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The main objective of CyTEA (Cyprus Teachers of English Association) is organising conferences, 

seminars and workshops in order to identify basic issues and challenges involved in Language teaching 

and learning. Each year many participants gather from Cyprus and abroad for our annual conference 

which is regarded as a professional development opportunity for language teaching professionals. We 

hope that through our events we will further stimulate research in different areas of Language teaching 

and learning.  

  

It is with great pleasure that I am writing this introduction for the conference proceedings of  CyTEA 

Annual Conference 2018, “Embracing change in ELT: Challenges and Perspectives”.  This   publication 

covers abstracts of various peer-reviewed papers presented in the CyTEA annual conference. Academ-

ics, teachers, MA & PhD students, researchers, experts & practitioners in the field of Language Teach-

ing, Applied Linguistics, Language and Literature, took part in this conference in Nicosia, Cyprus, on 

the 8th -9th December 2018, a conference which was under the support of IATEFL LT SIG. 

  

I would like to take this opportunity to congratulate the programme committee and organizers for such a 

wonderful and diverse conference which will definitely motivate many young researchers to further their 

work in this direction. I would also like to thank our sponsors who supported us organise this  year’s 

conference: American Embassy, International Publishers Exhibitions, Pedagogical Institute of    Cyprus, 

European University Cyprus.  

  

This publication will be a valuable resource in the respective fields of Language Learning,  including 

papers aligned on all areas of interest to the Language Learning community, relevant to  language learn-

ing, Intercultural Education, Technology and Language Learning, Innovative teaching methodologies, 

new approaches to teacher training and other relevant themes shared from both  academics and practi-

tioners.  

  

All papers received were reviewed and evaluated for their originality and intrinsic value by our proceed-

ings’ editor, Dr Stella Kourieos, to whom I am deeply grateful for her support and commitment in bring-

ing out this conference volume. 

  

I hope you will enjoy reading this year’s conference proceedings and I am looking forward to seeing you 
at CyTEA annual conference on the 23rd – 24th November, 2019. 
 

 

Dr Maria Diakou 

Chair of CyTEA 

 

Introduction 
________________________ 

Chair, Maria Diakou 
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Editor’s Introduction 
________________________ 

Stella Kourieos 

The necessity of engaging in meaningful communication with speakers of different languages and      

cultural backgrounds in today’s globalised world, changes in demographic nature of students in           

educational contexts worldwide alongside rapid advances in technology, have changed the nature of   

foreign language teaching and learning in the last few decades. This has not only brought about a number 

of changes in the way a foreign language is taught and learnt, but it has also had a significant impact on 

the knowledge and skills foreign language teachers are expected to have in order to adhere to these 

changes. The aim of this year’s conference was to provide a platform for practitioners and researchers 

working in different educational contexts and levels around the world to discuss how these changes are 

embraced and also implemented in their own contexts by reporting on the challenges that language   

teachers face in implementing these changes.   

 
The two-day conference comprised 17 presentations and 4 workshops as well as a publishers’ exhibition 

which enabled attendees to explore new materials in the field of ELT. What was particularly interesting 

about this event was that it included presentations and workshops from researchers and practitioners 

from various countries, including the USA, Argentina, Greece, Malta, and Israel, and various educational 

settings. The present volume offers a representative selection of this work; the eight papers presented 

here reflect the ideas, experiences, challenges, and concerns of individual educators and address a       

diversity of topics pertaining to the general theme of the conference. 

 
Certain words stood out in all these papers which mainly centre on Engagement, Motivation, Autonomy, 

and Empowerment. These papers provide educators with guidance, recommendations, and suggestions 

supported by evidence-based research or long experience; specifically, they focus on the use of           

innovative approaches to teaching and assessment which aim at engaging, motivating, and empowering      

learners, be it language learners or teacher learners, and ultimately helping them to acquire the necessary 

skills required to meet the challenges framed by the emerging changes. 

 
During the last few decades, there has been a considerable increase in multicultural classrooms as a result 

of the growing number of culturally and linguistically diverse immigrant students in schools worldwide, 

which has resulted in a number of challenges for teachers and students alike. In her paper, Julia Sarris, 

discusses some of the challenges she has experienced throughout her career as a teacher working in    

multicultural environments and explains how these experiences have shaped her worldview and teaching  

philosophy. The author then highlights the need for teachers to be better supported in teaching such 

classrooms and outlines approaches to teaching that can be adapted to prepare all students for an         

increasingly globalised society. 
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Nick Michelioudakis draws our attention to how some of the principles informed by social psychology 

can influence our practices in ELT and poses the intriguing question “How can we make our lessons 

memorable?”. In his paper, he explains how teachers can make use of four elements (elevation, pride, 

insight, and connection) in order to create ‘peak’ moments in class and increase student motivation. The 

issue of student motivation and engagement is also raised in another paper authored by Mona Siksek who 

asserts that teachers need to raise awareness of how students view language learning, what their needs 

and interests are, in an attempt to find new ways to grasp their interest and help them develop an open 

mind, a critical eye, and a clear voice in English.  

 
The next two papers shift our attention to the use of technology as a pedagogical tool in the foreign     

language classroom and to some of the challenges, teachers may face in integrating new technologies 

meaningfully in their lesson. The first paper authored by Evangelia Vassilakou is concerned with the 

teaching of the English language itself, specifically grammar and lexis, by means of a corpus-informed 

and data-driven learning approach (DDL) and discusses its applications in teaching English grammar and 

vocabulary via concordance-based activities. The author highlights their pedagogical value in second   

language acquisition and argues that student autonomy depends on the provision of scaffolding and   

monitoring on the part of the teacher. In a similar vein, Belén Albarracín reports on the findings of a  

project related to the integration of Virtual Reality (VR) in the classroom setting and concludes that VR 

tech enhances what teachers do, engages students in the learning process, and empowers them to take 

ownership of their own learning. However, Wi-Fi stability, lack of resources, as well as teachers’        

unfamiliarity with its use, are some of the challenges that may prevent teachers from successfully using 

VR tech in their lessons.  

 
Micki Zaritsky looks at the use of technology in the FL classroom from a different perspective, with a 

focus on the teacher rather than the activity. She highlights the importance of teachers’ technological, 

pedagogical, and content knowledge (TPACK) in meaningfully incorporating technology within teaching 

and outlines a number of factors which contribute to teacher professional development in this regard. 

Besime Erkmen is also concerned with the teacher and investigates the contribution of technology in 

teacher learning. Findings from her study provide evidence that the use of video-stimulated recall     

combined with guided reflection enables student teachers to raise awareness of their teaching practices 

and contribute significantly to their empowerment and professional learning. 

 
In the final paper of this volume, George Michaeloudes investigates formative assessment (FA) as it is 

perceived and implemented by English as a foreign language (EFL) primary teachers in the context of 

Cyprus. The author concludes that while the use of FA is perceived positively by teachers, its successful 

implementation yields further research. 

