
ΧΡΟΝΟΣ 8ος   • ΤΕΥΧΟΣ 42  • ΚΩΔΙΚΟΣ 7080  • ΙΑΝΟΥΑΡΙΟΣ-ΦΕΒΡΟΥΑΡΙΟΣ-ΜΑΡΤΙΟΣ-ΑΠΡΙΛΙΟΣ 2015

ASPECTStoday

Ημερίδα ΠΕΚΑΔΕ

Ημερίδα ΠΕΚΑΔΕ

Saturday, 5th September 2015

Hellenic American Union

22 Massalias Street, 
Athens

ISSN 2241-5718

Π.Ε.Κ.Α.Δ.Ε.
ΧΑΡ. ΤΡΙΚΟΥΠΗ 106 79 ΑΘΗΝΑ, ΤΗΛ.: 210 3619500

Εκπαιδευτικός 

και Σχολική Ζωή

Saturday 1
6th May 2015

Alba Graduate Business School

6-8 Xenias Stree
t, Athens



>

2 3

>

ΠΕΡΙΕΧΟΜΕΝΑ EDITORIAL

ASPECTS TODAY ΤΕΥΧΟΣ 42 ΙΑΝΟΥΑΡΙΟΣ-ΑΠΡΙΛΙΟΣ 2015 ASPECTS TODAY ISSUE 42 JANUARY-APRIL 2015

>

>

ASPECTS TODAY
Four-monthly magazine published by the Panhellenic
Association of State School Teachers of English

JANUARY - APRIL 2015 • ISSUE No 42

ASPECTS TODAY
Τετραμηνιαίο περιοδικό της Πανελλήνιας Ένωσης
Καθηγητών Αγγλικής της Δημόσιας Εκπαίδευσης

ΙΑΝΟΥΑΡΙΟΣ - ΑΠΡΙΛΙΟΣ 2015 • ISSUE No 42

ΥΠΕΥΘΥΝΗ ΕΚΔΟΣΗΣ
ΚΩΝΣΤΑΝΤΙΝΑ ΚΩΤΣΗ

ΑΞΙΟΛΟΓΗΣΗ ΕΠΙΣΤΗΜΟΝΙΚΩΝ ΚΕΙΜΕΝΩΝ
ΘΩΜΑΗ ΑΛΕΞΙΟΥ, ΕΥΔΟΚΙΑ ΚΑΡΑΒΑ,
ΑΝΑΣΤΑΣΙΑ ΓΕΩΡΓΟΥΝΤΖΟΥ, ΜΑΙΡΗ ΔΡΟΣΟΥ,
ΑΙΚΑΤΕΡΙΝΗ ΖΟΥΓΑΝΕΛΗ, ΜΑΡΙΝΑ ΜΑΤΘΑΙΟΥΔΑΚΗ,
ΕΛΕΝΗ ΜΑΝΩΛΟΠΟΥΛΟΥ-ΣΕΡΓΗ, ΝΙΚΟΣ ΣΗΦΑΚΙΣ,
ΑΧΙΛΛΕΑΣ ΚΩΣΤΟΥΛΑΣ, ΒΑΣΙΛΗΣ ΖΟΡΜΠΑΣ,
ΒΑΣΙΛΕΙΑ ΚΑΖΟΥΛΛΗ, ΧΡΙΣΤΙΝΑ ΚΑΛΦΟΓΛΟΥ,
ΕΥΑΓΓΕΛΙΑ ΣΟΥΛΙΩΤΗ, ΙΟΥΛΙΑ-ΑΘΗΝΑ ΣΠΙΝΘΟΥΡΑΚΗ

ΥΠΕΥΘΥΝΟΣ ΣΥΜΦΩΝΑ ΜΕ ΤΟ ΝΟΜΟ
ΤΟ Δ.Σ. ΤΗΣ ΠΕΚΑΔΕ

ΕΠΙΜΕΛΕΙΑ - ΣΥΝΤΑΞΗ
ΔΗΜΗΤΡΗΣ ΠΑΠΑΔΑΚΗΣ
ΔΙΟΝΥΣΙΑ ΜΑΡΩΤΗ
ΣΟΦΙΑ ΚΙΤΣΟΥ

ΥΠΕΥΘΥΝΗ ΚΑΤΑΧΩΡΗΣΕΩΝ
ΜΑΡΓΑΡΙΤΑ ΑΝΤΩΝΙΟΥ

ΙΔΙΟΚΤΗΣΙΑ
ΠΕΚΑΔΕ
ΧΑΡΙΛΑΟΥ ΤΡΙΚΟΥΠΗ 14, 10679 ΑΘΗΝΑ
ΤΗΛ./ΦΑΧ: 210-3619500
www.pekade.gr
e-mail: info@pekade.gr

