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ABSTRACT: EBL is often identified with degree programmes in Health Sciences, Social Work, Engineering, Business and Mathematics, less in Modern Language programmes where grammar-translation based approaches still dominate teaching styles. This project evaluates EBL practice in modern languages in an attempt to close the significant gap between teachers’ expectations of themselves and students, and vice versa, and the skills that recruitment agencies seek in graduates in the workplace. 

The analysis reported in this project assesses an EBL-oriented course for second year students who are taking Commerce, Business, Economics and International Relations with Spanish, in order to: 

—analyse the impact that EBL has on students;
—evaluate how members of staff facilitate such practice.
Qualitative and quantitative data that reflects the views of students and staff on EBL implementation in language programmes is provided together with forms and samples of tasks specifically designed for students’ use to promote peer evaluation, collaborative work and critical thinking.
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1. Introduction
Aims, Objectives and Outcomes
Higher Education has recently started to place special emphasis on Enquiry-Based Learning (EBL) as a method of curriculum design that is “innovative, responsive to the diversity of students’ needs, and [that] promotes academic and social engagement as well as active learning” (Dawson, 2008). In comparison to traditional teacher-led methods, the development of a student-centred and collaborative learning environment requires students not only to tell what they know but to perform their understanding (Biggs, 2003; MacDonald, 2005: 87, my emphasis) as a means of doing as well as of thinking (Gibson, 2005: 28, my emphasis). Additionally, alternative assessment techniques and the facilitation of students’ social networks through EBL seem to better guarantee student retention and continuation of degree course (Dawson 2008; McLoughlin, 2005: 189).

The implementation and practice of an EBL based-approach curriculum in Modern Languages, where the grammar-translation based modus operandi still often dominates teaching styles (Gray and Klapper, 2000), has not received sufficient attention if compared with science-oriented degree programmes such as Medicine, Health Sciences, Social Work, Engineering, Architecture, Business, Law and Mathematics (Schwartz et al., 2001: 2; Biggs, 2003; Hutchings & O’Rourke, 2002: 73). In the case of Modern Languages, teaching and learning are used as tools to comply with a prescribed syllabus, a content-based programme (Gray and Klapper, 2000: 232); students’ linguistic and socio-cultural engagement in the process of language learning has long been one that supports a “testing culture” and “evaluation of knowledge” rather than an assessment culture and assessment of process (Lindblom-Ylänne, Pihlajamäki, Kotkas, 2006: 51, 52). Prioritising essential skills in effective high quality learning and working, i.e. autonomous learning, critical and reflective thinking skills, and the integration of disciplines (Poikela and Poikela, 2005: 218), can better ensure the delivery, acquisition and execution of new competencies that working life demands.

This project evaluates the impact that EBL has on the promotion and acquisition of lifelong learning skills alongside linguistic ones within a Modern Languages programme. Through an analysis and assessment of the understanding of and responses to EBL from staff and students, the study evaluates effective learning and teaching in the light of traditional roles of teachers and students in comparison to learning and teaching strategies following an EBL scheme. In an attempt to close the gap between different parties’ expectations of language teaching, learning and its application —i.e. teachers’, students’ and recruitment companies’— the research also reviews the potential success of EBL approaches that aim:
1.—to increase the students’ motivation to become autonomous learners and develop effective self-directed learning skills, and to encourage the students to collaborate in teaching and learning by supporting each other; this is measured by:

—a comprehensive examination of the understanding of the role of teachers and learners by both parties;

―an assessment of how the students value interactive and collaborative tasks and the benefits and disadvantages that they perceive these as bringing to their individual and peer learning;

―an evaluation of the development of communication and interpersonal skills that relate to the students’ lives outside the classroom with a focus oriented towards work-related environments (project planning, team-work, managing staff, collaboration, etc);

2.―to establish how the tutor can support the students to make the transition towards autonomous and independent learning within an EBL environment;

3.―to evaluate whether EBL alone can guarantee lifelong learning skills in comparison to other, more traditional teaching methods.

