearningwhen
differencesinreadiness levels are explicitly accounted forin the classroom. Therefore,
differentiation may be underpinned by Vygotsky's (1978) theory of the zone of proximal
development (ZPD) (Konstantinou-Katzia et al., 2013). Accordingto this theory, learning occursin
the distance between astudent’s ability toindependently solveataskand a student’s ability to solve
a task with support (Vygotsky, 1978). Thus, it is reasonable to argue that flexibility in acquisition time
and assessinglearningisanotheraspect of differentiation. Depending on students’ ZPD, they could
intheory spend more (orless) time on tasks carried out before the sessions in orderto achieve a
state of readiness when engaging with the higher-order thinking skills. This aspect of flexibility may
alsobe reflectedin the design of the task, thus addressing differentlearners’ needs. In addition,
withinthe FLmodel, the higher-order thinking skills are explored and developed within the
community of learners and underthe guidance of the tutor. This links back to Vygotsky’s (1978) idea

of learning as a collective experience.

Learning culture

The second pillar, learning culture (FLN, 2014), aligns FL with a learner-centred approach. It
advocates usingin-class time for fostering learning opportunities and for students to actively
construct knowledge with the support of the teacher. Jones (2007, p.44) reinforces the ideathatin
the student-centred classroom the teacher’s role shifts from instructor to facilitator and the
students actively participate in theirlearning, thus developing independence and autonomy. The
alterationintherole of the teacheris expertly summarised by Lockwood (2014, p.3), who writes that
inthe FL model, teachers move from ‘sage onthe stage’ to ‘guide onthe side’. This hasbecome a

mantra inthe literature exploring FL (see, forinstance, Sahin and Kurban, 2016, Soliman, 2016, Oki,

14
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2016). However, itfirstappearedinKing’s (1993) seminal paperentitled ‘From Sage on the Stage to
Guide onthe Side’. Inthisarticle, King (1993) thoroughly examines the problems with the
transmittalmodel— a traditional classroom model in which the teacher transmits knowledge to the
students—and advocates a constructivist approach to learning. Infact, she suggests movingfroma
traditional lecture-based approach to cooperative learning, thus shifting the constructivist approach
intothe realm of a social constructivist approach (King, 1993). As has been explored, constructivism
understands ‘learning as an active constructive process’ (Soharabi and Iraj, 2016, p.515) and, as
Driscoll (2014) expertly summarises, itis underpinned by Vygotsky’s social constructivism, Piaget’s
(1969) developmental and cognitive perspective, and Dewey’s philosophy (1913, p.24). Thus, the

second FL principle also closely advocates a constructivist understanding of FL.

As already highlighted, the concept of astudent-centred FLapproach is broadly based on
constructivism. The first FLprinciple, flexible environment, is closely linked to social constructivism,
and the second FL principle is connected with a broader understanding of constructivism. As Bada
(2015) succinctly explains, the central idea grounding this theoryisthatlearningis constructed; that
is, new knowledgeis built on previous knowledge, ratherthan resulting from the passive
transmission of information relying on reception. Itfollows that by allowing students to explore the
lower-orderthinking skills in activities provided before asession, they can then build their
knowledge onastrongfoundation. Interestingly, this may also level the playing field within the
classroom. Given that students come from diverse backgrounds and have different experiences of
both the knowledge object of study and the academicculture itself, allowing them to engage with
the contentthey need at theirown pace may help to make sure that, by the time theyarein the

classroom, they are all within their ZPD to successfully build up their targeted knowledge.

Anotherkey aspect of learning culture is the concept of active learning, whichis also discussedin
traditional education literature. This conceptis not exemptfrom controversy about whatitactually
implies orencompasses (Prince, 2004). However, this article agrees with Prince’s (2004) definition of
active learningas ‘any instructional method that engages studentsin the learning process, thatis to
say, in which students complete meaningful activities and reflect on theirlearning process’. Within
thissecond principle, activelearningis fostered while students engage with higher-orderthinking

skills.
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Active learning accordingto Prince (2004) can be equated to what Anderson etal. (2001, p.63)
describe as ‘meaningful learning’. Anderson etal. (2001, p.63) identify three types of learning. The
first, nolearning, refers tofailingtorecall and use new information. The second, rote learning, refers
to memorisinginformation yetlackingthe ability to transferitto new situations and use it. The third
ismeaningfullearning, which takes place when the information can be recalled and successfully
transferred and used in new situations. Meaningfullearning, in line with constructivistlearning
(Andersonetal., 2001, p.38), is conceptualised as the result of actively engagingin cognitive
processes. Those cognitive processes may includeidentifying essential information, organising the
informationinacoherent manner, and relating the new information to knowledge already acquired.
Therefore, constructivist learning and meaningful learning advocate students’ ability to do more
than simply remember orrecognise facts (Bransford et al., 1999; Lambert and MacCombs, 1998;

Steffe and Gale, 1995).

Within this constructivistapproach, the teacher supportslearnersin their construction of knowledge
(Duffy and Cunningham, 1996). This supportis known as scaffolding. As Vygotsky (1978) explains,
through scaffolding, students perform tasks slightly beyond their ability with guidance from their
tutor. This is a key element of fostering learning culture as established by this second principle. Put
simply, students engage with higher-order thinking skills activities with the guidance of the teacher

and the supportoftheirpeersin line with social constructivism.

Intentional content

The principle of intentional content (FLN, 2014) advocates the need for class content that helps
students use theirtargeted knowledge. While the emphasis of the second pillaris on dedicating class
time to higher-order thinking skills, this third pillaris about identifying tasks that focus on lower-
orderthinkingskills so that students can explore them before the session. Interestingly, it highlights
the importance of selecting suitable materials and states that the content should be accessible,

relevantand sufficiently differentiated to appeal to the students.

This article has already identified active learning as a fundamental theory underpinning FL. Within
the traditional classroom model, in practical terms, activities completed outside the classroom are
considered to be active learning (Prince, 2004). An example of such an activity is asking students to

write a summary of a text that they have read in class (evaluating, as per Bloom’s Taxonomy) for

16
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homework. Similarly, in more traditional EFLclassrooms, it would not be unusual to ask students to
rewrite (creating, as per Bloom’s Taxonomy) a model of aformal letter that they have exploredin

class. However, these approaches sharply clash with the second and third pillars of FL.

To betterunderstand the distribution of activities between higher-orderand lower-order thinking
skills, itis worth exploring what turning Bloom’s taxonomy upside down implies in practical terms.
The appendix of the Taxonomy of Educational Objectives (Bloom, 1956, pp.201-207) defines six key
categories: knowledge, comprehension, application, analysis, synthesis and evaluation. According to
thistaxonomy of learning, knowledge, linked to recalling information, and comprehension, linked to
the understanding of thatinformation, are considered to be lower-order thinking skills. This is
because the students are not actively manipulating the information; rather, they are exploring
knowledge and comprehension. However, application, which requires students to apply abstract
informationin atangible situation, analysis, which requires them to explore the explicit relationships
amongideas expressed, synthesis, which requires finding common elements, and evaluation, which
requires makingajudgementonthe information, are referred to as higher-order thinking skills
because theyrequire students to actively manipulate the information. Although Bloom’s taxonomy
isnot exempt from criticism (see the revised taxonomy proposed by Anderson et al., 2001), it can
offerareliable framework foridentifying meaningful learning (Moreno and Mayer, 1999) and guide
practitioners and course designersin the conceptualisation and distribution of the tasks to reflect

the insightful guidance of the second and third pillars of FL.

Crucially, to have a flexible environment and a learning culture (pillars one and two), students need
to have engaged with the activities focusing on the lower-order thinking skills before the session.
Failingtodo so may not only resultina session with unprepared students who are unable to engage
with the tasks but also prevent the students from engaging with the learning process at theirown
pace to meettheirindividual needs. Therefore, FLrelies on students completing tasks outside the

classroom.

GiventhatFL isso heavily reliant on students completing the required tasks before the session, itis
worth mentioning that the usability and quality of learning resources contributes to satisfaction and
motivation (Yilmaz, 2017) and, in turn, potentially contributes to the required completion of the said
tasks. In practical terms, this may translate into avariety of activities that are not necessarily

presented online but are designed specifically to prepare students to engage in the sessions. This
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reliance onstudents’ independent work has led to some reticence among scholars and practitioners,
whichis supported by Yilmaz’s (2017) claim that to be implemented effectively, pre-session tasks
needto be monitored. Similarly, Abeysekera and Dawson (2014, p.2) echo the recurring debate

about students’ self-preparation and how useful orassessablethat preparationis.

In summary, when considering content that meets the learners’ needs, practitioners and materials
developers needto carefully distribute the task so that HOTS are explored in the classroom space to
ensure peer collaboration andteacher’s guidance in line with social constructivist the ories of

teachingandlearning.

Professional educator

The final principle, the professional educator (FL, 2014), further focuses on the role of the teacherin
the flipped classroom. The principle asserts that timely feedback during sessions, along with valuable
formative assessments, are essential in FL. Therefore, the ability to provide formative feedbackisa
core skill for practitioners adopting the model. Fletcher’s (2018) highly praised and incisive study on
learnerengagement with teachers’ formative feedbackin the EAP context offersa currentand
succinctintroductiontothistype of feedbackin HE. Fletcher (2018, p.1) acknowledges the
considerable timeand effort that practitioners devote to formative feedback but finds that it does
not necessarily resultinacorresponding level of engagement from students. Given that formative
feedbackis presented as a key ingredient of a successful FLlesson, practitioners need to be aware of

how to deliveritina way that benefits students’ learning.

Interestingly, the professional educator principlealso advocates a reflective practitioner who uses
theirin-class experience to enhance theirteaching and ‘tolerate controlled chaosin their
classrooms’ (The Four Pillars of F-L-I-P, 2014, p.2). This principle seems to referto the benefits of
‘messiness’ tofosterlearning. Licht (2014) candidly describes the seemingly chaoticatmospherein
one of hercourses when embracing problem-based learning, amodel that advocates a student-
centred approachin which students learn by doing. This ethos can also be linked to Dewey’s (1913)
conception of education, becauseit not only puts the students atthe centre of the learning process
but alsoreliesonsocial interaction and practical lifeexperiences to fosterlearning. In this way, the
role of the teacheris once more expressed as that of a facilitator. As Licht (2014) explains, this

approach (PBL) may resultin students workingindependently in their groups and actively taking
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ownership of their project, which may look ‘chaotic’ but allows them to actively engage with
knowledge-construction and learning process. These dynamics, once again, align social

constructivism.