ΔΗΜΙΟΥΡΓΙΚΟ
ΠΕΤΡΟΣ ΧΙΟΣ
petros.m.xios@gmail.com
6937404513

EDITORIAL POLICY
• The Editor reserves the right to accept or reject any

contributions, without entering into correspondence.
• Material that has been published, or submitted for

publication elsewhere, cannot be considered for
publication in ASPECTS.

• Contributed material cannot be returned.
• The views expressed by contributors do not necessarily

reflect those of the Board of Editors of P.E.K.A.D.E.

CONTRIBUTORS ARE REQUESTED TO:
• type in double spacing on one side of the paper only and

number all pages clearly
• state full name and address (including telephone number

for possible consultation by Editor)
• add a biographical note. Mention present position,

qualifications, publications, relevant experience and
current interests.

• be aware of copyright, plagiarism and label laws. The
Editor will not be held responsible for such infringements
of contributed material.

Περιεχόμενα
Editorial 

Κωνσταντίνα Κώτση

Δράσεις της ΠΕΚΑΔΕ
Κοσμάς Βλάχος

Άλλες Δράσεις της ΠΕΚΑΔΕ

Προτάσεις της ΠΕΚΑΔΕ για την 
ενσωμάτωση της Λογοτεχνίας στη διδασκαλία 

της αγγλικής γλώσσας στο Δημοτικό

Προτάσεις της ΠΕΚΑΔΕ για την ενσωμάτωση 
της Λογοτεχνίας στη διδασκαλία της αγγλικής

γλώσσας στο Γυμνάσιο - Λύκειο - ΕΠΑΛ

Απάντηση του ΙΕΠ για την ενσωμάτωση της 
Λογοτεχνίας στη διδασκαλία της αγγλικής 

γλώσσας στο Δημοτικό-Γυμνάσιο-Λύκειο-ΕΠΑΛ

Teaching Issues

Web 2.0 Tools in English Language Teaching:
Mere add-ons or 21st century skills enhancers?

Aggeliki Bazina & Kosmas Vlachos

Proficiency (C2) testing & the Greek reality: 
the discrepancy between certifying 

mastery & real knowledge
Maria Makra

Creative Writing and Deliberate Practice
Panos Karnezis

Εγγραφή μέλους

Οδηγίες προς συγγραφείς άρθρων

03

04

08

10

13

16

34

50

60
61

Editorial

Dear Colleagues,

The end of the school year is usually time for review, feedback,
introspection and future planning.

The present issue starts with the P.E.K.A.D.E proposals for the
integration of Literature in the teaching of English in both Primary and
Secondary Education which were submitted to the Ministry of
Education and I.E.P followed by the positive answer by I.E.P.  

Ms Aggeliki Bazina and Dr Kosmas Vlachos present a case study which
attempted to offer a new perspective of digital technologies by engaging

the 1st Grade students of the 1st  Senior High school in Lefkada, Greece
in multiple literacy experiences while supporting them to become more
conscious of their writing in and outside school. Ms Maria Makra
discusses the issue of Proficiency testing and the Greek reality, focusing
on the inconsistency between certifying mastery and real knowledge.
Mr Panos Karnezis, on the other hand, discusses the use of creative
writing courses as well as their impact on academic life and society. 

The board of P.E.K.A.D.E. organized an event at the Alba Graduate
Business School premises, Athens, on May 16th. Details on the event
are cited by Dr Kosmas Vlachos, Chair of P.E.K.A.D.E.,  in the activities
column in the current issue. And don’t forget the forthcoming elections
day event of September. We are looking forward to your participation!

Wishing you a relaxing summertime……        
Konstantina Kotsi

Secretary General

The teacher who is indeed wise does not bid you to enter the
house of his wisdom but rather leads you to the threshold of
your mind.