The outcomes of the research are essentially intended to be of benefit to:

1.―Area Studies in the higher education community in terms of research input and collaboration for the continuation of teaching and learning innovation and the sharing of good teaching practice;

2. ―language tutors, inasmuch as the project will provide an inspiring and informative frame of work for (language) tutors’ professional development and engagement with recent and current teaching methodology;

3. ―non-language courses across other disciplines and degrees that will consider the implementation of EBL practices in their teaching;

4. ―academic practice consultants and advisors who collaborate in the dissemination of valuable teaching and learning practice and educational development to new academic staff and already established members of staff.
2. Methodology and Procedure

The research consisted of a case study that used three questionnaires to collect both quantitative data, which formally evaluated the outcome of the project, and qualitative data, which provided an analysis of responses from staff and the students to EBL at a more personal level. Close- and open-ended questions had been devised to explore the students’ evolution —if any— in understanding EBL practices in and outside the classroom, and staff’s approach and reflection on the future of EBL as an efficient teaching methodology. Questions focused mainly on “the role of teachers and students”, the benefits and disadvantages of “group and individual work” and the role of “peer feedback and assessment”.

Ethical approval for this project was granted by the Birmingham University Ethical Review of Research Committee. Completion of questionnaires by both staff and the students was voluntary and anonymous, and both parties reserved the right to omit questions they did not wish to answer. Participation in peer evaluations, group work and self-evaluation from the students, however, was an integral part of the language programme as specified in the module descriptor. The students were informed of three observational exercises carried out during the academic year by two internal and one external observer as part of the University Policy for Quality Assurance.
The research was carried out with a miscellaneous group of 22 second year students whose main discipline was either Business Studies, Commerce, Economics or International Relations, in combination with Spanish. All activities were aimed at engaging the students in tasks that related to professional areas in real life scenarios: research skills, group management, team-work and self-and peer assessment and feedback. Hence, student-centred tasks were designed to foster the development of communication skills in the target language and opportunities to initiate friendships amongst peer groups (Finlay and Faulkner, 2005: 33):

1.—since “online discussion boards create a record of thought that learners can use to reflect on their work and teachers can use to assess student progress” (Donnelly, 2005: 173), and in order to facilitate networking and promote dialogue for group work (Donnelly, 2005: 169), the students shared online group discussions on WebCT where they could assist each other in problem-solving related to language coursework and assessments. 

2.—to support independent study, the students were instructed in online-research skill engines such as MyIntute; they could learn to create their own reading lists and to be “information literate” (Breen and Fallon, 2005: 179) with the objective of being “encouraged to approach critical material with a less deferential attitude” (Hutchings & O’Rourke, 2002: 78). 
3.—to assist in group work, the group members established their own “ground group rules” to ensure effective functioning in terms of distribution of workload and responsibilities, satisfaction with their learning outcomes, and working ethics (Clancy, 2005: 211; Duggan & Dermody, 2005: 140; Scott-Ladd and Chan, 2008: 231).

4.—to learn to give constructive criticism, peer assessment and peer feedback were included in class discussions and recorded in “group assessment” (Appendix 4) and “individual peer assessment” (Appendix 5) forms.
3. Results and Discussion
3.1. Student and Staff questionnaires [Tables 1 and 2]
Tables 1 and 2 compare the initial responses received from 22 students (ST) and 8 teachers (T) on the role of the teacher and the student from both perspectives, respectively. Table 1 shows the students’ and teachers’ appreciation of the role of the teacher as being that of the expert who delivered information to the masses (ST:9; T:7); paradoxically, ‘teachers as learners’ was not regarded as an essential role to acquire expertise according to the students’ point of view (ST:0); teachers, on the contrary, saw learning as a fundamental element for professional development “as students and as practitioners of ‘academic’ research” (T:6) (Hutchings and O’Rourke, 2002: 83).
In expert-centred environments or within a traditional educational system, a teacher’s expertise in the subject being taught tends to support a curriculum that fosters the ideology of teaching as transmitting (teacher) and learning as receiving (student). Compare, for instance, the percentage assigned to the role of teachers as the sole assessors (ST:8; T:7) and directors of knowledge (ST:5; T:4) by both teachers and the students. 