This critical exploration has identified the learning theories that underpin these four principles. It has
argued that the four pillars of FL(FLN, 2014, The Four Pillars of F-L-I-P, Appendix |) are underpinned
by social constructivism and can offera clear, concise, and efficient guide for practitioners and

course developers aliketo embrace FLin Higher Education.

FLIPPED LEARNING AND CONSTRUCTIVIST APPROACHES: CHALLENGES

In thisarticle, | have argued that FL, as presented by the FLN Hub (2014), sits comfortably within
constructivism. Table 1shows how the characteristics of constructivist pedagogy as identified by

Chen (2010, p.15) correspond with the four pillars of FL (FLN, 2014).

Characteristics of constructivist learning Corresponding FL Pillar

and teaching according to Chen (2010,

p.15)

Authentic tasks and context Pillar 1- Flexible Environment, Pillar 3-
Intentional Content

Learners’ ownership of learning Pillar 2- Learning Culture, Pillar 4-
Professional Educator.

Personal constructed reality Pillar 1- Flexible Environment, Pillar 2-
Learning Culture.

Opportunities for collaboration Pillar 2- Learning Culture, Pillar 4-
Professional Educator.

Opportunities for reflection Pillar 2- Learning Culture, Pillar 4-

Professional Educator.
Interestingly, opportunities forreflection
under FL Pillarsinvolve both learners and

teachers.

Table 1: Characteristics of Constructivist Learning and Teaching as Identified by Chen (2010, p.5) and
the Corresponding Pillars of FL(FLN, 2014).
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At this point, itisimportant to acknowledge that my own understanding of education could be
defined as constructivist; this reflects my positionality as both practitionerand researcher. However,
there are indeed issues with this conceptualisation of education and pedagogies. Two main points of
contention dominatethe literature challenging constructivism (see Kirschneretal., 2006). First, the
lack of empirical evidenceis often presented as a criticism of constructivist pedagogies. Second,
there are questions about how effective minimalinstruction and guidance actually is. Kirschner et al.
(2006) eloquently voice these concerns, adding that not all practitioners share this enthusiasm for
constructivist pedagogies and that some question their effectiveness. This emphasises that the
practitioner’s own positionality and their relationship with underpinning theories shape the
translation fromtheory to practice, which mayin turn affect students’ perceptions of the methods

appliedinthe classroom.

Turningto the context of online learning, in astudy on Chinese students’ experiences of an online HE
course in Australia, Chen (2010) expertly argues that constructivist teachingin the onlinesetting
revealsthe assumption of a particulartype of learnerwho, as her study highlights, is not necessarily
the learnertakingthe course. Through the combination of Bernstein’s conceptual framework (1977,
1990, 2000, as citedin Chen, 2010) and legitimation code theory (Maton, 2000, 2007, 2009; Moore
and Maton, 2001, as citedin Chen, 2010), Chen (2010) reveals a ‘code clash’ between learners and

practitioners. Unfortunately, this clash resulted in a mostly negative experience forlearners.

Chen’s (2010, p.241) interpretation of the findingsis that teachers following a constructivist
pedagogy, and thus avoiding explicitinstructions, meant that ‘from the students’ perspective, ...in
allowinglearners this “freedom”, the teacher became invisible, thus causing knowledge to become
invisible’ (Chen, 2010, p.242). This is a very interesting take on the problems that constructivism may
create. However, the key to the successful application of a constructivist-based pedagogy may liein
the explicit explanation of these underpinning pedagogical principles to the learner. By doing so,
students will be empowered with the necessary understanding to successfully construct knowledge
inthe classroom. Specifically, inthe case of FL, this could be achieved by adopting a constructivist-
based pedagogical model of pedandragogy (Table 2), as proposed by Samaroo et al., (2013, p.87).
This can promote effectiveand self-engaged learning environments forlearners of all ages.Ina
similarvein, Akcayirand Akcayir (2018, p.338) suggest that FL may be effective forteaching adult
learnersdue tothe similarities it presents to andragogy. Within this context, it seems reasonable to

suggests pedandragogy as fitting for conceptualising FLbecause itacknowledges the potential
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difficultiesin terms of motivation and engagement that a student-centred approach like FL may
reveal (Samarooetal., 2013, p.87), while advocatingforlearners’ collaborationin the designand

assessment of the course (Samaroo etal., 2013, p.88).

Framework for a pedandragogical model (Samaroo, Cooperand Green, 2013, p.88)

Itislearnercentered

The teacheris both facilitatorand learner

Itincorporated priorlearningand learner experience

It focuses oninternal and external stimuli

It encourages curiosity and exploration

The learnercollaborated inthe planningand diagnosing of needs

It involves collaborative evaluation

It focuses onthe independence of the learner

It supports the concept of teacherimmediacy in the learning process

It promotes self-efficacyin learners

It promotes self-engagement

Table 2. Framework fora Pedandrogical Model (Samaroo etal., 2013, p.88).

With this frameworkin mind, it seems reasonableto argue that if learners are to actively take
agency in this process, they need to understand and be familiar with the pedagogical underpinnings
of the course; that is to say, they need to understand why a constructivist pedagogy has been used

and what the expectations are in terms of teachingandlearning.

On the otherhand, Lockwood (2014) suggests a different approach. Given that students are used to

doinghomework, she relies on the expectation that students will engage with the pre-session tasks
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withoutthe needto explicitly address the rationale for completing the tasks before the session. Yet
failingto explicitly address the importance of the pre-session tasks may be as problematicasfailing
to explainthe expectations of learnersin a constructivistapproach. Not openly addressing the roles
of students, practitioners and tasks may equate to students or practitioners failing to take agency
and ownership of the ethos behind learningand teachingin a constructivist pedagogy, as has been
argued inthis section. Infact, by theirvery nature, failingto do so may resultinan unsuccessful
experience, as Chen’s (2010) findings reveal. Inasimilarvein, failing to explain to teachers the
rationale forusinga particularmethod may also have negative consequences for the learning and

teaching process (Villegas, 2021).

THE FOUR PILLARS OF FL IN EAP COURSES

This article has argued that the four pillars of FL (FLN, 2014) are underpinned by social
constructivism. It has also acknowledged the potential limitations of constructivist approaches and
has offered suggestions to make such pedagogies valuablein the teachingand learning process. This
section aims to explicitly address how FL, as understand by Bergmann and Sams (2012), can be

seamlesslyintegratedin EAP courses.

As has been highlighted, EAP courses aim to develop students’ academicliteracy. They tend not to
be includedinany specificmethod due tothe clash between their prescriptiveness and EAP’s
intrinsiceclecticism (Watson-Todd, 2003). This eclecticnature makes EAP a prime candidate for FL.

Accordingto Flowerdewand Peacock (2001, p.183) the four controlling principles of EAP are:
1. The principle of reality control, relating to the difficulty of the task.
2. The principle of non-triviality, stating how the task needs to be relevant forthe students.
3. The principle of authenticity, requiring the language to be ‘authenticforits specific purpose’

4. The principle of tolerance of error, allowing errors that do not compromise communication.

As can be seen, principles 1-3can aligned with a FL approach. Specifically, the pre-session tasks may
help develop receptive skills (listening and reading) at the students’ preferred pace while paving the
way to those in-class activities that explore higher-order thinking skills. If these tasks were

implemented successfully, students would be able to actively engage in the sessions because they
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would already have worked through the lower-order thinking skills tasks, as suggested by Bloom’s
inverted taxonomy. Crucially, this could level the playing field in the classroom as students will have

engaged attheir own pace with the necessary information to engage with relevant HOTS.

Nevertheless, some practical considerations need to be addressed to ensure thatlearning objectives
are met. To some extent, thisreinforces the idea of subjecting methods to the pedagogical principles
so as to fostera grounded and successful learning and teaching atmosphere. One example of thisis
the nature of the pre-lesson tasks. Itis widely accepted that these tasks are mostly inthe format of
mini-lectures, which do not necessarily address the needs of language learners (Lockwood, 2014,
p.39). However, as Lockwood (2014, p.6) also argues, setting a reading task may grant students the
necessary time to understand the materials presented and clarify vocabulary, thus levelling the
starting pointand allowing students to fully engage with higher-order thinking skills. This can
facilitate courses aligning with the principle of reality control by meeting students at theirlevelwith
the pre-session tasks while turning the classroom space into a collaborative environment where
students explorecomplex and authentictasks, in line with the principle of authenticity, with the
support of theirpeers and guidance of the teacher. This approach would also align with the principle

of non-triviality by ensuring that both LOTS and HOTS address the students’ needs.

The principle of tolerance of error (Flowerdew and Peacock, 2001, p.183) can also benefitfromaFL
approach, as illustrated by the four pillars of FL(FLN, 2014, The Four Pillars of F-L-I-P, Appendix ), as
it allows the classroom to become a truly communicative space where errors thatimpede
communication need to be addressed successfully to ensure that students engage in knowledge
building. Pillarfour, professionaleducator (FLN, 2014, The Four Pillars of F-L-I-P, Appendix 1), also
advocates timely feedback within the session. Thus, showing how these philosophies can coexist and

enhance each otherto promote effective teachingandlearning.

As hasbeenargued, there seemsto be no glaring pedagogical clashes. The eclecticism of EAP, and
the way FL can be implemented according to the four pillars of FL (FLN, 2014, The Four Pillars of F-L-
I-P, Appendixl), could resultin an effective combination that allows learners and practitioners alike
to thrive. Flippingan EAP course may level the playing field by allowing students to adequately
prepare forthe challenges of engaging with HE courses through a second language. First, in-class
sessions may help students to develop productive skills (speaking and writing) with the support of

peersand guidance from the teacher. However, the main potential advantage of flippingan EAP
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course (thatis, students beingable to engage with higher-order thinking skills inthe sessions) goes
handin hand with the main potential pitfall. As tempting as a level playing field may sound,

achievingitrelies on students’ abilities and their completion of independent work.