 
The CyTEA committee wishes to thank the ELT community for supporting the conference through the 

submission of the papers which appear in this issue. We hope that these conference proceedings will   

inspire more research in the field of English language teaching and will encourage more researchers and 

educators to send us their contributions for the next CyTEA annual conference! 

 

Stella Kourieos, EdD 

Editor, CyTEA Conference proceedings  

skourieos@cytanet.com.cy 
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Teaching in K12 multicultural classrooms: challenges and opportunities 

Julia Sarris, PhD 

University of Colorado – Boulder 

 

 

Teaching Philosophy 
 
My father immigrated to the US as a young child.  Like many immigrants, he grew up in poverty.  But 

also like many immigrants, my father had gumption.  And he knew that he was not going to have many 

opportunities in this world, so he grabbed the first opportunity that came his way – he joined the US   

Army in World War II and fought against Hitler’s racism and xenophobia.   

 
When he returned home, he grabbed the second opportunity that came his way – he went to college on 

the GI Bill, a government program that paid for returning soldiers to attend college.  He earned a degree 

and found a well-paying job, which lifted my family out of poverty. 

 
I have seen personally the power of education, not only in my own family but in so many others.  My 

experiences have shaped my worldview and supported my career in teaching in multicultural classrooms. 

My students are, and have always been, poor, members of minority groups, immigrants, refugees, people 

of color.  My students, like my father, have had few opportunities.  They are not looking for a handout.  

They are looking for a hand up.  I am proud to have provided hand ups in the 35 years I have been a 

teacher. 

 
Today, I hold a PhD, and I teach teachers who work in multicultural classrooms.  I feel strongly that   

every person has the right to an education, regardless of their ethnicity, race, gender, religion, skin color, 

immigration status, place of birth, or any other reason.  The United Nations Declaration of Human Rights 

is clear on this point.  And as a moral imperative, every teacher and every school must provide every  

student an opportunity to learn. Every day, in every classroom. This is the worldview that informs my 

own practice and that I advance with the teachers with whom I work. 

 
Challenges of teaching in multicultural classrooms 
 
In today’s K12 classrooms, more of our students come from diverse backgrounds, presenting an          

increasingly multicultural classroom environment.  Many students speak a language that we don’t know, 

or  represent cultural backgrounds or experiences that are unfamiliar to us.  Some students may have    

recently arrived and are facing acculturative stress.  Everything they know is different or gone.  The food 

is different, the climate and clothing are different, the dominant religion is different, the norms, etiquette, 

political system, holidays are all different.  They may now be surrounded by people who may not       

welcome them. These promote feelings of loneliness, isolation, and anxiety that present challenges to 

learning.   
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We teachers must be aware of these challenges and rise to meet them.  ALL of our students must be   

welcome in our classrooms, to be free from teasing, and intimidation. To be treated with kindness and 

acceptance, and to be supported in learning content and language. Because all of our students have the 

right to an education. 

 
Opportunities for teaching in multicultural classrooms 
 
The challenges of teaching in multicultural classrooms also provide us with opportunities.  We teachers 

have greater opportunities to grow as humans and as teachers, explore new and exciting ways of      

teaching, discover new ways of connecting with others, and learn more about the world.  We have       

opportunities to make the world a better place by helping ALL students learn content in addition to     

empathy, tolerance, and acceptance. 

 
A welcoming environment for all students 
 
As teachers in multicultural classrooms, we must create a welcoming environment for all students,     

particularly our multicultural students.  Establishing classroom routines helps students build confidence 

because they know what is happening next.  Using gestures while speaking connects visuals to oracy and 

helps students know what they should do.  Using materials from a variety of cultures and countries     

creates a familiar environment, thereby enhancing student motivation and engagement.  Assigning      

another student as a “buddy” or “ambassador” helps the student become familiar with the physical      

environment, make friends, and establish a sense of belonging and inclusion.  This in turn exposes      

students to language and develops their conversational skills more quickly.  Encouraging translanguaging 

– the student’s use of all languages familiar to him or her – promotes not only language and content    

development but also a perception of equity in the classroom. 

 
New approaches to teaching: content plus language 
 
We teachers also have opportunities to learn new teaching approaches that keep us professionally        

energized.  We have opportunities to try new strategies, such as sentence frames, word walls, visuals, 

diagrams, and manipulatives.  These support our students’ language development by connecting concrete 

pictures to abstract concepts that may be difficult to comprehend in a new language.  Collaborative 

grouping and project-based learning not only enhance content learning but also build language skills.  

Regardless of whether we call these strategies CLIL, CBI, or SIOP, they are effective strategies that  

benefit multicultural and non-multicultural students alike. 

 
Pre-reading strategies support our multicultural students’ literacy skills.  Strategies such as teacher and 

peer read-alouds allow native speakers to model expression, phrasing, pronunciation, and inflection.   

Repeated reading and role-playing allow students to develop fluency and can be done with any topic,  

including math and science.  These strategies provide diverse students an opportunity to be a valued 

member of a team of students. 
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Why these strategies work 
 
These strategies work because they are grounded in research surrounding how students learn best.  In  

addition to enhancing student learning, they build inclusion, partnership, teamwork, and friendships 

among students; create empathy and intercultural understanding; and enhance confidence.  These       

strategies also understand and respect the acculturative stress and challenges these students may have 

experienced in their lives. 

 
Closing 
 
It is important for us to reflect and consider what we can do tomorrow, next week, next month, to support 

our multicultural students.  We can all model kindness and empathy toward each other.  We can support 

our students in learning language and content, making new friends, becoming comfortable in their new 

home, and reaching their potential. Because every person has the right to an education. 

 

Email: jl80303@gmail.com                                                    
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Psychology and ELT: Motivation - Peak Moments 

‘A good film is three good scenes – and no bad ones’  

[Howard Hawks – film director] 

Nick Michelioudakis 

Teacher Trainer 

 

Evidence from research in fields like Marketing and Customer Service suggests that not all moments 

make an equal impression on us. This article looks at how we can harness this insight to make our        

lessons more memorable for the students. In particular, we look at four principles and how teachers can 

make use of them in selecting or adapting classroom activities.  

 
A hotel with a difference: Imagine you are on a visit to LA. And you have booked a 

room at the ‘Magic Castle’. When you get there, you are not particularly impressed – it’s 

just an ordinary hotel with ordinary facilities. But then you notice the ‘popsicle hotline’ 

by the pool; the snacks and videos menus (all for free!); you come down to breakfast and 

there is a juggler at the restaurant – you take out your mobile phone: this is clearly worth 

a picture on Facebook (just watch this clip - https://www.youtube.com/watch?

v=RPe7aJ8gsRQ&t=1s ). This hotel is hugely popular, and it owes its popularity to its knack for creating 

special moments for its guests. Could we not do the same in class?  