This line of thought appears also replicated in Table 2 where the students’ perception of themselves as teachers (ST:0) directors (ST:0) and assessors (ST:2) of their own learning and their peers contrasted with teachers’ expectations (T:5; T:7; T:4, respectively). The students perceived themselves mainly as passive listeners (ST:14) as opposed to being active listeners, by teachers (T:7), passive learners (ST:5; T:0) and only doers (ST:13; T:8) who replicated information transmitted by the expert/lecturer. Opposite to the students’ understanding of the role of doers, teachers’ perceptions included the latter taking initiatives that positioned them as active and autonomous learners.

Traditionally, teachers have been regarded mainly by students, but also by themselves, as the unique assessors of student knowledge (T:7 [Table 1]; ST:2 [Table 2]). Similarly, the role of facilitator—less that of moderator— was shown to be more pertinent to the teacher (T:7) as the one who put in place the sources and knowledge for the students to moderate, discriminate and direct their own learning. In this sense, from a teacher’s perspective, there was space for teachers (and the students) to function as a sort of role model of the expert learner (T:4) (Finlay and Faulkner, 2005: 43) in the tasks of facilitating and collaborative learning: “If true student-centred learning is to be achieved, then listening and support should take priority over direction and control” (Hutchings and O’Rourke, 2002: 78). By letting the student-group define and shape the direction taken, defining their own ‘patterns of participatory processes’, the students were more in control of their own learning (Duggan and Dermody, 2005: 145).
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The students’ perceptions on group work are collected in Table 3 (Student questionnaire) alongside their perspective on individual work. The balance between the advantages and disadvantages illustrates that both types of work complement each other in the task of measuring and controlling learning. Examples of two written group tasks include a “Group leaflet project report” (Appendix 1) and a “Group letter project report” (Appendix 2), which are explained below. 
Student questionnaire [Table 3]
	Group work
	
	Advantages
	
	Disadvantages

	
	
	
	
	

	
	
	peer learning/peer teaching
	
	conflict of opinion/personality clashes 

	
	
	promotes teamwork and cooperation
	
	unequal distribution of work and contribution 

	
	
	distribution of workload 
	
	reliance on others

	
	
	different points of view
	
	difficult to organise 

	
	
	distribution of responsibilities
	
	different levels

	
	
	communication skills
	
	the group mark does not truly reflect the skills of each student. 

	
	
	
	
	

	Individual work
	
	flexible timetable
	
	can be boring

	
	
	assess your own ability
	
	more workload

	
	
	no conflict of ideas 
	
	cannot check your ideas 

	
	
	easier to manage 
	
	more time consuming 

	
	
	work reflects your ability 
	
	will not learn from other people 

	
	
	don’t depend on anyone else
	
	no support/guidance


“Group Leaflet Project Report” and “Group Letter Project Report” 
Both activities provide the student with cultural knowledge on the cities where they will spend their Year Abroad. The “Leaflet Project Report” required the students to research a Spanish or Latin American World Heritage building or site and think of potential advertising strategies to promote the city from a touristic strategic point of view. The “Letter Project Report” asked the students to justify their choice of University by writing a letter requesting admission to attend courses in said institution. 

