FLL 703 - TEACHING OF FOREIGN LANGUAGE SEMINAR - Fall 2011
Dr. Casilde Isabelli

Office Hours: Wed 10-12 & by Appointment
Oficina: 241L EJCH



e-mail:  isabelli@unr.edu
 

 

REQUIRED MATERIALS
( Lee, J.F. & VanPatten, B. (2003) Making Communicative Language Teaching Happen.  New York: McGraw-Hill. 2nd Edition.
( Making Communicative Language Teaching Happen Online Workbook:  http://www.mhhe.com/mclth2 (click on “Student Version” On-line learning center)
( Additional Readings on electronic reserve on the library website: 

http://0-reserves.library.unr.edu.innopac.library.unr.edu/course.aspx?id=1061
COURSE OBJECTIVES

The overall goal of this course is to give all incoming language instructors an overview of communicative language instruction.  This overview consists of theory, research, and practical application.  Below are some specific objectives:

· To have a working knowledge of theory and research that explains how adults acquire a second language. 

· To be able to critically evaluate existing teaching practices and materials based on your understanding of theory and research. 

· To develop teaching materials for the classroom which are informed by theory and research in SLA.
· To conduct observations that will enrich your understanding of the effectiveness of specific teaching practices.
Although you are not expected to become an expert in the fields of SLA and foreign language teaching, you are expected to be able to explain and support the instructional program you most probably will be using.  To put it in other words, not only should you know what you are doing, you should also know why.  

GRADE WEIGHTINGS
Presentations 


5%   (of an article and of your observation paper)
Observation paper

10%

Online Homework 

5%

Portfolio Activities

15%
Teaching Portfolio
             5%
Critical Analyses (4)

20%

Midterm Exam


20%

Final Exam


20%

University policy: The Department of Foreign Languages and Literatures is committed to equal opportunity in education for all students, including those with documented physical and/or learning disabilities.  Any student with a disability needing academic adjustments or accommodations is requested to contact the Disability Resource Center (Thompson Building Suite 101, Phone: 784-6000) as soon as possible to arrange appropriate accommodations.
COMPONENTS OF THE COURSE
1) Presentations/Participation: (5%) You are expected to complete all assigned readings and to be prepared to discuss them in class.  
a) Active participation in all class discussions is a requirement in this course. 
b) In addition, you will be required to present one of the supplementary readings (denoted by “▪▪” on syllabus) and prepare a one-page (double-sided if necessary) handout. Most students also prepare a PowerPoint.  You should focus on the following when presenting your article:
a)  What is the study about? 

b)  Present, define, and summarize any theories or terminology presented in the article. 
c)  Discuss the methodology (Subjects/participants, treatments, instrumentation).
d)  Present and discuss the results. (Data and tables need to be presented and discussed.)
e)  What comments do you have to offer?   

The handout and presentation should present the most important tables (data) present in the study. 
2) Observation Paper: (10%) Observe 2-3 instructors teaching basic level foreign language classes at the university or high school level.  Pre-arrange with the instructors the specific days and times that you will observe their teaching. Use the concepts and analytical skills developed in this course to complete the observation project.  You will write up a paper that will be similar to a critical analysis (see description below about 2nd and 3rd paragraph) and based on the Observation Form (Appendix A). You will also give a 5-10 minute presentation on your findings/observations at the end of the semester.
 
3) Online Homework (5%), Portfolio Activities (15%), Teaching Portfolio (5%):  
a) Your homework will consist of short essays from the OLC labeled Definitions (worth 5%); 
b) You will be completing some end of the chapter Portfolio Activities (worth 15%), which you will hand in day marked on the syllabus.  These will be emailed to me at: isabelli@unr.edu.
c) You will assemble a Teaching Portfolio (worth 5%) using a 3-ring binder.  It will contain the following: 

(Title page

(Table of Contents
( 1-4 page Reflective Essay/Executive summary
( Appendices (supporting documents): portfolio activities, your observation paper, peer/supervisor observations (if any), and any interesting activities you created.  (See Appendix B for details.)
 