 
How can we make our lessons memorable? Ask teachers this question and they answer a different one 

‘How can we improve our lessons’ – this is not the same thing! Teachers think in terms of offering      

students, high-quality texts, using sound methodology, integrating retrieval activities in the lesson to 

boost retention, etc. All of these things are important – but they are not what students will remember. We 

need to look at how memory works. 

 
Look at this graph; let us say it represents a lesson 

with all its ups and downs. We think that when we 

are asked ‘What was it like?’, we average out all  

the points and give an answer. This is not what hap-

pens (see Kahneman 2011 – ch. 35). Look at the 

graph below: our memory re-

tains the ‘best’ and ‘worst’ mo-

ments – and how the whole experience ends (watch this clip - https://

www.youtube.com/watch?v=RhyJGwNpEcw&t=145s ). So, this is the 

key insight: if you want your students to want to come to your lessons, 

make sure you include some ‘peak moments’ in each of them – and 

that you end with a bang. Read the quote by Howard Hawks at the 

top. Then read it again. 

11 
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Four types of Peak Moments: The whole article is based on the excellent book ‘The Power of Mo-

ments’ (Heath & Heath 2017). The writers have studied countless case  studies and have 

come to the conclusion that Peak Moments fall mainly into four categories: Elevation – 

Pride – Insight – Connection. Let us look at each one in turn [NB: I have  included one ac-

tivity illustrating each of these principles in this document - https://drive.google.com/file/

d/1jh6-FdyUjf5EN3nbMc-cwb1cKfpkDwJh/view ]. 

 
Elevation: These are not necessarily moments which are ‘mentally uplifting’; simply moments which 

stand out: think about fireworks or a rollercoaster plunge – they are moments which rise above the     

mundane. The good teacher can easily incorporate such moments in the lesson. You can start by 

‘breaking a pattern’ (what students expect) and then introducing something unusual: a song perhaps; or a 

mingling activity; a funny clip from the ‘Comedy for ELT’ YouTube channel. You can tweak an activity 

(‘Can you narrate ‘Cinderella’ backwards?!’) or an activity which presents students with an unusual   

challenge (see the activity ‘AQBL’ in the document mentioned above). 

 
Pride: These are moments which capture us at our best. Moments when we perform well, or when we 

win a competition. Think of cups and medals. Alternatively, it could be moments when our contribution 

is recognised, when we receive praise or they highlight our achievements. Think of award ceremonies 

(they really are important!) Any activity which can make students feel proud falls into this category.  

Projects are excellent, as are creative writing activities, or student-generated sketches – especially if    

students act them out and record them. Any task where students produce something tangible can generate 

pride (see for instance ‘A New Species’).  

 
Insight: There are certain instances which re-write our understanding of the world. These are times when 

we experience an ‘A-ha!’ moment. When a realisation hits us and things fall into place. Such moments 

can come about in class as a result of our reading an article, or watching a YouTube clip, or a TED talk – 

something that illuminates an aspect of reality we were previously unaware of. However, it does not need 

to be information-related; sometimes we gain insights by reading a poem or even by reading a quote 

which makes us see reality from a new angle (see for instance ‘Spot the Quote’). 

 
Connection: These are moments which feel special because they bring us closer to other people.         

Moments when we feel we belong, when we feel accepted, respected and valued. This connection is   

generated by finding out things by other people and – crucially – by disclosing things about ourselves. 

This was soon understood by EL teachers, which is why ‘humanistic’ activities feature prominently in 

methodology courses. Not all tasks are equally potent: the more personal the information we reveal, the 

stronger the bond we forge with others (see Brafman & Brafman, 2011). This can be tricky though, so 

even simple ‘show and tell’ activities will do (see ‘Mobile Photos’). 

 
To sum up, by being aware of the power of special moments in class, we can make our lessons more   

exciting and increase student motivation. In this article we have looked at four elements which can make 

moments stand out: elevation (lifting something above the mundane), pride (getting students to create  

12 
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things they can take pride in), insight (helping students learn something which changes the way they see 

the world) and connection (engaging students in activities which bring them closer together). 

 
An amazing experience: Speaking of connection, here is a true story: On a flight to  Boston, the flight 

attendant announces that there is a newly-married couple on board.  Everyone applauds. So far – so un-

exceptional. But then the flight attendant continues: ‘If you people wish to give this young 

couple your blessing or any tips for their future life, we’ll be passing around some nap-

kins… This will be our gift to them’. Amazing! (Click here to watch the clip - https://

www.youtube.com/watch?v=4T7JZZQIQzY ). Imagine the same thing in class: say a stu-

dent is leaving, or there is a new student in class – an immigrant perhaps. Could we not do 

something similar? Would this not bring students   closer? Would this not be a moment to 

remember? 

 

Email: nickmi@ath.forthnet.gr 
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‘Moving with the times… can you catch up?’ 

Mona Siksek  

National Geographic Learning 

 

 

Introduction 
 
According to a survey carried out by The Guardian,  the main benefit of learning a language is getting a 

job abroad.  Job prospects at home and abroad were both identified as key incentives.   It wasn’t all about 

job opportunities though. Learning other cultures and the experience of communicating also scored   

highly. Unfortunately, the survey also identified the downside of learning languages, namely that        

languages (grammar and vocabulary in particular) are seen as too hard to learn. These findings can only 

make teachers aware of how students view language learning, in order to find new ways to grasp their 

interest and maintain their progress as language learners. 

 
In order to keep teenagers engaged in the classroom, there are a few things we need to keep in mind.  

Firstly, a harmonious atmosphere needs to be achieved in the classroom where students are treated as 

adults whose point of view is taken seriously. At this age students have so much to say, and they want to 

be heard, so we need to allow self-expression through engaging them in challenging tasks, otherwise they 

will disengage.  Finally, we need to show interest in teen culture, in order to understand them better and 

design classroom tasks tailored to their needs and interests.  

 
Our aim is to help the students to look at the world from a different perspective so that they leave every 

lesson a little smarter. Teenagers need to be given opportunities to look closer at relevant themes and 

topics in ways they may never have considered before, as they develop an open mind, a critical eye, and 

a clear voice in English.  

 
By having an Open Mind, you are open to everyone and everything that comes your way, allowing 

yourself to embrace different possibilities, opportunities, people, views, suggestions and interests.    

Keeping an open mind is one of the most difficult skills to accomplish. It’s also a common daily skill.  

But for teenagers, they need to be taught how to do that.  We need to make time in class for students to 

reflect on what they read, hear or experience. They need to put themselves in the other person’s shoes 

and see the other side of the coin, to welcome new situations as a learning experience, and not to be 

afraid to ask questions. For example, by using striking images, you can ask students to write a paragraph 

on how they would feel if they were in that position.  This can also easily be extended into a classroom 

discussion.  Anything they can argue about shows that they have an opinion about the topic, and thus can 

see both sides of the argument as opposed to only their own.  When you have a positive attitude about 

new experiences, you can open yourself up to new discoveries every day. It’s a great way to keep your 

life fun and exciting!  