Khalil Gibran
(Lebanese-American artist, poet, and writer, 1883-1931)

▲

▲
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Δραστηριότητες της ΠΕΚΑΔΕ

Ειδικότερα, στο πρώτο μέρος της ημερίδας στο
κεντρικό αμφιθέατρο καταρχήν παρουσίασαν η
Σχολική Σύμβουλος Α Αθήνας κα Χατζηγιάννογλου
Θάλεια και η εκπαιδευτικός ΠΕ06 κα Κοσμετάτου
Αλεξία το πρόγραμμα “Banking Time” που αναφέ-
ρεται στη διδασκαλία της Αγγλικής σε μικρούς μα-
θητές δημοτικού σχολείου. Στη συνέχεια η εκπαι-
δευτικός ΠΕ06 κα Ρόντου Μαρία ασχολήθηκε με
το επίκαιρο ζήτημα των μαθησιακών δυσκολιών και
ειδικότερα με τη δυσλεξία και τέλος η συνεργάτιδα
του Κέντρου Έρευνας για τις Ξένες Γλώσσες του
ΕΚΠΑ κα Σταθοπούλου Μαρία αναφέρθηκε διεξο-
δικά και ανέλυσε το ζήτημα της διαμεσολάβησης
ως μαθησιακής διαδικασίας ανάμεσα σε ομιλητές
με διαφορετική μητρική γλώσσα αλλά με κοινή
δεύτερη/ξένη γλώσσα την Αγγλική.

Στη συνεδριακή αίθουσα του πρώτου ορόφου την
ημερίδα άνοιξε η εκπαιδευτικός ΠΕ06 κα Κωστί-
κογλου Άννα με ένα εξίσου φλέγον θέμα, αυτό της
παρώθησης μαθητών του Λυκείου και στη συνέ-
χεια η εκπαιδευτικός ΠΕ06 κα Μήτσιου Κυριακή
μαζί με την κ. Judy Boyle ασχολήθηκε με ένα ζή-
τημα ανθρωπιστικού περιεχομένου  «Το noproject

στην εκπαίδευση: οι νέοι ενημερώνονται και δημι-
ουργούν ενάντια στο σύγχρονο δουλεμπόριο». Αρ-
γότερα η σκηνοθέτης κα Μαλλιαρού Θεοδώρα
από το Κέντρο Εκπαιδευτικών Δράσεων και Διαπο-
λιτισμικής Επικοινωνίας ΚΑΡΠΟΣ παρουσίασε ει-
σήγηση με κεντρικό θέμα τα οπτικοακουστικά μέσα
ως μια νέα γλώσσα επικοινωνίας. Πριν το τέλος του
πρώτου μέρους και κατά την ολομέλεια η Σχολική
Σύμβουλος Χανίων κα Πλάτσκου Στέλλα και ο νο-
μικός κος Σταθαράς Θεόδωρος ασχολήθηκαν εν-
δελεχώς και ανέλυσαν το θέμα του εργασιακού
ψυχολογικού εκφοβισμού στην εκπαίδευση. 

Κατά το δεύτερο μέρος της ημερίδας στο κεντρικό
αμφιθέατρο παρουσιάστηκαν δύο εισηγήσεις. H
πρώτη αναφέρθηκε στο Διεθνές Περιβαλλοντικό
Δίκτυο «Χρυσοπράσινο Φύλλο» στο οποίο συμμε-
τέχουν σχολεία όλων των βαθμίδων της εκπαίδευ-
σης από την Ελλάδα και την Κύπρο και πραγματο-
ποιήθηκε από τον συγγραφέα αυτού του κειμένου
ενώ η δεύτερη εισήγηση ασχολήθηκε με το θέμα
της κριτικής σκέψης και δημιουργίας, το οποίο εν-
διαφέρει ιδιαίτερα ακαδημαϊκούς, ερευνητές και
εκπαιδευτικούς στις μέρες μας, και παρουσιάστηκε

από τον εκπαιδευτικό Α/θμιας κο Πριμάλη Δημή-
τριο. 