To moderate the students’ learning, the students were provided with instructions on what to include in their reports. This set of guidelines facilitated process rather than controlling it: the students were still responsible for distribution of work loads, identification of learning needs, research, selection and analysis of material, information management and, ultimately, for collectively presenting the information effectively, both in written form and verbally in the form of a class presentation. Class group oral presentations promoted peer learning and teaching, the sharing of information and process of learning, and instant peer feedback and assessment. Group oral presentations also required the students to share their findings with the rest of the class; the students could use the language verbally and facilitated the initiation of a dialogue on grammar, content and other cultural-related issues. Oral presentations were also an effective method to ensure that the student performance and contribution to the group was visible to the tutor in order to avoid poor performance or students hiding in the group (Schwartz et al., 2001: 169).
In presenting the students with real life scenarios, both tasks embedded study skills into core learning and teaching activities (Dawson, 2008), promoted reflective thinking and lifelong learning (Devlin, 2002: 137), and facilitated the acquisition of practical competencies for employability (Dawson, 2008; Devlin, 2002). Also, the “Group Ground Rules and Roles” form (Appendix 3), given to the students at the beginning of the academic year, set up effective norms that reduced the possibility of “any detrimental effect on the performance of the group due to poor team dynamics” (Duggan & Dermody, 2005: 140). The establishing of rules proved to be an effective way of formalising the process of group work; the students worked within “operating boundaries, specific actionable steps, a review process and dispute resolution process, similar to that practised in industry” (Scott-Ladd, Chan, 2008: 233; Poikela & Poikela, 2005: 219). 
Both activities encouraged the students to think critically about why and how they did things, helped them to change their conceptions of learning and increased personal responsibility for their learning (Devlin, 2002: 137). Each group had to write a self-reflective commentary on the dynamics of the group and their members, which helped them to identify areas for improvement (Appendices 4 & 5).
By encouraging the students to work collaboratively and to moderate collective and assigned individual tasks, the students were engaged as partners in the learning process (Kahn and O’Rourke 1; Hutchings & O’Rourke, 2002: 73). The tasks were contextualised within the student’s world (Savoie and Hughes, 1994: 54) and merged theory and practice; as a class, the students were prepared to engage with the material in a way that helped them to “perceive and think” (Schwartz and Bransford, 1998: 477), and were encouraged to take responsibility for their learning experience (Devlin, 2002: 126) by establishing a “working consensus” by which everyone contributed with resources, ideas and activities needed to carry “the artifice off in real situations” (Shaw et al., 2008: 706). 
Benefits of group work illustrated in Table 3 are further supported by examples of the students’ self-reflection on the dynamics of the group after carrying out the task:
“We listened to everyone’s opinions and gave constructive feedback to each other… we took executive decisions… and worked both collectively and individually in preparation for a successful leaflet.”
“It was obvious that each member of the group had put the same amount of effort and had done the same workload for the task. The level of contribution and input, attendance and effectiveness of our meetings was satisfactory although it was agreed that we could improve on our communicative skills”

“It was necessary to assign a different role to each member of the team … Afterwards, we exchanged the information and we assigned ourselves different parts of the text to write. We decided that it would be useful to keep regular meetings so all ideas were taken into account and everyone contributed equally. It was team work!”
It is important to bear in mind that activities specifically designed around collaborative work offered the students the possibility of engaging with each other in the process of learning, which can be difficult to achieve in a mass system (Kahn and O’Rourke, 2005: 2). These must be flexible, creative, and, to a certain extent, open-ended, empowering the students with the ability to make choices and decisions (Donnelly, 2005: 157). The promotion of collaborative work and autonomous learning through activities and encouragement of reflective practice also helped to accommodate learning styles from the students with different backgrounds. This was achieved by adapting “expectations and learning, management strategies and styles” (Valiente, 2008: 74); by avoiding stereotyped role models (Delaney and Mitchell, 2005: 72)― as in the case of international students, for instance, who are usually accustomed to the “professor as authority/student as empty vessel” model (Dunphy, 1998); by “expanding their current repertoires of learning strategies” (Yang, 1998: 128); and by facilitating the set of learning environments that provide “an opportunity to challenge students’ knowledge and to promote curiosity and hunger for discovery, challenge and novelty” (Christen and Murphy; Schwartz et al., 2001: 135). 
Although the students recognised (Table 3) that group work could lead to unequal distribution of tasks and disparities in the level of contribution by its members, problems of communication and management of people, they also recognised the advantages of working in a team: peer teaching and learning, development of communication and management skills, cooperation sharing and acquiring knowledge. Team-based activities facilitated, moreover, the learning process within an EBL context: the students needed to prioritise cooperative learning and group-management of tasks (Hutchings & O’Rourke, 2002: 73) so they could establish partnerships and support each other towards achieving a common objective (Smith 2001; Brown 1998); tasks of this nature also promoted real life scenarios that helped to develop transferable “interpersonal, teamwork and communication skills” to the workplace.
3.2. Student End-of-Year Questionnaire [Table 4]
Results from the student end-of-year questionnaires (ST 21) further illustrate the impact that group work and EBL activities have had in the acquisition of learning and development of professional skills. The students reported that group work and EBL tasks carried out throughout the year had helped them to:

―be more pro-active in the progressive learning of language;

―develop research, presentation skills and, as a result, increased confidence, through grammar presentations and research projects;

―acknowledge commitment to the task, responsibility for roles and opportunity to interact;

—improve at team work, communication skills, self-critical attitude, time management, problem solving, listening and speaking skills, and punctuality.

The students also acknowledged that sharing knowledge and discussing ideas with other students, and using visual aids were some of the most effective methods for their individual learning; and that previously agreed set of common goals and expectations from each other had ensured the positive functioning of groups. 

Paradoxically, the students had also expressed a desire for a more teacher-centred approach, particularly in reference to the delivery of grammar. In fact, despite the benefits they themselves had identified in group work, the students considered that group work should be part of the module only sporadically (ST:7), a minimal component for other modules (ST:6) or not included at all in other modules (ST:6). They felt that they had only slightly improved their language skills, especially in preparation for the examinations. This suggests the need to foster change of perspectives on the role of the teacher as a facilitator of education rather than an owner of it. Only then will students’ roles be easier to redefine in parallel with a redefinition of teacher roles (Tudor, 1993: 22).

A teacher-centred approach had also been suggested in regard to peer feedback and assessment; although the students recognised their role in assessing their own work and identifying gaps of knowledge (Table 2, ST:12), the majority of the students had not found this role particularly useful. They agreed that there was a lack of honesty and objectivity from their peers, and fear of offending other students with comments on their work and performance. This indicates that the students’ misconception of the task of offering constructive criticism and criticising someone else’s work could be the reason for their discomfort in adopting the roles of assessors.
Table 4 (breakdown of subsections Tables 5 & 6) illustrates the progression of the students’ perceptions on their own role and of teachers in comparison to their views in the initial questionnaires (Tables 1 and 2). Although teacher’s roles as being mainly lecturers (ST: 20) and assessors (ST:18) still prevailed, the students also saw themselves as potential teachers who shared ideas with others and showed others the best ways to improve learning (ST:17); moderators in that they facilitated and shared resources with others (ST:13); role models who could set good examples of working ethics, individually and with others (ST:13); and assessors who assessed their own work and identified gaps in knowledge (ST: 16). Along these lines, the teacher must adopt a “learning counselor” role (Tudor, 1993: 24) in that the tutor helps to a) provide the students self-awareness as language learners by questioning, identifying and improving their language skills; b) provide the students awareness of learning goals by setting up learning objectives and guidance systems to achieve them, and c) provide the students awareness of learning options by offering effective and appropriate tools for learning. 
In line with a student-centred methodology, peer-evaluations and peer-feedback were resources that could foster communication between the students, made them active participants in assessment and feedback, which helped to improve its quality (MacDonald, 2005: 88) and enhanced “the development of skills required for professional responsibility, judgement and autonomy” (Lindblom-Ylänne, Pihlajamäki & Kotkas, 2006: 52). The fact that these learning strategies were integrated together with the subject material meant that the students perceived them “as an integral part of language learning instead of additional work” (Yang, 1998: 128). 