4) Critical Analyses (20%): For the (▪▪) articles that you read during the semester, you will prepare FOUR (4) one-page, single-spaced commentaries, due the day of the discussion of that article.  These will be emailed to me at: isabelli@unr.edu.  The analysis should consist of the following (see Appendix C):

Title: MLA or APA bibliographic listing of the article analyzed. 

1st Paragraph:  abstract summarizing the article: general topic, methodology used (subjects, treatments, instruments), and results.  
2nd Paragraph: is your critical reaction to the article based on the theories and approaches seen in class.  Avoid basing your reaction primarily on “common sense”, your own pedagogical style and preferences, and anecdotes.  You might want to address the following: the significance of the problem or issue raised in the article; the plausibility of the research hypothesis; presentation of recommendations, conclusions; and/or the implications of the article for instruction.  
3rd Paragraph: This last short paragraph is where you can conclude on the reading by discussion your personal reactions, preferences, and anecdotes. Also any opinions to how this study will affect your teaching can be included here.  Here you can use the personal “I”.
5) Midterm (20%) & Final Exam: (20%) 
TENTATIVE SCHEDULE (This class is “dynamic”)
TAI = Think About It found on Online Learning Center

	Day
	Ch.
	Readings/lecture topics completed in class
	 
	Tarea (due)

	Week 1

	8/23
	 
	▪ Introduction 

▪ Lightbown & Spada (1999) Popular ideas about language learning.
	

	
	1
	▪ From atlas and audiolingualism to acquisition; Chapter 1: TAI
	

	Week 2 

	8/30
	
	▪ Overview of History and Teaching Methodologies

▪ Krashen’s Input Hypothesis

▪ Lightbown & Spada (1999) Factors affecting second language learning
	Ch1: Definitions
Ch2: Definitions

	
	2
	▪
Working with input; Chapter 2: TAI
	

	Week 3

	9/6
	
	▪ MCLTH Chapter 2 Portfolio Activity #1
This activity should not require the learners to produce the target structure (vocabulary or grammar).  Learners demonstrate their comprehension by checking boxes, indicating agreement/disagreement, etc. 
	

	
	3
	▪ Communicating in the classroom; Ch 3: TAI
	Ch3: Definitions

	Week 4 

	9/13
	
	▪▪Morris (2002) Negotiation moves and recasts in relation to error types and learner repairs in the foreign language classroom 
▪▪Lyster & Ranta (1997) Corrective feedback and learner uptake: Negotiation of form in communicative classrooms  
	Ch2: Portfolio #1


	
	
	▪ MCLTH Chapter 3 Portfolio Activity #2
	

	Week 5

	9/20
	4
	▪ Building toward a proficiency goal; Ch 4: TAI
	Ch3: Portfolio #2
Ch4: Definitions

	
	
	▪ ACTFL Proficiency Guidelines
	

	Week 6

	9/27
	5
	▪Suggestions for using information-exchange tasks for oral testing; Ch 5: TAI
	Ch5: Definitions

	
	
	▪ Chapter 5 Portfolio Activity #3
	

	Week 7

	10/4
	6
	▪ Issues in learning and teaching grammar;  Ch 6: TAI
	Ch5: Portfolio #3
Ch6: Definitions

	
	
	▪ Chapter 6 Portfolio Activity #4
	

	Week 8  

	10/11
	7
	▪ Processing instruction and structured input; Ch 7: TAI
	Ch6: Portfolio #4

Ch7: Definitions

	
	
	▪▪ VanPatten & Cadierno (1993) Explicit Instruction and Input Processing. 
	

