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Preface 

 
Our dedication and experience in teaching foreign/second languages in Tertiary Education 

inspired us to organise four consecutive Staff Training Weeks within the Erasmus+ 

framework (2015-2018). Our aim was to bring together colleagues (academic instructors, 

university professors and administrative staff) from various academic institutions in the 

international arena who shared our passion for foreign language teaching and learning. 

During the training weeks, we sought to embark on meaningful discussions and engage in 

interactive practical sessions on diverse topics such as teaching languages for general, 

academic and specific purposes, intercultural communicative language teaching, 

integrating new technologies in language classrooms, the use of web tools in foreign 

language teaching, CLIL methodology in foreign language teaching, distance language 

learning, foreign language policies, the challenges in running foreign languages centers 

and laboratories in addition to their role in the internationalisation of Higher Education.  

It has been a pleasure to discover that our participants implement various challenging 

and innovative projects in the modules they teach, integrating many of the above 

mentioned methodological approches. This book aims to give the opportunity to our 

colleagues to present their work and inspire others to run similar projects.    

We would like to warmly thank all the contributors of this volume for their effort and 

energy in preparing their chapters. We gratefully acknowledge the support of the Printing 

Office at the University of Ioannina, and especially Mrs Vasiliki Klitsa (our graphic 

designer), for their efficiency in preparing the volume for publication.   

 
Alexandra Galani  
Theodora Tseligka  
 
 
 



 

 

 
 

 



 

Introduction 

 

 

Alexandra Galani and Theodora Tseligka  

University of Ioannina 

algalani@uoi.gr, thtselig@uoi.gr  

1 Central themes of the volume  

Foreign language teaching and learning have traditionally received great attention in the 
literature. Among others, many studies have investigated the human capacity to learn 
non-native languages from different perspectives, such as linguistic, educational, 
psychological and sociological. They have also looked into the learning strategies learners 
employ to develop their language skills or the dramatic changes that Information and 
Communication Technology (ICT) tools have brought to the language learning process 
(Chapelle & Sauro, 2017). From a pedagogical point of view, language learning is no 
longer teacher-centered but rather learner-centered. Teachers are nowadays seen as 
facilitators who apply innovative teaching methodologies and ensure that learners 
participate in an interactive communicative teaching environment (Moeller & Catalano, 
2015). Research has also shown that learners’ development of their intercultural 
awareness greatly influences their language competence (Jackson, 2012). Studies vary 
from issues relating to curricular and policy changes required for the optimisation of 
foreign/second language teaching quality (Bocanegra-Valle, 2015) to the educational 
needs of foreign/second languages learners. Additionally, language teacher training needs 
have also been examined (Avram & Larrivée, 2016). 

The chapters in this book discuss projects that can be implemented when teaching 
foreign languages at all levels of education, with a particular emphasis on Higher 
Education. In all cases, students’ active involvement is at the center of the learning 
process. 

2 Chapter summary 

In chapter 1, “Students as partners in modern languages: An evaluation of student 
teaching assistants in an institution-wide language programme” by Richard Bale, the 
author presents a study exemplifying how the involvement of student teaching assistants 
(STAs) in language classes can be beneficial to language learners, STAs and language 
tutors. STAs may participate in the learning and teaching of a target language in a variety 
of ways. Nevertheless, it was found that STAs contribute significantly to the students’ and 
tutors’ intercultural learning. Finally, the study revealed that attention should be paid to 
the initial training of STAs – in terms of the activities they should or should not carry out – 
as well as of language tutors on how they may interact with STAs in the most beneficial 
way. 
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Chapter 2, “Language enhancement and intercultural awareness: The application of a 
“Cultura”-driven project when teaching Greek as a foreign language” by Georgios D. 
Kapsalis, Alexandra Galani, Margarita Kapsali and Olga Tzafea sketches the 
implementation of a “Cultura”-driven project in an adult multicultural and multilingual 
class, the target language of which is Greek. Such projects serve as teaching tools that 
promote students’ intercultural awareness and contribute to the development of 
learners’ oral skills as students participate actively in interactive exchanges. Reference is 
made to virtual exchanges among partner classes.  

Fríða Kristín Heiðarsdóttir and Kristín M. Jóhannsdóttir in Chapter 3, entitled “Using 
music in second language teaching”, stress the positive effects music can bring in foreign 
language teaching. They introduce six teaching scenarios on how to incorporate music in 
language lessons and they claim that, in doing so, classes are also more enjoyable.    

Silvana Tokić in Chapter 4, named “Cooperative learning and development of project 
work” first offers a review of the theoretical framework on collaborative learning during 
project work. She then outlines the phases of implementing an English for Specific 
Purposes in-class project. According to the findings, students participated actively and 
positively throughout this learning process, they found the project helpful and enjoyed 
working in groups, although working in pairs increased the feeling of responsibility. She 
concludes that experiential collaborative learning through practical work projects brings 
benefits to the pedagogical process.  

The challenges and future prospects confronted by University Foreign Languages 
Centres (FLCs) are depicted in Chapter 5 by Theodora Tseligka, who showcases those 
issues using as a point of reference the University of Ioannina FLC. The central topics 
delineated refer to matters of staffing, funding, languages offered, innovative teaching 
practices and strategic objectives in an effort to stir further discussion and exemplify key 
considerations that should be deliberated in similar academic environments.  

In Chapter 6, “Language training development at the Agricultural University-Plovdiv”, 
Emiliya Koycheva reviews student language teaching and training in Bulgaria. More 
specifically, she sketches the structure of language classes and language requirements in 
the Agricultural University of Plovdiv aiming to describe not only good teaching practices 
but also the effort put by the University to bring to the fore the role of foreign language 
learning and teaching in preparing students for successful future career and lives.  

In the final chapter, Rasha S. Mohamed reviews Singh’s (2013) book entitled 
“Multilingual trends in a globalised world: Prospects and challenges” providing an 
insightful presentation of the book content, with critical comments and a general 
assessment of the book within the wider scholarly discourse.  
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Students as partners in modern languages: An evaluation of student 
teaching assistants in an institution-wide language programme 

 

 

Richard Bale 

Brunel University London 

r.bale@imperial.ac.uk   

Abstract 

Interest in engaging students as partners in learning has increased significantly over the last few 
years, with an emphasis on mutual benefits for all involved in the partnership. This chapter 
presents a study which aimed to explore how students can be engaged as student teaching 
assistants (STAs) in language classes, and to what extent such a partnership approach is beneficial 
to all parties – language learners, STAs and language tutors. Eight STAs were recruited and 
trained, and then taught language learners in partnership with language tutors. A pilot study was 
conducted with 20 language learners, followed by a main study with 160 learners. Lesson 
observations were conducted in order to explore how STAs were being engaged. At the end of the 
teaching phase, STAs, language learners and tutors were invited to complete a questionnaire in 
order to gather feedback on this approach. The findings revealed that STAs carry out a variety of 
activities, notably enriching the learning experience with (inter)cultural insights. There were also 
mutual benefits for all involved. The chapter concludes with recommendations for further training 
for both STAs and language tutors, and a suggestion for further research on STAs who teach their 
first language (L1) and STAs who teach a second language (L2). 

Keywords: students as partners, student teaching assistants, peer learning, institution-wide 
language programmes, culture, intercultural competence  

1  Introduction 

For many years, students have been encouraged to learn with and from each other in a 
variety of formats. In the 1990s, for example, Boud et al. defined peer learning as “the 
use of teaching and learning strategies in which students learn with and from each other 
without the immediate intervention of a teacher” (Boud et al., 1999: 413-414). Peer 
learning can be monodirectional, with a clear distinction between those in the ‘teacher’ 
role and those in the ‘learner’ role, or it can be reciprocal, with both ‘learner’ and 
‘teacher’ gaining knowledge and skills from the learning encounter. 

Many universities now run peer-assisted learning programmes, with more 
experienced students undergoing training to facilitate peer learning and support for less 
experienced students. This can extend beyond discussions about academic content and 
become a more holistic experience, which includes support in the form of peer mentoring 
and coaching (Ody & Carey, 2013). 

Perhaps a more recent development is the concept of students as partners, the idea 
that students are not passive recipients of their educational experience, but instead they 



  
 Richard Bale 

 

8 

are active participants who have an important role to play in shaping and co-creating 
higher education. As Gibbs (2012: 37) puts it: 

“Much of the rhetoric about the value of a higher education market treats students as 
  purchasers, customers or consumers. These terms are anathema to much of higher 
  education … Students do not consume knowledge but construct it … they are co-producers 
  and collaborators.” 

The idea of engaging students actively as co-producers is not new, however. Gibbs 
himself points out that, as early as the 1980s, Chickering and Gamson (1987) highlighted 
in their Seven Principles for Good Practice in Undergraduate Education the need for 
students to be actively engaged in learning and teaching. This speaks to the more recent 
concept of students as partners, which emphasises the process of students and staff 
working together to achieve mutually beneficial educational goals (Matthews, 2016). 
Engaging students as partners should be a process which is marked by mutual respect, 
reciprocity and shared responsibility (Mercer-Mapstone et al., 2017; Cook-Sather et al., 
2014).  

With this in mind, the current study was developed to explore how students could be 
engaged as partners in language learning in an institution-wide language programme. The 
study took place at Brunel University London, an institution which offers all students the 
opportunity to study one of nine languages free of charge. There was an initial pilot study 
in the spring term of 2015/16, followed by a larger study in the autumn and spring terms 
of 2016/17. The student population at the institution is very diverse, with almost a third 
of the students coming from overseas. This means there is not only great diversity in 
terms of the languages spoken on campus, but there is also a wealth of (inter)cultural 
knowledge which could potentially be shared among students and staff. It is therefore 
apparent that students and staff have much to gain from collaborating on the co-design 
and co-teaching of modern language courses. 

The study described below aimed to explore how students could be engaged as 
student teaching assistants (STAs) in language classes. Furthermore, we aimed to 
evaluate to what extent this approach to learning was mutually beneficial to all involved, 
namely language learners, STAs and language tutors. 

2  Methodology 

2.1 Participants: language learners, STAs and language tutors 

The participants in this project are categorised into three groups: language learners, 
student teaching assistants (STAs) and language tutors. There were 160 language learners 
in total, 84 of whom completed the questionnaire, but one participant did not complete 
the survey in full and the responses were therefore discarded. This yielded a response 
rate of 52%. The learners were studying one of six languages, with the majority of 
responses submitted by students who were studying Japanese, as shown in Table 1.  
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Table 1: Languages studied by language learner respondents 

 

The majority of the language learners had English as their first language (L1) (34 of 82 
respondents – one respondent did not answer this question). Apart from English, several 
other L1s were represented, as shown in Table 2. Besides the six languages represented in 
Table 2, there was one L1 speaker of several other languages, including Greek, Russian, 
French, German, Portuguese, among others.  These learners are represented under 
‘other’ in Table 2. 

 

Table 2: Top six L1s of language learners 

 

There were eight STAs who were trained and subsequently required to teach their chosen 
target language. The STAs’ degree programmes ranged from business and economics to 
engineering and natural sciences. As the institution does not offer languages as a degree 
programme, none of the STAs were from a languages background. They simply had an 
interest in languages and in gaining some initial teaching experience. Each of the language 
classes shown in Table 1 was supported by one STA, with the exception of Mandarin, 
which had two STAs. There was also a STA for a German beginners’ (A1) class, but the 
learners from this group did not respond to the questionnaire, so they do not appear in 
Table 1. All STAs were L1 speakers of the target language, though, as explained in 2.2 
below, this was not a requirement during the recruitment process. 

All classes were led by qualified language tutors, all of whom were L1 speakers of the 
target language and had been living and working in the UK for at least 10 years. The 
tutors had not previously worked with STAs and were interested in exploring this 
opportunity as part of the study. 

 

 

Target language Level Number of learners (n=83) 

Japanese Beginners (A1) 36 

Mandarin Beginners (A1) 12 

Italian Beginners (A1) 11 

French Beginners & Post-beginners (A1 & A2) 10 

Spanish Beginners & Post-beginners (A1 &A2) 9 

Russian Beginners (A1) 5 

L1 Number of respondents (n=82) 

English 34 

Mandarin 5 

Spanish 4 

Italian 3 

Malay 2 

Cantonese 2 

Other 32 
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2.2 Recruitment and training of STAs 

A brief advertisement was posted on the University’s volunteering site. The 
advertisement explained the role and the minimum requirements that needed to be 
fulfilled in order to apply. Prospective STAs needed to have a high level of competence in 
the target language, i.e. a minimum level of C1 according to the CEFR. We did not 
stipulate that STAs needed to be L1 speakers of the target language as we wanted to be 
as inclusive as possible and to open up this opportunity to students who were highly 
competent users of the target language, regardless of whether the target language was 
the STAs’ L1 or not. 

Applicants attended a brief interview with the Head of Modern Languages and a tutor 
of the relevant target language in order to verify the level of linguistic competence. If 
successful, STAs attended a one-day teaching assistantship workshop covering the 
following: 

 The role of a STA 

 Guiding students to correct their own linguistic mistakes 

 Correcting pronunciation 

 Facilitating small-group tasks 

 Role playing and modelling language 

 Reporting issues and student progress to the class tutor 

 Typical difficulties associated with learning the target language in question (e.g. 
cases in German, tenses in French, etc.) 

 Supporting students with difficulties while learning the language 

 Dealing with challenging classroom scenarios 

These topics were discussed in small groups, largely using video materials, which were 
filmed specifically for the STA training. Figure 1 shows an example of a video still from 
one of the training videos, demonstrating a ‘what went wrong’ scenario, followed by a 
more appropriate way of dealing with the situation at hand. 
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Figure 1: Photographic still from STA training videos 

 

The applicants were then assigned to appropriate language classes, and arrangements 
were made for the STA to meet the class tutor in advance to discuss expectations of both 
parties and to organise the first session with the class. 

2.3 Procedure 

Once STAs had been trained and matched with a tutor and a corresponding language 
class, lessons took place each week, with STAs being asked to commit to attending the 
same class regularly for a minimum of one term. Each STA worked with the tutor to 
design learning activities and then to facilitate learning in class. The Head of Modern 
Languages met each STA at several points during the term to discuss progress and to offer 
support with any teaching-related issues. The Head of Modern Languages also conducted 
lesson observations to explore how STAs were engaged during classes. 

At the end of the term, all participants were invited to complete a short 
questionnaire in order to gather feedback on this experience from all three parties: 
languages learners, STAs and language tutors. Participants were asked to rate how 
enjoyable and useful they found the experience on a Likert scale from 1 (very 
useful/enjoyable) to 5 (not useful/enjoyable at all). Participants were also invited to 
explain their ratings and to comment on the collaborations that had taken place between 
STAs, learners and tutors. 



  
 Richard Bale 

 

12 

The study was initially piloted over a three-week period with a small number of 
language learners (n=20) in order to ensure that the STA training was adequate and to 
test the questionnaire design. The STAs and tutors were then invited to collaborate when 
teaching a greater number of learners (n=160) across six language classes. In the next 
section, the results from the pilot study are presented briefly, followed by a more 
detailed overview of the findings from the main study. 

3 Findings and discussion 

The findings from the small-scale pilot study were very positive, with 95% (19 out of 20) 
of the language learners stating that they found it useful to work with STAs and 95% (19 
out of 20) of respondents finding this approach enjoyable. A more detailed presentation 
of the pilot study is presented in Bale (2017). The findings from the main study are 
presented below. 