When exploring how FLcan benefit EAO-P courses, both the four controlling principles of EAP
(Flowerdew and Peacock, 2001, p.183) andthe role of the teachers needs to be considered. Having
explored how the four pillars of FL(FLN, 2014) can align with these principles, the role of the EAP
teacherina FL course will now be discussed. The EAP tutortendsto act as a facilitator of a student-
centred pedagogy. Infact, EAP provision includes content from multiple academic subjects.
However, the EAP tutoris a language specialist who may not be familiar with the content of other
subjects —such as chemistry, forinstance. Thus, Smith (2015) argues that a specialistin both
language and subject contentisrare:just as a subject tutor may find ittroublesome to pinpoint the
precise linguisticfeatures that may be detrimental to the overall understanding of a student’s
written work, an EAP tutor may find it difficultto advise on content. To bridge this knowledge gapin
the EAP classroom, Smith (2015) advocates a renegotiation of the roles, in which the tutor brings the
linguisticexpertise, and the student brings the content expertise. This fosters amore collaborative
learning environment, as the students are active participantsin the sessions. Co-constructing
knowledge with the help of peersand tutorsis once again linked to Vygotsky’s (1978) social
constructivism. Crucially, in the context of the FLmodel the classroom space isalso connected toa
social constructivist approach. This further similarity with underpinning theoretical principles can be
seen asanother exciting possibility to combine EAP with the second pillar of FL(FLN, 2014, Appendix

1) as they share a common perspective regarding the role of the tutor.

CONCLUDING THOUGHTS

This article has argued that FL can be understood within the context of social constructivism
(Vygotsky, 1978), successful learning results from students’ interaction and collaboration with their
peersand tutors, in addition to engaging with tasks within theirZPD (Vygotsky, 1978). Thus, making
FL a suitable approachtofostereffectiveteachingandlearning. The discussioninthis article has
revealedthatalthoughthe fourpillars of FL(FLN, 2014) may at first appearto be pithy slogans
designedto promote amethod, they are indeed underpinned by strong educational theory and

social constructivism. Inturn, these four pillars of FL(FLN, 2014) can effectively supportthe four
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controlling principles of EAP (Flowerdewand Peacock, 2001, p.183) in pre-sessionaland in-sessional

EAP courses.

The simplicity of the four pillars of FL(FLN, 2014), combined with theirstrong underpinning by social
constructivism, makes them especially suitable fortemporary EAP practitioners who may want to
familiarisethemselves with FLin a quick and efficient manner. They can also be a useful tool for EAP
course developers. However, astrong theoretical foundation is not a guarantee of successful ly
implementing FLin EAP settings. Therefore, furtherresearch is needed to understand the extent to

which these principles can contribute to the successful implementation of FL.

Address for correspondence: p.villegas@sheffield.ac.uk
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Flipped Learning allows for a variety of learning modes; educators
often physically rearrange their lraming spaces to accommodata a
le==on or unit, to support aither group work or independent study.
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they learn. Furthermore, educators wha flip their classes are flexibla
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assessments of student leaming.
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In the traditional teacher-centered model, the teacher is the primary

source of information. By contrast, the Flipped Leaming modsal

deliberately shifts instruction to a learner-cantered approach, whare
in-class time is dedicated to exploring topics in greater depth and
craating rich learning opportunitias. As a result, students ara actively
imvalved in knowledge construction as they participate in and evaluate

their learning in a manner that is personally meaaningful.
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Flipped Learning Educators continually think about how they can

usé the Flipped Learning madel to help students develop conceptual
understanding, as well as procedural fluency. They determina what
they need to teach and what materials students should exphore on their
own. Educators use Intentional Content to maximize classroom time in

order to adopt methods of student-centered, active learning
strategies, depanding on grade lavel and subject matter.
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maore demanding, in a Flipped Classroom than in a traditional one. During
class time, they continually observe their students, providing them with
feadback relevant in the moment, and assessing their work. Professional
Educators are reflective in their practice, connect with each ather to
improwe their instruction, accept constructive criticism, and tolerate
contralled chaos in their classrooms. While Professional BEducators take
on less visibly prominent roles in a flipped dassraom, they remain the

essantial ingredient that enables Flipped Laarning to occur.
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Reflection on the Roles of the EAP Teacher and ‘Designed-in’ Tasks

in Cultivating or Inhibiting Students’ Critical Thinking Behaviours

Vicky Collins

ISLI, University of Reading

ABSTRACT

EAP teachers are challenged with the responsibility to ‘employ tasks, processes and interactions that
require studentsto demonstratecritical thinking skills’ (BALEAP, 2008, p.6). Opportunities to nurture
these critical thinking skillsin our students presentthemselvesin ‘designed-in’ pedagogic tasks
(Hammond and Gibbons, 2005, p.12), as well as our ‘contingent’, spontaneous interactions with or
between studentsin our classroom practices (Hammond and Gibbons, 2005, p.12). Conversely, the
plannedtasks orour own teaching may inhibit students’ critical thinking behaviours by, forexample,
presenting aone-dimensional approach. This paperreports on a reflective inquiry task with EAP
teachersto explore how ourown teaching and that of the planned course materials cultivated or
inhibited students’ critical thinking behaviours on anintensive EAP eight week writing course. Three
teachers and one course coordinator made ongoing observations during delivery and categorised
these against three broad views of critical thinking identified by Davies and Barnett (2015): the ‘skills
and judgement’ view of critical thinking (p.11), the criticality perspective, with afocus on critical
dispositions, and the critical pedagogy perspective (p.18). The analysis found that the planned-in
pedagogictasks prioritised the skills perspective; forexample, the application of aset of skills such
as analysis and synthesis. The less measurable tenet of cultivating a critical disposition was also
afforded much attention, particularly through teachers own contingent classroom practices. In
setting outto explore the above questions, the constraints of delivering such provision needed to be
considered. A secondary aim was therefore to explore how to meaningfully reflect on and research
our teachinginan intensive EAP environment. The teachers engaged in areview of materials and
theirdelivery as the course was in progress. This provided a deeper reflection of both the planned

tasks and their own contingentresponses than mainstream end of module evaluations reveal.
KEYWORDS: Critical thinking, English for Academic Purposes, self-reflection, pedagogictasks

INTRODUCTION
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The ability to think critically is highly valued as an outcome of highereducation and assuch it has
longbeen recognised that EAP teaching (English for AcademicPurposes) should aim to cultivate this
attribute. Opportunities foracademiclanguage learning and critical thinking are seen as ‘mutually
supportive’ of each other (Wilson, 2019, p.2), Furthermore, itisrecognised that the EAP teacher has
a responsibility to create opportunities for students to demonstrate critical thinking skills through

‘...tasks, processes andinteractions’ (BALEAP, 2008, p.6).

How to integrate acritical thinking pedagogy in the time-constrained EAP classroom has also been
the subject of discussion though, with Bruce (2020) and Heberand Kuncel, (2016) amongst others,
cautioning againstan approach characterised by coursesin generic, logical reasoningi.e., instruction
on how to apply critical thinking to problems across awide variety of domains. Instead, the need for
a more ‘situated’ approach to the teaching of critical thinking, focusing on developing students’
academicdiscourse competence for the tasks and genres that they will encounterin the target

academicdiscipline has been called for.

Giventhe key focus on critical thinking on many preparation courses and the time constraints
broughtabout byintensive EAP modules, the impetus for this scholarship was to explore the waysin
which critical thinking was developed on an 8-week EAP course for novice learners of academic

discourse. Thiswas examined from two perspectives:
1) ‘Designed-in’ planned pedagogictasks
a) Where and how do the current materials/course design cultivate critical thinking?
b) Where and how do the current materials/course design inhibit critical thinking?
2) ‘Contingent’
a) Where and how does yourteaching cultivate critical thinking?
b) Where and how does yourteachinginhibit critical thinking?

The questions represent two forms of scaffolding to support the learner. Hammond and Gibbons
(2005) distinguish between ‘designed-in’ tasks which are the planned, structured course activities,

and ‘contingent’ which are the spontaneousteacherinputs and actions (p.12).

THE CONTEXT
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The context for reflection was a module in academicwriting which sits within an established EGAP
Pre sessional English programme. The syllabusis organised according to separate skills although
Speaking and Listening are integrated and the approach to one summative written assignmentis
Reading-into-Writing using a prescribed set of source material. Materials are bespoke, ratherthan
commercial, and developed in-house. The course was delivered completely online with a blend of

live online classes and asynchronous guided independent study.

In each of the three groups there were around ten students from the Middle East and mainland
Chinaworking towards entrance to postgraduate programmes of study. Their level of English was
intermediate [IELTS 5.0-5.5]. Although critical thinkingis not exclusive to Western culture, Bali
acknowledges (2015) the practical challengesin teachinginternational students whose political or

religious backgrounds do not foster critical debate.

THE APPROACH

Reflection onthe experiences of teachinga module and an appraisal of its outcomes is usually the
reserve of end of course practices. Through online evaluations or debriefing meetings, teachers’
views onwhatworked and did not work are solicited and discussions on future actions evolve. These
practices, although ritualised, have animportant partto play in quality assurance and quality
enhancement processes. Understandably, the day-to-day challenge of deliveringintensive courses
reduces time for participation in meaningful ongoing observation and self-reflection, although
informal exchanges with peers reveal to us new aspects of teachingand help question our

assumptions.

Thisterm though, | wanted to go beyond the end of course appraisal and engage my colleaguesin an
observationtask fromthe outset. This seemed atimely point to refocus attention on our course
content, given ashiftto more synchronous (online) teaching this term compared to a previous
emphasis onasynchronous learning. Italsosignalled areturn to discussions around pedagogy which
were not solely about mode of deliveryi.e. the transition to onlineteaching, which had been the

protagonist for much of the last two academicyears.
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| explained the aims of the taskinthe course inductionto the small team of three highly skilled EAP
lecturers, each with Higher Education Academy fellowship and overten years of teaching
preparatory academic English courses. Although the course comprised both synchronous and
asynchronous teaching andlearning, the reflection focused on material which was delivered live.
The workload did not always allow teachers to gain a close understanding of the guided independent
study materials, and | was mindful notto increase expectations around this. In some lessons though
this material was presented as in flipped mode, and teachers reviewed students’ responsesin live

online classes.

| selected Kate Wilson’s 2016 research article ‘Critical reading, critical thinking: Delicate scaffolding
in English for AcademicPurposes’ as pre reading material to allow us to explore how critical
pedagogy can be realisedinthe context of ashort EAP course. This particulararticle was chosen for
several reasons. It probes deeplyinto the aims of three teachersin engendering critical dispositions,
revealing commonalities and disparities in their teaching practices. My own teaching style relates
quite closely toone of teachersin the study, Lucy, who aims to engage students with different
meaningsin texts. Her detailed deconstructions of these are sometimes beyond the scope of her
students’ understanding though (Wilson, 2016). | thought that my colleagues may also recognise
some shared practices within the descriptions of the three teachers. Inaddition, | could relate to the
performance and responses of the studentsin Wilson’s study. The difference between our context
and that of Wilson’s case studies was that the focus was only on critical reading pedagogy.
Moreover, Wilson (2016) pursues an ethnographiccase study where the researcherobserved
behaviourinanon-directed way. In our context, linvolved myself in the reflection task alongside my

colleagues, observing my own contingent behaviours and critiquing my own materials.