	Week 9 

	10/18
	
	Midterm Exam
	

	
	
	Preparing your portfolio

▪ Swain’s Output Hypothesis
	

	Week 10  

	10/25
	8
	▪Structured output: A focus on form in language production; Ch8: TAI
	Ch8: Definitions

	
	
	▪▪ Wong & VanPatten (2003) The evidence is IN: Drills are OUT  & both reactions: Leaver et al. (2004) & Wong & VanPatten (2004) (Descriptive Studies)
▪▪ Farley (2001) Authentic processing instruction and the Spanish subjunctive
	

	Week 11 

	11/1
	9
	▪ Suggestions for testing grammar;  Ch9: TAI  
	Ch9: Definitions

	 
	
	▪ Chapter Exam Creation (Portfolio Activity #5)
	

	Week 12

	11/8 
	10
	▪ Listening comprehension; Ch 10:  TAI  
▪▪ Herron (1994) Investigation of the effectiveness of using an advocate organizer to introduce video in the foreign language classroom
	Ch 9: Portfolio #5
Ch10: Definitions

	
	
	▪ Chapter 10 Portfolio Activity #6 
	

	Week 13 

	11/15 
	11
	▪ Comprehending written language, Ch 11: TAI (**Problem with “assimilation”)
(3 sample reading activities)
	Ch10: Portfolio #6
Ch11: Definitions

	
	
	▪▪ Anderson et al. (1977) Framework for comprehending discourse
	

	Week 14

	11/22
	12
	▪  Writing and composing in a second language; Ch 12: TAI  
	Ch12: Definitions

	
	
	▪ Greenia (1992) Why Johnny Can't Escribir
▪ PRESENTATION of observation paper
	Observation Paper

	Week 15 

	11/29
	13
	▪ Issues in testing comprehension and in evaluating writing
▪ PRESENTATION of observation paper
	

	
	
	▪▪ Semke (1984) Effects of the red pen 
▪▪ Fathom & Whalley (1990) Teacher response to student writing: Focus on form versus content

▪▪ Lalande (1982) Reducing composition errors: An experiment 
	

	Week 16

	 12/6
	
	▪▪VanPatten (1998) Perceptions of perspectives on the term “communicative” (Descriptive Study)
▪ PRESENTATION of observation paper
	Teaching Portfolio

	Finals Week 

	TBA
	
	Final Exam
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Appendix A 

Instructor Observation Form for Observation Paper

Do not turn this form in to me.  Use it as a guide for your paper.

This form is to be used by graduate instructors when visiting a class 111-112-211.  DO NOT REPORT the name of the instructor observed. Observation and Evaluation: Date of Visit; Course (no section); Number of Students; class meeting length; language.

I.  Lesson

A.  Warm-up & Closure (please describe)


1. Approximately what percentage of the students was involved?

2. How did the warm-up/wrap up relate to the lesson?

3. How long was it?  Was the length appropriate? Briefly explain.

4. Was it effective?  Briefly explain.

B. Activities.  Outline with brief descriptions and indicate whether each activity was teacher-fronted or small group; if possible, indicate how much time was spent on each activity.  Include teacher explanation of grammar.

Overall Evaluation of Activities.  (Comment on the following)

1.  Variety:
multiple skills addressed  
reading

writing
   speaking
listening

2.  Formats:
teacher-fronted

pairs

small groups

3.  Tasks: 
mechanical


meaningful
communicative
combo

4.  Resources:
Type of resource used in class (board, DVD, ELMO, picture file, objects, etc.)

C. Instructor. 

1. Knowledge:  Comment on the instructor knowledge of the subject matter

2. Delivery and Management: How effective were the management and instructional strategies; how were the instructors questioning and inquiry skills; how did the instructor provide for individual needs; how involved and on-task were the students (how did the instructor help them on this).

3. Teacher Talk: Percentage of teacher talk during the time you were in the class (i.e. if the class is 50 minutes long and the teacher talked 25 minutes, 50%); was it appropriate?

4. Appropriate Attire:  How did the instructor present himself/herself to his/her students? As a peer or as an authority figure? Explain.