3.1 STA activities 

From the lesson observations and questionnaire responses from language learners, STAs 
and tutors, the following activities were identified: 
 

 Correcting students’ pronunciation and spelling 
 

 Checking sentence structure and grammar in written work 
 

 Working with students one-to-one 
 

 Working with pairs and small groups of students to practise speaking tasks 
 

 Helping after class in ‘language cafés’, meeting students informally for coffee and 
practising speaking the target language 

 

 Providing support via Blackboard (VLE) and email 
 

 Issuing handouts and demonstrating role plays with the tutor 
 

 Helping with new, unfamiliar vocabulary 
 

 Creating lesson summaries 
 

 Creating and delivering presentations on cultural aspects 
 

 Providing extra cultural information 
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These activities were largely deemed to be appropriate; however, as discussed in 3.3 
below, it is necessary to ensure that STAs are not over-burdened and that they are not 
‘doing the learning’ on behalf of the learners. 

3.2 Participants’ evaluations 

This section provides an overview of participants’ opinions on this approach. For each set 
of participants – STAs, language learners and language tutors – there is a presentation of 
quantitative data and qualitative data drawn from questionnaire responses. 

3.2.1 Responses from language learners 

The language learners were very positive about their experience of working with STAs. 
Positive ratings were submitted by 98% of the respondents, with the majority of learners 
rating the experience ‘very useful’, as shown in Figure 2. 
 

 

Figure 2: Language learners’ responses to usefulness of working with STAs 

 

One of the two negative responses was explained by the respondent in the following way:  

“Felt a bit indifferent. Did not take away from the class but not a significant 
difference.”  
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This student seems to have a neutral view on the work of the STA, reporting no significant 
positive or negative effect of the STA’s presence.  

A similar result was found regarding how enjoyable the learners found working with 
STAs. Only 2 students submitted negative ratings, as shown in Figure 3.  

 

Figure 3: Language learners’ responses to enjoyability of working with STAs 

 

One of the learners who submitted a negative response explained: “She (the STA) didn’t 
communicate a lot.” Nevertheless, the other language learners enjoyed working with 
STAs, with over half of the respondents rating the experience ‘very enjoyable’. 

In their qualitative comments, the language learners provided some rich insights into 
their experiences of working with STAs, explaining why they enjoyed the experience and 
found it useful for their learning. The responses reveal four main themes:  

 

 Approachability of the STA 
 

 Additional teaching resource 
 

 Cultural information 
 

 L1 speakers 
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The most frequent comment from language learners related to the friendliness and 
approachability of the STAs. Almost all respondents commented on this. For example: 

 
“The STA are [sic] very approachable and willing to help.” 
 
“The STARS [sic] are very helpful and always kind and approachable.” 

 

Most respondents also commented on the benefit of having more than one ‘teacher’ 
in the classroom, so that learners receive more individual attention. Class sizes varied 
from around 10 to 30, so the presence of a STA was particularly advantageous in bigger 
classes: 

 
“It was helpful to have another person to ask questions about the topic  
  in such a big class.” 
 
“It's helpful as there are a few of us in the classroom and we all need  
  some help, it's useful to have one more persons [sic] insight.” 
 
“As it is a large class it enables all students to have 121 help.” 

 

The third theme in the qualitative data relates to the STA as a source of information 
about contemporary culture in the target language country. The STAs were not only 
helping learners to improve their linguistic competence; they were also enriching the 
learning experience with references to popular culture and anecdotes from their own 
experiences of growing up and living in the target language country. 
 

“They have been very helpful and are knowledgeable in the language as well 
  as its culture so are able to answer all questions I have asked them.” 
 
“Student teaching assistant bring [sic] in his experiences which helps us know 
  more about the culture we are studying.” 
 
“It gives us another and more contemporary prospective [sic] to the 
  language.” 

 

Some of the responses in this theme also made reference to the age of the STAs, cited by 
the learners as an advantage from a peer learning perspective and in terms of the 
approachability of the STA. 

 
“It was good to have someone around your age to explain things that 
  currently happen in the culture, to relate with.” 
 
“It is very easy to learn with the help of a peer who is familiar with the 
  language at a native level.” 
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“It was good to have some [sic] native speaker at your age who you can relate 
  with, and it made lectures a bit more dynamic.” 

 

These comments link to the final theme in the qualitative data, which is about the L1 
speaker status of the STAs. Several respondents commented that they enjoyed having a 
second L1 speaker in the class. 

 
“Additionally, it's interesting meeting someone who is native to the 
  language.” 
 
“Native speakers can learn [sic] proper pronunciation.” 
 

These are interesting comments because, as mentioned in Section 2.2, the recruitment 
criteria for STAs focused on linguistic competence (approximately C1 level), but there was 
no stipulation that STAs be L1 speakers of the target language. All applicants and 
subsequently successful STAs were L1 speakers, but this was self-selecting, i.e. we did not 
receive applications from highly proficient, non-L1 speakers. This may be partly due to the 
fact that the institution does not offer languages as a degree programme. However, this 
also highlights the unfortunate trend of monolingualism in the UK, where relatively few 
English L1-speakers reach C1 level in another language, in contrast to the situation in 
many other countries. 

In addition to the four themes above, there was a small number of responses which 
highlighted that one STA was performing a role which might be considered beyond her 
remit. This was also mentioned in the list of activities (see 3.1 above) observed in the 
questionnaires and in lesson observations, namely writing notes and creating lesson 
summaries. Three learners commented positively on this: 

 
“She prepared the summary of the lesson in PDF format and email [sic] it 
  to all of us at the end of the day.” 
 
“The assistant also makes notes for every lesson so it's helpful for revision 
  and catching up [sic] work for people who could not attend to some 
  lessons.”  
 
“Makes very good notes for us!” 

 

As these students report, it was helpful to receive notes and lesson summaries from the 
STA. However, this is likely to have been time consuming and is beyond the remit of a 
STA. Additionally, the STA’s role should be to facilitate learning by actively engaging 
students and encouraging learners to learn-by-doing. This aspect ought, therefore, to be 
explored further in the STA training sessions.   
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3.2.2 Responses from STAs 

All eight STAs reported very positively on their experiences of co-teaching the target 
language with the language tutors. Six STAs said that the experience was ‘very enjoyable’, 
one rated the experience ‘somewhat enjoyable’ and another submitted a neutral rating of 
‘enjoyable’. Whilst all ratings were positive, the two STAs who rated the experience below 
‘very enjoyable’ gave useful additional comments to explain their responses: 
 

“I did not score this higher as I felt slightly not needed in the classes, the 
  classes were very much student-main teacher centered so I did not have 
  much to do or even help with.” 
 
“The reason why I have not marked ‘very enjoyable’ is because there were 
  some sessions where I was not getting involved too much (For example, 
  those sessions involving more listening activities or more theoretical 
  contents were [sic] I could not contribute) and I felt somehow bored 
  sometimes.” 

 

These comments raise an important issue about the ways in which STAs are engaged in 
language classes. These two STAs had a positive experience overall, but they felt under-
utilised on some occasions. During some aspects of a language course, it may be that the 
STA is not required, in which case the tutor and STA should agree in advance which 
portions of the session would benefit from the STA’s presence. In some cases, it may be 
that the tutor can simply be encouraged to think of alternative ways to teach particular 
aspects of the course. For example, in relation to the second comment above, some of 
the listening activities could be done in a more dynamic way, with the tutor and the STA 
acting out the listening transcript rather than playing the audio. 

Apart from these two comments, the other responses from the STAs were very 
positive, showing that they enjoyed the experience and also gained useful skills for their 
ongoing development, such as communication skills, confidence in public speaking and 
preparation for future teaching opportunities. 

 
“It was a great opportunity to train and develop my explanation skills.” 
 
“I become [sic] more confident to speak in front of a group of people.” 
 
“It might help find a part-time job as a non-official [target language] teacher  
  in other countries. 

3.2.3 Responses from language tutors 

All but one of the language tutors rated the experience both ‘very enjoyable’ and ‘very 
useful’. The main benefits of working with STAs, as mentioned by the tutors, were: 
 

 Providing students with more individual feedback 
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 Enabling students to work in smaller groups 
 

 Exposing students to more than one tutor’s accent and voice 
 

 Enabling students to learn from a peer 
 

 Providing students with additional, up-to-date cultural information from the 
STA’s perspective 

 
Despite evaluating the experience positively, one tutor commented that there seemed to 
be additional workload involved when working with a STA: 

 
“It’s not that I didn’t like this experience, but I found that I spent quite a lot of 
  time for extra work connected with STA’s activities in the class and 
  presentation preparation and it would be fair if the teachers were somehow 
  rewarded for their additional work with STAs.” 

 
In addition, the tutor who did not find this experience useful explained his response as 
follows: 

 
“This is something new to me and I don’t know how to use this resource well.” 

 

Both of these comments show that further work is needed to refine the remit of STAs and 
to clarify how tutors and STAs can work together in the most efficient and effective way. 
Particularly in the case of the tutor who submitted the second comment, it is clear that 
training is required not only for STAs, but also for tutors, so that the teaching partnership 
can be beneficial to all involved. 

3.3 Discussion 

The aim at the start of this study was to explore how students could be engaged as STAs 
in language classes, and to ascertain to what extent there were mutual benefits for all 
involved. If we return to the initial discussion of peer-assisted learning, it seems evident 
that the students involved in this study were not engaged in peer learning per se. Boud 
(2001) defines peers as people who are in a similar situation to one another, whereby 
peer learning usually takes place between students within the same cohort and/or 
subject. This, however, is not the case with the students in this study, as the STAs and the 
language learners are not part of the same cohort and do not share the same academic 
subject, i.e. the STAs are already experts, in this case L1 speakers, of the target language.  

Instead, it is evident that the situation here drew on a more holistic partnership, with 
STAs working with tutors on the design and facilitation of learning. An important part of 
this was the STAs’ impact on intercultural learning. They were not only helping to teach 
the target language; more significantly, they were enriching the learning experience for 
the students (and for the tutors) by providing cultural insights. This was sometimes done 
through ad hoc telling of stories and anecdotes, but also through planned presentations 



 Students as partners in modern languages: An evaluation of student 
 teaching assistants in an institution-wide language programme 

 

19 

and activities, designed and led by the STA. Healey et al. (2014) developed a model to 
present how students can be engaged as partners in higher education. The model shows 
four main areas: learning, teaching and assessment; curriculum design and pedagogic 
consultancy; subject-based research and inquiry; scholarship of teaching and learning. 
The STAs in this study can be considered to have contributed quite substantially to the 
learning and teaching of the target language and, in some cases, they were involved in 
designing activities – particularly surrounding aspects of culture, as mentioned earlier. 

As shown in 3.1, there was a variety of activities carried out by the STAs. These were 
largely appropriate, as they empowered the STAs to play a role in shaping the learning 
experience for the language learners, and also draw on their own, sometimes personal, 
experiences of growing up in the country where the target language is spoken. However, 
as this was an exploratory study, there were two STA activities which need to be clarified, 
and precautions should be taken to ensure that STAs are not over-burdened. These 
activities are: creating lesson summaries and offering support to students via email. 
Lesson summaries were created by one of the STAs, which meant that she was not only 
taking on a large workload, but she was also doing much of the learning for the students. 
Some STAs were also spending time out of class emailing learners and offering extra 
support. This might be appropriate as long as the workload does not become too 
onerous. In both of these activities, it is necessary to ensure that the STA training includes 
a discussion about workload and what are and what are not appropriate activities for 
STAs to carry out. 

With regards to the second aim, the findings reveal that this approach to language 
learning had benefits for all involved – learners, STAs and tutors. This principle of mutual 
benefit, or in Cook-Sather and Felten’s (2017: 5) terms, an “ethic of reciprocity”, is key to 
approaches which seek to incorporate students as partners, giving students a sense of 
voice and belonging in the learning and teaching process. 

4 Concluding remarks 

In summary, the findings from this exploratory study have shown that STAs can be 
engaged in a variety of ways when teaching languages in partnership with tutors. Of 
particular note is the STAs’ potential to enrich the learning experience with cultural 
insights, and the intercultural exchange which takes place between STAs and language 
learners. 

Mutual benefits were identified for all involved, but it was noted that the initial 
training should clarify which activities STAs should and should not be asked to carry out. 
Additionally, training should also be offered to tutors, so that the benefits of this 
partnership can be enhanced further. This includes highlighting ways of engaging STAs as 
meaningful partners, in order to prevent STAs from feeling under-utilised.  

Finally, it would be interesting to conduct research on the use of STAs who are not L1 
speakers of the target language, in order to explore whether such a partnership brings 
different and/or additional benefits for language learners, STAs and tutors.  
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Abstract  

The paper shows how a "Cultura"-driven project was implemented in a multicultural and 
multilingual adult foreign language class. Our research study was conducted in the Center for the 
Study of the Hellenic Language and Culture at the University of Ioannina, in Greece. The project 
contributed not only to the development of the learners’ cultural awareness but also to the 
enhancement of their language skills and more specifically of their oral skills. Learners were 
actively engaged in a virtual (synchronous) learning environment.  

Keywords: “Cultura”, intercultural awareness, oral skills enhancement, Greek as a foreign 
language  

1  Introduction  

In the modern reality of globalised knowledge where information is disseminated widely, 
foreign language teaching is influenced by the diffusion of information and 
communication technology (ICT), the use of which is indispensable during language 
lessons. Additionally, teaching a foreign language as a tool for developing intercultural 
awareness is at the core of the research interest (Dervin & Liddicoat, 2013; Furstenberg, 
2010; Furstenberg & Levet, 2010; Levet & Waryn, 2006). It has also been found that the 
use of electronic learning tools contributes significantly to learners’ intercultural 
awareness development (Hill, 2015). 

The aim of this paper is to show how "Cultura"-driven projects (Furstenberg et al., 
1997) can be implemented in multicultural and multilingual adult foreign language 
classes. Such projects contribute not only to the development of learners’ cultural 
awareness but also to the enhancement of their language skills. We focus on learners’ 
oral skills development. Furthermore, we suggest that learners of less widely spoken 
languages may greatly benefit from the implementation of such projects. Despite the fact 
that "Cultura" can be easily implemented among students of a multicultural and 
multilingual class, involvement of a partner class is beneficial. Nevertheless, if partner 
classes are involved, learners’ exchanges should not be restricted to asynchronous means 
of communication. Learners should rather actively engage in a virtual (synchronous) 
learning environment, despite any difficulties, limitations and restrictions that may apply.   

                                                           
1
 Special thanks to Dr Glyn Hicks for proof-reading the manuscript.   
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The rest of the paper is organised as follows: In Section 2, the "Cultura" project is 
briefly presented, while in section 3 we sketch the implementation of a "Cultura"-driven 
project in a class of adult learners – from various linguistic and cultural backgrounds – 
who study Greek as a foreign language at the Center for the Study of the Hellenic 
Language and Culture (He.La.S.) at the University of Ioannina. We also make reference to 
the role of adult educators in such projects. The paper concludes in Section 4 with overall 
comments and future perspectives. 

2  The "Cultura" project 

Foreign language teachers and their students participate in “Cultura” projects. Students 
come from two different cultures. An entire language course can be structured on the 
basis of "Cultura". Such projects can be implemented in intermediate and advanced-level 
classes. Learners participate in cultural data exchanges through the completion of 
exercises and activities that aim to highlight cultural differences. Then, they usually post 
their work on an electronic platform. Different views expressed on the platform further 
motivate the discussion during each partner’s language class. So "Cultura" projects may 
be seen as tools that contribute – mainly through the use of electronic means of 
communication – to the language learners’ understanding of attitudes and perceptions in 
a foreign language and culture. This consequently leads them to the development of their 
intercultural awareness. At the same time, though, such projects are beneficial to the 
learners’ language performance (Furstenberg et al., 2001).  