Ταυτόχρονα με τις προαναφερθείσες δύο ομιλίες,
στη συνεδριακή αίθουσα του πρώτου ορόφου έλα-
βαν χώρα μια εισήγηση και ένα εργαστήριο. Την ει-
σήγηση, που είχε θέμα  “Proficiency testing and the
Greek reality: The ambivalence between certifying
Mastery and True Knowledge”, πραγματοποίησε η
εκπαιδευτικός Αγγλικής και μέλος του  TESOL
Greece κα Μακρά Μαρία. Το εργαστήριο, που προ-
σέλκυσε μεγάλο ενδιαφέρον, είχε θέμα “A values-
based atmosphere in class” και πραγματοποιήθηκε
από την εκπαιδευτικό ΠΕ70 κα Παπαϊωάννου Ανα-
στασία και τη σύμβουλο εκπαιδευτικών θεμάτων
κα Antonaros Suzanne.

H ημερίδα ολοκληρώθηκε με μεγάλη επιτυχία
και οι συνάδελφοι έδωσαν ραντεβού για τις 5 Σε-
πτεμβρίου 2015 στην Ελληνοαμερικάνικη Ένωση,
όπου θα πραγματοποιηθεί η πρώτη ημερίδα της
ΠΕΚΑΔΕ για το σχολικό έτος 2015-2016 αλλά και
οι εκλογές για την ανάδειξη του νέου Δ.Σ. της Ένω-
σης. Για την καλύτερη και αποτελεσματικότερη
διοργάνωση της εκλογικής διαδικασίας το απερχό-
μενο Δ.Σ. καλεί και ενθαρρύνει τους συναδέλφους
να θέσουν υποψηφιότητα μέχρι και την Παρασκευή
28/08/2015 για εκλογή στο νέο Δ.Σ. συμπληρώ-
νοντας τη σχετική αίτηση που έχει αναρτηθεί στην
ιστοσελίδα της ΠΕΚΑΔΕ. Τόσο η συμμετοχή για την
ανάδειξη νέου Δ.Σ. όσο και η υποβολή υποψηφιό-
τητας είναι απαραίτητες για την  ύπαρξη της ΠΕ-
ΚΑΔΕ αλλά και για την ανανέωσή των μελών του
Δ.Σ. με  εκπαιδευτικούς που διαθέτουν όρεξη και
μεράκι για να συνδράμουν σε ένα καλύτερο μέλ-
λον του κλάδου και της εκπαίδευσης. 

Με τις καλύτερές μας ευχές 
για ένα ευχάριστο και ξεκούραστο καλοκαίρι

Εκ μέρους του ΔΣ της ΠΕΚΑΔΕ
Ο Πρόεδρος

Κοσμάς Βλάχος

Αγαπητές και αγαπητοί συνάδελφοι,
Σας καλωσορίζουμε στο τεύχος 42 του Aspects, το οποίο κυκλοφορεί
λίγο μετά την ολοκλήρωση της ημερίδας του Μαΐου 2015 με τίτλο
«Εκπαιδευτικός και σχολική ζωή» που πραγματοποιήθηκε στις φι-
λόξενες και υπερσύγχρονες εγκαταστάσεις του Alba Graduate Busi-
ness School στο κέντρο της Αθήνας. Η ημερίδα περιελάμβανε πα-
ρουσιάσεις και εργαστήρια που αφορούσαν σε μια πληθώρα εκπαι-
δευτικών θεμάτων.
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Αξιότιμε Κύριε Υπουργέ, 

Η Πανελλήνια Ένωση Καθηγητών Αγγλικής

της Δημόσιας Εκπαίδευσης (ΠΕΚΑΔΕ) δραστη-

ριοποιείται στο χώρο της Δημόσιας Εκπαίδευ-

σης επί 35 συναπτά έτη. Προτεραιότητά μας

είναι η ενίσχυση της εκπαίδευσης του μαθητή

και η απόκτηση υψηλού επιπέδου γνώσεων

στην αγγλική. Σκοπός του παρόντος υπομνή-

ματος είναι να σας γνωστοποιήσουμε την πρό-
ταση της Π.Ε.Κ.Α.Δ.Ε. αναφορικά με την ενσω-
μάτωση της Λογοτεχνίας στη διδασκαλία του
μαθήματος της αγγλικής γλώσσας στο Δημο-
τικό. 