 
Having a Critical Eye, includes developing the ability to interpret data, ask critical questions, distinguish  
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between fact and opinion, see other points of view, detect bias, and recognize and assess the merit of  

supporting arguments. A person with a critical eye uses a variety of skills and strategies when pre-

sented with new information – whether it’s a news article, in or outside the classroom, or in conver-

sation with friends and family.  Teachers can help students become better critical thinkers by teach-

ing them not to take information they hear or read for granted.  A simple and effective way is to en-

courage them to ask questions.  Encourage them to ask lots of questions!  By asking ‘wh-questions’, 

as a primary guide, their knowledge on what they’re reading is immediately increased, and will 

therefore create more interest on the subject.  They are then able to develop their own opinions and 

ideas – and JUSTIFY those opinions and ideas.  They are able to take what they already know and fit 

it into a larger understanding of the world. Sometimes that might mean supporting their existing un-

derstanding of the world, and sometimes it might mean re-evaluating that understanding and coming 

to new conclusions. 

 
Finally, having a Clear Voice, can help students on their journey, to help them find their own voice 

in English. Developing a clear voice in English is about learning language and expressing your own 

views, but it is also about how we can help students with pronunciation, become independent learn-

ers and achieve the grades they need in exams. The best way to get students to speak naturally in 

their second language is by giving them ample time for practice.  Teachers should only use English 

in the classroom, encourage students to do pair work and groupwork activities in class where they 

only speak in English.  Basically, to take advantage of the opportunities provided for them in their 

English class throughout the year, and not only towards the exam date.  Class presentations and de-

bates are also very effective in  encouraging students to find their own voice in English.  Do not ex-

pect students to be perfectly accurate.  Judge students’ efforts according to their intelligibility. A per-

son with a clear voice, isn’t only understood very clearly by others, but feels comfortable in their 

own skin while speaking English. Needless to say, having a clear voice will help the students sail 

through any international English exam. 

 
It is important to finally understand that these three skills don’t stand alone. They are interwoven 

with each other in order to produce the most desirable result. We can help our students practice their 

English as much as possible through carrying out plenty of pairwork and groupwork activities. This 

is not always an easy task to do, especially with large classrooms.  One thing to remember, is we 

need to leave room for a few challenges, until both the teacher and the students feel comfortable car-

rying them out.  It is also important to remember that the task must be explained clearly and mod-

elled to the students, so they understand exactly what is expected of them to do. The teacher must 

always monitor their performance and provide them with constructive feedback. 

 
A survey carried out by Scholastics showed that teachers believe that the main reasons to learn a         

language in school were to develop pupils’ understanding of cultural practices, to build pupils’            

interpersonal skills and to establish a path for lifelong learning.  Therefore, we must teach learners 

not only how to find their own voice in English, but also facilitate the enhancement of critical think-

ing skills which they will need to be successful in the Foreign language classroom and beyond. 

 

Email: mona.siksek@cengage.com 
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From corpus to language classroom: the magic novelty of concordances in the study 

of English grammar and vocabulary 

Vassilakou Evangelia  

The English Academy of Languages  

(Educational Centre) 

 

Introduction 
 
This paper introduces the notion of data driven learning (DDL) approach, discusses applications of DDL 

in teaching English grammar and vocabulary via concordance-based activities and highlights their     

pedagogical value in second language acquisition. As advocated by Rapti (2010), “DDL has proved to be 

a ground-breaking approach which is attracting increasing interest in language teaching and learning” (p. 

2). The concepts corpus (plural corpora), which is the use of a collection of digitalized texts and corpus 

linguistics, which is the study of language through corpora, are key concepts in the data-driven learning 

approach. The concordance lines, which are a list of all examples of the search word or a phrase from a 

text corpus accompanied with some context both to the left and to the right are the main means of       

instruction in an English classroom. Figure 1 shows a screenshot of an online Key Word in Context   

concordance (KWIC). 
 
Figure 1. A screenshot of an online KWIC concordance 
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Pedagogical value of concordances 
 
DDL provides a further advantage of authenticity in the learning process since students are provided with 

real data. According to Shaw (2011), “corpora allow access to authentic data” and corpus linguistics 

“fills in the gaps” by helping educators to explain the “missing pieces that students might not be learning 

traditionally from other data” (p. 1). In fact, a number of scholars suggested using concordances as a  

supplementary material in teaching grammar (Uysal & Bulut, 2013, p. 113). Additionally, DDL            

deemphasizes deductive learning and promotes inductive learning, namely the ‘noticing’ of corpus data 

and self-discovery of lexico-grammatical patterns. In other words, it is a tool that can help learners      

internalize abstract grammatical concepts such as the various parts of speech as shown below in Figure 2.  
 
Figure 2. Analysis of coloured patterns of a concordance 

 

 

 

 

 

 

 

 

 

 

 

 

 

Additionally, research has shown that DDL is an effective educational tool. As shown in Figure 3, in the 

study conducted by Rapti (2010), the participants preferred concordance-based tasks over a grammar 

book; learning via concordances was ranked marginally higher (43%). Although some participants of the 

experimental group suggested combining the concordance-based units with the grammar book, they 

merely expressed their wish to include their previous conventional grammar learning experience in the 

corpus-based method. 
 
Figure 3. Preferences for conventional learning or DDL 
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Applications of concordances 
 
Putting theory into practice presupposes the usage of concordance-based activities that students can use 

either in class or as a take-home written assignment. The activities that are described below are based on 

ready-made material but have been adapted for both lower and advanced level learners. Extra parts have 

also been added to give learners sufficient practice on authentic data.  

 
Activities on concordance output for class handouts 
 
Class handouts of concordance-based activities can be divided into two parts. The first part can focus on 

the inductive approach (elicitation of grammar rules), deductive approach (rule illustration), connectors, 

punctuation and contrastive analysis and the second part on derivational morphology, prefixes and      

suffixes, recurring syntactic patterns, sentence error correction and autonomy achievement of grammar 

learners.  

 
A preponderance of grammar questions for concordance-based activities can be generated for both low 

and advanced level English learners. Typical questions are like “What is the grammar pattern in the 

above concordance lines?” (i.e., preposition plus gerund), “Can you complete the pattern of subjunctive 

(i.e., It is …..+ that + ……) as it appears in the above concordance lines?” For connectors and          

punctuation, the questions asked are like “What punctuation usually comes right after the word          

however?”, “What punctuation usually comes before the word however?”, and “When is the comma and 

the full stop used for however?” 

 
Contrastive analysis questions require two sets of concordance lines and questions like “Can you      

compare these two sets in terms of the position of the conjunctions in the sentences?”, “Can you       

complete the table with the main similarities and differences between the conjunctions so that and in   

order to?”  For derivational morphology, students can be asked “What does the prefix un- most likely 

mean when it is placed in front of the root word “important?” For recurring syntactic patterns, questions 

are like “Can you identify the syntactic pattern in the above concordance lines and why is this pattern 

(i.e., be likely to) used for?” Lastly, for error correction in writing teachers can ask “What were the clues 

in the concordance lines that helped you correct the word order of the given sentence?”  