"Cultura" was designed at M.I.T. in 1997 (Furstenberg et al., 1997). Despite the fact 
that it was initially addressed to French students only, it was then applied to students in 
secondary education (Furstenberg et. al, 2001) and to students of other languages (Chun, 
2014). The need for designing such projects emerged from the view that the development 
and improvement of learners’ intellectual and cognitive level should be linked to 
intercultural and multicultural knowledge and education, especially, as a consequence of 
the new era of information society. It also relates to the view that the development of 
intercultural awareness cannot be easily achieved in the narrow context of monolingual 
foreign language classes. It is a dynamic process in the sense that it involves practices 
employed in the understanding and assimilation of various cultural attitudes, perceptions 
and rules (Furstenberg et al., 2001). 

The epistemological background of "Cultura" lies in the constructivist pedagogical 
learning model which places great emphasis on the learners’ interaction with their social 
environment and on their respect of cultural rules, allowing them thus to construct 
principles of multiculturalism. During the implementation of such projects, the features of 
the constructivist learning model become visible in various instances: when learners 
collect, analyse and use primary source material, when they cognitively process it 
(through the use of cognitive verbs), when they interact with one another (through 
questions and answers) and when they integrate in communication networks and 
become "intercultural speakers" (Byram, 1997; Byram & Fleming, 1998). 

The project contributes to learners’ language use and intercultural interaction 
because differences between semantic networks in various cultures can be explained. 
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This shapes learners’ intercultural education and competence (Carmel et al., 2012; 
Németh & Tseligka, 2018). "Cultura" projects help learners "see the world through the 
eyes of others" (Furstenberg et al., 2001: 58). 

Moreover, internet use also plays a central role in the implementation of such 
projects, as intercultural communication between learners can be easy and frequent. 
Consequently, ICT use can contribute significantly to the improvement of the effective 
implementation of these projects (Furstenberg et al., 2001). It goes without saying that 
learners’ language and cultural backgrounds as well as their ICT skills affect the degree of 
effectiveness and efficiency of the projects.  

These projects can be implemented in any language and culture. They can be 
modified according to the educational needs and aims of the target language group 
(Bauer et al., 2006). However, its original version included five stages (Furstenberg et al., 
2001):  

1. Learners complete online questionnaires (in their mother tongue) which aim to 
identify cultural differences concerning various social issues and values. Data is 
collected through word definitions and sentence completion activities. 

2. Learners compare and analyse cultural differences. They make assumptions 
about what is causing them. They may work on their own or in pairs/groups. 

3. Learners participate in a dialogue, via asynchronous electronic means of 
communication, during which they share their thoughts and assumptions with a 
partner class. They exchange ideas and enrich their views. 

4. Learners have access to opinion polls that include a wide range of views on 
various social issues. Exposure to this type of data allows learners to broaden 
their views and study further the issues they have been exploring.   

5. Learners collect additional material related to the cultural issues under 
investigation by watching films, reading articles, texts and books. They seek 
feedback on the material collected.   

3  The application of “Cultura” when teaching Greek as a foreign language  

In this section, we describe how a "Cultura"-driven project was implemented in a 
multicultural and multilingual adult class. The target language was Greek. The exchanges 
with the partner class were solely based on a synchronous method of communication 
(teleconferencing). Our aim was to provide further support for the view that "Cultura" 
projects can be used as tools that develop learners’ intercultural awareness. More 
importantly, we aimed to highlight the role “Cultura” projects play in the students’ 
language enhancement and, more specifically, for the enhancement of their oral skills. 
Less attention was paid to the production of written material.  

3.1 Participants  

Ten B2-level learners, who attended the "Winter Programme for the Greek Language and 
Culture" during the academic year 2017-2018, participated in the project. The programme 
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is organised annually by He.La.S. at the University of Ioannina and it lasts eight months. 
More specifically, this small-in-number multicultural and multilingual class (based on the 
policy He.La.S. has on the maximum number of students per class) had the following 
characteristics:  

 Participants came from seven countries as shown in Table 1:  

Table 1: Participants’ country of origin  

Country of origin Number of participants 

Bulgaria 2 

Switzerland 1 

Ireland  1 

Spain 1 

Italy  1 

Mexico 1 

Russia 3 

 

 The participants were aged 22-40 years. 

 Educational level:  

o Tertiary education: 5 (five) 

o Secondary education: 5 (five)  

 Reasons for learning Greek:  

o To live in Greece: 7 (seven) 

o To study in Greece: 2 (two)  

o Of Greek origin/ancenstors: 1 (one)2  

The partner class which participated in the project were students who were studying 
Greek language and literature at the University of Tirana, in Albania, at B2 level at least. 
For the purposes of this paper, the focus of the project’s implementation is on the 
multicultural and multilingual class. Both partner classes followed the stages described in 
what follows.    

3.2 Data collection   

Learners were invited to search for and collect news material from either printed or 
online newspapers. They were free to choose any topic they were interested in (i.e. 
economic, social, political, cultural, environmental). Teachers only provided guidance 
when needed, in relation to the available sources of reference. Learners were allowed to 
work on their own or in groups as long as teachers were notified. The duration of this 
stage was one week.   

                                                           
2
 The participant was learning Greek for personal reasons. 



 Language enhancement and intercultural awareness: The application of  
 a “Cultura”-driven project when teaching Greek as a foreign language 

 

 

25 

3.3 Data processing 

Once the material was collected, learners were asked to discuss it in class with their 
classmates. This stage lasted one week, during which learners were motivated to engage 
in multicultural conversations. Initially, the news titles were first recorded in a table 
structure and the texts’ language was normalised. Then, learners divided the topics into 
subject categories based on their content. They had the opportunity to exchange ideas by 
discussing the news titles. This enabled them not only to develop their intercultural 
awareness but also to improve their language skills. They noticed differences between 
their culture and the culture of others. They started thinking critically about their own 
perceptions and values and essentially about their own culture (Allen, 2004). 

Learners were mostly interested in cultural (see 1-2 below) and scientific topics (see 
3-4 below). Topics related to environmental (see 5 below) and daily life (see 6 below) 
issues also caught their attention.   

1. Athenians and their love for culture, literature, cinema and theatre 

2. A woman’s skull from the Mesolithic period  

3. Artificial intelligence  

4. Blood test for cancer  

5. The use of plastics in the E.U. 

6. Problems caused by strong winds in the country 

During the second phase of this stage, students analysed the data in a systematic and 
detailed way. The discussion benefited from reference that learners made to other 
sources, something which enhanced their co-operation and contributed to the 
development of all language skills. In terms of oral language use, learners developed 
constructive dialogues through which they critically approached the data. It was further 
noticed that less active learners were also incentivised to participate in the discussion, as 
issues concerning their own cultural origins were addressed. Finally, they improved their 
writing skills through exercises which focused on semantic pairs, name pairs and 
hypernyms recorded in semantic maps. They worked in groups and applied the newly 
acquired vocabulary to imaginary stories they produced.  

3.4 Virtual exchange - synchronous intercultural communication 

During the last stage, the two partner classes met in a virtual environment for 
synchronous communication. During the project’s initial planning, partner teachers set 
the date on which the virtual exchange would take place. Learners had a week between 
stage two and three to prepare short presentations for the virtual meeting. During that 
week, partner teachers were in contact to set the final date for the teleconferencing 
meeting, as the date initially planned had to change due to unforeseen reasons. They also 
dealt with various technical issues. The exchange took place during the partners’ regular 
language classes. Teachers wanted to ensure that this stage was part of the 
programme’s/course’s educational procedure. Partner teachers were also present in the 
meeting but their role was mainly facilitative: it was reduced to breaking the ice between 
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the two partner classes at the opening of the exchange. Each partner class presented 
their topics of interest. The partner class presented the topic “Visits to sites of cultural 
interest” which triggered discussion among learners of both classes.     

3.5 The role of adult educators in "Cultura"-driven projects  

Any programme in Adult Education is successful and effective  

 when learners’ active participation is promoted,  

 when learners’ previous knowledge and experiences are put to use,  

 when the way each learner learns is taken into account,  

 when we try to overcome any learning obstacles which emerge during the 
learning process (Courau, 2000; Noye & Piveteau, 1999). 

Hence, teachers play a crucial role. In what follows we discuss the teachers’ role in the 
implementation of our project.  

The educators’ role was complex and multidimensional. A number of different 
competences were required, i.e. building relationships, engaging learners in planning and 
encouraging initiative (Knowles, 1998). Initially, an environment of trust was established. 
Teachers showed interest in every stage of the process, from data collection to the 
presentations. They acted as guides and sources of inspiration whenever difficulties 
arose. For example, some of the learners expressed concern as to whether they could 
participate in the project as they faced problems during the data analysis mainly caused 
by their poorer language performance. In cases like these, the teachers’ contribution was 
decisive; they kept encouraging those students, thus creating a positive learning 
environment which was characterised by mutual respect, cooperation and freedom of 
expression.  

Additionally, teachers’ intercultural knowledge and awareness also played a major 
role, as they themselves had to overcome difficulties which arose during the project’s 
implementation in such a rich multicultural environment. Teachers treated all learners 
equally and with respect based on the fundamental elements which compose the 
framework of any intercultural communication: respect to all forms of diversity, 
promotion of mutual familiarity, harmonious coexistence and cultural exchange (Magos & 
Simopoulos, 2009). They further had to identify the educational needs of the class. They 
also had to understand that the learning process in such a multicultural class is influenced 
largely by personal beliefs, stereotypes and prejudices, something which is not the case in 
non-multicultural environments (Τσιμπουκλή & Φίλλιπς, 2010). Despite the fact that 
stereotypes and prejudices may not always occur during classes, they trigger underlying 
conflicts and controversies among class members. Nevertheless, when they do occur in 
class, teachers need to manage them. For example, learners – coming from countries with 
different laws about the use of plastic bags – expressed derogatory views about their 
classmates.   

Teachers also had to choose and apply educational methods which promoted learner-
teacher interaction (Kόκκος, 2005). They further applied methods which promoted 
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learners’ critical thinking (Mezirow, 2007), i.e. discussion, role plays, brainstorming. The 
most important and effective method was discussion. Learners felt that they were treated 
as equal members of the team during the learning process. They were also free from any 
stress caused by feelings of inadequacy or inadequate training (Βασάλα & Ανδρεάδου, 
2010; Courau, 2000; Rogers, 1999). It is worth mentioning that students incorporated all 
these elements not only during discussions in class but also during the exchange with the 
partner class. This shows us that the implementation of "Cultura"-driven projects also 
contributes to the cultivation of learners’ interpersonal skills (i.e. argumentation, 
identification of genres, etc).    

4  Conclusion 

The purpose of this paper was to provide further support for the view that "Cultura"-
driven projects enhance the development of adult foreign language learners’ intercultural 
awareness. As a matter of fact, such projects offer a modern approach to intercultural 
teaching and learning. They can be applied to multicultural and multilingual language 
teaching environments. Furthermore, they are tools which promote the development of 
language skills and, more specifically, the development of learners’ oral skills. Based on 
qualitative data (the teachers’ observations) during the implementation of the project, 
we reach the following conclusions:  

In terms of learners’ development of intercultural awareness, we noticed that they 
expressed curiosity and interest in other cultures while at the same time they thought 
about their own cultural values. They accepted and respected diversity. The analysis of 
the data exposed learners to different social and cultural attitudes, perceptions and 
values. This strengthened the cultivation of their intercultural skills. They had to compare, 
interpret and critically link elements existing in different cultures (Iωαννίδου, 2015). 

As far as language skills development is concerned, learners’ participation in 
discussions was achieved effortlessly through the creation of semantic networks and, 
most importantly, through their spontaneous desire to defend the values of their 
cultures. It has to be mentioned that there was no direct teaching of any morphosyntactic 
phenomena during the project’s implementation. "Cultura" projects, consequently, may 
enrich the foreign language teaching and learning methodology. At the same time, we 
would like to recognise that the lack of student assessment in "Cultura" projects is a 
weakness (see also Hill, 2015). This remains open for future research. 

Moreover, this active approach to language teaching and learning brought learners in 
front of different communicative circumstances, outside the classroom’s narrow 
boundaries. It is worth mentioning that this project enabled students of two different 
institutions – as well as educational systems – to exchange views and thoughts and, 
generally speaking, to interact in a foreign language. Therefore, we would like to suggest 
that "Cultura"-driven projects are tools that should be incorporated when teaching 
multicultural and multilingual classes as well as when teaching less widely used languages 
abroad, where opportunities for oral language exchanges could not be easily achieved. It 
is also worth noting that similar projects could be implemented between learners of a 
foreign language and native speakers in a language (e.g. secondary education students). 
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The first team would aim to develop their oral skills, whereas the second would benefit 
from the intercultural contact. Despite the fact that the procedure we followed was 
based on a self-directed learning model, learners entered into a subjective learning 
process through which they had the opportunity to be self-improved by taking initiatives 
(Mάνθου, 2007).     

However, we noticed that some points require further attention. For example, some 
learners lacked familiarity with the use of modern electronic learning environments. At 
first, they were suspicious; they doubted if successful intercultural communication with 
the partner class could be achieved. At times, they did not feel confident about their 
performance during the exchange, as they were expecting the partner class to be at a 
more advanced level. Finally, during the virtual exchange stage, learners had to lose their 
inhibitions and overcome their insecurities in order to defend their cultural beliefs and 
values. 

In conclusion, "Cultura"-driven projects can fulfil a two-fold goal: they can develop 
language learners’ and teachers’ intercultural awareness and they can be successfully 
implemented in multicultural and multilingual adult foreign language learning 
environments – even when a partner class is not involved. In such cases, learners’ oral 
skills are enhanced through discussions which help them build semantic networks to 
comprehend different cultural values. Finally, it is a tool perfectly suited in the modern 
educational era we all live in, where education should not be seen as a neutral space but 
as a field of conflict that triggers ongoing joint negotiations by its members (Ανδρούσου & 
Μάγος, 2001). 
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Abstract  

Research has shown that the benefits of using music in language classes are numerous; there is 
better vocabulary retention, improved pronunciation, and better grasp on the grammar, in 
addition to being authentic and motivating. Nevertheless, many teachers only use music as breaks 
from the more traditional study methods, instead of seeing it as a useful way to reach the goals. 
Moreover, when they do include music as a part of the curriculum, they often stick to simple 
translations or gap-fill exercises. This paper introduces six different language lessons where music 
plays the key role. These methods can be implemented in different ways for different levels but the 
goal is always to improve the students’ language abilities. By including some or all of these lessons 
in their curriculum, teachers can add to the variety of their language class at the same time as 
they make the classes fun, authentic and beneficial for the students.  

Keywords: Language learning, English, education, music, lessons 

1  Introduction1 

The role of English in the world is increasing and in many countries, it has become an 
inseparable part of people’s daily lives. This calls for advanced English knowledge and 
therefore increased emphasis on English in the school system. Nevertheless, it is not 
enough to increase the hours children spend learning English. It is also important to 
provide quality teaching methods that could effectively assist the performance of well-
rounded language users.  

Research has shown that children learn language better through music (e.g. Legg, 
2009; Pérez Niño, 2010; Trinick, 2012; Israel, 2013; Kara & Aksel, 2013; Džanić & Pejić 
2016; Shayakhmetova et al., 2017). Music plays a big part in most of our lives, and for 
teenagers, it plays a particularly significant role as it helps them, among other things, to 
define who they are. Using music to teach language does therefore not only lead to 
better language users, but it is also likely that the students enjoy the lessons more (e.g. 
Shen, 2009; Millington, 2011).  