If we consider that traditionally students have had little input into assessment and feedback (Tables 1 and 2), the introduction of these forms allowed the students to judge how well they were learning and not just how much they had learned (MacDonald, 2005: 86); it provided them with a better sense of assessment criteria (MacDonald, 2005: 91) and let them have an active role in the learning and assessment processes (Lindblom-Ylänne, Pihlajamäki & Kotkas, 2006: 51). 
Table 4: End-of-year student questionnaire
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4. Conclusions and Further Considerations

Results showed that promoting the students’ engagement in their learning and teaching processes through tasks that allowed them to explore their knowledge, questioned the ways they learnt and enhanced their learning skills, helped the students to become autonomous learners, critical thinkers and individuals with professional skills. Embedding effective use of e-learning technologies and a virtual learning environment, designing activities that encouraged collaborative work, enhancing peer and self assessment and feedback, and developing and delivering a curriculum that stimulated the learners’ natural curiosity were all processes that supported effective learning and teaching, reinforced the student learning experience and functioned as “the basis for future continuing professional development and self-directed learning” (MacDonald and Savin-Baden, 2004: 7).

However, in order to facilitate the transition from linear and traditional teaching and learning practices towards the implementation of student-centred curricula, there is a need to cultivate and sustain a collaborative and supportive culture across three main University sectors: teachers, students and administration.

Although the primary beneficiary in implementing approaches in line with EBL principles must be the student (Gibson, 2005: 34), it is important to recognise and value the active involvement and contributions of staff to such curriculum  in order to avoid the potential risk of jeopardising “academic career progression and so discourage involvement” (McLoughlin, 2005: 191). Promoting learner independence and acting as developer of the educational programme should be a higher priority in curricula criteria; junior and established members of staff should work together to foster a learning community that sets up realistic and achievable goals; they should receive substantial administrative support (IT resources, appropriate facilities for group work, time for resource development) (McLoughlin: 2005, 191; Poikela and Poikela, 2005: 221) to ensure that EBL is a successful long-term investment in the development of a curriculum that directly relates to the learners’ lives and careers (Dawson, 2008; McLoughlin, 2005: 189) and avoid the so-called change being little more than “cosmetic” (Poikela and Poikela, 2005: 221). Furthermore, making expectations explicit, helping the student to understand the programme in which they are participating (Dawson, 2008), explaining the benefits of becoming critical thinkers, promoting independent research and giving them time to adjust to their new roles (Barrett, 2005: 19) also facilitates the transition to the implementation of EBL practices in and outside the classroom in Modern Languages and other degree programmes.

Since the number of participants in this study was small, limited to a specific group of students and within a particular university, results and conclusions are not representative of a general understanding of teaching and learning at other universities by other cohorts of students/teachers. The results presented in this project, however, could be of use to other institutions and departments in detecting and informing about the need of potential changes in the way that both the students and staff understand their roles and the main purpose of teaching and learning within Higher Education. The data gathered from the questionnaires by staff and students provided valuable feedback for an understanding of approaches to teaching and learning. The small-scale results that derived from the comparison of 8 staff members’ answers with 22 answers received from the students, have been constructive in establishing the basis for reflection on the need to disseminate good practice and for future academic collaborative efforts in: a) needs for appropriate assessment of process learning; b) education and awareness of students so their conceptions of teaching and learning become “more than the accumulation and memorisation of facts” (Devlin, 2002: 138); and c) developing innovative models of teaching and learning within Modern Languages that engage academics actively in the promotion of students’ critical thinking, lifelong learning skills and employability.
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The tutor:

A. must explain the material to the students (14); must teach us facts (8); must give good quality informative lectures (15); they are meant to teach (7).

B. gives us the tools we need to progress (11); must facilitate the learning process (11); must provide the info that we need as and when required (8).