D. For pair or small group activities
1.  Composition of groups: were they self-selected; instructor determined

2.  Directions:
  Were they clear; given before/after students are in groups;
was a model given for the activity


3.  Monitoring during the activity:    appropriate

minimal

none
4.  Time Limits:
stated by instructor
students reminded of time
no limit

5.  Students: stayed on task; used English to negotiate activity; used English not related to task

6.  Transitions: clear; abrupt; smooth
; appropriate; confusing

In addition to the above “superficial” information, the second part of your paper will then need to critically analyze the classes you observed with the theories that you have seen during the semester. The last part/paragraph is where you can comment on your own feelings and anecdotal information.
Appendix B 
Content of a Teaching Portfolio

(1)  Title Page (Your Name, class, date, Term…on one page, page centered)

(2)  Table of Contents (your name, class, date, on one page)

(3)  A. For those who have taught or are teaching - Reflective Essay/Executive Summary. (single spaced, written in the first person. The portfolio is personal and the writing should reflect that.  It should also be accurate and it should go beyond superficial analysis. Make sure you are able to describe your teaching/work responsibilities if you have taught or are teaching.  

a)  What do you teach? What other work responsibilities do you fulfill professionally?

b)  Whom do you teach?  Where do you teach?  How often do you teach/work?

c)  How much responsibility do you have for your teaching?

d)  Other considerations?

B.  For those who have not taught - Teaching Philosophy.  As professional educators, we must examine the implicit and explicit assumptions we hold about teaching.  This allows us to reflect on what we believe about the teaching and learning process.  You should discuss:  what are your beliefs about how people learn; what are your beliefs about your role as an educator; your beliefs about your discipline; why and how do you think your discipline is important?  

C.  Commentary. (Optional) linked to each supporting appendix containing material such as syllabi, student course critiques, student work samples, your samples activities, etc.  A commentary is a nice way to show your personality behind the work that is being presented.

(4) Tabbed Appendices with Supporting Documents


(a) critical analyses of published studies (4), completed for this class;

(b) portfolio activities, completed for this class;

(c)  a textbook evaluation that you completed on your own (Appendix D);


(d) observation paper completed for this class;


(e) student-evaluations (if you have any);

(f) classroom observations (peer or supervisor), if any.

Appendix C 
Writing a Critical Analysis

•  Identification: Your name, course, and title of homework (i.e., Critical Analysis #1)
Title: MLA or APA bibliographic listing of the article analyzed. 

1st Paragraph:  abstract summarizing the article: general topic, methodology used (subjects, treatments, instruments), and results.  See sample abstracts below.
2nd Paragraph: is your critical reaction to the article based on the theories and approaches seen in class.  Avoid basing your reaction primarily on “common sense”, your own pedagogical style and preferences, and anecdotes.  You might want to address the following: the significance of the problem or issue raised in the article; the plausibility of the research hypothesis; presentation of recommendations, conclusions; and/or the implications of the article for instruction.  

3rd Paragraph: This last short paragraph is where you can conclude on the reading by discussion your personal reactions, preferences, and anecdotes. Also any opinions to how this study will affect your teaching can be included here.  Here you can use the personal “I”.
Preparing a critical analysis of the article. Summarize the context of the research, experimental methodology (subjects, treatment, and instrumentation) and why experiments were done and the results obtained. Also summarize the conclusions from the research and their significance. Almost all the information that you will need should be in the paper at hand. 
In addition, general ideas you might consider may include, but are not limited to, the context of previous knowledge in which the experiments were designed, the specific questions being addressed, the motivation for the research, the importance of the research and/or results, experimental design and data obtained, interpretation of the data, appropriateness of the Discussion (i.e. are conclusions supported by the data, or are the authors over-interpreting their data?), questions about the subject material that this paper raised in your mind, significance of the article, future experiments that might be inspired by the results, etc. You may be critical of some papers (every published article probably has at least one mistake), in which case don’t hold back, but be careful to justify your criticisms. Although you are to summarize the content of the paper in your first paragraph, I am most interested in your ability to understand and think critically about the questions being asked and how well they were addressed.