For thisreflection, itwasimportantto provide acommon frame of reference for critical thinking. To
reduce the needforfurtherand possible contrasting input on what constitutes critical thinking, the
three main perspectivesidentified by Davies and Barnett (2015) and evoked in Wilson’s 2016 study

inan EAP teaching context are therefore employed.

Being mindful that my colleagues would be reticentto engage in a critical reflection of materials
which the coordinator (myself) had developed, | established openness early in the induction by
identifyingwhat | thoughtto be some of the limitations of the curre nt course. These were not

specifictothe development of critical thinking skills, but other aspects e.g., assessment. Early
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acknowledgment of my limitations may have established achannel forgenuinereflection, whilst not

diminishing supportforthe course.

Apart fromthe provision of the pre-reading material, and the four questions to prompt reflection on
‘designed-in’ and ‘contingent’ teaching and learning (Hammond and Gibbons, 2005, p.12) there was
no furtherinput. I did not, for example, specifically prepare my colleagues for the second question:
how our own teaching, thatis the contingent, spontaneous tutor- studentoreven peer-peer
interactions cultivated orinhibited critical thinking. At the end of each weekly procedural meeting, |
reminded colleagues of the task and inquired into how the notes/observations were going. We
decided not to discuss or share notes mid-point as this would tacitly influence our personal
observationsandaricherreflection would be gained if teachers approached thisindividually rather
than collaboratively. Again, | was mindful nottoimpose toorigid aframework orinstructions as the
day-to-day operational needs of such an EAP course mean teachers are occupied and scholarshipis

bestapproached non-invasively without generating additional workload or distractions.

OBSERVATIONS

Towards the end of the course, | scheduled ameetingto discuss ourobservations. Thisfeltvery
much a bigreveal, given ourdecision notto discuss reflections priorto this. Ourobservations are
summarisedin two mind maps below (Figure 1and 2). These are categorised accordingto Davies
and Barnett’s (2015) identification of three different pedagogical approaches to teaching critical
thinking, the most common approach relatingtologicand argumentation. This perspectiveincludes
a taxonomy of lower and higherorder critical thinking skills such as ‘identifying assumptions’,
‘synthesising claims’, and ‘evaluating arguments’ (Davies and Barnett, 2015, p.12). Such skills ‘offer
teachers something concrete and practical to teach to theirstudents’ (Wilson, 2016, p.252) and
notably are assessable. The second involves developing critical dispositions in relation to oneself,
others, and the world. A critical disposition can be defined here as an attitude towards or capacity
for open mindedness, being curious, showing scepticism, questioning assumptions, being prepared
to listento other points of view, appreciating differences etc. Hence, these first two perspectives

define critical thinking as a ‘composite of skills and attitudes’ (Davies and Barnett, 2015, p.14).
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The third approachis ‘critical pedagogy’, which aims to cultivate students’ critical awareness of the
world and act on this to make changes andimprovements, therefore itis more transformative in
nature. This may be enacted by, for example, developing the ability to identify less overt meanings
behind claims, and how such concealment may mask powerful social forces which inhibit human
freedom and equality. Notably, Wilson (2016) remarks that critical pedagogy has been less present
in mainstream EAP teaching, which Hagque (2007) argues may be due in part to the positioning of
such EAP programmes within departments of applied linguistics and languages, rather than
departments of education where astronger tradition of critical pedagogy lies. The mainissue in the
adoption of a critical pedagogy approach in EAP is how appropriate itis for mainly skills based, short
intensive programmes of instruction. Benesch’s work bridges the gap with afocus on applying
critical theory to EAP and positioning her work to practising teachers (2001). The examples given are
related to ‘linked courses’ (Benesch, 2001, p.14) i.e., whatis knownin the UK EAP contextas
discipline-specificacademic English support. By Benesch’s own admission, the findings of her
experiments are not transferableto other contexts; however, the principles on alternative EAP
curriculacontent which generate possibilities for social awareness and increasing student agency

are.

Wilson (2016) usefully outlines how critical theory has beenimplemented, arguably less
contentiously than Benesch (2001), through equipping students with the tools of critical discourse
analysis to examine how newspapers promote their perspectives. However, the primary focus of
most EAP writing courses is onthe discursive and textual elements of genres of writing relevant to
the students’ intended studies, rather than addressing content from a socio-political perspective.
Thisis notto dismiss the value of critically examining our own and our students’ understanding of
our worldsinthe EAP classroom, and as Haque (2008) forewarns, ‘apurely pragmaticapproach to
EAP ... maynot prepare themforthe politically fraught hidden curriculum of pursuing academic

degrees’ (p.96).
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e.g Which text do you find more
convincing and why? emphasis in materials that essay

: : Evaluating arguments and yesino ar + and- response.
inference
developing is verbal reasoning
different types of texts and
types of knowledge e.g Do the Skills perspective on critical
umslmni'igm th'l'llingm
opposing views on the impact
of water scarcity?
advice on helping students choose
suitable ways 10 incorporate
evidence i.e when to use direct
guotation vs paraphrase

practice of combining sources of
evidence into a summary and

Figure 1: How critical thinking was cultivated during an eight-week EAP writing course
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Figure 2: How critical thinking was inhibited during an eight-week EAP writing course
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DISCUSSION

Many of the commentsin our reflective discussion of the task related to how the planned course
materials developed orinhibited critical thinking, and less to the actions of the individualteacher.
There are several possiblereasons forthis. Primarily, itis challenging to observe and reflect on the
impact of our own spontaneousinteractions. Indeed, withoutarecording of each lessontoreview, |
founditdifficultto pinpoint my own reactions or contingent teaching moments. Secondly such
moments may have been limited compared toin-person teaching where subliminal cues, and
classroom strategies tacitly assist in promoting critical thinking micro-interactions. In the digital
environment, students’ connections with each other may have been weaker resultinginthem being
lessinclinedto challenge others’ ideas. Our observations, in particular, on how we inhibited critical
thinking were limited, with only one of three teachers commenting furtheronthisarea. In
subsequent small-scale studies, | would pursue this question, but provide more guidance e.g., a
cross-comparison of teacher feedback which may prompt reflections on how different styles of

commentary impact critical thinking.

The ‘designedin’ tasks (Hammond and Gibbons, 2005, p.12) offered students opportunities to
identify arguments, make connections between texts, and combine and incorporate evidence i.e., a
taxonomy of lowerand higherorder critical thinking skills. They also encouraged students to
evaluate theirassumptions, and to exercise scepticism. Challenging previous beliefs was also
reinforced by the teacherin ‘contingent’ interactions. (Hammond and Gibbons, 2005, p.12). Two
teachers commented on the disposition of intellectual courage i.e.,encouraging students to defend
theirarguments, particularly where these did not conform to the consensus. On the same point, one
teacherfeltthey could have done more to address groupthink in the course and that thisinhibited
the development of critical thinking skills. Overall, the limited time for more open discussion and

exploration of the texts was attributed to inhibiting the development of critical thinking skills.

Categorisingthe observationsin Figures 1and 2 reveals that critical thinking was indeed approached
througha ‘composite of skills. .. and attitudes’ (Davies and Barnett, 2015, p.14). In studiesinto
university students’ critical thinking gains overtime, Huberand Kuncel (2016) argue that it is more
difficult to develop our students’ critical dispositions than teach critical thinking skills, asitis an
attitudinal construct. Yet theirinvestigations reveal gainsin students’ critical thinking dispositions

overfouryears. Our own observations here show that as educators we place much emphasisinthe
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EAP classroom on cultivating the critical dispositions of our studentsin ourdesign and teaching of
EAP, and although Huberand Kuncel’s (2016) investigations reveal that gains are by no means

immediate, they underline that time spent here is of value.

Our observations also reflect the slow adoption of the critical pedagogy perspective in mainstream
EAP, remarked upon by Wilson (2016). Indeed, our understanding of this approach was less clear
than that of the skills and dispositions perspectives. My colleagues were only furnished with Wilson’s
article as pre reading, and this piece includes onlyabrief summary of critical pedagogy.
Notwithstanding this, itignited some discussion on the content we presentto students and whether
we were mindful of the voices it represents or under-represents from historically marginalised

segments of society.

Two colleagues commented that the prescribed nature of the course, forexamplethe inclusion of
preselected reading texts, meant that students were unable to exercise autonomy. Thisis something
which Bali (2019, para.3) hasframed as ‘pedagogy of choice’ and argues that as well as enhancing
inclusivity and engagement, it promotes critical thinking. As an advocate for choice, | have provided
opportunities for students to select activities, content and assessment on various modules. The key
is helping students to gradually develop their capacity for makinginformed choices. Lower levels of
language proficiency, coupled with the stage in their HE UK journey and the intensity of short EAP
courses mean this capacity is hampered. On this particular EAP writing course, the pre-selected
sources serve asa model of appropriate samples of texts. Such models may help learners develop
theirown selectionskillsin later parts of the programme ortheir main degree courses. The rationale
for the prescribed reading sources is set out to students and teachers, which is a key principle of

transparency in teaching.

CONCLUSION

The on-goingreflectionand our group discussionled to a consideration of how to integrate critical
thinking pedagogy in the EAP classroom through designed tasks and how to examine ourown roles
in cultivating critical thinking behaviours. Incorporating this into a short EAP writing course,

alongside managing our students’ online participation with its own andragogical implications, was
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challenging. We can see from the categorised observations that such courses over-prioritise some

skills whilst overlooking othertenets of critical thinking.

Our end of course meeting centred onawiderdiscussion of how to bestinduct such a student
demographicinto exercising evaluative judgement. There was much supportforan initial trainingin
identifyingarguments, evaluation and developing logical reasoning, especially as some students
come from family backgrounds that are culturally not as familiar with university education, i.e., they

may be firstin family to study at this level and so challenging authority is anew position forthem.