 
Numerous vocabulary questions can also be generated like “Can you write the nouns that follow 

“commit”, “perform”, and “valuable” in the above set of concordances?”, “Are the collocates of these 

words negative or positive?”, “Is it a left or right collocational bond?”, “What is the difference in the 

meaning of the word pupil as it is being used in each set of concordance lines?”, and “What do you     

observe about the concepts expressed behind the above loan words in this set of concordances?” 

 
Another useful concordance-based activity is the suggested worksheet in figure 4, which can foster     

autonomous learning (see next page). 
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Figure 4. Worksheet for the autonomous grammar learner (take-home task) 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Personal observations and pedagogical implications of the concordance lines application 

It is also worth mentioning certain pedagogical remarks on the actual implementation of the             

above-mentioned activities in class. Firstly, the majority of the students seemed to embrace the new role 

of student-researcher and language analyst as they acted in a more independent way when dealing with 

vocabulary and unknown words in reading classes. More precisely, instead of using a companion or  

electronic dictionary and its standard thesaurus, they preferred downloading instantly the concordance 

lines of the word(s) under investigation, which helped them to conceptualize the full meaning of the 

word(s) appearing in about two hundred example-sentences. Another useful remark is that especially  

students with learning disabilities seemed to feel more comfortable when dealing with derivatives or the 

abstract notions of parts of speech or syntax due to their exposure to the colored patterns of concordance 

lines.  

Conclusion 

It could be argued that DDL is a challenge for progressive educators and helps students view themselves 

as researchers. It is also one of the panoplies of the wise English learner in the modern language      

classroom and the model of a new shape of language. From a personal standpoint, incorporating DDL 

learning in an EFL classroom is very effective but it needs to be done gradually, with provision of scaf-

folding and monitoring for students to develop independence in the process of   second language acquisi-

tion. 
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Student Empowerment through the integration of Virtual Reality 

Belén Albarracín 

 Bayard School, Argentina 

 

 

Introduction 
 
One of the challenges we teachers need to address is how to integrate new technologies meaningfully 

into our lessons. In the case of Virtual Reality (VR), one of the challenges is how teachers can exploit 

and integrate the existing VR material to projects meaningfully. The aim of this paper is dual. Firstly, to 

present the findings of a project which aimed at developing students’ skills in creative writing by        

integrating 360º videos and secondly,  to report on the experiences of a group of teachers who were 

asked to adapt and evaluate the use of existing VR material available online in order to engage 21st cen-

tury  learners through peer-teaching.  

 
Context 
 
The project was carried out at Bayard School, located in Buenos Aires, Argentina. This school, founded 

in 1956, has a keen interest in the Arts and Technology and it supports innovative projects that integrate 

technology to achieve varied learning outcomes. It has adopted the BYOD (Bring your own device)    

policy as from 4th form to 7th form at primary level.  

 
The Project showcased was called “The Complementary Solar System Project” (CSSP) and it was      

carried out with 7th graders (11-12 years old). The term “Complementary” was used since students had 

already worked on the Unit content related to the Solar System with the Science teacher and this was a 

spin-off of this Project.  

 
Students in 7th form have an intermediate level in English (B1 of the CEFR). In this class of 22 students, 

half of the students had smartphones that supported VR content and they had access to 10 VR headsets 

provided by the school. They were set up in groups of 5 or 6 members and each group had at least 2 

smartphones that could support VR content. They were trained in the use of VR technology and the    

manipulation of VR headsets. Students would resort to turn-taking within their group to view the        

material and complete the different tasks. Peer-correction permeated the activities as students would 

scaffold on their learning process by interacting and building on their written production.  

 
Project Description 
 
The VR content integrated in this Project was that of VR in 360º videos, which is a form of Virtual     

Reality. This is because they constitute an immersive type of video that allows the viewer to move and 

look around in all directions giving them choice over what they see. Given this functionality, 360º videos 

have significant potential as a tool for producing engaging ELT material.   
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In the CSSP, the 22 students who were set up in groups of 5 and 6 members had to design and create an 

activity integrating VR. Firstly, using the 10 available headsets and smartphones that support VR       

content, they had to analyse three pre-selected VR videos facilitated by the teacher. During this stage, 

students had to resort to specific language functions orally: expressions of agreement and disagreement 

or giving opinion to select one of the videos.  

 
After watching and selecting one video, they had to create a narrative triggered by the 360º images and 

activating previous knowledge on the topic. The story had to be narrated making use of past tenses      

accurately. There was only one requirement: the story that they had created, had to lack a proper ending. 

The reason for this was that they had to present this story plus the video to another group and the latter 

would then have to provide a proper ending based on what they had experienced using VR, after reading 

the story.  

 
This activity fostered an environment of empowerment on the part of the students in respect to the VR 

content they had to select, and encouraged scaffolding of teamwork skills. Engagement was promoted 

with the use of headsets and devices when approaching the task. According to Elmqaddem (2019), “The 

learner (when integrating VR) feels more engaged, more motivated and more receptive and ready to 

learn and communicate with others” (p. 4). 

 
The teacher evaluated the final work implementing rubrics based on attitude, contributions, preparedness, 

focus on the task, working with others and time-management. Throughout the project, the teacher had 

students reporting to her on how they progressed; students were also asked to complete a worksheet with 

a varied set of tasks they had to accomplish in order to move on. In the final work, the written pieces 

showed consistency with the immersive video, specific vocabulary was used accurately and students 

could write a creative unfinished story in the past tense. The supervision by the teacher during the written 

production plus peer correction played a key part in the process.  

 
Students self-evaluated and evaluated the collaboration of their team members based on the same rubric. 

Peer collaboration facilitated the development of their oral skills in the first stage scaffolding language 

functions through social interaction. In the second stage, they worked on their writing skills, activating 

previous knowledge on this topic area and shaping their production into a cohesive unfinished piece. The 

rubrics proved useful for students’ self-regulation during the project.  

 
Workshop 
 
My workshop at the CyTEA Conference motivated teachers in the first place to test their own devices 

and show them that in most cases, their smartphones supported VR technology - a characteristic they 

were unaware of.   
 
Teachers were handed out VR headsets and explained how to insert their smartphones and why these 

turned out to be crucial to improve the immersive viewing experience. Attendees to the workshop also 

became aware of the material that was available online by checking different VR sources in YouTube, 

Vimeo 360, Discovery VR, Within, and National Geographic 360º.  
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By the end of the workshop, teachers were shown one of the unfinished stories created by 7th form     

students and watched the VR video that students had selected. After this, they created an ending to this 

story and shared their productions. Teachers were eager to test VR technology, for the first time in many 

cases, and enthusiastic about wearing the VR headsets to have an immersive experience.   