Using music in the classroom is by no mean innovative, as songs of various kinds have 
been a part of traditional teaching methods for a long time, particularly in early childhood 
education. In the Icelandic National Curriculum for Day Care and Kindergarten, for 
instance, the importance of music in the classroom is emphasised, ever since the first 
edition of the curriculum in 1985 (Menntamálaráðuneytið, 1985). However, music has not 
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usually played an important role in classes of older children and teenagers 
(Guðmundsdóttir, 2008).  

The goal of this paper is twofold. Firstly, to shed light on the positive influence music 
can have on language learning, and secondly, to give language teachers some further 
ideas of how they can use music in the language classroom in order to make it a more 
beneficial and enjoyable learning experience for the students. 

2  The benefits of using music in language learning 

Musical-rhythmic and harmonic intelligence were among Gardner’s (1983) intelligences 
and have to do with sounds, rhythms, tones and music. Gardner (ibid.) believed that 
among the purposes of schooling should be to develop these various intelligences. Most 
schools in Europe include music as a part of the curriculum but in Iceland, it has 
sometimes been difficult to fill these positions, which has led to limited music education 
in the Icelandic school system (Guðmundsdóttir, 2008). In order to develop the musical 
intelligences it is therefore important to integrate music with other subjects, as is in fact 
stressed in The Icelandic National Curriculum from 2011 (The Ministry of Education, 
Science and Culture, 2011). There, it is pointed out that music can be integrated with 
almost any subject and it can benefit both; integration adds more music to school and 
that will lead us to learn certain subjects better. In fact, Mills (2005) has pointed out how 
learning through music increases self-confidence, and the students enjoy school more. 
This may particularly apply to language learning, whether it is the first or second 
language, as Moore (2009) noted that singing in the classroom has benefits for both 
music development and language development and should therefore be viewed as a 
purposeful methodology for both. Furthermore, Moreno et al. (2011) showed that short-
term music training enhances verbal intelligence and executive function.  

Language and music have much in common, as they are both used to express 
feelings, thoughts and situations. Both can have different meaning depending on the 
person expressing themselves. Both have rules and structures. Most research done on the 
use of music in English classes emphasises how music makes it easier for people to 
remember and at the same time help the individual grasp the language and its meaning. 

The idea of using music in language learning is far from new, as Bartle (1962), 
Richards (1969) and Jolly (1975) all encouraged its use in the language classroom, both for 
its linguistic benefits and for its motivation. Since then, the different benefits to using 
music in the classroom have been confirmed by various studies. These are benefits such 
as vocabulary retention (Medina, 1990; Ludke et al., 2013), grammar (Kara & Aksel, 2013), 
oral production (Pérez Niño, 2010), cultural exposure (Shayakhmetova et al., 2017), and 
motivation (Israel, 2013; Džanić & Pejić, 2016), in addition to making the classes more 
enjoyable (Shayakhmetova et al., 2017). Thus, even though many students find 
pronunciation a difficult part of language learning, using songs can change a negative 
perspective to a positive one, particularly if the students like the music used.2  
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In English classes, the benefits of using music might be even greater than in other 
language classes because of the status English-language music already has worldwide – 
English is seen by many as the language of pop and rock. In fact, many non-native 
speakers of English choose to write their songs in English in order to increase their 
chances of an international breakthrough. Hence, it is likely that the students’ favourite 
singer or band sings in English.  

Furthermore, using popular music introduces authentic texts to the students (albeit 
not all from English-speaking cultures), which can be a welcome change from the 
educational textbooks. Also, as culture is quite often reflected in music, listening to songs 
can help with teaching students about different cultures. However, Shayakhmetova et al. 
(2017) have pointed out that teachers do not always pay attention to the availability of 
the socio-cultural information in the lyrics. Nevertheless, with carefully chosen songs, 
music can play an important role in enhancing the students’ knowledge of cultural 
matters.  

However, Ndhlovu (2017) has pointed out that there are some limitations to using 
music in language classes but that these can be kept to a minimum with good 
management. A well-structured lesson plan, clear goals and assessment strategies can for 
instance increase the value of the class so that it does in fact promote foreign language 
learning instead of merely providing listening pleasure. He emphasises the importance of 
allowing the students to choose their genre of music, as they can be less motivated or 
even aloof from the classroom proceedings if they do not like the music at hand.  

It is clear that the benefits of using music in the language classroom are numerous. 
Nevertheless, music is most often used in class as a break from studying and not as a way 
of teaching in itself (Deubelbeiss, 2013). Breaks can certainly be quite welcome in a hectic 
school day, but only using music as breaks from other work overlooks the possibilities 
that music can provide to learning in itself. The next section introduces different lesson 
ideas where music plays a crucial role in the language-learning classroom.  

3  Using music in the language classroom 

Many ESL/EFL teachers use music in English classes, as it can be a relaxing way to 
introduce more diversity into the classroom. However, Lorenzutti (2014) has pointed out 
that too often the teachers seem to focus on gap-filling exercises where the students 
listen to the lyrics and fill in the missing words on their text sheets. Lorenzutti (ibid.) 
therefore suggests different methods that teachers can use in order to make the most of 
the “natural advantages that songs bring”. Many others have suggested their own ideas 
of using music in the language classroom; two recent examples are Lems (2018) and 
Proulx (2018). Various educational websites (e.g. Songs for Teaching 2012-2016; Simpson, 
2015; Williams, 218; Lewis 2019) can also be found with subsections on how to use music 
in the language classroom.  

An innovative teacher who wants to venture away from the gap-fill exercises and allow 
their students to experience something different already has access to various ideas. 
Nevertheless, when it comes to using music in language classes, the possibilities are 
numerous. Therefore, this section will provide the language teacher with six other lesson 
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ideas. Notice that, even though they are targeted towards English, they can be used to 
teach any foreign language. 

3.1 Lesson idea 1: Music diary 

Keeping a music diary is an ongoing project throughout a certain period, such as one 
term. The basic idea is that the students use a specific notebook for the project (or a 
computer file in a more computer-friendly school environment) and write entries once or 
twice a week. The main instructions are that the entries have to be about music, but the 
students decide themselves whether they write about a specific song, a band, a singer, an 
instrument or even a concert they may have attended. The teacher can specify the length 
of each entry, for instance one or two pages. The emphasis is on personal entries, the 
song or the band from the viewpoint of the student, and can deal with how they feel 
about the song, what they like or do not like about it, and whatever the student wants to 
express.  

The teacher can also decide to give specific instructions for some of the entries, or 
even specific themes. The students could for instance be encouraged to write about 
music they do not usually listen to. A rap fan might therefore be required to write about 
heavy metal or opera. Another theme could be film scores or, in December, Christmas 
music. The music does not have to be in English, but the entries need to be written in 
English.  

The goal of the lesson is that music will inspire the students to write in English at the 
same time as they get training in critical thinking and in expressing their opinions and 
feelings. The assessment should therefore not focus much on spelling or grammar 
mistakes but on how the students express themselves. 

3.2 Lesson-idea 2: Lyrics as poetry 

When Bob Dylan received the Nobel Prize for literature in 2016, it was a confirmation that 
song lyrics can be poetry. Nevertheless, song lyricists have a different way with words and 
in some cases, the words have a different way of surviving the lack of the melody. As poet 
Simon Armitage (2008) claimed: “Take the music away and what you’re left with is often 
an awkward piece of create writing full of lumpy syllables, cheesy rhymes, exhausted 
clichés and mixed metaphors.” 

Taking the music away from the lyrics can in fact be quite interesting and gives an 
opportunity for a wonderful project that can be implemented in many ways. The most 
entertaining one is probably performing song lyrics as if they were poetry, with all the 
emphasis and even possibly theatrical expression the lyrics call for. The project can be 
worked on an individual basis or in pairs. The students choose a particular song, 
preferably something they know well and have listened to a lot. They need to read the 
lyrics carefully and fully understand the meaning. For optimal results, it is important that 
the teacher has discussed stress, emphasis, and rhythm with the students beforehand. 
The students then sit in a circle and take turns reading their chosen ‘poems’. In some 
cases, this might result in a quite entertaining read. Who would not have fun listening to a 
Black Eyed Peas poem? 
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I gotta feeling that tonight's gonna be a good night 
That tonight's gonna be a good night 

That tonight's gonna be a good, good night 

The goal of the lesson is that the students get training in English pronunciation and in 
performing in front of others. It can also be used as an inspiration for recital and that they 
dig into lyrics in order to understand their meaning fully. The lesson is also a useful tool 
for the teacher and students to discuss meaning in music, and particularly in lyrics. The 
assessment should focus on pronunciation as well as how the students use the nuances of 
language to get meaning across.  

3.3 Lesson-idea 3: Play and tell 

Show and tell is a common teaching method where students bring an article of their 
choosing to class and talk about it for a certain length of time, often a minute or two. This 
is a variation where the students play a song instead of showing an object, hence play and 
tell. The goal is simply for the student to stand in front of the class and talk about a 
subject of their choosing. Since the students are free to choose subjects they are 
confident with and use words that they know, this method works well in language classes. 
In its original form, the student brings an article to school, but the method can be easily 
adapted to music. The students can bring instruments of their choosing or they can simply 
play a recording of their favourite song, or a piece of music by their favourite singer, 
composer or band. The assignment is prepared at home, and in class the students then 
have the opportunity to introduce to their classmates something that matters to them. 
They should not prepare slides or any other visual aids. Instead, the focus is on personal, 
relaxed presentation where the students play the music of their choice followed by their 
short presentation. The presentation can be about almost anything: why they chose that 
particular musical piece, who the singer/band/composer is, what instruments are used, or 
anything else that the student wants to talk about. Here is also an opportunity for the 
music students in the class to perform for their classmates. 

The goal is primarily for the students to get the practice of talking in front of a class, 
and at the same time bring their musical interest into their general studies. The 
assessment can focus on how well the students are prepared, how well they reached 
their audience and how good a grasp they have of the English language.  

Another version of this lesson could be called play and write, where the student adds 
a link to a video on a Padlet board and writes about it. The instructions could, for 
instance, be that the student needs to choose one song with meaning to them and then 
write about why the song means this much to them. The experience shows that students 
take that assignment seriously and take their time picking a song. They also put effort into 
what they write; they want to do well. 

3.4 Lesson-idea 4: Text analysis 

Teachers who include music in their language classes are likely to use some kind of text 
analysis. The simplest form is probably to give the lyrics and have the students explain the 
meaning or even translate them into their own language. Another method is to play a 
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song and ask the students to write down the words they know. This is often done with 
lower-level students who have not yet built up huge vocabulary. For more advanced 
students, it might be interesting to play the song without visual lyrics, and ask the 
students to describe what the song is about. The lesson introduced here is for more 
advanced students with a more complicated goal. 

The students agree on one song for the analysis. The teacher has to ensure that the 
song is suitable for the assignment. Instead of simply saying what the song is about, the 
students also need to discuss how the story is presented, whether the personal views of 
the songwriter might be visible, whether the singer can clearly express the feelings 
presented in the song and for whom the song is intended. The teacher can even take the 
discussion further and ask the students to find analogies, personifications, metaphors, 
similes or allegories, if there are any.  

The lesson can be implemented in various ways, such as a joined assignment of the 
class, group assignment or an individual assignment. It can be in the form of discussions 
or a written assignment.  

The goal would be for the students to gain experience in analysing texts, and in 
substantiating their views based on aesthetics as well as personal individual taste, and in 
the case of a written assignment, the opportunity to practice their English writing as well 
as the forms and structures of a text of this kind. Similar assignments are sometimes used 
in literature classes in schools, but applying the method to song lyrics instead of poetry 
has much more chance of reaching the interest of the students.  

The assessment of an individual written assignment could for instance focus on 
vocabulary, the structure of the report, and the analysis itself.  

3.5 Lesson-idea 5: Comparing music 

Music has changed throughout the centuries and in the twentieth and twenty-first 
centuries changes in styles and trends have blossomed. In this lesson, students will 
compare music styles to each other or even changes in style. They could, for instance, 
compare the early rock and roll of Bill Haley (or a bit later Elvis Presley) to rock music 
today, whether it is soft rock or even death rock. They could also listen to music from 
various eras and discuss how the music developed. In fact, the lesson could focus on all 
kinds of differences in music, such as different instruments of different musical styles 
(How is hip-hop different from bluegrass?) or differences in subject matters (Do country 
songs tend to tell sad stories? Are rappers usually political?). Such comparison gives 
endless opportunities to listen, discuss, analyse, argue and come to conclusions. The most 
interesting results would most likely be student-led class discussions, even though pair or 
group assignments could also be an option.  

The main goal is for the students to work jointly on a common project, to voice their 
opinions and to get to know more than one musical style. Whether the final outcome is 
oral or written, the students exercise their abilities to present their thoughts and opinions 
in English.  
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3.6 Lesson-idea 6: Creating a song 

The most challenging of these ideas concerns the creative side of students, where they 
are asked to write a song in English. Creation is one of the fundamental components of 
education, and learning takes place when the students deal with a certain stimulus, 
connect it to experience and former knowledge and create a new one. This is in line with 
constructivism theory, where the students construct their own understanding and 
knowledge of the world through experiencing things and then reflecting on these 
experiences. The teacher can use the joy of creation to motivate the students, as creation 
involves doing something different from how it has been done before, and it can increase 
curiosity and imagination, as well as helping discover and play with possibilities. 

This is a group assignment and it is probably best if the teacher divides the students 
into groups, making sure that the students who are taking music lessons are not all in the 
same group. The teacher can give the students different themes, such as the four 
seasons, peace, war, the future, dreams, unity, homeland, or anything else that might be 
relevant at each time. The subject matter could also be optional. The idea is that the 
students write both the lyrics and the melody. They decide for themselves whether they 
use instruments other than the voice and what musical style they want. However, the 
teacher needs to be flexible if the students are having a hard time with the project, 
particularly when it comes to creating a melody.  

The goal is to have fun with creation. Those who play a musical instrument get the 
opportunity to use their skills in class, those who do not play can have the opportunity to 
try, and those who are less interested in the project are challenged to go outside of their 
comfort zone, and even discover something new. As this is a project in English, the lyrics 
play a big role and a student group having a hard time with creating the melody might 
choose to write a rap song, using a pre-existing melody as the base. In such a case, there 
would be more focus on the rhyme and the students would need to pay more attention 
to the rhythm of the lyrics themselves. The students would hand in a video of the song or 
even perform it live.  

4  Conclusion 

Various studies (e.g. Pérez Niño, 2010; Kara & Aksel, 2013; Džanić & Pejić 2016; 
Shayakhmetova et al., 2017) have shown that using music in language classes can 
improve language learning. Firstly, musical education in general enhances verbal 
intelligence, which obviously benefits any language learning whether it is in first or 
second language education. Nonetheless, using music particularly in language classes has 
also value in itself. Music makes it easier for students to remember what they learn, 
which can help with vocabulary, grammatical rules and pronunciation, as well as tuning 
the ear to the language. Using music in the classroom can be motivating, particularly if 
the students like the music being played, and increases self-confidence, making the 
classes more fun as the students might not even be aware of the fact that they are 
actually learning. Furthermore, music is authentic and it can add to the cultural value of 
the lessons.  
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Music should therefore not only be offered as a break from “more serious” studies, 
but as a teaching method in itself. However, many teachers who use music in their class 
do not go beyond simple translations or gap-filling exercises and might therefore benefit 
from learning about different lesson ideas. The purpose of this paper is to give language 
teachers some further ideas of how they can use music in their language class in order to 
make it both beneficial and enjoyable. However, the methods presented here have not 
yet been tested with recognised, measurable methods. That is a project for a later time. 
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Abstract 

The paper attempts to illustrate the process of using project work and cooperative learning in 
English for Specific Purposes (ESP) classroom at the Department of Professional Studies of the 
University of Split, Croatia. Project work is an effective medium for incorporating language and 
content learning, and the author’s focal point in its implementation is to observe what specific 
benefits such an interdisciplinary work conducted at the senior year of Specialist (Master) 
Business Trade study programme could offer to future professionals in the area of tourism and 
business. The instruments for descriptive data collection included the instructor’s observations 
before, during and after the intervention, students’ written reports, creation of a web page 
and/or PowerPoint presentations that supported the oral presentations. The results are 
conducive to further use of student projects in Higher Education ESP courses.  