Λαμβάνοντας υπόψη: 

α) τη φυσική διασύνδεση και την άρρηκτη

Π.Ε.Κ.Α.Δ.Ε.
ΠΑΝΕΛΛΗΝΙΑ ΕΝΩΣΗ ΚΑΘΗΓΗΤΩΝ ΑΓΓΛΙΚΗΣ ΔΗΜΟΣΙΑΣ ΕΚΠΑΙΔΕΥΣΗΣ

Χαριλάου Τρικούπη 14 – 10679 Αθήνα – Τηλ/Φαξ 210-3619500
Web site: http://www.pekade.gr    e-mail: info@pekade.gr

Αρ. Πρωτ. 1
Αθήνα, 14 Ιανουαρίου 2014

Προς:
Υπουργό Παιδείας και Θρησκευμάτων 
κ. Ανδρέα Λοβέρδο
Υφυπουργό Παιδείας και  Θρησκευμάτων 
κ. Αλέξανδρο Δερμεντζόπουλο 
Προϊστάμενο Δ/νσης Σπουδών, Προγραμμάτων 
και Οργάνωσης Π.Ε κ. K. Παπαχρήστο

Κοιν.:
Ινστιτούτο Εκπαιδευτικής Πολιτικής
Πρόεδρο κ. Σ. Γκλαβά 
Αντιπρόεδρο κ. Ι. Κουμέντο
Προϊστάμενο Γρ. Έρευνας, Σχεδιασμού &
Εφαρμογών Α’  κ. Γιαγκάζογλου
Σχολικούς Συμβούλους ΠΕ06

ΥΠΟΜΝΗΜΑ ΤΩΝ ΚΑΘΗΓΗΤΩΝ ΑΓΓΛΙΚΗΣ 
ΠΡΟΣ ΤΟΝ ΥΠΟΥΡΓΟ ΠΑΙΔΕΙΑΣ ΚΑΙ ΘΡΗΣΚΕΥΜΑΤΩΝ

Θέμα: Προτάσεις της ΠΕΚΑΔΕ για την ενσωμάτωση της
Λογοτεχνίας στη διδασκαλία της αγγλικής γλώσσας στο Δημοτικό
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σχέση μεταξύ της εκμάθησης της αγγλικής
γλώσσας και του πολιτισμού των χωρών
όπου την ομιλούν·

β) την ανάγκη εξοικείωσης με τον πολιτισμό, την
ιστορία και τις τέχνες για την ανάπτυξη της αι-
σθητικής των μαθητών, καθώς και της γλωσ-
σικής, κιναισθητικής, χωρικής, διαπροσωπι-
κής και ενδοπροσωπικής νοημοσύνης τους
κατά τη διάρκεια εκμάθησης της αγγλικής
γλώσσας·

γ) την προαγωγή της ενσυναίσθησης, της κριτι-
κής σκέψης και της εκμάθησης στο πλαίσιο
του ανθρωπιστικού αναστοχασμού και της
κριτικής συμμετοχής·

δ) την εξοικείωση με τη λογοτεχνική παραγωγή
σε αυθεντική μορφή, σε διασκευή ή και σε
μετάφραση και με την απόκτηση ικανοτήτων
μέσω της δημιουργικής γραφής·

ε) την έως σήμερα κατ’ επιλογή, εκτεταμένη
χρήση της Λογοτεχνίας στη διδασκαλία της
αγγλικής από την πλειονότητα των εκπαιδευ-
τικών ΠΕ 06·

Προτείνουμε για το Δημοτικό:

Την υποχρεωτική και οργανωμένη διδασκαλία
στην αγγλική γλώσσα ενός ή και περισσότερων
παραμυθιών, μύθων και θρύλων, παιδικής λο-

γοτεχνίας και λογοτεχνικών έργων επιλεγόμε-
νων από διάφορα είδη (πεζός λόγος, ποίηση,
θέατρο), απ’ όλες τις χώρες του κόσμου, σε ενι-
αία ή/και αποσπασματική μορφή ή/και σε δια-
σκευή, καθώς και την παράλληλη ενθάρρυνση
της δημιουργικής γραφής στις δύο τελευταίες
τάξεις του Δημοτικού. Η διδασκαλία τους στην
αγγλική γλώσσα λαμβάνει υπόψη το επίπεδο
και τις ανάγκες των μαθητών και συνδέεται με
τα Εικαστικά, τη Φυσική Αγωγή, τη Μουσική και
τη Θεατρική Αγωγή.