 
Some obstacles were related to the manipulation of VR headsets and smartphones. These ranged from 

verifying that the smartphone supported VR technology to inserting the phone correctly so that the VR 

images were clear. They required one-to-one guidance in some cases to become familiar with its use.  

 
They also analysed other possible challenges when it came to the use of VR in the classroom: Wi-Fi    

stability, availability of smartphones that support VR content for at least half the group of students and 

availability of VR headsets. Another crucial variable suggested to bear in mind was that of motion     

sickness: long-term exposure to a VR video can make students feel dizzy. This is the reason why when 

integrating VR content, the selection of videos should be no longer than 4 minutes. 

 
Conclusion 
 
The ultimate objective of my workshop was to make participants broaden their view as regards the under

-explored integration of VR in the classroom setting. I shared my 3 Es strategy that stands for:            

ENHANCE, ENGAGE and EMPOWER.  

 
VR tech enhances what we teachers are already doing, it is transformative and it “helps students deeply 

connect with the material they are learning in a way that has never been possible before.” (Gadelha, R. 

2018). VR fosters active “learner engagement (i.e., student involvement, self-monitoring and               

self-evaluation)” (Lin, T. J. & Lan, Y.J., 2015). Our challenge as teachers is to design projects and      

activities where our students are empowered to take a leading role in their learning and to create projects 

that foster collaboration, communication and creation among 21st century learners. 
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Bringing Technology into the Classroom: One Iteration at a Time 

Micki Zaritsky 

ORT Guttman, Netanya 

  

 

Introduction 
 
It is widely believed that technology holds great potential to enhance learning; however, the benefits do 

not come automatically by making technological tools available, but depend on the pedagogical details of 

the classroom implementation (Blake, 2013; Blau, I., Peled, Y., & Nusan, A, 2016). The process of     

professional development toward meaningful integration of technology in the classroom includes the   

increase of specialized knowledge of the interactions between technology, pedagogy and target material 

(Mishra & Koehler, 2006). Additionally, designers of Teacher Professional Development (TPD) courses 

should understand the professional growth networks in which teachers experiment and reflect on new 

possibilities (Clarke & Hollingsworth, 2002). It is these aspects which are used as lenses to explore 

teachers' learning in this iterative research project. 

 
Aims of the study 
 
This design-based research explores the professional growth of in-service English teachers in Israel. 

More specifically, it aims to understand the factors which contribute to teacher professional development 

in terms of pedagogically meaningful incorporation of technology within teaching.  

 
To meet this goal, a technology-enhanced learning (TEL) environment of TPD was designed, which 

would facilitate the exploration of this development. The TEL environment included a set of learning 

activities for a TPD course of ten 3-hour sessions (Doryoseph, 2015; Goodman & Zaritsky, 2012). More 

specifically, it included professional resources, various technologically enhanced activities such as      

interactive videos (i.e. EDpuzzle), digital storybooks, and games (i.e. Quizlet Live). Thus far, two       

iterations of the course have been conducted (Zaritsky, M., Doryoseph, L., & Goodman, A., 2016). Both    

iterations were designed based on the model of Technological, Pedagogical and Content Knowledge – 

TPACK (see figure 1) as a lens for teachers to implement and evaluate the integration of technology in 

their own classrooms. The three spheres in the figure represent the types of knowledge necessary for 

teaching in the digital age, but more importantly, the various overlaps represent unique types of 

knowledge required for successfully integrating technology in the classroom (Mishra & Koehler, 2006).   
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Figure 1. TPACK Reproduced with permission, © 2012 by tpack.org 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

The TEL environment for the second iteration added the use of mobile technology and the mediating 

process of reflection in the form of reflective writing based on Clarke and Hollingsworth’s (2002) model 

of professional development, which outlines a cycle of learning, experimentation, reflection and          

internalization. Based on the aims of the study, two research questions were developed: 

 
 To what extent, did the teachers perceive TPACK change, during each iteration of this course? 

 How do the findings of the revised second iteration compare with those of the first? 

 
Participants 
 
In both iterations, participants were teachers of English as a foreign language in Israel. The participants 

(16 in Iteration 1 and 10 in Iteration 2) attended an in-service training course "Teaching English in a   

Digital Age" in accordance with Israel's policy for teachers’ professional development. Topics included 

theoretical background for integrating technology and content resources (digital storytelling, games, 

treasure hunts and collaborative tasks). 

 
Data sources and analysis  
 
The TPACK questionnaire (Schmidt, D. A., Baran, E., Thompson A. D., Koehler, M. J., Mishra, P. & 

Shin, T., 2009,) which explores the self-perceptions of each participant's technological, pedagogical and 

content knowledge was administered at the beginning and toward the end of each of the two iterations 

reported here and it contains 29 questions on a Likert scale of 1 to 5. Statistical analysis was conducted 

on aggregated answers for all the questions of each of the knowledge types:  
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Technology, Pedagogy, and Content Knowledge and their interactions: PCK, TCK, TPK, TPC (see fig-

ure 1 above).  

 
Findings 
 
Due to space limitations, only statistical results are presented in this paper. 

R.Q.1: To what extent, did the teachers’ perceived TPACK change, during each iteration of this course? 

Analysis of teachers’ responses in the pre and post TPACK questionnaires shows their TPACK           

perceptions increased in both iterations. Figure 2 illustrates an increase in each of the TPACK knowledge 

types and their interactions for both iterations. The first row of columns shows the pre-test results, 

whereas the second row of columns shows the post-test results. All increases in the pre-test / post-test 

results are     statistically significant. 

 
Figure 2. Aggregate Comparison of TPACK Scores  

 

 

 

 

 

 

 

 

 

 

 

 

 

R.Q.2: How do the findings of the revised second iteration compare with those of the first? 
  
A paired t-test analysis t (6) =-9.6276, p<0.0001 indicates a dramatically significant increase in the delta 

between the pre and post scores of the second iteration as shown in figure 3. This could be attributed to 

the addition of mobile technology and reflective writing to the 2nd iteration. 

 
Figure 3. Rise in teachers' TPACK Iteration 1 and Iteration 2 

 

 

26 



28 
Cyprus Teachers of English Association, Nicosia, 2017 

  

 

 

 

 

Discussion 
 
Design-Based Research has been an effective approach for refining the design of the “Teaching English 

in a Digital Age” course which significantly improved teachers' TPACK perceptions. Based on Clarke 

and Hollingsworth’s (2002) model of professional development, I believe that, at least some of the 

growth in the second iteration may be attributed to the increased opportunities to enact (in the classroom) 

and the mediating process of reflection on integrating technology as well as the use of mobile             

technology. 

 
Additionally, the design elements of the course (i.e. TPACK discussions, having the teachers experience 

the use of technological tools as learners prior to teaching, and written reflections as part of a            

learning-enactment cycle) can be applicable to the incorporation of technology in teaching any subject 

matter. The TPACK framework (Mishra & Koehler, 2006) can serve, regardless of the subject-matter, as 

a lens to notice and to emphasise the connections between the technology and pedagogy to the content. 