Grading: The paper will be marked out of 100 as follows:

grammar/spelling: 10%; 

clarity (organization and flow): 10%; 

contents (understanding and analysis): 80%. 

The more analysis there is, the higher the value earned for this section. A simple summary without an attempt at analysis will earn 50%. Personal opinions count for a bit more, but to get 100%  you need to question the methods/ results/ interpretation and/or offer reasonable suggestions for future experiments or alternatives to the Discussion. This is not a directive to be negative about what you read - if you fully agree then say so and explain why. The point is to weigh the information in the paper and to accept yourself as an authority as to how much you trust it.

Appendix C continued...

Sample Critical Analysis

Semke, H. 1984. Effects of the red pen. Foreign Language Annals, 17, 195-202.


The article describes a study which was conducted at the University of Minnesota in the spring of 1980.  The study analyzed the effects of four separate grading methods on free-writing assignments:  1) comments only; 2) corrections only; 3) corrections and comments; 4) coded corrections with student rewrites.  The experiment was carried out over 10 weeks and involved 141 students of comparable backgrounds in German.  Eight classes, containing the 141 students, were divided into the four groups with two classes per group.  The results indicated that correcting student writing does not improve student writing or competency in the language.  In fact, it seems to have a negative effect on student attitudes, consequently having a negative effect on student achievement.  The study indicated that the best method of correction is method 1 and that language progress is enhanced by writing practice alone.

The problem presented in the article is quite significant because it involves teachers’ time and students’ learning.  There is no debate over whether students need to write in order to improving their writing.  Clearly they do.  The issue is over what the most effective way for teachers to correct student writing is.  Many teachers spend hours meticulously correcting students’ writing mistakes based on the belief that in doing so they are teaching the students how to write better.  However, what often happens is that either the students never consider the corrections, in which case the teacher’s time has be futile, or, students’ attitudes are negatively affected when they get their papers back showing them their many errors.  There is evidence (Talmage and Eash 1979) that student achievement is closely linked to student attitudes and therefore by negatively affecting their attitudes, pointing out their mistakes negatively affects their learning.  So, this study set out to help determine which method of correction is best for student learning.  What it seemed to show is that the method that is best is also the method that requires the least amount of the teacher’s time.  Allow me to explain each method and their effects as concluded by this study.  First, method 4 involved meticulously correcting students’ writing errors, but used a symbol system to do so.  Students then had to figure out what their errors were based on this symbol system and correct them.  Students reported having difficulty interpreting the symbols, thus adding to frustration, and the results showed that of the four groups this group’s fluency was significantly lower and its proficiency and accuracy was “average” (my quotes), something that was very unexpected since the group focused on accuracy.  Consequently, this was the least preferred method of those involved in the study.  Methods 2 and 3 are comparable in that they both involve having the teacher make corrections.  The difference between the two was that in method 3 the teacher also made comments.  The results showed that there was no statistical difference between the two with respect to accuracy, fluency and proficiency.  This is interesting because it shows that making positive comments does not counteract any negative effects that corrections are apt to produce.  Finally, method 1 was by far the preferred method.  It consisted simply of teacher comments, with no notification of student errors.  Although these students did not perform statistically better on the accuracy test, they did do statistically better on the fluency test as well as on the proficiency test.  These results were quite surprising.  What the authors concluded from all this was that teachers should use their students’ writing as a way of sharing information, to communicate, instead of using it to correct their errors.  Doing so positively affects students’ attitudes and thus positively affects their learning.  The authors of this study make one more significant note, stating that when students feel good about their ability to communicate they will then seek out ways to improve the mechanics of their writing.  The authors of this study interpreted some of the group 1 students’ comments to mean this.  I am skeptical about this claim.  I think that the students made certain comments about believing there should be more correction of errors because this is what they are used to and what they expect when they get their papers back from their teachers.  I do not think that simply making such comments suggests that they are seeking advice on the mechanics of their writing.