Having taught on such generic‘Critical thinking for University’ in-sessional courses with self-selecting
students, | can testify tothe creativity they providefor both teachers and students. These in-
sessional courses for those who had mettheir language entry requirements, were additionalto the
students’ main study diet of modulesand were intended to raise consciousness. Despitethe
enjoyment factor, Huberand Kuncel’s (2016) research finds that such courses in problem solving,
logicand reasoning providelittle transferability in developing critical thinking skills. Bruce (2020) also
cautions against separate ‘bolt-on’ (para, 5) discrete activities, which are only loosely related to the
needs of the student. Thisis especially relevant given the time constraints of such EAP provision. He
maintains thatthe place for critical thinkingis through the expression of evaluative judgements, a
competence which learners develop through appropriatelyrelated activities guiding them on the
target genre. Although ourdiscussions did acknowledge the need to keep this proposed training
relevantto the content of the course, we need to weigh this up against time spent on tasks,
processes andinteractions which equip students with the academicdiscourse competence to

process and produce extended texts.

Meaningful engagementinreflective inquiry duringintensive teaching periods, although alaudable
aspiration, is difficult to instigate given the pressure on colleagues. Through this small-scale task
though, | have realised thatif approached realistically, there are clear gainsin observingand
recording our perceptionsin real time. Italso served to transform some of the more mainstream

conversations we had both during and at the end of the course.

With thanks to my three colleagues for their valuable participation.

Address for correspondence: v.collins@reading.ac.uk
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Reflecting on Using Extensive Reading as Part of a Classroom

Management Strategy

Charlie Taylor

English Department, National Taitung Senior High School

ABSTRACT

Thisis a brief reflection on ateaching strategy that was developed to address challenges
encounteredin EFLclasses at a publichigh schoolin Taiwan. The large class sizes meantit was
difficult to use Communicative Language Teaching (CLT) methods, and the busy schedules of the
students leftlittle time foran extracurricular Extensive Reading (ER) program. It was decided to
incorporate ER withinthe class as part of a classroom-management strategy. The students were
dividedin half, and one group engaged in ERwhile the others worked with the teacher before
switching. ER successfully occupied half the class allowing the teachertowork with one smallersized
classat atime. This allowed for better communication and differentiated learning. Furthermore,

some students were inspired to continue reading extensively outside of class time.

KEYWORDS: extensive reading, communicative language teaching, classroom management

BACKGROUND

When | moved fromteaching at a private to a publichigh schoolin Taiwan, | was struck by two
things: crowded classrooms and a crowded curriculum. To make matters worse, there was
tremendousdiversity in English proficiencies within each class; the pretest | administered yielded up
to a 70% range in gradesin some classes. These circumstances brought with them new challenges.
The first was how to effectively implement Communicative Language Teaching (CLT) in large classes
of up to forty (not always highly motivated) students. The other was how to introduce an Extensive

Reading (ER) program when the students spent all day at school and all night attending cram schools
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or doinghomework forother classes. A brief scan of the literature revealed | was notalone infacing
these two apparently unrelated challenges; they seem to be widespread in many teaching contexts
around the world. Inthis article | briefly outlineand reflect onthe method | developed toimplement
the two activities inacomplementary way where each diminished the problems associated with the

other.

THEORY

ERis the practice of readinglarge amounts of relatively easy material. With a strong emphasis on
student choice and enjoyment (Day and Bamford, 2002); it isa method that contrasts sharply with
intensivereading—the sort of challenging, analytical reading that studentsin language classes are
oftenassigned. Research spanningfourdecades has found ERto be an effective tool for acquiring
vocabulary (Choand Krashen, 1994; Nation, 1997; Shen, Hong, Huang, and Lin, 2020; Webb and
Chang, 2015), grammatical patterns (Elley, 1991; Elley and Mangubhai, 1983; Tudorand Hafiz, 1989),
writing skills (Hafizand Tudor, 1989; Mason and Krashen, 1997; Tsang, 1996), and reading
comprehension (Hafizand Tudor, 1989; Leung, 2002; Sun, 2020). Nishizawa, Yoshioka, and Fukada
(2010) quantified the benefits of ERwith a finding that reading 1,000,000 English words brought
aboutthe same language acquisition benefits as studyingin an English-speaking country for 10
months. They further found that for every 100,000 words read, students experienced an
improvement of between fourand 18 points on a TOEIC test. A meta-analysis of ERresearch
(Nakanishi, 2015) found that using ER showed a medium positive effect (d=0.46) over groups using

othermethods. Only four of the 22 studies found negative effects for the reading groups.

However, previous studies have found thatimplementingan ER programis not withoutits
challenges. One of these is lack of time. Studentsin many learning contexts have little time outside
of class to engage in additive ER, and lack of time has been found to be a demotivating factor for ER
programs (Ro, 2016; Takase, 2003). This problem could be tackled by dedicating class time to ER. In
fact, Robb and Kano (2013) coined the terms additive and replacement ER to distinguish between ER
whichisdoneinclass, as opposedto that whichis doneina student’s free time. However, teachers
who replace other, more ‘serious’, classroom activities with silent pleasure reading might find
themselves at odds with expectations from students, parents, and administrators alike. Avoiding ER
altogether, though, would be ashame, given the tremendous language-acquisition benefits that

arise enjoyably andrelatively effortlessly from the process.
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CONTEXT

The studentsinthese classes were second yearstudents ata senior high school in Taiwan. They
were between 16and 17 years of age and were learning English as a foreign language. The students
got the majority of their English instruction from their Taiwanese English teachers, and each class
saw me for one hour per week. (lamthe firstand only foreign English teacher at the school. My
qualificationsinclude a master’s degree in education and many years teaching EFLat high schools
and universities around Taiwan.) Most of the core curricular requirements were covered by the
Taiwanese English teachers, so | set my priorities as building their communicative competence,
fluency, and general proficiency. This was agreed on by my coworkers, and within those parameters,
| had the freedom to design my own curriculum and create my own materials, providing they were

approved by the school committee.

There were several hundred studentsin the classes | taught, and —as mentioned above —there was
a huge discrepancy in theirproficiency levels, even within each individual class. This could be partly
attributed totheir widely varying levels of motivation. Forthose who were highly motivated English
learners, acommon driving factor was the high-stakes university entrance exam which was just one

yearaway.

| wantedtoimplementadouble-pronged strategy to address these teaching goals, using ER to
improve the students’ general proficiency and reading fluency, and Communicative Language
Teaching (CLT) to improve their communicative competence and oral fluency. However, the lack of
time outside of class precluded asignificant additive ER program, and the fact that | only saw each
studentforan hour each week meant I did not want tomonopolize large portions of class time with
silentreading. Among other concerns was the optics of beinga new teacherat a school spendinga

significantamount of time sitting quietly in the classroom, apparently doing nothing.

The large class sizes and varying motivation levels of the students also presented challenges for
using CLT methods. CLT isgroundedin the principle thatinteraction leads to acquisition. This theory
issupported by empirical evidence (foran overviewsee Gass, 2003). In contrast to traditional
instruction, which could theoretically be alecture delivered to a passive audience of unlimited size,

CLT requires active learner participation. Since the instructor’s finite class time must be divided
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amongstudents, the size of the class has a significantimpact on the number of interactions that
each individual student can be an active participantin. One solutionistoallow simultaneous
interactions by having students do group work. However, in crowded classrooms whereall students
share an L1, they can effortlesslyreverttotheirmothertongues wheneverthey are notunderdirect
supervision. Such ‘difficult to manage classroom situations’ might be responsible fora high failure
rate of CLT in EFL contexts (Holliday, 1994, p.6). One frustrated Vietnamese teacher who attempted
to run a communicative classroomis cited in Hiep (2007, p.199) as saying: ‘l wish | have a chance to
see how group work could be done successfully with large classes, with low -motivated students.

Maybe there issome wayto doit, but | don’tknow.’

As aresult of these circumstances no ER was done, and at any given time, inthe classroom, seven
out of eight groups were having no productive English interactions. This was hardly tenable, but
rather than abandon ER and CLT and revertto lecture-style instruction, lintroduced ERinto the class
as part of a classroom management strategy. The hypothesis was that ER could act as a sort of
inanimate teachingassistant, keeping half the class gainfully occupied while the remaining students
engaged directly with the instructorin the CLT portion of the class. By reducing the number of
students engagedin oral communication atany giventime, the instructor could be actively involved
ina single, manageable class discussion, prompting students to participate and use the target

language.

PRACTICE

Resources

Obviously, reading materials werea prerequisite for this system. There are many resources available
online, some of which are free; however, using electronic reading material was notaviable optionin
this case. | had run an ER program usingtablets atanotherschoolinthe past and had found that the
internet connection proved too tempting for most students. Readinginaforeignlanguage did not
have the appeal necessary to keep average orlow-motivated students away from Instagram,
YouTube, or online games. Since the current ER program was intended to gainfully occupy stud ents
thereby freeing me up to focus on CLT, creatinga scenario where | would realistically have to devote
most of my time and attention to policing the ER students was far from desirable. As such, creating a

physical readinglibrary of paperbooks was essential.
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Most teachers are not fortunate enough to have a physical library in their classrooms, and | was no
exception. | found some boxes of unused books gathering dustin storage closets around the school
which | pressedintoservice, but | was also able to convince my school to let me spend my textbook
budgetforthe year on graded readerstostart the library. | chose graded readers because they cover
a variety of genresand subjects and are written fora wide range of abilities. This made them ideal
for classes of high school students, most of whom lacked the ability to read ‘authentic’ texts written
for native speakers theirage, butwho would likely consider the content of children’s books to be
below their maturity level. With graded readers, students were ableto select books that were the

rightlevel and suited theirinterests.

Setup

In additionto setting up the library corner, | arranged the desks to create a large table inthe middle
of the classroom with enough seats for half the students and the instructor. The rest of the desks
and seats | arranged around the periphery of the classroom to accommodate the ER students. All the
seatswere setup insuch a way as to allow aclear view of both the CLT and the ER students from the

instructor’s seat.

Procedure

The students were divided into two groups. For half the class, one group joined the instructor
around the large table inthe middle of the classroom for CLT. The rest of the students all chose
interesting, level-appropriate books fromthe library and read silently. The reading group was asked
to leave any electronicdevices with the instructor to minimizedistractions. Halfway through the
class, the studentswho were readingreturned theirbooks to the shelves and switched places with
the CLT group, who now became the reading group. This way each student had the opportunity to

do both ER and CLT ineveryclass.