Keywords: project work, cooperative learning, ESP, student-centred instruction, interdisciplinarity 

1  Introduction 

An increasing number of innovative approaches to teaching, learning, and acquiring 
knowledge have emerged to accommodate rapid changes in requirements for 
competencies and knowledge of the 21st century students. Some indispensable skills of 
future professionals in today’s complex work environments include interdisciplinary 
competence, creativity, abstract and critical thinking, collaboration, knowledge of 
languages, business communication and literacy in information communication 
technology skills. This reality compels educators and academics to create new tools and 
pave the way for new educational experiences and methods of teaching. Teacher-centred 
settings, which mainly and almost exclusively defined our classrooms for the past 70 
years, are shifting towards teaching strategies that support different learning styles and 
equip students with new skills. Among them, autonomous, self-directed learning and 
lifelong learning have become areas of emphasis in preparing students for jobs and 
technologies that, many say, do not yet exist (Gunderson et al., 2004). 

Moreover, using the latest information technology tools to facilitate the learning 
process has become an essential part of the very process of learning. It is important to 
reflect reality in the classroom especially if we take into consideration that millennial 
students are “digital natives” who “think and process information fundamentally 
differently from their predecessors” (Prensky, 2001: 1). Those “native speakers of the 
digital language of computers, video games and the Internet” (ibid.) also have a much 
higher chance of communicating with foreigners in digital environments on daily basis. 
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Additionally, implementation of benchmark systems and the adoption of the 
Common European Framework of Reference for Languages developed by the Council of 
Europe (2002) have shifted the language assessment from teacher’s determination of 
students’ outcomes to an open and flexible system that recognises students’ abilities to 
understand, use and produce language in diverse forms and for a variety of purposes. 
While trying to be neutral and not favouring any approach to language learning these 
new advances promote “independence of thought, judgment and action, combined with 
social skills and responsibility” (Common European Framework of Reference for 
Languages, 2002: 13). Also, the transformation of teacher-as-authority model, at an era of 
technological globalisation, a plethora of sources of “knowledge” and instructional media 
have brought to the fore an idea of re-evaluation of the teacher’s role in the process of 
acquiring a language (Kosanović, 2018: 269-270). Removing the focus from the teacher’s 
input and assessment to the student’s engagement in the learning process, constructive 
alignment and learning outcomes has resulted in the teacher’s creation of those learning 
environments that enhance student-centred and cooperative learning where students try 
to demonstrate responsibility for their own learning while working in collaboration with 
other team members. The instructional situation develops into a joint venture of all 
parties involved and entails more collaborative efforts. Even though students become the 
main creators of the final product, teachers are indispensable in their role of creators of 
motivating learning context in which they act as facilitators, counsellors and supervisors 
during the course of learning. 

There are several pedagogical methods that incorporate cross-disciplinary content 
and promote learning in meaningful and authentic context using the target language as a 
tool for communication. Some of those approaches that utilize the principles of 
integration of content matter and language are Content and Language Integrated 
Learning (CLIL), Project-based Learning (PBL) and Content Based Instruction (CBI). 
According to Coyle, Hood and Marsh (2010), CLIL includes a long-term programme, 
normally in primary and secondary education, where students learn subject content 
through a language, which is usually, but not necessarily, English. While the focus on 
developing communicative skills and content knowledge is considered equally important 
in CLIL, CBI, which is increasingly used in second language education, is content-driven 
and focuses strategically on those language skills that facilitate the apprehension of 
content (Met, 1999). Both CLIL and CBI promote collaborative work grounded in task-
based activities. PBL, seen as a continuum of offering language support to assist learning 
of the content, is generally of shorter duration and is a part of an existing curriculum. It is 
a concept that uses project idea as a starting point to develop an end product and 
originally stems from constructivist learning which states that the knowledge needs to be 
acquired by the student through higher-order thinking skills: reflection, implementation 
of prior experience for knowledge construction, abstraction and experimentation 
(Glasersfeld, 1995). 

Having similar instructional aims, this study attempts to describe one such process of 
implementing project work in an ESP classroom with the key activities focusing around 
productive language and content skills employing self-directed and cooperative learning.  
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The following sections include a brief theoretical framework and background on 
collaborative learning in the process of developing project work. The paper also attempts 
to provide an overview of the strategies employed in the classroom. A description of the 
implementation of a semester-long, in-class, project work conducted by the senior year 
specialists (Master’s level) Business trade students will precede the evaluation of its 
application. The final part of the paper concentrates on discussion, and offers some 
guidelines for future use of the project work in the field of ESP. 

2  Theoretical background 

The path of a learner’s second language acquisition is expansive and encompasses many 
different factors ranging from student’s individual differences and cognitive capacity, L2 
motivation, learning strategies and self-involvement, previous knowledge, psychological, 
societal and background factors (Kosanović, 2018). The father of second language 
acquisition (SLA), Rod Ellis, acknowledges that acquiring a language requires “a complex 
cognitive skill, which, like other such skills, engages cognitive systems (such as perception, 
memory, and information processing) to overcome limitations in human mental capacity 
which may inhibit performance” (Ellis, 2000: 175; Kosanović & Bakarić-Grgičević, 2015: 
63). In order to find ways to best facilitate language learning, Norris & Ortega (2000) have 
identified 49 studies conducted on the effectiveness of L2 instruction, but so far there has 
not been a uniform agreement on the savoir faire. It is evident that copious factors take 
place in the acquisition process, and despite the abundance of research and theory 
conducted by applied linguists, psychologists, and second language (L2) acquisition 
theoreticians there is still no generally accepted theory of foreign language acquisition 
(Pavičić Takač, 2008) that would successfully encompass all predictable and unpredictable 
aspects of language development. Likewise, as there are no general rules of instructed 
language acquisition, there is no prescriptive second language syllabus that should be 
followed (Ellis, 2005), and just as there are different theoretical approaches, diverse 
methods are implemented in our classrooms. 

In the late seventies of the past century Wilkins (1976), Nunan, (1988), White (1988) 
and Beglar and Hunt (2002) drew a distinction between two broad types of syllabuses. 
The structural or “synthetic syllabus”, is the type of programme where learners try to 
gradually accumulate discrete linguistic points such as grammar, lexis and forms, and the 
“analytic syllabus”, which centres on real-life communication and learner-centred 
language acquisition, thus promoting communicative purpose in controlled conditions. 
Here, the language forms are of secondary importance and are presented to learners 
when dictated by the content itself (Nunan, 1988; Kosanović, 2018). 

Nowadays, many teachers turn to textbooks that support the four skills, include 
cultural and social skills and at least some project-based learning (PBL) that focuses on 
case studies in order to combine instruction and approaches that will provide learners 
with some rule-based competence, controlled production while not neglecting the free 
expression that leads to L2 proficiency.  

Cooperative learning, a method that has been employed in the project work, has its 
roots in social interdependence theory which states that the positive or negative 
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“outcomes of individuals are affected by their own or others’ action” (Johnson & Johnson, 
2009: 366). The dynamics of cooperative learning mean that the group members are 
interdependent of each other through the common goal which motivates the members 
for action. Briefly, any action conducted by a member of a team will affect the others. If 
there is a positive interdependence, the team members will promote, encourage and 
facilitate team efforts to attain a common goal, while if there is a negative 
interdependence the interaction will be obstructed and most likely result in failure to 
attain goals. If achieved, Johnson and Johnson (2009: 367) claim that the positive 
interdependence through cooperative learning creates greater productivity than 
autonomous, individualistic effort, and it “does more than simply motivate individuals to 
try harder; it facilitates the development of new insights and discoveries and the more 
frequent use of higher level reasoning strategies“. 

Project-based learning, on the other hand, entails an individual process of active 
building of knowledge in combination with teamwork where it is hard to predict the 
success of learning as it depends on changing factors. Constructivist theory states that 
knowledge, as a dynamic process, must be constructed by the learner and not supplied by 
the teacher, and while the teacher ensures the effective learning environment, the 
learner is engaged in problem-solving situations. Ernst von Glasersfeld, who developed 
his model of radical constructivism, explains that the very process of learning “requires 
self-regulation and building of conceptual structures through reflection and abstraction” 
(Glasersfeld in Murphy, 1997: 5) where “the function of cognition is adaptive and serves 
the organisation of the experiential world” (Glasersfeld, 1995: 18).  

At the time it entered theoretical discussions, the approach to constructivist learning 
offered a significant paradigmatic shift from classical teaching methods. Among those, the 
grammar-translation teaching method revolved around translations of texts, grammar 
learning and rote learning of vocabulary without an emphasis on productive aspect of 
language. The constructivist approach, on the other hand, accentuated the productive, 
ever-changing, constructive nature of knowledge. Learning Style Inventory (LSI), a model 
developed by David Kolb, best summarises it. Also known as Kolb’s learning cycle, it 
explains how “knowledge is created through the transformation of experience” (Kolb, 
1984: 38). Kolb provides a description of four different stages that learners experience 
while constructing knowledge. Because it is circular, the learning cycle can be started at 
any point, but it is best commenced when a learner experiences a new situation or 
reinterprets an existing experience. The process is then followed by reflecting on the 
experience, as reflection gives rise to formation of new concepts or modifying of an 
abstract concept (analysis).  Finally, the new idea or concept is applied through active 
experimentation (Figure 1). Effective learning occurs when all four stages are executed. 
Such a holistic approach combines experience, perception, cognition and behaviour 
(Kosanović, 2018). 
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Figure 1. Kolb’s learning cycle 

Project work favours concrete experience, reflection, critical and abstract thinking in a 
cooperative atmosphere that provides opportunities for students to embark on a never-
ending journey of self-study fostering curiosity and creativity en route. 

3  Method 

3.1 Aim of the study 

The aim of this small-scale study is to further analyse the effects of conducting project 
work in ESP classroom, since a previous study conducted at the Department of 
Professional Studies (Kosanović, 2018) showed some weaknesses in the setup of the 
process itself. The attempt here is to show how small alterations of basic guidelines can 
significantly change the outcome. The description of the process will further be 
elaborated by looking at the potential gains and drawbacks of this approach to learning.  

3.2 Sample  

The project work in this repeated study was conducted in the spring semester of 2018 at 
the Department of Professional Studies of the University of Split, following the results of 
the previous study conducted at the same department the semester before. As opposed 
to the previous study where there were 16 first-year students involved, this study 
comprised 8 senior-year students of specialist study programme in Business Trade 
(Master’s level) enrolled in Business English for Specialists Course II. Similarly to the 
previous study, the project work took 15 weeks to complete (30 hours) and was 
conducted in-class. 
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from the experience) 

Active 
Experimentation 

(planning / trying out 
what you have 
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3.3 Instruments 

The instruments for qualitative data collection were the instructor’s observations before, 
during and after the process, students’ final work, written reports and PowerPoint 
presentations that supported the oral presentations, as well as post-activity 
questionnaire. The qualitative approach was perceived as the most suitable focusing on 
students’ thoughts, activities and learning behaviour.  

4  Development of the project work  

The scope and workflow of project-based learning in duration of 30 hours per semester 
was divided into three principal phases, as shown in the table below: 

Table 1: Principal phases of the project-based learning  

1. Preparatory phase 
(4 hours) 

2. Project work phase 
(24 hours) 

3. The follow up phase  
(2 hours) 

Framing the activity Research phase, literature review Follow up 

Setting outcomes and timeframe Report writing Students’ response 

Choosing topic PowerPoint presentation 
preparation, webpage 

preparation 

 

Establishing group norms Pitching projects  

Assigning roles and 
responsibilities 

  

 

4.1 Preparatory phase 

As opposed to the previous study, the preparatory phase in this second iteration lasted 
two hours more than the first time as the instructor felt the students needed more time 
to get acquainted with all the requirements of the project. It included all the activities 
that preceded the actual work. The instructor described the general objectives of the 
project, the concept, the outcomes and group norms. The objective of this project work 
was the same as the last one and it encompassed a synthesis of  

“entrepreneurial knowledge previously acquired in related subjects at the undergraduate 
level while simultaneously using authentic English for an extended period on variety of 
activities, at the same time constructing a potential start-up company. Particular linguistic 
objectives included enhancing writing, speaking and presentation skills” (Kosanović, 2018: 
275).   

This introductory phase then included choosing topics that were interdisciplinary in 
nature and related to other courses previously offered at Business Trade Department, 
thus keeping students focused on central concepts of their chosen academic discipline. 
Since all of the students had chosen module of tourism and international trade as their 
specialisation, the topics belonged in the same field.  
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Here is the list of the project-work topics: 
1. Fictive creation of a tourist agency and a travel arrangement plan based on a 7-

day visit to the Split-Dalmatia County (special emphasis on rural tourism) 
2. The shortages and shortcomings in Croatian tourist offer 
3. The shortages in tourist offer in the City of Split 
4. Fictive creation of a tourist agency and a travel arrangement plan based on a 7-

day visit to the Split-Dalmatia County (special emphasis on the Dalmatian cuisine) 
 

Students were free to select topics of their own liking as well as their work partners. Once 
the students chose their topics and agreed on the teams, the instructor showed examples 
of web pages of travel agencies, travel contracts, travel arrangements, etc. and offered 
practical guidance on the structure and format requested. The evaluation system was also 
explained. One improvement in comparison to the last study was assigning roles and 
setting a specific schedule for the allocated tasks. Each student was individually 
responsible and accountable for specific tasks. In addition, different to the last study 
where there were three to four students in every team, now each team included only two 
peers as the number of students was smaller, and as the teacher noted that it was much 
easier to track individual student’s effort and engagement in the project. 

4.2 Project work phase 

The project itself unveiled in three phases:  
1. The research phase  
2. The report writing  
3.   The work on the presentations and oral delivery.  

4.2.1. The research phase 

This phase was marked by further researching the topic, brainstorming of ideas and 
negotiation of meaning among the peers and the instructor. The setting up of a fictitious 
agency, including creating mission, vision name, logo, mission statement, services, etc., or 
looking at the overall services of tourist offer in Split and Croatia to find its shortcomings, 
comprised of reading and exploring the web and peer discussions on how to proceed with 
the task. The research phase lasted for three sessions (6 hours), during which the 
students actively participated in the aforementioned activities. 
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4.2.2 The report writing 

Here the students had to write a report about the findings that arose from the research 
phase. As the fine-tuning of reports was underway, the instructor brought students’ 
attention to contextualised linguistic functions, context-specific communication and 
academic writing tips that emerged as the written assignment unveiled. Besides assisting 
with linguistic features, the teacher helped students process a high degree of 
conceptualisation from different sources that took place in this phase. The phase took six 
sessions to complete (12 hours). While majority of teams wrote typical reports on the 
topic, one team opted for creation of a web page for their “fictitious agency”, and here is 
the outcome: http://esbe.com.hr/jomres/en/?fbclid=IwAR1VsCdMjiazQsVmnkCezX0s8j 
ASDCMV38lsMbZ4EVq79BpqchADURLLjjg. The other teams wrote their reports in Word 
document. Some of the key headings that were incorporated in the other teams’ written 
report about the travel agency included similar information as the one above on the web 
page: a mission statement of the company’s purpose and the scope of its operations: the 
kind of product or service it provided and its primary customers or market. This team also 
included a short statement of fundamental matters as the organisation's values or 
philosophies, the business' main competitive advantages, or a desired future state - the 
"vision”. Furthermore, the students created the travel contract between the agency 
(themselves) and the imaginary travellers, a detailed day-to-day itinerary and set the 
price.  