TPD, which is based on engaging the cycle of classroom experimentation followed by reflection and   

understanding of the TPACK elements, is influential in enriching perception of one’s own knowledge. 

Ultimately, such professional development can lead to improved integration of technology in teaching.  
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Appendix – Examples of technological tools presented at CyTEA Annual Conference, 2018 

1. Quizlet Live - a collaborative game 

2. Edpuzzle - making video clips interactive 
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Empowering student teachers to become reflective practitioners 

Besime Erkmen, PhD 

 Middle East Technical University 

 

 

Introduction 
 
Reflective teaching is a key term in many teacher education programs. Farrell (2018, p.2) defines        

reflective practice as “a cognitive process accompanied by a set of attitudes in which teachers              

systematically collect data about their practice, and, while engaging in dialogue with others, use this data 

to make informed decisions about their practice both inside and outside the classroom”. It is, therefore, 

imperative for student teachers to be exposed to reflective practices during their practicum where they 

are encouraged to be active recipients of their teaching environment, learn from their teaching             

experiences and engage in professional dialogues about the profession. According to Richards & Lock-

hart (1996), activities which facilitate reflective practice include teaching journals, lesson reports,        

surveys and questionnaires, observation and action research, audio and video recordings, the latter being 

the focus of this study. Video-stimulated recall is considered to be an effective and promising method in 

the development of student teachers’ professional learning. The method involves teachers, video-

recording their lessons and then discussing their “thinking and feelings about specific, classroom         

episodes which they choose to reflect upon” (Powell, 2005, p. 407) with a more experienced teacher, 

mentor or a researcher. This paper aims to investigate the contribution of the use of video-stimulated  

recall to student teachers’ professional learning. 

 
Context 
 
The study was conducted at a Teaching English as a Foreign Language (TEFL) programme at a          

university in Northern Cyprus. The TEFL program covers language teaching methodology courses,     

literature courses and linguistics courses. In their fourth year, student teachers complete their practicum 

at secondary state schools in two semesters, which is approximately 26 weeks long. The School          

Experience course in the fall semester and the Practice Teaching course in the spring semester give     

student teachers the opportunity to observe real life English language classrooms and build their         

pedagogical competence. Both courses have a theoretical component where student teachers convene to 

share their observations and experiences at the university. Students teachers are assigned two English 

language cooperating teachers who supervise them throughout the academic year. In addition to observ-

ing these teachers' classrooms, they are required to develop at least three lesson plans and teach them to 

the coordinating teachers' classes. The latter gives feedback to the student teacher after delivering these 

lessons. The course supervisor and the cooperating teacher observe and assess the student teachers the 

third time they teach. 
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Sample 
 
Out of 15 student teachers, who were enrolled in the Practice Teaching course, only three student     

teachers accepted to participate in the study. They completed 13 weeks of their practicum in the assigned 

secondary schools.  

 
Data Collection 
 
Data were gathered through stimulated-recall interviews. The student teachers observed English           

language teachers for a total of approximately 45 hours in ten weeks. Additionally, in this particular 

term, student teachers were asked to video-record at least one of their own teaching. They were later    

invited to the course supervisor’s office for the video-stimulated recall interview. Three student teachers 

video-recorded their lessons and agreed to participate in the follow-up interview. The student teachers 

were not informed about the study until they visited her [the supervisor] for the interview. When they 

came to watch the video with the supervisor, they were asked if they were willing to be part of the study, 

and their permission was sought for voice recording. The interviews lasted forty minutes and were      

conducted in English. During the interview, the framework for reflection (see Appendix A) developed by 

Moyles, Adams & Musgrove (2002) was adapted and used to guide the discussion about their lessons. In 

particular, the focus was on their aims, thinking and feelings, assumptions about teaching and learning, 

decision making while teaching, what they noticed about their teaching while/after watching the video, 

and what they thought about recording their lessons and having a discussion about their lessons with the 

course-supervisor.  

 
Findings 

In this part, the findings related to the video-stimulated recall will be presented using the reflection 

framework that was used to elicit student teachers' thoughts on specific events that occurred in the    

classroom.   

Intentions and purposes: By and large, student teachers’ teaching was guided by their previous language 

learning experiences as well as their cooperating teachers’ teaching practices. Daisy, for example, ex-

plained that while choosing a reading text, she always thought of her students’ preferences because she 

believed that she could hold students’ attention if the topic was related to them: 

The topic was really related to them and I remember myself in high school… if the     

lesson was related to me, I enjoyed it more and I listened to my teacher more attentively. 

(Daisy) 

Additionally, they explained that their cooperating teachers adopted the traditional style of teaching 

where the focus was on deductive grammar teaching and vocabulary drills. Thus, they chose to teach in 

the way their assigned cooperating teacher taught as shown in the following quote: 

The classroom teacher teaches grammar deductively and after giving a task she never 
tells students how much time they have to complete it. So, I was just acting in the same 

way. (Eliza) 
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They believed that students would benefit more if their teaching was aligned with the cooperating   

teachers’ way of teaching. 

Self-awareness: When student teachers were asked what they were feeling or thinking at particular     

instances, only Berry said that she became aware of her inability to make an immediate decision on an 

unexpected situation. For example, she asked her students to do a listening task, but she did not give 

them time to go over the questions before the listening task. When she played the recording, she realised 

that the students were lost. She explained: 

While doing this, I was actually thinking ‘how could the students listen and answer at the 

same time?’. There were seven questions. I was thinking maybe I shouldn't have played it 

straight away. Somehow I didn't stop the recording, and I didn't know what to do. (Berry) 

Daisy and Eliza, on the other hand, did not face any unexpected situations. 

Practical reflection: All three students assumed that students prefer explicit grammar teaching. Their  

assumptions derive from their observations as well as their own learning experiences as students: 

 As a student, I wanted to see the formula on the board. Because I learnt this way I  believed      

students would learn best when they see the rule on the board. (Eliza) 

In the coordinating teachers’ classes, they just sit for 40 minutes, there is nothing interactive. 

(Daisy) 

Technical reflection: Only Eliza was very elaborate when asked how she had decided what actions were 

appropriate to take. She said that she had to change the flow of her lesson to ‘serve the common good’. 

Perceptual awareness: All three teachers explained that reviewing their lessons on video revealed what 

they were doing and thinking at the time of teaching. Giving ineffective instructions, not setting and 

sticking to time and poor word explanation were three commonly mentioned areas that they noticed 

while watching the video: 

My instructions and timing were not good. I spoke too long. I had to be more direct. (Berry) 

It actually made me see myself, I watched this video at home, but I wasn’t aware of some 

of the things we have discussed here. So I got to see more of myself now. (Daisy) 

It should also be mentioned that all three student teachers were positive about the use of video and the 

follow-up interview, and added that recording more than one lesson would give them the chance to    
overcome the observed weaknesses from their earlier lessons.  