Because of the wide range of English proficiencies within my classes, dividing the students according
to proficiency had two benefits. First, it allowed for differentiated learning with the CLT groups, and
second, it meantthat the studentsin eachrespective ERgroup were all reading books with similar
difficulty levels. This gave students the opportunity to discuss and recommend books to one another
duringthe CLT portion of the class, helpingto ‘make readingashared experience’, asrecommended

by Day and Bamford (2002, p.138).
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Whetheror notto award gradesfor ER is a contentiousissue. One of the principles of ERis that
reading should be its own reward (ibid.). In other words, teachers should not dispense extrinsic
motivators, as this could have the negative psychological effect of makingreadingseemlike an
onerous chore that needs to be rewarded, ratherthan a pleasurable endeavor. However, some
practitioners find that unmotivated students need some extraincentiveto participate (Mori, 2015),
at leastinitially. Arguing for oragainst making ER a graded component of the classis beyond the
scope of this paper.lhave done both inthe past, butin thisinstance | decided against offering
grades, optinginstead fora purist approach to pleasure reading. Sincethe students were giventime
toreadin class, | believed they would have no alternative other than to participate; therefore,
whateverbenefits might be offered by extrinsic motivators in other, less supervised, contexts would

be outweighed by the potential damage done to the students’ perceptions of ER as enjoyment.

REFLECTION

Since the students had little elseto distract them or vie fortheir attention, most of them at least
appearedtoactually read while inthe ER section of the class. Of course, itis possible thatthe CLT
activitiesinthe center of the room caused some level of distraction forthe readers, but evenin this
worst-case scenario, they were still getting comprehensibleinputin the targetlanguage throughout
the class, whetherfrom theirbooks or from the class discussion they were eavesdropping on. While |
did not formally track the students’ reading —in order to comply with Day and Bamford’s (2002)
principle thatreading should be its own reward —there was some encouraging anecdotal evidence
supportingthe use of class time for ER. Most compellingamongthese was the factthat many
studentstook the option to borrow books. In the words of Day and Bamford (2002: p.137): ‘The
success of extensivereading depends largely on enticing studentstoread’. Assuch, if the time spent
readinginclassdidindeed entice the studentstoread, thenitcan be viewed as time well spent, and
that getting students hooked on books was a way of overcoming the demotivational impact of tight
schedulesidentified by Ro (2016) and Takase (2003). In fact, when these same students were asked
to provide written feedback about their ER experience the following year, the most common reason
givenfor participatingin ER outside of class time was becoming hooked on one particularbook. As
such, it seemsthata smallinvestment of classroom hours dedicated to reading has the potentialto
yield significant returnsinterms of additive ERamong students who encounteragripping story.

Giventhatthe benefits of ER come from reading a great deal, reading outside of classroom hours is
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absolutely essential to maximize the potential of ER. As such, any reading program thatinspires

studentstoreadin theirowntime mustbe viewed as a success.

This success though, should be viewed as modest given that it was only a minority of the students
who borrowed books, and evenamongthese itis not entirely clear how many actually read them.
Eventhe followingyear, when | made additive ER a course requirement for this same cohort of
students, only aboutathird of them participated, suggesting that fortwo thirds the time spentin
class was not sufficient to transform them into lifelong pleasurereaders. However, according to
some high participators, the experience was transformative. One student who got the highest
possible grade on the English portion of his university entrance exam wrote to me aftergraduation:
‘Reading extensively [...] is really like magic. And that magicseemstowork on me. [...] Please keep

tellingyourstudentsthe importance of regularly doing extensive reading.’

The other of the two stated goals of this system —facilitating CLT—also met with success. The
improvementin classroom management created an environment where | was able to do CLT with
one manageable-sized group ata time, while the rest of the class was productively occupiedina
non-disruptive endeavor. The silent nature of ER meant that any outbursts from anyone notinvolved
inthe maindiscussion would not go unnoticed by the instructor or peers, but disruptions were rare
since the atmosphere of the classroom was no longer one of multiple speakersin competing
conversations vying to make themselves heard. The reduced size of the group communicating with
theinstructorallowed for more meaningful interaction, as well as differentiated learning. In cultures
where CLT is not the norm inlanguage classrooms, asis the case in Taiwan, students need more
guidanceinorderto stay on task. When workingin groups without supervision, they might not see
the value of the activity and reverttotheir L1, but thiswas nota problem when the teacherwasa

participantinthe discussion.

While dividing classes and having students cycle between self-study and teacher-led learningis by no
means a ground-breaking development, | found this particular combination of ERand CLT to be
effective. | believeit has the potential to alleviate problems thatare commonly reportedin EFL

classrooms around the world and as such, merits further study.

Address for correspondence: 15cgtl@queensu.ca
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ABSTRACT

‘I've not stopped working allday, but if you asked me what|!'d actually been doing, | couldn't tell
you’. Thiscomment wasfroma colleague onthe pre-sessional English for General Academic
Purposes (EGAP) course that we led from March-June 2020, which was delivered onlineforthe first
time due to the COVID-19 pandemic. Managing the multiple new spacesinvolved in online teaching
was a major challenge for our teachers and a significant factorin the increased workload that they
reported. Inthis paper, we discuss these spaces and theirimpact on our teachers by drawingon
mediated discourse analysis (e.g. Scollon,2001; Jones, 2005; 2015). We reflect on how ourattention
was distributed acrossJones’s (2005) five spaces of computer-mediated communication —virtual,
physical and relational, aswell as screen space and third spaces —and how this led to an increasein
workload and associated stresses. We also discuss and evaluate ourresponses, as well as further
responses enacted on subsequent courses. We conclude thatthere are steps that can be takento
manage the multiple spaces of online teaching more effectively, thus somewhat mitigating the

impact on teachers.

KEYWORDS: Computer Mediation Communication, Mediated Discourse Theory, online teacher

training, workload, impact of COVID-19
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INTRODUCTION

In spring 2020, we were preparingto lead Academic English for Postgraduate Studies Level 3
(AEPS3), a ten-week pre-sessional English for General Academic Purposes course atthe University of
Leeds. By mid-March, in response to the COVID-19 pandemic, the decision had been made to deliver
the course online forthe first time, starting on 30" March 2020. AEPS3was a large course with 340
students, most of whom were based in Chinaor the Middle East. These were taught by 31 teachers,
many of whom had been recently recruited and whom we had not met in person. Due to the
pandemic, some teachers were notable to travel or returnto the UK; as a result, both staff and

students were spread overseveraltime zones.

It soon became apparentthat colleagues were working harderand much longer hours than
previously. We identified one cause of thisas the fiddly and dispersed nature of our new ways of
working. To analyse and better understand this phenomenon we have produced this reflective
account, drawingon Jones’ (2005) framework of the five main spaces of computer-mediated
communication to make sense of ourexperiences and recollections. In this account, we use
principles from Mediated Discourse Theory (R. Scollon, 2001; de Saint Georges and S. Scollon, 2013;
Jones 2014) which considerthe relations between actions, practices, identities and discourses
inherentinall mediationalmeans, to reflect on the challenges to our teaching practices and
identities. We also present our response on AEPS3and subsequent courses and make
recommendations for how to manage the multiple spaces of onlineteaching. Some
recommendations are evidence-based, while others are based on our non-experimental

observations.

MEDIATED DISCOURSE THEORY

Mediated Discourse Theory (MDT) conceptualises talk and texts as some amonga number of modes
of discourse, which also can be manifested through action. Action can be both “mental”, for

I”

example, thought ortalk, and “practical”, forexample, clickinga mouse. MDT regards practices as
constituted by a socially recognisable pattern of actions. Actions are to practices as words are to
sentences (Bedny and Karwowski, 2004), so to participate in a practice requires actionsto be

producedina “syntagmatic” sequence —in a way that is recognisable and meaningful to others.
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Practices and discourses are mutually constitutive; thus, ways of doing shape ways of thinking:
teaching practices become methodologies and pedagogical principles, which can be standardised, so
that teachers can be observed and evaluated. Observers look for examples of “good practice” and
teachers wantto be recognised as “good teachers” who adhere to “professionalvalues”. These
discourses permeatethe very marrow of teacheridentity, anidentity that was beingradically shaken

duringour first term of emergency online teaching.

This was apparentinthe way that teachers’ attention was being consumed by an unremittingand
exhausting focus on the very basiclevel of action: where to click on the screen? How to use the
various functions of each new platform? How could they feel like good teachers when they could not
work out what students would be doing, or where or how they would be doingit? Accordingto de
Saint Georges (2005), these ‘sites of attention’ indicate the opening of ‘sites of engagement’
(Scollon, 2001), which are moments when a particular constellation of practices comes togetherto
make something happen. Oursites of engagement arose when teachers faced the challenge of

working outhow to do simple, everyday tasks in unfamiliar online environments.

It was difficult to make sense of the rapidly proliferating ways in which we were communicating and
so we drew on Jones’ (2005) suggestion of the five (or more) spaces of Computer-Mediated
Communication (CMC) to think about our sites of engagement. These spaces offeraway of tracing
actions across time and place, avoiding the false dichotomy of online/offline communication.
Furthermore, they complementthe notion that asite of engagementis constructedininteraction, as
we multitask, and as differentactions draw our attentionin different spaces. Jones (2005; 2011)
makes the point that discourses embedded in these spaces notonlyinteract but also shape whatwe
can do and who we can be. Below is our conceptualisation of the five main spaces of CMCon our

course:

Physical spaces

Physical space referstowhere peopleare physically located during interaction. Physical spaces
embody certain discourses. For instance, adiscourse of teachingand learningis embodiedin the
layout of a classroom orlecture theatre. Features such as the seating arrangement, and position of
the whiteboard and teacherdesk work to structure attention towards teachingand learningin

particularways, such as passive listeningin alecture, oractive construction of knowledge through
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academicdiscussion. By contrast, then, attentionin the ad hocphysical spaces where we found
ourselves working was structured by other, quite different discourses. Working from home, we
experienced a blurring of the professional with the domesticor private discourses, alongside
changedroutines. Not needing to walk between classrooms, we took fewer natural breaks. Many
colleagues were working from cramped accommodation or were stranded overseas; many had to
manage the demands of young families; few had comfortable workstations. At the same time, many
students exploited the affordances of mobilelearning by working in restaurants oreven driving from
place to place while takinglive classes. Thus, expectations around the teaching/learning experience

were suddenly upended by intersections of discoursesin new places.