Κύριε Υπουργέ,

Σας παρακαλούμε θερμά να εξετάσετε την
πρόταση αυτή, η οποία αποτελεί προϊόν έρευ-
νας ανάμεσα σε εκπαιδευτικούς και ακαδημαϊ-
κούς και καλύπτει την ανάγκη ολοκληρωμένης
εκμάθησης της γλώσσας. Πιστεύουμε ότι συμ-
φωνείτε μαζί μας πως στις ημέρες της οικονο-
μικής κρίσης η Δημόσια Εκπαίδευση οφείλει να
δίνει στο μαθητή τη δυνατότητα ανάπτυξης γνώ-
σεων και δεξιοτήτων στα υψηλότερα επίπεδα
εκμάθησης της αγγλικής με την ενθάρρυνση της
διαπολιτισμικής επαφής. Η Π.Ε.Κ.Α.Δ.Ε. είναι
πάντα στη διάθεση της πολιτείας για να προσφέ-
ρει ό, τι μπορεί για την επίτευξη του κοινού μας
στόχου που είναι η καλύτερη εκπαίδευση των
μαθητών μας.

Με Εκτίμηση
Για το Δ. Σ. της  ΠΕΚΑΔΕ

Ο Πρόεδρος 
ΚΟΣΜΑΣ ΒΛΑΧΟΣ

Η Γεν. Γραμματέας 
ΚΩΝΣΤΑΝΤΙΝΑ ΚΩΤΣΗ
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Αξιότιμε κύριε Υπουργέ, 

Η Πανελλήνια Ένωση Καθηγητών Αγγλικής της

Δημόσιας Εκπαίδευσης (ΠΕΚΑΔΕ) δραστηριοποι-

είται στο χώρο της Δημόσιας Εκπαίδευσης επί 35

συναπτά έτη. Προτεραιότητά μας είναι η ενίσχυση

της εκπαίδευσης του μαθητή και η απόκτηση

υψηλού επιπέδου γνώσεων στην αγγλική. Σκο-

πός του παρόντος υπομνήματος είναι να σας γνω-

στοποιήσουμε την πρόταση της Π.Ε.Κ.Α.Δ.Ε. ανα-

φορικά με την ενσωμάτωση της Λογοτεχνίας στη

διδασκαλία του μαθήματος της αγγλικής γλώσσας

στο Γυμνάσιο-Λύκειο-ΕΠΑΛ. 

Λαμβάνοντας υπόψη: 

α) τη φυσική διασύνδεση και την άρρηκτη σχέση
μεταξύ της εκμάθησης της αγγλικής γλώσσας
και του πολιτισμού των χωρών όπου την ομι-
λούν·

β) την ανάγκη γνώσης του πολιτισμού, της ιστο-
ρίας και των τεχνών για την ανάπτυξη της αι-
σθητικής των μαθητών, καθώς και της γλωσ-
σικής, κιναισθητικής, χωρικής, διαπροσωπικής
και ενδοπροσωπικής νοημοσύνης τους κατά
τη διάρκεια εκμάθησης της αγγλικής γλώσ-
σας·

γ) την προαγωγή της ενσυναίσθησης, της κριτικής
σκέψης και της εκμάθησης στο πλαίσιο του
ανθρωπιστικού αναστοχασμού και της κριτικής
συμμετοχής·

δ) την εξοικείωση με τη λογοτεχνική παραγωγή
σε αυθεντική μορφή σε διασκευή ή και σε με-
τάφραση και με την απόκτηση ικανοτήτων
μέσω της δημιουργικής γραφής·

ε) την έως σήμερα κατ’ επιλογή, εκτεταμένη
χρήση της Λογοτεχνίας στη διδασκαλία της
αγγλικής από την πλειονότητα των εκπαιδευ-
τικών ΠΕ 06·

Προτείνουμε για το Γυμνάσιο και το Λύκειο:

Την υποχρεωτική και οργανωμένη διδασκαλία
στην αγγλική γλώσσα ενός ή και περισσότερων
λογοτεχνικών έργων επιλεγόμενων από διά-
φορα είδη (πεζός λόγος, ποίηση, θέατρο) σε ενι-
αία ή/και αποσπασματική μορφή ή/και σε δια-
σκευή καθώς και την παράλληλη ενθάρρυνση
της δημιουργικής γραφής σε όλες τις τάξεις του
Γυμνασίου-Λυκείου-ΕΠΑΛ.