What all this implies for me as a FL teacher is quite comforting.  It implies that I need not spend hours upon hours meticulously correcting student writing in order to aid student learning.  Instead, I could use their free-writings as a dialogue between them and me, as a way to get to know them better and to help create a positive teacher-student relationship.  As a final word, it is extremely important to note a couple things.  First, this study does not claim that errors should never be corrected (and in fact it specifically states the opposite).  Errors should be corrected when they are consistently made, or when students request for them to be corrected.  Finally, the authors note that this study cannot be generalized.  What this means is that the results and conclusions they came to cannot necessarily be applied to other languages and to other forms of writing.  However, it does seem reasonable to apply their results to other languages.  
Appendix C continued...

Sample Abstracts

I.  Empirical Studies (using statistics)


[image: image1]
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Appendix C continued...

Sample Abstracts

II. Descriptive Studies (usually a review of literature)

[image: image4.emf]
Appendix D
Textbook Evaluation
Guidelines
The textbook evaluation comprises and important part of the teaching portfolio you will create this semester.  

Your evaluation should be comprised of three parts; parts (1) and (2) are required, part (3) is optional depending on the availability of published reviews of your selected textbook: 

(1)     EVALUATION FORM 

For the textbook you have selected, please complete the textbook evaluation form, based upon guidelines determined during class discussion.  The evaluation form provides uniform guidelines for textbook evaluation, and in a certain sense, makes the evaluation process more objective.  It is a good idea to look at the textbook in a global way (i.e., number of chapters, material covered, ancillary materials included in the package, chapter organization, etc.), and then to examine one chapter in detail.  The chapter you select should not be the preliminary or first chapter of the textbook; instead, choose a chapter closer to the middle of the textbook so you can get a clear view of how students are required to study and use the target language.


(2)     REVIEW 

In addition to the evaluation form, you should write a 1-2 page (no longer!) typed 
review of the textbook.  In the review, you should include the following: 

· an overview of the basic organization of the textbook 

· organization of individual chapters 

· general approach to language learning (i.e. communicative, proficiency oriented, etc.) 

· approach to teaching / practicing grammar and vocabulary 

· treatment of culture 

· any significant strengths or weaknesses 

· overall impression / assessment of textbook

 (3)     PUBLISHED REVIEW 

If there is a published review of your selected textbook available, please include it with your textbook evaluation materials.  The journals we are presenting in class are a good resource for finding reviews.  Completing an online search of the MLA bibliography might also assist you in finding a published review.

Appendix D
Textbook Evaluation Form

TITLE:  ________________________________________________________________

AUTHOR(S):  ___________________________________________________________

DATE / EDITION:  ____________________     PUBLISHER:  ____________________

Please place a check (√) next to all components available in this textbook package.  Place an X next to those components you feel are essential to you, even if those components are not included with this textbook package. (You will need to go online.)

_____
Teacher’s edition of TB


_____
Instructor’s resource manual

_____
Student workbook


_____
Student lab manual

_____
Student audio CD(s)


_____
Interactive CD-Rom

_____
Video cassette(s)



_____
Instructor’s video guide

_____
Test bank



_____
Transparency set

_____
Web site: ___________________
_____
Other (please specify)

SCORING:
4 = excellent
3 = good
2 = adequate
1 = poor   0 = unacceptable/non-existent

A.
PRACTICAL CONSIDERATIONS


_____
1.  The textbook is clearly laid out.

_____
2.  Both teacher and students can easily find things using the index or table of contents.

_____
3.  Lessons / chapters are of appropriate length and number.

_____
4.  Page layout is clear – there is neither too much information per page, nor too many items per page.

_____
5.  Maps are clear and accurate.

_____
6.  Appendices are accurate and easy to use.

_____
7.  The book is attractive.

_____
8.  The size of the book is appropriate.

_____
9.  The book appears durable.

Comments:
B.
THEORETICAL ORIENTATION

_____
1.  The textbook integrates the Communicative Method.

_____
2.  The textbook has clearly stated goals for proficiency.

_____
3.  The textbook provides a clear explanation of its theoretical / methodological orientation (i.e. Natural Approach, Communicative Language Learning, etc.)