The two teams who wrote about shortcomings in the tourist offer provided a 
background to the services offered and a market-analysis of the current state of affairs in 
tourism in Croatia and in Split. Both teams listed seasonality in tourism, legislation 
problems, lack of infrastructure that limits tourism growth, and lack of educated 
workforce as major problems in our tourist offer. Also, both teams suggested potential 
solutions to the problems on the national and local level, respectively. Once completed, 
the written reports were uploaded to the Moodle platform. The instructor graded the 
assignments, left comments for each group on the platform, and gave general feedback 
in-class during the next session.  

4.2.3 The work on the presentations and pitching of project ideas 

Before proceeding with the presentation of outcomes through either the creation of 
PowerPoint presentations or the web page, the teacher went through the formal 
organisation of the PowerPoint slides and explained to the students how to make a 
successful pitch. She also reviewed the presentations skills and language points, including 
the use of gestures, eye contact, tone of voice and pitch, necessary for a successful oral 
delivery. Preparing pitches took two sessions (4 hours) and the pitching of project work 
was conducted during one session (2 hours). There were only 4 projects and each pitching 
lasted for 20 minutes. 

http://esbe.com.hr/jomres/en/?fbclid=IwAR1VsCdMjiazQsVmnkCezX0s8j%20ASDCMV38lsMbZ4EVq79BpqchADURLLjjg
http://esbe.com.hr/jomres/en/?fbclid=IwAR1VsCdMjiazQsVmnkCezX0s8j%20ASDCMV38lsMbZ4EVq79BpqchADURLLjjg
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4.3 Post-task phase 

The last phase was marked by the instructor’s overall evaluation of the projects and a 
follow-up activity where students evaluated their own involvement and opinion about 
this type of project. Students were given a post-activity questionnaire where they 
expressed their opinions regarding their work-related performance, collaboration and 
team work, self-directed learning, and overall feelings about working on a project. The 
majority of the questions were of a closed-ended format and Likert- type, and the last 
one was an open-ended question where students were free to write about their overall 
feelings on the project work. 

5  Results  

The teacher’s observations as well as students’ opinions that followed at the end of the 
project work corroborate the hypothesis that students were more actively and positively 
involved in their learning through the project work, and that the outcome of their project 
work successfully included the desired language features and interdisciplinary content. 
The thorough and careful planning, supervising, coordinating and approval of each step of 
the students’ work proved crucial for the successful completion of the task. The projects 
were conducted extremely well content wise and some could potentially be the basis for 
opening a start-up.  

Regarding the working process as observed through the students’ questionnaire, all 
of the students said they enjoyed working on the specific projects and found them very 
useful. All of them said that the work was “worthwhile”, “useful”, “interesting” and 
“enjoyable” but also “challenging”. They all reported that they liked working in 
collaborative teams and thought the teamwork was stimulating. All but one student said 
that they felt they had learnt more through the project work. The teacher also noticed 
that working in smaller groups of two created an increased feeling of responsibility 
towards a common goal. Being aware of the fact that one person’s performance affects 
the success of the team, each team member enhanced their effort to contribute and 
create a successful project work. As an effect, it created a positive and motivating 
atmosphere and improved cooperative learning and collaboration.  

One important finding that was evident from the post-activity questionnaire was that 
the students felt that the work on the project improved overall communication and 
contributed to a positive relationship not only among their peers but also among 
themselves and the teacher. They felt they could individually ask questions regarding 
various lexical and grammar issues that arose; a feature which was not normally provided 
in the traditional type of classroom setting. They could also make remarks and have 
opinions in a mutually supportive and accepting setting. The teacher was perceived as a 
facilitator and not as an authority, which removed the language anxiety, the burden of 
making mistakes and made students in control of their own knowledge.  

Another important finding was that the majority of the students opted for 
autonomous gathering and collecting of information instead of being lectured. While in 
the previous study 50% of students noted that they preferred traditional classroom to PBL 
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method of learning (Kosanović, 2018), here all of the students said that the experiential 
type of learning offered more practical knowledge than the traditional type of lecture. 
Even though a considerable amount of communication between team members was 
conducted in Croatian, the communication between students and the teacher was 
conducted in English in addition to all the written and oral tasks. Free and often 
unpredictable discussion with the instructor on matters related to the content showed 
students’ ability of autonomous language use and had far excelled potentially negative 
sides of the mother tongue use in majority of students. However, the pitching of the 
project work showed linguistic weaknesses in some students, while others demonstrated 
proficient language use. The noted weaknesses were mainly grammatical and related to 
the limited vocabulary range, but since there were no pre-assessment and post-
assessment tests conducted, one can only speculate on the reasons for this. Some 
explanations probably include learner differences between weaker and stronger students 
as the class was a mixed-ability, but to test these, a new study is needed. 

6  Discussion  

What are the implications of conducting student projects and are they effective in ESP 
learning? The findings demonstrate that involving small groups of students in a structured 
and procedurally correct type of project work promotes positive interdependence 
between team members, leads to greater learner responsibility towards successful 
attainment of the given project goal and shows that interdisciplinary knowledge can be 
effectively applied in a potentially successful real-life product. The study also indicates 
that collaborative project work removes difficulty-inducing factors such as language 
anxiety that is often present in traditional teacher-oriented classrooms. Students feel in 
control of their knowledge especially in the content area, which makes them feel more 
able and consequently more motivated to succeed. The fact that the language is not the 
primary, but the secondary focus for weaker language students might mean less stress; a 
finding that needs to be proved by further study. Overall, the results of this small-scale 
study support the rationale for further use of student projects as a valuable complement 
to the pre-designed syllabus. The noted language weaknesses should be further analysed, 
but the observations resulting from this study show that the focus on linguistic input and 
rule-based competence is still necessary for language mastery and should not be 
neglected, especially in mixed-ability classes.  

7  Conclusion 

Combining theoretical and factual interdisciplinary knowledge with experiential 
collaborative learning and practical work on projects shows many pedagogical benefits in 
the area of ESP instruction. Although the results of this small study cannot bear any 
statistically significant results and require further large-scale research, they still 
demonstrate that an effective teamwork can bring valuable lessons in what it means to 
collaborate in teams on project works. 
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Abstract 

The present paper discusses the role of Foreign Languages Centres (FLCs) in Higher Education with 
respect to the profound challenges they face and the new prospects emerging in the 21st century 
academia. Some common objectives shared among European FLCs as these evolved along the 
years are briefly presented. Taking, then, as a point of reference the Foreign Languages Centre of 
the University of Ioannina, issues of organization, primary objectives, staffing, language 
management, funding, technological resources and language learning and teaching practices are 
delineated, in an effort to possibly uncover similarities and differences with other University 
Foreign Languages Centres across Europe and beyond. The ultimate aim of this paper is to 
stimulate further discussion with respect to future prospects of University FLCs in response to 
present exigencies at a local, national and international level.      

Keywords: University Foreign Languages Centres, language learning, Higher Education, 
challenges, prospects. 

1 Introduction 

Foreign language teaching and learning have long been established among the key 
priorities in the European Higher Education area as evidenced by the abundance of 
initiatives undertaken at a university, national and international level. European 
Commission directives and regulations (Lauridsen, 2013;  Common European Framework 
of References for Languages (CERF)), the establishment of relevant European Associations 
(i.e. European Confederation of Language Centres in Higher Education (CERCLES); 
European Centre for Modern Languages of the Council of Europe (ECML); European 
Language Council (ELC)), strategic lang  uage planning activities, the establishment of 
formal university language policies and the promotion of multilingualism and 
plurilingualism constitute only some of the widely recognized efforts that have set the 
framework for university language management. 

Against such a background of developments, Universityn Foreign Language Centres 
(FLCs) have emerged as fundamental players in university foreign language provision, 
although with quite a few caveats in mind as will be explained in more detail below. 
Despite differences in their aims and organization (see e.g. University of Cambdridge 
Language Centre; Cyprus University of Technology Language Centre; University of 
Masaryk Language Centre; University of Siena Language Centre), most University FLCs 
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share a common core mission, as recognized by CERCLES, i.e. the European Confederation 
of Language Centres in Higher Education (Aub-Buscher & Bickerton, 2002: 206): 

 Practical language training especially for learners not specializing in languages 

 The use of appropriate technology for language learning 

 Research and development in the field of language teaching and learning. 

Since then, obviously, additional and diverse functions have been brought to the fore in 
response to new demands for student and staff mobility, intercultural awareness, 
certification of specialized language competence, teacher training and life-long learning, 
inter-disciplinary collaboration and digital materials development, among others.  
University FLCs have, thus, marked considerable growth, forming collaborative networks 
and taking novel initiatives, including strategic partnerships and employment of cutting-
edge technology, to implement successful foreign language promotion schemes. 
Undoubtedly, CERCLES has been one of the most notable landmarks in this effort, 
“[bringing] together some 350 Language Centres, Departments, Institutes, Faculties or 
Schools in Higher Education whose main responsibility is the teaching of language” 
(CERCLES). Thus, it becomes obvious that, as University FLCs are growing and expanding 
across Europe and beyond, stronger synergies are sought after to enhance the role of 
Language Centres as key, high-quality players in contributing to the internationalization of 
Higher Education. 

The Greek educational context, in particular, presents an interesting case to be 
studied, mainly due to its long-standing conflicting language policies and opposing social 
perceptions regarding multilingualism and multiculturalism (Kiliari, 2009). Despite the fact 
that language skills are considered as an essential job qualification in the Greek market, 
and particularly in senior, high-skilled positions (Kantaridou, et al., 2018), few official 
actions have been implemented in the Higher Education sector towards an essential 
enhancement of graduates’ language provision for their future professions via FLCs’ 
practices, let alone in the direction of forming conclusive institutional language policies.  
As has already been documented, “despite the abundance of European Commission 
initiatives, there has not been a homogenous favourable response to the promotion of 
language learning in tertiary education [in Greece] (Tseligka, 2016: 57).   

Admittedly, such issues are not uncommon in other countries and university contexts, 
where FLCs have not been warmly acknowledged by the university community for their 
role and status as indispensable and worthy academic units. As an example, Poljaković 
(2011) comments extensively on the mistrust that Croatian University FLCs have received 
by other modern language and non-linguistic departments, while Tuomi and Rontu (2011: 
47) remark that even “Finnish language centres have had their inferiority complexes (and 
sometimes still do); that is to say, feelings of being victimised by the circumstances, and 
of not being sufficiently understood, supported and appreciated by the university 
community. We would describe this as “teething problems”, inevitable but temporary”. 

In view of the above, it is deemed essential to provide some inside information about 
the FLC of the University of Ioannina as a case of comparison to other University FLCs, 
illustrating possible similarities and differences in terms of structure, funding, 



 The role of Foreign Languages Centres (FLCs) in Higher Education: 
 A case study of the challenges and prospects of a Greek University FLC 55 

organization, staffing and language teaching and learning practices, suggesting future 
endeavours for a more effective language centre operation. 

2 The case of the University of Ioannina Foreign Languages Centre 

The University of Ioannina FLC belongs to the University of Ioannina (Greece) and has 
been operating since 1986. It was officially founded under a new governance by the 
University Senate in 2015, when its role was recognized with regard to its contribution to 
the University foreign languages activities. As a non-strictly academic unit, it does not 
offer its own degree programmes but rather provides foreign language courses to all 
university students, either integrated in their curriculum or as extra-curricular modules.  
In recent years, members of administrative and (to a lesser extent) academic staff have 
also opted to attend the Centre’s courses.   

Furthermore, its scope of action has broadened over recent years to incorporate a 
diversity of activities ranging from distance foreign language learning to teacher-training 
seminars, production of in-house material, participation in European-funded projects and 
celebration of European Day of Languages with public events and scientific symposia. 

2.1 Main objectives 

The University of Ioannina FLC’s main objectives can be summarized as follows: 

a. Instruction in foreign languages for: 

 general, academic purposes 

 specialized, scientific purposes 

 occupational purposes 

b. Adoption of contemporary teaching methods, such as: 

 Content Language-integrated Learning (CLIL) 

 New technologies in teaching and autonomous learning 

 Design of multimedia teaching material 

c. Research activity in topics, such as: 

 study of language structures in specialized, scientific and academic texts, 

 the use of new technologies in language teaching, 

 the use of new technologies in terminology compilation/ instruction/translation, 

 lexicographic/terminological studies of various thematic fields, 

 language policy in higher education 

d. Reinforcement of students’ mobility abroad 

e. Organization of seminars, conferences and open lectures. 
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2.2 Staffing 

All members of the Centre are Senior Teaching Fellows in foreign language instruction 
and, since 2011, they are required by law to hold a doctorate as a requisite qualification 
for the specific post. Hence, all colleagues appointed after 2011 are all highly qualified, 
motivated and eager to work and contribute to the Centre’s teaching and research 
activities.  

However, staffing issues unavoidably relate to a major challenge that the University 
of Ioannina has recently encountered, namely its merging with the former Technological 
Educational Institute (TEI) of Epirus. The latter was an Institution with a more applied 
character in its studies (science, technology and arts), and spread around 4 campuses in 
the region of Epirus. As from August 2018, pursuant to Law 4559/3-8-2018, the above 
Institutions merged, forming a single, enlarged University of Ioannina with 11 Schools, 26 
Departments and 4 campuses around Epirus.   

To implement such a merging has not been an easy project for the University of 
Ioannina at all levels, including staffing, bureaucratic, funding and administrative issues, 
to name but a few. The previous understaffing issues due to the ongoing Greek economic 
crisis were exarcebated after the merging, leaving the Centre with significant lack of 
human resources, particularly when it comes to other-than-English foreign languages.  As 
a result, at the commencement of the academic year 2019-2020 the Centre is staffed with 
seven (7) English FL instructors, one (1) university instructor for French, one (1) for 
German and one (1) for Greek as a foreign/second language.   

Hence, our Centre resorted to innovative solutions in order to manage this staff 
shortage. In particular, in the last two years the Centre has recruited more than 15 
teaching assistants via the Erasmus+ placement scheme. Postgraduate language students 
from Germany, Spain, Belgium, Italy, U.K., Sweden, Turkey and other European countries 
have joined our FLC offering valuable assistance to the instructors, including: print and 
online material preparation, exam marking, support of small-group online blogs, research 
plan development, team-teaching, task modelling, etc. In this way, workload has been 
eased to some extent, allowing FL teachers to monitor class teaching more effectively, 
promote their research interests and extend their activities to teacher-training seminars, 
international collaborations (e.g. participation in the University of Urbino Language 
Olympics), public language events (e.g. Celebration of the European Day of Languages), 
etc.  At the same time, our students have profited from working in a collaborative manner 
with a diversity of multi-cultural teaching teams, as reported successfully in similar 
academic contexts. In particular, Bale (2017) emphasizes that employing student teaching 
assistants is conducive not only to a more student-centred and student-led FL learning 
but also to a rich sociocultural development and invaluable intercultural awareness. 