 

Conclusions and Implications 

Teacher education programmes aim to prepare exemplary and skillful prospective teachers. More  specif-

ically, they aim to equip student teachers with skills and knowledge needed to teach in a classroom. This 

study found that engaging student teachers in reflective practice, that is, watching their own teaching and 

having a dialogue with the course supervisor, added to their awareness about their decisions and actions 

in the classroom.  
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The three student teachers stated that video-stimulated recall interviews contributed to their professional 

learning. They also added that these interviews with the course supervisor provided more focused       

discussions about their lessons. More specifically, they explained that they were enabled to articulate 

their thinking, feelings, actions as well as the reasons behind their actions, which in turn, helped them 

become aware of their weaknesses of their classroom teaching. Such findings highlight the need for    

engaging student teachers in reflective teaching on a more regular basis, and facilitate in this way, the 

enhancement of certain aspects of their teaching in the subsequent lessons.  Evidence drawn from this 

study also indicates that reflection doesn't have to be a solitary endeavor; on the contrary, trust between 

the student teacher and the course supervisor/coordinating teacher must be built. 

 
Limitations 
 
This study has several limitations, firstly because it was a small-scale study with three student teachers. 

A larger sample would provide more reliable and generalisable findings. Secondly, the student teachers 

were able to do just one video recording of their lessons due to time limitations. More than one recording 

would increase the reliability and validity of the findings. Lastly, a longitudinal study is needed to       

examine how student teachers benefit from such analysis over time. 
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APPENDIX A 

Video-stimulated recall interview: Framework for reflection (adapted from Moyles et al., 2003) 

Intentions & Purposes: What was your aim in using this strategy? On what basis were your purposes 

formed? 

Self-awareness: What were you thinking/feeling at that moment? What did you learn from viewing your-

self? 

Practical reflection: What assumptions are you making about teaching and learning? What are they 

based on? (personal experience, education, research?) 

Technical reflection: What were you doing here? How/why did you make such decisions? What would 

you do differently next time? How did your prior experience of the class influence your actions/thinking? 

Perceptual awareness: What did you notice now that you weren’t aware of during the lesson? 
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EFL Primary School Teachers’ Perceptions of Formative Assessment 

George Michaeloudes, PhD 

 

Introduction  

Formative Assessment (FA) is the process where assessment information from learners is “elicited,     

interpreted, and used by teachers, learners, or their peers, to make decisions about the next steps in      

instruction that are likely to be better” (Black & Wiliam, 2009, p. 9). FA is a research field of language   

testing and assessment and deviates from the traditional way of testing learners’ achievement. More    

specifically, it focuses on the examination of interactions, classroom-based assessment and classroom 

learning (Black & Wiliam, 1998) through the use of various techniques such as  questions, observation, 

feedback, sharing of learning objectives and success criteria, “self-” and “peer-” assessment and       

formative use of summative tests.  

 

FA has been implemented successfully in a number of countries in all levels of education (Black &    

Wiliam, 1998; Rea-Dickins, 2006). Research has shown that FA is effective in teaching and learning 

(Brookhart, Moss, & Long, 2010) as  it improves learners’ achievement (Black & Wiliam, 1998;      

Kingston & Nash, 2011), motivates and engages learners in the learning process (Brookhart et al., 2010) 

and provides teachers with confidence (Black & Wiliam, 1998; Boyle & Charles, 2010). However, the 

difficulty to understand the concept of FA due to the lack of a clear and unified definition (Boyle & 

Charles, 2010), the teachers’ perceptions, their negative attitudes towards FA and their lack of training 

(Boyle & Charles, 2010) lead to the inadequate implementation of FA.  

 
Therefore, research examining teachers’ perceptions is necessary to identify whether teachers retain    

negative attitudes towards FA and thus face problems with its implementation. More specifically,        

research in FA in the area of second or foreign language teaching is needed, as especially in the Cypriot 

primary school context, is very limited (Tsagari & Pavlou, 2008). 

 
Methodology 
 
An exploratory design was incorporated in this study and questionnaires were used to examine teachers’ 

perceptions of FA in EFL Cypriot primary schools. They were sent to all primary schools in Cyprus and 

the questionnaires received (n=373) were analysed qualitatively and quantitatively.   
 
Findings and Discussion 

Participants’ perceptions were examined throughout the questionnaire regarding FA techniques, the   

provision of feedback and other aspects and characteristics of FA. Among other assessment techniques, 

participants rated the ‘self-’ and ‘peer-’ assessment techniques as more effective and, at the same time, as   

the most difficult ones to use. It is important to note that although they qualified ‘test’ as the easiest    

assessment technique, they also qualified it as the least effective assessment technique. In their  state- 
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 -ments, they prioritised ‘questioning’, ‘the use of short test-quizzes’, and ‘observation’. They also 

agreed with the statements that they use information from assessment techniques for the provision of 

feedback and change of instruction rather than taking no action towards the promotion of learning.  

 
When participants were asked to state their beliefs regarding the provision of corrective feedback,       

implicit corrective feedback techniques were ranked higher despite the fact that explicit corrective     

feedback techniques were ranked as easier. This shows that teachers believe that they should help     

learners raise awareness of their mistakes and at the same time give them the chance to correct their    

answer. This is in line with the literature, which supports the effectiveness of the implicit type of        

feedback over explicit (Ghanbarpour, 2017).  

 
Finally, in the questionnaires the participants stated that FA is beneficial for teaching and learning. More 

specifically, they greatly supported the view that FA can promote learning, is helpful for learners, is an 

effective way to assess learners’ achievement, and is informative for future planning. Those results show 

that participants acknowledge the educational value of FA and support its use in the learning process.  

  
Conclusion 

Despite the fact that the literature shows that teachers’ perceptions and attitudes were not always        

supporting the use of FA, the results drawn from this research regarding teachers’ perceptions are       

positive. Black and Wiliam (1998) found that FA is not well understood by teachers, a view also shared 

by Boyle and Charles (2010). They advocate that FA implementation requires deep changes in teachers’ 

perceptions of their role vis a vis their students’ and of classroom practice. However, the results of this 

study showed that teachers are positive towards the use of FA, as they believe, it contributes significantly 

to effective foreign language teaching and learning. They recognise its importance but, at the same time, 

admit the difficulty in using FA practices such as ‘self-’ and ‘peer-’ assessment techniques; in fact, they 

show preference to the provision of implicit corrective feedback which they consider beneficial for      

language acquisition. Overall, teachers’ perceptions are in line with FA techniques and this is              

encouraging for its correct implementation. However, further research in this area is encouraged as it 

would enrich the current research results. The replication of this study in similar and alternative contexts 

or the incorporation of learners’ views in future studies would also add in the educational and research 

field of FA. 
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