_____
4.  The content of the textbook is consistent with the stated theoretical / methodological objectives.

Comments: 

C.
AUDIENCE

_____
1.  The content of the textbook is age appropriate.

_____
2.  The content and layout of the textbook will appeal to students.

_____  3.  Topics would appeal to students in high school / college / etc. (i.e. students can identify with characters, readings, culture, etc.).

_____
4.  The text would be enjoyable for students and teachers to use.

Comments: 

D.
FOUR SKILLS

_____
1.  Activities in the textbook are balanced among the four skills.

_____
2.  An adequate number of skill-building activities is provided.

_____
3.  Each of the four skills is treated in every chapter.

_____
4.  There is a logical / gradual development of the four skills throughout the textbook.

_____
5.  Skill-building activities are process-oriented (i.e. activities are accompanied by preview and follow-up activities).

____
6.  Strategies for building skills in speaking, reading, writing and listening are included in the text.

Comments: 

E.
STRUCTURES
_____
1.  The amount of grammar taught in each chapter / lesson is reasonable.

_____
2.  The sequencing of grammar is logical.

_____
3.  The sequencing of grammar provides for recycling / review.

_____
4.  Grammatical structures presented in text are accurate.

_____
5.  Examples of grammatical structures are contextualized.

_____
6.  Explanations of grammatical structures are clear.

_____
7.  Varied, sequenced practice (mechanical, meaningful, communicative) is provided.

Comments: 

F.
VOCABULARY
_____
1.  Vocabulary reflects frequency / usefulness and is not dated.

_____
2.  A variety of culturally specific words is presented (i.e. formal vs. informal, words used in different TL speaking cultures, etc.).

_____
3.  Vocabulary is presented in reasonable amounts per lesson / chapter

_____
4.  Presentation of vocabulary is contextualized.

_____
5.  The sequencing of vocabulary is logical.

_____
6.  The sequencing of vocabulary provides for recycling / review.

_____
7.  There is a good fit between the structures and vocabulary presented in each lesson / chapter.

_____
8.  Varied, sequenced practice (mechanical, meaningful, communicative) is provided.

Comments: 

G.
CULTURE

_____
1.  All cultures / countries of the TL speaking world are represented.

_____
2.  Both “big C” and “little c” culture are represented.

_____
3.  Culture is integrated into a variety of activities.

_____
4.  Culture is integrated into lesson / chapter themes.

_____
5.  Up-do-date realia, maps, illustrations and texts are provided.

Comments: 
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and the benefits of processing instruction in particular. Although Collentine (1998) stated that most uses of
the subjunctive do not lend themselves to P, this study has shown that input can be structured in such a way
that the subjunictive is more easlly processed by L2 learners of Spanish,




[image: image6.png]Abstract: This study assessed the provision and use of Implicit Negative Feedback in the inter-
actional context of adult beginning learners of Spanish working in dyads (NNS—NNS) in the for-
eign language (1.2) classroom. The relationships among error types, feedback types, and immedi-
ate learner repair were also examined. A total of 42 beginning FL learners of Spanish enrolled in
two different sections of Beginning Spanish participated in the study. During regular class time,
learners formed pairs and worked on the same Jigsaw task. The collaborative work of all pairs
was tape-recorded, transcribed, and later coded for types of error (syntactic/lexical), types of NF
(explicit/recastsinegotiation moves), and repair: Findings indicated that learners did not provide
explicit negative feedback. Learners did provide and did use INF (recasts and negotiation moves)
when working in NNS-NNS dyads. In addition, lexical errors favored the negotiation of form;
syntactic ervors invited recasts, but differential effects were Jound in terms of learner repair
Negotiation moves proved more effective in immediately repairing ervors than did recasts.