C. must have loads of knowledge on the subject (12); must be a native speaker of the language (7).

D. constantly reviews teaching material and best ways to provide it (8); picks up useful comments from students (8); (14) learns to listen to students and act accordingly. 

E. manages the teaching and learning methods (10); controls the group (2); establishes what to learn and how (7).

F. controls learning (2); facilitates resources (5); (11) guides learning. 

G. gives student feedback all the time (10); always gives marks to the students (2); assesses how well students do and suggests ways to improve (14). 

H. sets the working ethics for students to adopt (8); to whom students should aspire in behaviour and commitment to work (5).
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The student:

A. needs to take active part in the classes as a part of self-development (16); does the work and motivates himself/herself (15); participates actively in the learning process inside and outside the classroom (18)

B. picks up most of what s\he needs to know as s/he goes along (7); sits back and takes notes from lecturer (4); is not involved in activities (2).

C. helps other students to learn staff they don’t understand (7); shows the tutor preferable ways of learning (3); shares ideas with others and shows others best ways to improve learning (11).

D. takes notes (15); knows to appreciate others’ comments and discriminate information (12); only passively absorbs the information listened to (2).

E. takes responsibility for his/her own learning (14); collaboratively participates in making decisions for everyone’s best learning (4); directs tasks with no one else’s input or help (0). 

F. suggests ways to best perform and learn (4); facilitates and shares resources with others (10); guides learning by making decisions (2).

G. helps peers by giving feedback (1); suggests ways to improve skills and marks(8); has confidence to positively influence peers’ work (3); assesses her/his own work and identifies gaps of knowledge (12).  

H. to whom other students can relate (6); who can advice others to improve learning and organisational skills (3); who can set good examples of working ethics, individually and with others (11).

Appendix 1: Group leaflet project report
Scenario:

You and your friends are part of the international “Promoting Hispanic Culture” group. You have been asked by your organisation to design a leaflet that tries to sell the places below to potential tourists and residents.
Places:
Group 1: El Museo de Frida Kahlo en México

Group 2: El Camino de Santiago de Compostela, Galicia

Group 3: El Santuario Histórico de Machu Picchu, Perú

Group 4: El Palacio Güell, Barcelona

Group 5: El Escorial, Madrid

Guidelines:

Length: 300 words

Language: Spanish
Structure:

Your group project report should include:

a. a brief paragraph that indicates the aims of the project (what does the leaflet intend, at whom it is aimed)

b. a brief paragraph that explains the methodology used (how the group decided on what information to look for, which sources were used, what to include and what to disregard, etc) 
c. a brief paragraph that comments on the language used (syntax, vocabulary, etc) and image that you would hypothetically used in your leaflet, and the purpose of these two (emphasize, create excitement, etc).
d. a brief paragraph that considers the effectiveness of the leaflet or why do you think it would be the most successful and original amongst others.
e. a brief paragraph that reflects on the group dynamics through the preparation of the project (roles, communication, quality of contribution, attendance at meetings, idea suggesting, etc)
Note that this is a group submission. This means that all group members have to agree the final draft before submission. This means that all group members have to sign and print their name at the end of the report. 

Appendix 2: Group letter project report
Scenario

You and your friends have an interest in studying at the same university of your choice in Spain, Latin America or Portugal. You have been asked by your university abroad to write a letter in which you explain the reasons why you, as a group, have decided to spend your Year Abroad there.

Places

Spain: Barcelona, País Vasco, Cádiz, Granada, Málaga, Murcia, Salamanca, Santiago de Compostela, Sevilla, Valencia, Zaragoza
Portugal: Coimbra 
Latin America: Ecuador, Chile 

Guidelines
Length: 300 words

Language: Spanish
Structure:

Your group letter should include:

f. a paragraph that indicates the reasons for choosing such University (what can it offer to you, what do you expect to get out of it, etc)

g. a paragraph that explains why you, as a group, would be the perfect candidate to have the privilege to study at such University (what can you bring in to that environment, how are you going to interact and integrate yourself with that culture and society, etc)

h. a paragraph that describes and explains other reasons for you choice of city/country (what social aspects of the city/country you would like to explore why you are there, what cultural aspects have called your attention, etc)
i. a paragraph that considers the effectiveness of your staying in that country for one year in the long term
j. finally, a brief paragraph that reflects on the group dynamics through the preparation of the project (roles, communication, quality of contribution, attendance at meetings, idea suggesting, etc)
Note that you need to take into consideration the format that letters follow (the heading, the greeting, the body, the closing, etc) and the style (short and to the point, relevant, polite, well presented, etc). As you know, a letter is different from an essay.

Note that this is a group submission. This means that all group members have to agree the final draft before submission. This means that all group members have to sign and print their name at the end of the report.
Appendix 3: Group ground rules and roles
Essential Rules for Good Group Function:

1. Come to class on time

2. Come to class prepared

3. Notify members of the group ahead of time if class must be missed for any reason

4. Respect the views, values and ideas of other members of the group

5. Commit to complete feedback reports and self-evaluation forms on time

Additional Codes of Behaviour:

Consequences for Infringement of Rules:

Group Roles:

Discussion Leader: Keeps the group on track; maintains full participation.

Recorder: Records assignments, strategies, unresolved issues, data; convenes group outside of class.

Reporter: Reports during whole-class discussion; writes final draft of assignment.

Accuracy coach: Checks group understanding; finds resources.

Print name: 

1…………………..     1…………………..

2…………………..     2…………………..     

3…………………..     3…………………..     

4…………………..     4…………………..     

5…………………..     5…………………..     

6…………………..     6…………………..     

Appendix 4: Group assessment feedback form
Each group, please use this form to offer feedback on the individual/group presentation that you will be hearing. Please try to comment honestly so your classmates can receive honest and useful feedback to improve their skills. 

Presentation Title: _________________________

Group Name: _____________________________

1. Comment on Content & Research

a. The level of researched content & appropriateness of resources

b. Understanding & critical thinking about topic

c. Content presented: is it comprehensive, accurate, believable, superficial…

	


2. Comment on Presentation & Structure

a. Presentation is clear, well-paced delivery, fast, confusing…

b. How well organised the presentation is & how effectively structured

c. Visual aids are used where appropriate & correctly

d. Involved the audience & solicited feedback

e. Questions were effectively addressed & answered correctly 

f. Ability to generate questions & discussion after presentation

	


3. Comment on Linguistic Competence

Level of fluidity

Varied use of vocabulary & idiomatic expressions

Pronunciation

Grammar 

	


4. Aspects of the presentation that I might use in my own 

5. Aspects of the presentation that I would improve

6. Other comments & suggestions:

Appendix 5: Individual Peer Assessment Form
Please rate EACH of your team members using the scales below. Please do NOT rate yourself. Please do not circle more than one response for each item, or place marking between the numbers on the scale.

Group member name: ____________________

	Cooperation within group
	1
	2
	3
	4
	5
	6
	7
	8
	9

	Communication within group 
	1
	2
	3
	4
	5
	6
	7
	8
	9

	Quality of contribution 
	1
	2
	3
	4
	5
	6
	7
	8
	9

	Performing tasks (writing up, planning, research)
	1
	2
	3
	4
	5
	6
	7
	8
	9

	Idea suggesting (getting started, getting around difficulties)
	1
	2
	3
	4
	5
	6
	7
	8
	9

	Attendance at meetings 
	1
	2
	3
	4
	5
	6
	7
	8
	9

	Abiding by group ground rules 
	1
	2
	3
	4
	5
	6
	7
	8
	9


Any other comments 

Considering all of the above, I would rate this student’s performance overall as (circle the most selected number):

1 (Inadequate)   2 (Very poor)   3 (Poor)   4 (Passable)   5 (Reasonably good)   6 (Good)   7 (Very good)   8 (Excellent)   9 (Outstanding)
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