2.3 Languages taught 

The languages offered at the University of Ioannina FLC are primarily English, French and 
German, due to the fact that there is permanent staff only for these FLs at present. The 
language courses are either compulsory or elective, depending on each Programme of 
Study, and are taught at an undergraduate level, with a main focus on Academic and 
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Specific Purposes (e.g. Business English, Medical German, French for Primary Education 
Teachers). However, with the assistance of contract teachers (as explained in more detail 
in the upcoming Funding section), volunteering instructors and Erasmus+ Teaching 
Assistants, our Centre has managed to offer general language lessons in many more 
languages, including Chinese, Dutch, Italian, Spanish and Turkish. It is our firm belief that 
students ought to be exposed to more than English-as-a-lingua-franca language, 
considering that additional languages are important for the Greek geographic, business 
and economic cohort. The latter is strongly supported by Kantaridou et al. (2018: 271), 
who argue that: 

Greek students are part of an increasingly multilingual and diverse environment from a 
young age in primary and secondary education; accordingly the official language policy can 
take a more dynamic and current approach to language learning, one that is closer to the 
speakers’ points of reference and interests. 

As already mentioned, most of the FL courses are integrated in each Department’s 
Programme of Study; thus, there does not always exist a coherent policy in terms of the 
foreign languages to be offered, the number of teaching hours or courses, the level of 
language attainment, the compulsory or elective status of the course, allocated credits, 
etc. To make matters more complicated, quite a few occasions have been recorded when 
the Departments’ General Assembly has decided upon the content of the FL course (i.e. 
whether the FL course should aim at a FL for Specific, Academic or General purposes) 
without even consulting the FL instructors. 

Furthermore, despite the fact that Programmes of Study often emphasize the 
significance of graduates’ knowledge of a FL, most of the times these issues are 
approached from an implementation point of view (e.g. courses, credits, semester 
offered) rather than from an overall language provision perspective. For instance, no 
reference is made to multilingualism, intercultural communicative competence and 
enhancement of regional languages, even if these goals constitute a serious political 
priority in Europe (Lauridsen, 2015). Consequently, our FLC has long proposed the 
adoption of an official university foreign language policy promoting plurilingualism, 
interculturalism and consolidating our student’s future global citizenship, but it still 
remains under debate with the university authorities.  

2.4 Funding 

In accordance with the Greek Constitution, all public universities follow a no-fees policy 
for all undergraduate degrees.  Hence, the Centre has also implemented a no-fees policy 
for its offered courses. Its primary source of funding are the central university budget and 
any additional funding schemes promoting foreign language learning and intercultural 
awareness activities, i.e. by foreign Ministries, Embassies, foreign University bodies.  As 
an example, following an evaluation procedure, our FLC was selected by the Italian 
Ministry of Foreign Affairs and International Co-operation to receive a grant for the 
promotion of the Italian language and culture for the past two academic years (2017/18 
and 2018/19). Further to this, our Centre is presently in contact with the Confucius 
Institute to establish a novel collaboration and continue offering Chinese language and 
culture courses to our academic community on a more permament basis. 
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2.5 Innovative technology practices for language learning 

The 21st century digital revolution has unavoidably influenced, if not changed radically, 
the educational setting. The variety of affordances provided by novel Web 2.0 and 3.0 
technologies assist to a more diverse, authentic learning experience, reducing cost on the 
one hand and creating new opportunities for language learning on the other.  However, 
both Dede (2014) and Meyer et al. (2018) draw attention to the fact that the 
transformative power of digital technologies depends on an appropriate learning 
paradigm that embraces and integrates technology based on theoretical underlying 
principles and facilitates deeper learning.  More specifically: 

Transforming learning involves personalizing the learning experience, promoting joing 
knowledge construction through collaborative learning tools, broadening access to learning 
through online environments and learning management systems as well as providing tools 
that support learners as creators (ibid. : 27). 

Having said this, our FLC has long established a Foreign Language Learning & Research Lab 
facilitating autonomous and self-access learning with the use of free online platforms, 
installed interactive whiteboards, adopted the use of Moodle platform for all its courses 
and, most notably, adopted innovative methodologies (i.e. Content and Language 
Integrated Learning, Problem-Based Learning) along with digital tools (i.e. Cmap tools, 
Kahoot, FB groups, Infographics, online blogs, wikies, online dictionaries, e-portfolios, 
video CVs, etc.) to empower students in their language learning.  We are particularly very 
proud for putting together our “FLC Dutch course” (https://flcdutch.weebly.com/), an 
online distance course where lessons were delivered via Skype with volunteer instructors 
based in Belgium, U.K. and the Netherlands in the context of promoting the European 
dimension in education, the use of new technologies and the transnational mobility and 
cooperation between educational institutions. Therefore, the latter project showcases 
our firm belief that incorporating multilingual approaches to media assisted language 
learning (Meier, 2018) and promoting learner autonomy (Little, 2015) constitute 
significant strands that drive our future endeavours. 

Conclusion 

With this backdrop, one could conclude that the road towards mid-21st century academia 
for University FLCs is paved with constant challenges, new calls for change and theoretical 
and practical exigencies. To address all the above will not certainly be an easy project 
either for the language instructors or for the university authorities. As aptly pointed out 
by Mansfield (2015: 31), “it goes without saying that it is part of the modus vivendi of 
University Language Centres across Europe to “work locally” but also “think locally”. 
Hence, constructive collaboration at a national and international level, innovative cross-
cultural language projects, advancement of research, effective adoption of digital 
technologies, introduction of an accreditation system and a meticulous language centre 
management constitute some indicative suggestions proposed in the literature that could 
consolidate an optimistic and effective operation of Language Centres (Ruane, 2003; 
Little, 2015; Williams, 2015). The new university ecosystems necessitate customized 
learning experiences, a combination of (meta-) skills and (meta-) competencies as well as 

https://flcdutch.weebly.com/
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students’ development as critical thinkers and global citizens, to which end University 
Foreign Language Centres need to secure a leading role.  
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Abstract  

The present article presents an overview of some new language training developments provided 
by Bulgarian Higher Education Institutions, and more specifically by the Agricultural University - 
Plovdiv, Bulgaria. The Department of Languages is a basic unit in the University structure. It offers 
language classes to students who are not specialists in the area. This paper focuses on second and 
foreign language learning as part of the Higher Education requirements in Bulgaria. On the one 
hand, we explore some issues related to the organisation of the training process and the overall 
student progress. On the other, we aim at describing good teaching practices recently introduced 
in the curricula of incoming Erasmus+ students. 

Keywords: Higher Education, language training, teaching methods, good practices  

1 Language training to Bulgarian students 

In recent years Bulgarian Higher Education has been rapidly developing in response to the 
European Union educational requirements, as well as globalisation in all spheres of life. 
The universities, state or private, strive to offer high-quality and modern training. Bulgaria 
has been following the Bologna Process since its very beginning in 1999  – “ensuring 
comparability in standards and quality of Higher Education qualifications” (Bologna 
Process). The country is an active member of the European Higher Education Area.  

Bulgarian universities bring to the fore the significance of foreign language learning 
(FL learning) as a natural continuation of the language knowledge and skills gained in 
primary and secondary education. Language Departments are established in many 
university structures aiming at improving undergraduates’ language skills. FL training is 
integrated in the university study programmes as a necessary requirement for future 
career development and student participation in international mobility projects.  

The Agricultural University (AU) is a leading Higher Educational institution, 
specialising in agricultural sciences, economics and tourism. Lecturers and students are 
active participants in international projects, seminars, and the Erasmus+ Mobility 
Programme. “Studying abroad is a central part of Erasmus+ and has been shown to have a 
positive effect on later job prospects. It is also an opportunity to improve language skills, 
gain self-confidence and independence and immerse oneself in a new culture” (the 
European Commission). 

Language training provided by the AU Language Department includes general 
language classes (practising the main language skills – listening, reading, writing and 
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speaking) and specialised classes – foreign language for specific purposes (translation and 
discussion of specialised texts in the field of general agronomy, plant protection, ecology, 
animal breeding, horticulture, viticulture, economics and tourism). Language teaching 
methodology and assessment tools comply with the standards of the Common European 
Framework of Reference (CEFR). The teaching methods include visual presentations, 
discussions, seminars, work in pairs, narration, and use of Information and 
Communication Technologies (ICT). The learning process is conducted in language labs 
and seminar halls equipped with modern technology – computers with Internet 
connection, multimedia, flip charts, CD players. According to Gilakjani (2012: 61) 
“multimedia applied in the language class can offer multiple ways to convey the 
information, including the visual and auditory access”. The author supports his claim 
taking into account Krashen’s Affective Filter Hypothesis: “A number of emotional 
variables, including anxiety, self-doubt, motivation, self-confidence, play an important 
role in the second language acquisition. Learners’ affective factors are just like the 
adjustable filter, which freely passes or blocks the acquisition of new material. Learners 
can acquire the knowledge effectively with high motivation, low self-doubt, and low 
anxiety” (Gilakjani, 2012: 61).  

Students applying for an Erasmus+ mobility grant are required to pass an English 
language exam. The applicants have to pass a particular proficiency level, according to 
CEFR, depending on the mobility type. A2 level and above is required for a traineeship 
grant, whereas B2 level and above is required for a study abroad grant. Language 
teachers support such applicants via additional language courses aiming not only to 
enhance students’ speaking skills, but also to broaden their knowledge about the country 
of destination.  

The Department has a strong tradition in organising English language courses for 
university lecturers and Ph.D students. Undertaking scientific research at a national and 
international level, the academic staff is well aware that their FL competence should be 
improved and practised constantly. 

2 Language training to foreign students  

According to Eurostat (2012), the number of international students in Europe has been 
constantly increasing. Eurostat data showed that in 2012, the number of foreign students 
enrolled in the first and second cycle of Higher Education reached 650,463. The increased 
number of international students brings along numerous benefits to the countries they 
study and live in (Seker, 2018). 

Bulgarian universities have undergone changes in the direction of 
internationalisation. More and more people coming from abroad find Bulgaria an 
attractive and affordable destination for study. According to the Bulgarian National 
Statistical Institute (2018: 6), “in the academic year 2017/2018 … foreign students were 
14.2 thousand, which is 10.0% more than in the previous year and 32.2% more than in the 
academic year 2013/2014. The largest share of foreign students came from Greece 
(25.8%), followed by the United Kingdom (14.1%), Turkey (10.5%), Germany (8.6%) and 
Ukraine - 5.4% of the total number of foreign students”.  
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Higher Education Schools in Bulgaria have long traditions in offering study 
programmes to foreigners with English and/or Bulgarian as a medium of instruction. 
Multi-nationals mostly prefer Plovidv as it is a vibrant town rich in history and culture. 
People can choose from the numerous universities providing training in different 
professional areas. 

The Language Department at AU is one of the several state Higher Education 
Departments authorised to conduct Bulgarian language training to foreign applicants. The 
training is performed in the Preparatory course for foreign students, which takes place in 
the first year of stay. Foreigners are expected to reach B2 Bulgarian language proficiency 
level (according to CEFR) required to continue their university degree. 

The course curriculum is designed according to the Regulation of General Admission 
Requirements for Students in Higher Educational Institutions of Bulgaria. It is based on 
Bulgarian language acquisition as well as Content and Language Integrated Learning 
(CLIL). Student groups consist of various nationalities rich in individual attitudes and 
cultural differences. A research conducted among international students enrolled in the 
preliminary course at AU for 2016-2017, supports the claim that “the majority of students 
is satisfied with the preparatory programme. The designed curriculum, the professional 
attitude of trainers, as well as the willingness of students to interact with each other are 
drivers to the successful completion of the course and easier adaptation to the university 
life. The mutual cooperation and tolerance between tutors and students are crucial for 
achieving high-level learning experience” (Koycheva & Manevska, 2018: 4). 

Teachers engaged in the multicultural classroom should be provided with extra 
knowledge about the national characteristics and cultural background of their students: 
culture, experience, life and communication styles in order to adequately respond to their 
needs. The mandatory programme includes activities inside and outside the classroom. In 
the classroom, students take advantage of individual presentations, which they prepare 
by themselves and deliver to their colleagues via Power Point. The topics are related to 
Bulgarian history, towns, geography, literature. The outdoor activities are usually short 
visits to places of interest in Plovdiv and longer trips around Bulgaria to acquaint students 
with the Bulgarian cultural heritage and lifestyle. The foreign students creatively take part 
in the International Days organised by the university. This is the time when they can share 
their own traditions, cuisine, folklore, etc. with their Bulgarian colleagues. 

Bulgarian classes are also offered to all foreign students who stay at AU to further 
their university studies. This helps them to refresh their language skills and stay in contact 
with their language teachers. The students are also given the opportunity to learn about 
formal academic writing and oral styles of communication. International students 
participate in the Erasmus+ Exchange Programme. For this purpose, apart from Bulgarian, 
they also attend lessons in at least one more foreign language.  

Incoming Erasmus+ students represent another target group who are given the 
opportunity to be included in a specially designed Bulgarian language course. It is an 
innovative project activity organised collaboratively between the Departments of 
Languages and Tourism. On the one hand, the language teaching team provides an 
introduction to Bulgarian language, including the alphabet; basics of pronunciation; 
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greetings and common phrases useful in everyday situations; common verbs and other 
parts of speech; initial writing, reading and speaking skills. On the other hand, lecturers 
from the Tourism Department acquaint the students with some historical facts and 
geographical features related to Bulgaria, followed by cultural traditions and customs, 
national cuisine, etc. They also organise short walks and trips to famous cultural sites in 
and around Plovdiv. Thus, for a short time, students could immerse in the authentic 
atmosphere and faster adapt in the new cultural environment. Bulgarian undergraduates 
in Tourism actively participate in the project. New relationships are established beteween 
the home students and the incoming Erasmus+ students sharing experiences of their own 
countries.  

3 Conclusion 

Language training development is part of the internationalisation strategy at every Higher 
Educational institution. The members of the Language section at AU are convinced of the 
positive impact of their professional initiatives on university students. They believe that 
their role as language teachers will mainly contribute to FL knowledge dissemination and 
its application all over the world today. The language skills that students acquire are not 
the only benefit they obtain; the experience increases their interest in the wider world 
and improves their self-confidence in the pursuit of further career prospects.  
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1  Introduction  

Globalisation is a phenomenon that has undeniably impacted the whole world including 
language learning. New methodologies, revisited curricula, and culture teaching are just a 
few of the new paths in language teaching as a result of globalisation. With linguistics and 
culture in focus, this book examines an important issue in the modern world, namely the 
influence of globalisation on the world in general and education in particular. This 
motivated my interest in reviewing it. In her work, consisting of nine chapters, Singh 
provides a thorough analysis of multilingualism from different angles, such as linguistic, 
cultural, and educational. The analysis examines patterns in various parts of the world, 
like India, the US, and the Arab world, through a sociolinguistic lens. Additionally, 
language form and functions, mother tongue education, language transfer, diglossia, 
code-switching, and parental behaviours towards language learning are all presented 
throughout the book. Starting with a quotation from each chapter, this review discusses 
each chapter by examining its most significant parts, and adding comments in relation to 
real contexts.   