Virtual spaces

These are the different spaces wherewe interacted online. The number of virtual spacesin use on
the course proliferated, as country — or region-specificrestrictions and the differing affordances and
limitations of each potential platform meant that no one space met all our requirements. Our main
virtual space was Microsoft Teams, but we also continued with Outlook, our VLE and shared
documentsin OneDrive, as well asintroducing One Note/Class Notebook, Zoom and Flipgrid.
Colleagues frequently “disappeared” navigating between virtual spaces and many suffered from
distributed attention: ‘I've not stopped work all day but if you asked me what I'd actually been
doing, I couldn'ttell you’. Managing different identities in different spaces occasionally caused
cracks in the professionalveneer, for example mis-posting a staff message inthe studentteam.
Ownership of class space also felt contentious: some teachers even reported feeling under scrutiny,

I”

as if they were working “in a goldfish bow!”. Some created their own closed virtual spaces; others

devised alternative collaborative writing spaces, using Word instead of Class Notebook.

Relational spaces

This refersto the social relations between staff and/or students. As mentioned, many colleagues had
not previously metorworked together, and the majority of students werealso new to the university
and had not metin person. We noticed that (non)use of webcams in classes and staff meetings
profoundly affected participation and engagement through loss of visual cues. Similarly, difficulties
inturn-takinginvirtual space reduced the amount of spontaneoustalk, meaning that staff meetings
feltfarless collaborative than we would have wished, and live classes were more easily dominated
by teachertalk. Monolingual groups were hard to avoid because of grouping classesin the same

time zones, and so it was more difficult to encourage and monitorstudents’ use of English, as
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studentsin breakout rooms often resorted away from English language. As aresult of the frequent
need to make our shared purpose —the development of students’ oral English fluency and meta
language for participatingin academicdiscussions —more explicit, teachers reported more

“language policing” which may also have affected teacher-class rapport.

Screen spaces

By screen spaces, we refertoscreen layout. Working from home, we all used our own devices, set
up inidiosyncraticways, sowhat we saw was often slightly different from what others saw. This was
a huge challenge whenremotely inducting teachersinto the new platforms, te chnological literacy
practices and online pedagogies, ‘I can't seethat on my screen ...” was a common and persistent
refrain. Teachers frequently faced this same challenge when interacting with students; a significant
proportion of time, before and during teaching sessions, could be spent on checking what was visible
or what tools were available on what devices, as opposedtothe lesson content. This added further

to the demands of teaching (well) remotely.

Third spaces

Thisrefersto places evoked duringinteractions, otherthan the places where the interactors were
located at the time. Frequently, the third space evoked was the university campus. Many teachers
commented about theirteaching; commentssuch as ‘Yes, butif we were on campus...” were often
followed by one about how it would have been better, easier, quickerin some way, trying to make
sense of their current practices in comparison with what they might have done in the physical
classroom. At leastinitially, this preoccupation could be said to have impeded our development of
effectiveonline teaching practices. We were working out, through experimentation, how to
minimise the loss of affordances available through in-person teachingin the physical space of the
classroom, and perhaps were too focused on replicating communicative language teaching remotely

instead of exploring new equally appropriate ways of achieving the same.

The university campus was also a third space for students, albeit one that most of them had never
visited. Interms of students’ sense of belonging, it was difficult to conjure up a sense of the
university and the region where they would one day —we hoped —live and study. We experimented

with a "course discussion” channel on Teams where we integrated the third spacesin our university
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and regions and encouraged students to share theirown. Once again, however, thisincrementally

added to our own workloads.

Summary

The effect on workload of managing the multiple spaces discussed in this section was voiced
frequentlyinthe first month of the course. Asignificantamount of time was being spent on puzzling
out new practices at the level of mental and practical action, and staff reported hugely increased
amounts of stress from working longer but with less tangible results. We found that changing our
professional practices challenged existing teacheridentities and displaced our sense of who was who
and what was valued in our community of practice. The result seemedto be highly discomforting for

many teachers. One joked, ‘I'm a very competentteacher, | know ! am!’

RESPONSES

We immediately implemented arange of responses on the initial remoteiteration of AEPS3which
we reflected on and refined for subsequentiterations. In this section, we will discuss and evaluate

these initial responses, relating them to the multiple spaces above.

Synchronous/asynchronous sessions

Perhaps with mostimpact, we reduced the number of platforms used and thus the time spent both
on switching between virtual spaces and on familiarising both colleagues and students with new
digital literacy practices. We now more carefully evaluate platforms’ affordances before adopting
them. Working across several time zones limited synchronous contact time. Therefore, we
implemented aflipped learning approach, introducing conceptsin asynchronous sessions and then
consolidating and extending understandingin synchronous sessions. Thus, we could exploit the
affordances of different virtual spaces for both learning and academiccommunity building (as
explained below). Adopting this approach freed us from the constraints of seeking to replicate our
classroom practices remotely, as mentioned above, and allowed us to explore new practices which
were more effective in online environments. As course planners and materials writers, we had to
shift our perspective oninteraction design to thinkin terms of computer mediated ratherthan
person mediated interaction and quickly learnt the importance of viewing asynchronous materials

from our students’ perspective (Hattie, 2009), always considering, ‘Are these instructions clear

58



The Language Scholar (10) 2022 ISSN 2398-8509

enough?’ . We used Carroll’s (1999) scenario-based design approach, in which we visualised students’
progress through self-study materials as a journey, enacted click by click. Scenario-based design and

the reductionin number of platforms improved navigability through virtual spaces.

Initially, we designed asynchronous sessions to be highly communicative, requiring tutors to set up
tasks and provide answers or feedback in multiple virtual spaces (a Teams post, a collaborative
document...). Teachers quickly and emphatically informed us that this was creating an
unsustainableworkload. Inresponse, as well as using one platform persession, we streamlined
these sessions by providing answers through keys, pre-recorded videos or Microsoft Forms quizzes
and directing tutors to provide general, group comments on selected tasks only. We asked teachers
to monitorstudents’ engagement, using flipped learning materials through the synchronous sessions
which were designed to check and consolidate students’ asynchronous learning. Inin-person
teaching, teachers would not have read orlistened to every student’s response to every task;
therefore, we concluded thatthere was no need forthemto do soin online teaching either.
Teachers reported that their workload was significantly reduced by these changes. On the initial
online iteration of AEPS3, we (as module leaders) took responsibility for creating and sharing
asynchronous materials with all students; however, we soonrealised that this reduced the
opportunity forindividual tutors to take ownership of planning and personalising materials for their
ownclasses. Onsubsequentiterations we refined this approach, encouraging teachers to adapt
course materialsfortheirstudents (see Teacher Agency and Identity below) and securingasolution

that was also sustainable in terms of moduleleaders’ workload.

Expectations

We have learnt the importance of communicating clear expectations of colleagues. As aresult of
adjustmentsto new practices asoutlined above, notleast the time taken to navigate and set up
tasksin virtual spaces, initially, many staff reported working into evenings and weekends, especially
inthe first month. We repeatedly emphasised therefore, that we were not expecting perfection,
particularly as we were deliveringemergency remote teaching ratherthan carefully planned and

designed online instruction (Craig, 2020; Gardner, 2020).

We also needed to manage student expectationsin two senses. Firstly, that they should not expect

tutors to be constantly and instantly available, norshould they expectindividual feedback on eve ry
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task. Secondly, students should understand our expectations of them: forinstance, thatit was not
appropriate tojoin webinars from the restaurant where they were working orthe car they were
driving. On subsequent courses, we have ensured that expectations of both colleagues and students
are clearto all from the beginning, asrecommended by Cross and Polk (2018). Asworkinginonline
spacesisrelatively newtoall of us, itis importantto make clear expectations that might be

embeddedinthe discourses of in physical spaces such as classrooms or staff rooms.

Sharing information and support

To better manage questions and concerns (Dunlap, 2005), we created a stock of answers to FAQs for
staff and student teams, which reduced the number of queries needing adirect response. This

reduced everybody’s stress.

Technological practices had a profoundimpact on relations within the team, some members of
which had limited experience with digital pedagogy. Solutions included sharing screens and
recording screencasts, which were used to ‘walk colleagues through’ instructions on the screen. We
also foundthat by sharing screencasts with students directly, or by providing tutors with screencasts
that they could share with students, we saved tutors’ time and, in some cases, reduced their stress:
tutors could spend valuable contact time on teaching, and did not have to worry that the technology

would letthem down mid-demonstration.

As mentioned above, many colleagues were recent recruits whom we had never met. This affected
our relational space, asitwas harder to know how these teachers were managing and whether
furthersupportwas needed. Therefore, we arranged one-to-onevideo calls with all teachers. While
still avirtual space, these calls had more in common with physical space than text posts and
messages; forexample, we could drink a coffee ‘together’ and see each other’s body language. This

allowed usto betterbuild rapportand identify support needs.

Teacher agency and identity

The greaterimportance of technological knowledge increased the profile of less-experienced EAP
teachers, while other highly-experienced EAP teachers with less-developed technological knowledge

found their professional identities threatened. Therefore, while encouraging peer support was
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important, we needed to be aware of the potential impact onteachers’ sense of professional

identity and relations within the team.

Similarly, some early decisions had compromised teacheragency:forexample, as mentioned above,
presentinglearning materialsin a course-wide Class Notebook limited teachers’ ability to adapt
materials for their groups. This decision had a negative impactinterms of teacheridentity and
therefore relational spaces. On subsequent courses, we have given teachers more choice overthe

virtual spaces they use and enabled themto adapt or create theirown materials.

Explicit community building

On De Pauw’s subsequent six-week summer pre-sessional, she and her co-lead created some cross-
team spaces, for example, astudent café channel, which aimed to socialise studentsinto the wider
university by helpingthem connect with others with the same destination programme or who
perhapslived nearby intheirhome countries. They alsointegrated wider Language Centre activities
by postinglinks to otheronline social spaces and events. Responsibility for sustaining these
initiatives was shared out among the teaching staff viaa rota, distributing the workload. Perhaps
equally importantly, sharing this responsibility also encouraged cross-team collaboration from
teachers onshort summer contracts, an opportunity that may not have existed as explicitly before

COovVID-19.

CONCLUSION

As hasbeendiscussed (e.g., Blum, 2020), teaching online can be exhausting for many reasons. Using
the CMC framework of spaces described above can be helpful for pinpointing where attentionis
beingredirected away from main goals, and thus some of the sources of frustration, as well as how
workload issues might subsequently be addressed. The responses mentioned here seem to have had
a positive impact. Teachers have reported fewerissues with workload and stress, forexample,
although some teachers may have been reluctantto share theirstruggles with us, particularly those
on fixed-term contracts and/or who continued to struggle forlonger. Itisalso difficult to know to
what extentimprovements were due to our responses ratherthan colleagues gradually adjusting to
online teaching. Despitethese caveats, there do seemto be stepsthat can be taken to manage

online teaching more effectively, thus somewhat mitigating the negative impact on teachers.
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INTRODUCTION

Pedagogies in English for Academic Purposes: Teaching and Learning in International Contextsis the
secondinthe Bloomsbury book series 'New Perspectives for English for AcademicPurposes', which
aimsto represent 'whathappenswhenit's the practitioners who ask the questions' (p.14). This book
certainly doesthat, focusing on questions thatin my experience concern EAP teachers most - course
and lesson planning, teacherand studentinteraction,learning andits transferto other contexts.
Each of the 11 chapters, reported from South Africa, Brazil, Canada, the US, Turkey, Norway and the
UK, describes aspecificcourse orlesson. The chapters are ordered from general towards more
discipline-specific practices, representing a spectrum of specificity rather than perpetuating the
traditional and often unhelpful dichotomy of English for General or SpecificPurposes - EGAP and
ESAP respectively - which is often laced with pejorativetones towards the former (for a useful
discussion of this, see Bodin-Galvez and Ding, 2016). In the spirit of challenging these dichotomies
further, | have organised this review by the chapters'relative emphasis on three aspects of their

contexts:social, linguisticand institutional.

Social contexts

The firsttwo chapters set out to help students develop acritical approachto theirimmediate

environments. Working with undergraduate students on afoundation year in Canada, McGaughey
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and Song (Chapter1) describe an attempt to develop students' ‘critical intercultural communicative
competence', drawingon critical multicultural education and critical race theory. Inthe United
States, Conrad (Chapter 2) tackles the ethically murky issue of 'literacy brokering', presented as
degrees of outside involvement, with contract cheating at one extreme, moving to proofreading and
then more informal support from friends/family at the other. The lesson described aims to raise
students' awareness of 'the collaborative and social aspects of the writing process' (p.45). The lesson
activities are explainedin detailand include accompanying resources. The chapter concludes with
students' written reflections on this lesson, which provide afascinatinginsightinto the impact of
Conrad's pedagogy. Ina similar way to chapter 1, the result of the pedagogical interventionis that

students have amore critical awareness of the social contextin which they are studying.

Chapters4 and 5 also concentrate on social context through questioning assumptions and
encouraging students and teachers to 'make the familiar seem strange'(Thomson, cited in Molinari,
2017). Chapter4 (Solliand Muir) outlines an Academic Writing Programmefor PhD students with
professionalbackgrounds at OsloMet university in Norway. The chapter explores pedagogical
responsestothe tensions students experience between theiridentities as practitioners and as
researchers. Many of the innovativelessons described ask students to step out of the rules of
academicwritingto explore theirresearch, and themselves as researchers, with an unfamiliar gaze.
My personal favouriteis 'glorious failures' from Paré (2010) in which students write about their
research in forms not for conventional publication, such as fairy tales or cartoons. Ferreira (Chapter
5) responds to the peripheral positioning of Brazilian academicwritersin global knowledge
production by developing herscience students' 'theoretical thinking' atthe university of Sdo Paolo,
Brazil. Both lessons described expose students to the rhetorical patterns of academicwriting but
presentthese intheirwider historical or social context, providing space (often through guided
questions, which are helpfully shared) for studentsto decide to 'resistorto use...intheirservice'
(p.97). Thisapproach isunderpinned by a 'Developmental Teaching' method, in which teachers and
students create visual models of the writing concepts they are learning, adapting them as their
understanding develops, applying them to different contexts and evaluating theirlearningas a
result, from which critical thinking emerges. What | particularly appreciated about this method is the
symbioticattentionto both student and teacher development - teachers are sometimes overlooked
indiscussions of criticality, perhaps on the assumption that we don't need to do this or can do this

already.
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All buttwo of the chaptersin this book were multi-authored, illustrating the very social nature of
EAP work. Perhaps unsurprisingly the process of collaboration was most explicitly discussed in the
later, more discipline-specific, chapters of the book. Lu and Zou (Chapter 8) report on subject tutors'
perspectives of collaboration with EAP tutorsin a Chinese EMI university. They present many
practical examples of EAP-subject tutor collaboration, providing arelatively unseen perspectiveon
collaboration from the 'otherside' of EAP work. MacDiarmid et al. (Chapter11) describe the
integration of EAP and discipline-specific pedagogy on a pre-sessional course for medical students at
the University of Glasgow. For EAP teachers working within specificdepartments, this chapter
suggests that being attentive to discipline-specific pedagogies could be afruitful area of enquiry. In
Chapter 10, Carr et al. focus on collaboration between EAP Practitioners across the UK as a method
of enquiry inthe form of Collaborative Autoethnography. This method involves a collective pooling
of experiences which canreveal arich picture of teaching contexts and the roles EAP can play (the

authors' recent webinar expands on this). Based on theirshared experiences of working on creative

arts courses, the authors' findings provide insights into an under-researched area of EAP work,
includingthe challenges of teachingin agarden and making sense of unfamiliar genres such as the

'visual essay'.

Linguistic contexts

Two chaptersfocus on the explicit teaching of linguisticknowledge to help students be more critical
consumers and producers of text. Walsh Marr (Chapter 3) describes teaching three 'hero moves' of
Systemic Functional Linguistics (SFL) to her first-year EAP students at the University of British
Columbia: nominalisation, Theme, and verbal processes. She acknowledges thatincluding SFL
metalanguage and concepts can be intimidating forteachers new to the theory and this chapter
addresses that well by providing detailed examples of lesson activities, stud ent-friendly explanations
of SFL concepts and advice about helping students learn these concepts. She argues that such
knowledge can '[propel] ourstudents'success beyond accuracy and compliance to developing more
varied linguisticresources to be deployed critically' (p.71). Asimilarethos underpins Chapter9
(Myers et al.) which describes the principles and practice of a general EAP course in a UAE university.
Drawingon a wide range of theoretical perspectives - genre, SFLand critical realism - the authors
argue persuasively forateacher-centred pedagogy in orderto develop genre literacy, with the goal
that students are able to transferthis to discipline-specificcontexts. The authors discuss the
compromisesthatlimitthe benefits of the course, such as an institutionally mandated number of
marking criteriaresultingin students being distracted from the learning outcomes, alongside the

many benefits, such as the high quality of student work and reduced cases of plagiarism. Because of
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the contextual richness and what could be seenas heresy in EAP - a teacher-led, ratherthan
student-centred approach - I believe this chapter offers many areas forreflectionamong EAP
practitioners. Taken together, these two chapters are compelling examples of how EGAP approaches

can be designed fortransfertodisciplinary contexts.

Institutional contexts

Chapters 6 and 7 tackle the tensions between the institutional requirements forgeneral EAP
provision and teacher, student and empirical support for more discipline-specific provision. In
chapter6, Mpofuand Maphalala compare the EAP provision for students on undergraduate
education programmesinthree universitiesin South Africa. Usingadocument analysis method,
examining course handbooks, syllabi, learning aims and marking criteriato gain an understanding of
the principles underpinning each type of provision, they find all provision tends towards the generic
study skillsapproach. | found the literature review of this chapter, which includes an overview of
language policy and practicesin South African HE, especially informative. A pragmaticresponseto
these challenges is presented by Aksit and Aksitin chapter 7, which describes an EGAP course for
undergraduates ata Turkish university. The course described is informed by four main contextual
factors: university policy, critical thinking, students' academicneeds and personal interests. These
contextual factors are then related to the course's 'philosophical foundations' which guide course
development. What could be seen as conflicting philosophies such as essentialism (mastering aset
body of knowledge) and reconstructionism (challenging power structures and conflicts) sit side by

side. They conclude by linking these foundations to a 'pedagogical model of EGAP'.

OVERALL COMMENTS

The introduction and afterward chapter frame the core of the book well, emphasising the often-
overlooked aspect of pedagogy in EAP scholarship. As would be expected with such arange of
approaches and contexts across the 11 chapters, there are conflicting rationales and approaches. |
foundthisinvigorating. And as| read, | found myself questioning my own sense of pedagogy - which
approaches dol warm to? Which bristle? And why? The evidence for the efficacy of the approaches
describedincludelinks totheory and some empirical accounts of studentlearning, butforme, the
chapters do not offera method guaranteed to work but ratheran insightinto thoughtful responses

to different contexts and aninvitation to consider what might be relevantto our own.
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Two areasthat | felt were underexplored were practitioner precarity and assessment. How
representative of EAP pedagogy are these cases when most EAP teachers (inthe UK at least) are
precariously employed and have little free time orautonomy within EAP departments to develop

theirpedagogyin thisway? Some of these voices were presented atthe recent Practitioner Precarity

and Coronavirus onlineevent. | was able to considerthese chapters from the stance of a relatively

securely employed EAP teacher with relative freedom to teach how | see fit, but how aboutteachers
on summer pre-sessional courses bound by strict deadlines, standardised assessments and centrally
prepared lesson materials? Is there adifferent EAP Pedagogy for these situations? In terms of
assessment, only chapters9and 11 consider thisin detail yet the powerful influence that
assessment can have on teachingandlearning (Shohamy, 2001) suggests that this should be a factor
in pedagogical accounts. Without this, chances of the innovative practices presented in this book
becoming more widely taken up are reduced as any changes at the level of classroom practice can
be undone through contradictory assessment practices, limiting the ‘possibility for structural change’

(Pearson, 2021).

EAP practitioners will find an abundance of practical ideas forlesson and course design which are
well-contextualised and with detailed rationales. Thisis especially usefulforareas which areiill -
served (orignored?) in much current published EAP course materials, such as the social practice of
writing, the historical development of genres, SFL, academicintegrity, 'theoretical thinking'and
signature pedagogies. | was revisinga course as | read thisand found myself able todraw on
activities and student-friendly explanations described in this book, refreshing and expanding my

pedagogical options.
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