2  Book summary  

2.1 Chapter 1: Looking at globalisation through linguistics and cultural lenses  

“I do not want my house to be walled in on all sides and my windows to be stuffed. I want the 
  cultures of all the lands to be blown about my house as freely as possible. But I refuse to be 
  blown off my feet by any”                                         (Gandhi, 1921: 170) 

Gandhi’s quote is an expression of the state of many people now, who are open to 
exploring the whole world, yet without failing to preserve their own identities and 
backgrounds. Singh examines the history of the term “globalisation” and how it was 
popular in the 1980s in a business context in the Soviet Union as an open door policy was 
established. Like any new concept, globalisation was under attack, and was portrayed as a 
modern form of colonisation, hegemony, and missionary work. While each discipline 
forms its definition of globalisation, there is a consensus that it is the movement from 
national to international, i.e. “the idea of connections and relationships that goes beyond 
the immediate, local environment” (Singh, 2013: 2-3). It creates strong connections 
whether in economics, culture, politics, or education. However, interestingly enough, 
globalisation’s unification does not subsume uniqueness; it actually fosters exposure, 
awareness, and appreciation of differences.  
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If globalisation has changed the way the world is and is viewed, it also has its impact 
on education. Chapter one delineates briefly how the new demographic contribution, 
caused by an increase in people’s mobility, gave way to the transformation of English to a 
lingua franca, as there are many contexts where two non-native speakers of English use 
the language to conduct a conversation about business, cultural exchange, or education. 
Ironically, one sees that this change of the status of English is criticised by both English 
and non-English speakers in regards to education. Many of the former are resistant to the 
idea of non-native English speakers taking the same position and even proving their 
excellence in many occasions due to what this implies of threatening to change the 
market place and the dynamics of teacher employment. The latter reject the dominance 
of English over several fields in an attempt to preserve their own languages and, hence, 
identities.  

2.2 Chapter 2: Language and relationship between its form and functions  

“[H]ow good a solution is language to certain boundary conditions that are imposed by the 
  architecture of the mind?”                                                                                (Chomsky, 2000: 17) 

Chapter two depicts the forms and functions of language. Singh refers to Noam 
Chomsky’s opposition to the notion of one function for language. Varied and rich, 
languages have endless forms that express infinite functions. The same form can serve 
many ends, and also diverse forms can express the same end. Historically, there have 
been two views of language: the idealist and the instrumentalist. Explaining the 
difference between the two, Singh started by the idealists’ view, “The basis of language is 
placed on individual psyche and creativity, which triggers linguistic changes and 
constitutes the rules of language. For instrumentalist, on the other hand, the sole 
purpose of language is to function as an instrument of communication” (Singh, 2013: 25). 
The first saw language as solely a medium of communication. The latter considered 
language as more than just a tool; it is a representation of the consciousness and 
emotions of its speakers, and thus it is more like an act of creativity that is in constant 
change. 

2.3 Chapter 3: Mother-tongue education, global practices and prejudices  

“A lingua-franca or a language of wider communication cannot be a substitute for the mother 
  tongue, and it should be avoided until the child fully acquired their mother tongue.”  

(UNESCO, 1953: 11) 

On reading this excerpt from the UNESCO declaration, one could not help but see the 
discrepancy between this perspective and its application in the real world. As Singh 
indicates, mother tongue education is either non-existent or weakened by factors, such as 
lack of materials, orthography, and trained teachers as well as by the absence of 
motivation in some cases. Case studies from India, Nepal, South Africa and the Baltic 
States show that, even when teaching native languages constitutes a legal obligation, a 
reality check is different. It is sometimes difficult to be implemented not only due to the 
factors previously mentioned, but also due to an inability to determine one official 
language in some countries. This led UNESCO in 2003 to emphasise the need to take into 
consideration both the national and global languages of wider communication. Also, the 
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belief that children should avoid learning another foreign language until they master their 
native one was based on outdated research.  

“The cumulative evidence from research conducted over the last three decades around the 
world demonstrates conclusively that cognitive, social, personal, and economic benefits 
accrue for the individual who has an opportunity to develop a high degree of bilingual 
proficiency when compared with a monolingual counterpart (Baker, 2011; Cummins, 2000, 
2007; Dutcher, 1994; Francis, 2012; Spolsky, 2009; Thomas & Collier, 2002).” (Singh, 2013: 60) 

One may wonder why such care to learn the native language while English can be 
used world widely and promises many opportunities. The answer is not only limited to 
maintaining human heritage and the identity of many nations, but there is an educational 
and cognitive aspect to it too. Many studies that Singh quotes clarify that learning 
becomes more feasible for students who use the same language used at home.  

“There are many studies (e.g., Cummins, 1979; Hakuta, 1986; Thomas & Collier, 1997, 2002; 
Shohamy, 2006) that have shown mother-tongue instruction has an edge for higher learning 
and cognitive development of children. It is also proven that children who have developed 
fluency in their mother-tongue can also acquire other languages more easily (Cummins, 1979, 
1986; Thomas & Collier, 2002).” (Singh, 2013: 53) 

Mother tongue education enhances learners’ confidence and capabilities. Moreover, 
learning the mother tongue first facilitates acquiring second and third languages, which 
will be presented in chapter four in detail.  

2.4 Chapter 4: Influences of first language on learning of other languages  

“Language transfer plays a significant role in the second language acquisition”      

                                                                                                      Broselow (1992: 84) 

Language transfer occurs from first language (L1) to second language (L2) and this can be 
either positive or negative, i.e. it can lead either to facilitation or interference. The author 
utilised a figure to show how the goal of learning a language, English in this case, is to 
achieve native level competency. However, as she indicates this is too difficult and not 
even a realistic or needed goal in today’s world. The author examines some studies that 
focus on language transfer on different levels: phonological (Broselow, 1992; Sapon, 
1952; Sparks & Ganschow, 1993), morphological (Jarvis & Odlin, 2000; Jiang, 2004), 
syntactic (Ard & Homberg, 1992; Jordens, 1992), semantic (Jiang, 2004), pragmatic (Ming, 
2004; Scarcella, 1992), rhetorical (Bartlet, 1992), and metalinguistic (Francis, 2012). Then, 
the chapter concludes with reference to the pedagogical implications of language transfer 
and how it is widely spread among learners. She suggests that language transfer 
facilitates learning. Consequently, it is not seen rather than seeing it as a problem, 
especially since there are other factors that determine a student’s level such as 
willingness to learn, dedicated time, and teacher’s qualifications. 

The relationship between age and language learning is also discussed in this chapter. 
It is a controversial topic as some favour the critical period hypothesis indicating that 
after certain age learning becomes more challenging (Brown, 2007; Francis, 2012; 
Morgan, 1938; Steig, 2003), yet others claim that differences are not due to age, but to 
motivation and style of learning (Bonvillian, 2013; Dunkel, 1948; Neufeld, 1980). In 
addition, while adults’ maturity is an asset, children’s ability to speak freely fosters the 
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acquisition of a new language. It is also worth mentioning that younger learners excel 
more in pronunciation, which is merely one element in mastering a language. As a 
consequence, educators need to pay greater attention to their circles of influence rather 
than age, i.e. to name a few, motivating students to do their best, providing a safe 
environment for learning, and being fully equipped with an array of activities that address 
different learning styles. 

2.5 Chapter 5: Globalisation and changing trends of language education 

“Existing terms like multilingual or pluringual keep languages somewhat separated even as 
  they address the co-existence of multiple languages… However, the term translingual 
  enables a consideration of competence as not restricted to predefined meanings of 
  individual languages, but the ability to merge different language resources in situated 
  interactions for new meaning.”                                (Canagarajah, 2013: 1) 

The author quotes Canagarajah indicating the supremacy of the term translingualism to 
bilingualism, multilingualism, or even pluringualism. I believe that the discussion of this 
term is an indication that monolingualism is not an option now, and as borders are 
shrinking, multilingualism is becoming the norm. Chapter 5 demonstrates the 
translingualism that English includes in most cases, and the difficulty to neglect the role 
globalisation has played in this expansion of teaching English as a second language. 
Another consequence in the field of education is the difficulty of applying the UNESCO 
recommendation of teaching in the mother tongue, which is very challenging in different 
countries like India. A shortcoming one notices in this chapter is the repetition of some 
quotations, ideas, and sections already mentioned in chapter 3. A summary could have 
served as a reminder for readers instead of reiterating the same notions in the exact 
same words.  

Discussing the situation in the US, the author quotes Zakaria (2009) explaining how 
Americans are enclosed into their own borders, and fail to learn about other languages or 
cultures. In spite of being the land of immigrants, there was a strong movement of 
Americanisation especially in World War I. Language was considered as a guarantee of 
patriotism, and loyalty. English was the only language of education in public schools, and 
teaching in any other language was criminalised. Legislators gradually realised that the 
English-only approach did not meet the society’s needs, thus, constitutional amendments 
followed defending the rights of people to speak other languages. However, there is still 
predominance of English in the US and this puts pressure on immigrants to preserve their 
heritage (Spolsky, 2011). Until today, I can claim that we witness instances of intolerance 
towards the use of a language other than English in the US. Arabic for example is falsely 
linked to terrorist attacks, and some Americans are petrified when they hear it.1 This led 
Arabs living in the US to advise each other not to speak in Arabic in public (Abdulla, 2007). 
Spanish also has negative connotations (Dicker, 2003; Hill, 2007) of being the language of 
the majority of illegal immigrants in the US. There was also a recent video of an American 
lawyer who threatened to call the police on a woman whose mere guilt was ordering her 

                                                           
1
 The Guardian, https://www.theguardian.com/commentisfree/2016/apr/19/why-speaking-arabic-america-

feels-like-crime  
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food in Spanish. Listening to her speak in another language, made him assume she was 
not an American citizen, and imagined that he had the power and right to reproach her.2  

2.6 Chapter 6: Globalisation of English and other languages and cultures  

“The expansion of British colonial power, which peaked towards the end of the nineteenth 
  century, and the emergence of the United States as the leading economic and military power 
  of the twentieth century.”  (Crystal, 2003: 106) 

Chapter 6 illuminates how English has become the main language of communication in 
the 20th century due to the colonising power of the UK, and later the hegemony of the 
USA. This predominance of English can be seen in all areas of life such as academia, 
tourism, media, the Internet, and business. 

Indisputably, this widespread of English is not without opponents due to an array of 
reasons. Singh indicates how some nations are against using English because they 
consider it as a cultural invasion threatening their own identity. Others refuse it as an 
unjust burden for non-natives who have to study the language, and take standardised 
tests, which entails spending a lot of time, effort, and money. This is a huge business for 
English speaking countries as the author mentions in this chapter. Personally, I believe 
that being multilingual is an asset, an indicator of good cognitive abilities, as well as 
enhancer to memory, and a window on new cultures.  However, it should never be at the 
expense of one’s mother tongue. The goal is to acquire more languages and not 
substitute the native one. 

2.7 Chapter 7: Diglossic communities and languages of instructions  

“Diglossia is a stable situation, in which in addition to its common variety, there is a very 
  divergent, highly codified (grammatically complex), vehicle of large literary texts… largely 
  learned through formal education and, which can be used for formal written and spoken 
  contexts, but it is not being spoken by any of its community members in their regular 
  discourses.”               (Ferguson, 1959: 336) 

Some societies have different varieties of the same language, which is the case in the 
Arab world, and these denote different education, social class, and domain, among other 
differences. The author refers to Ferguson’s definition of diglossia as a literary or more 
sophisticated form of a language that is not used in everyday life, but is used in formal 
contexts such as politics, teaching, and religion. This takes us back to the two views of 
language, idealism and instrumentalism, discussed in the second chapter. The former 
treats language as a form of art while the latter considers language as an unchanging 
dogma. After that, the author endeavors to differentiate between diglossia and 
bilingualism, yet more explanation could make the point clearer. I would add that 
Ferguson’s division of language into high (H) and low (L) can be challenged in the Arab 
world as the colloquial variety, which he considered less prestigious, has gained more 
power over the years that it is even used in politics, religion, and literature (Bassiouney, 
2006). 

                                                           
2
 The New York Times, https://www.nytimes.com/2018/05/16/nyregion/man-threatens-spanish-language-

video.html  
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2.8 Chapter 8: Societal bilingualism/multilingualism and code-switching 

“Each language in a multilingual community is associated with particular social roles, 
  ‘rights-and-obligations’ (RO) sets.”                                                      (Myers-Scotton, 1993: 84) 

In chapter 8, the author examines code-switching (CS) as a normal behavior in many 
societies such as the Singaporean and Canadian. A linguistic code can be a variety or a 
language, and CS denotes alternating between the use of two codes. Reasons for CS vary 
greatly; they can cause people to get closer to each other or the contrary, and they are 
not necessarily deliberate, as Singh indicates. The difference between CS and footing is 
that the latter includes elements such as the pitch, tone, and stress to reflect positions 
interlocutors take. 

There are various kinds of CS, and Singh chooses to start with the division of: 
situational, metaphorical, and markedness theory. First, situational CS takes place when 
switching is linked to the situation rather than the topic. Second, metaphorical CS occurs 
when switching conveys a change such as from formal to informal, serious to humorous, 
and vice versa. Third, the markedness model developed by Myers-Scotton (1993) 
presents CS as an indicator of indexes and identities especially when it is unexpected or 
marked CS as it can be seen as a form of negotiating social roles.   

Then Singh discusses Tom McArthur’s (1991, 1998) categorisation of CS into four 
types, which I summarise here with my examples of English-Spanish and English-Arabic. 
The first one is tag-switching which is resorting to another linguistic code when tag 
questions are used, for example: you are going out tonight, verdad? The second is 
intrasentential switching, and it occurs within the boundaries of a clause or sentence as, 
for instance, in: they went to el cine. The third is intersentential switching, i.e. when the 
use of another language exceeds the sentence boundary. To give an example: A) I will see 
you tomorrow. B) perfecto! The last type is intra-word switching which happens within 
the same word. This type is noted in Egyptians’ Arabic a lot where an English word is used 
but with the Arabic plural suffix – a:t added to it; for example, deska:t which means desks. 

Other terms related to CS and discussed in this chapter are code-mixing and code-
meshing, i.e. the hybridisation of codes. Canagarajah (2006) argues for US student rights 
to speak different varieties of English. For him code-meshing is a way to honour the 
linguistic diversity of students from multicultural backgrounds. To support the use of CS in 
classrooms, Singh refers to a study conducted in Malaysia by Lee (2010) that showed how 
the majority of secondary school teachers favored CS in language teaching classrooms as 
a way to make students more willing to participate in class.  

2.9 Chapter 9: Globalisation and changing parental perceptions and multilingualism  

“The degree of skill which the student attains in a second language will be dependent upon 
the attitudinal atmosphere in the home.”                                                         (Gardner, 1975: 239)  

It goes without saying that parents have a huge impact on their children’s attitudes, 
beliefs, and characters. Attitude towards learning languages and being open to other 
cultures is definitely implanted by parents. Ways such as discussions, role models, 
exchange programs, and summer camps are how parents influence their offspring. Singh 
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simply indicates how students’ enrollment in bilingual schools is based on their parents’ 
preferences. Finally, the writer concludes by stating the status quo of the world, and how 
it is hard to evade communication with people from different races, religions, or 
backgrounds. Being multilingual is an asset to guarantee a good career, and to establish 
the bases of understanding, tolerance, and acceptance among people. 

3  Conclusion  

This work presents useful information regarding globalisation, multilingualism, and 
language pedagogy. The author discusses the effect globalisation plays on language 
teaching, and examines mother tongue teaching policies. She also builds on the idea of 
language and identity, and a point in favour of this work is that the author refers to 
various case studies from different countries, such as Malaysia, Arab countries, and the 
US. Thus, the book includes useful tips for educators, sociolinguists, and researchers in 
general.  

Though no work could be inclusive of all areas of a topic, I believe Singh covers most 
of the important themes, yet some parts seem redundant like the section on p.40 in 
chapter 3 which was repeated on p. 90 in chapter 5.  Singh mentions briefly two main 
facets of the topic of globalisation that could be of interest for future research: culture 
teaching and its relation to language teaching, and native-speakerism in the job market. It 
can be argued that as an effect of globalisation, culture teaching is not limited to 
American or British anymore, but has expanded to include more cultures. Similarly, the 
issue of native-speakerism and an examination of job equality in the field of language 
teaching could be valuable for further discussion. 
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