Ενδεικτικά προτείνουμε: 

Για τις τρεις τάξεις του Γυμνασίου την επιλογή

διδασκαλίας διασκευασμένων ή μη Μύθων και
Θρύλων της Αγγλίας, της Ιρλανδίας, της Ουα-
λίας, της Σκωτίας, θεατρικών έργων του 16ου
αιώνα καθώς και των θεατρικών έργων, της ποί-
ησης, και του πεζού λόγου των συγγραφέων του
18ου – 21ου αιώνα επιλέγοντας από τις χώρες
που αναφέρονται παρακάτω. 

Για το ΕΠΑΛ και το Λύκειο προτείνουμε την
επιλογή συγγραφέων από την Αυστραλία, την Ιρ-
λανδία, τις Η.Π.Α, το Ηνωμένο Βασίλειο, τη Νέα
Ζηλανδία, τον Καναδά και τη Νότια Αφρική για τη
διδασκαλία πεζού λόγου, ποίησης και θεατρικών
έργων από τις χώρες αυτές, σε διασκευή ή όχι,
με κατά περίπτωση χρονική κάλυψη από την εμ-
φάνιση των πρώτων έργων έως σήμερα.

Επίσης, προτείνουμε για το Γυμνάσιο-Λύκειο-
ΕΠΑΛ τη διδασκαλία των ελληνικών μύθων στην
αγγλική γλώσσα και τη διδασκαλία έργων Ελ-
λήνων συγγραφέων τα οποία έχουν γραφεί ή
μεταφραστεί στην αγγλική γλώσσα, όπως επίσης
και τη διδασκαλία έργων από την Παγκόσμια Λο-
γοτεχνία που έχουν γραφεί ή μεταφραστεί στην
αγγλική γλώσσα.

Στο παράρτημα που ακολουθεί επισυνάπτεται
υπόδειγμα σχεδίου μαθήματος που μπορεί να
αναπροσαρμοστεί ανάλογα με το λογοτεχνικό
είδος που διδάσκεται, το θέμα-αντικείμενο της
διδασκαλίας, το επίπεδο και τις ανάγκες των μα-
θητών.

Κύριε Υπουργέ,

Σας παρακαλούμε θερμά να εξετάσετε την
πρόταση αυτή, η οποία αποτελεί προϊόν έρευνας
ανάμεσα σε εκπαιδευτικούς και ακαδημαϊκούς
και καλύπτει την ανάγκη ολοκληρωμένης εκμά-
θησης της γλώσσας. Πιστεύουμε ότι συμφωνείτε
μαζί μας πως στις ημέρες της οικονομικής κρίσης
η Δημόσια Εκπαίδευση οφείλει να δίνει στο μα-

Π.Ε.Κ.Α.Δ.Ε.
ΠΑΝΕΛΛΗΝΙΑ ΕΝΩΣΗ ΚΑΘΗΓΗΤΩΝ ΑΓΓΛΙΚΗΣ ΔΗΜΟΣΙΑΣ ΕΚΠΑΙΔΕΥΣΗΣ

Χαριλάου Τρικούπη 14 – 10679 Αθήνα – Τηλ/Φαξ 210-3619500
Web site: http://www.pekade.gr    e-mail: info@pekade.gr

Αρ. Πρωτ. 2
Αθήνα, 14 Ιανουαρίου 2014

Προς:
Υπουργό Παιδείας και Θρησκευμάτων 
κ. Ανδρέα Λοβέρδο                      
Υφυπουργό Παιδείας και  Θρησκευμάτων 
κ. Αλέξανδρο Δερμεντζόπουλο 
Προϊστάμενο Δ/νσης Σπουδών, Προγραμμάτων και
Οργάνωσης Δ.Ε κ. Παπαδαντωνάκη     
Προϊστάμενο Δ/νσης Ε.Ε κ. Ι. Λιγνό

Κοιν.:
Ινστιτούτο Εκπαιδευτικής Πολιτικής
Πρόεδρο κ. Σ. Γκλαβά, Αντιπρόεδρο κ. Ι. Κουμέντο
Προϊστάμενο Γρ. Έρευνας, Σχεδιασμού & Εφαρμογών Α’
κ. Γιαγκάζογλου
Προϊστάμενο Γρ. Έρευνας, Σχεδιασμού & Εφαρμογών Β’  
κ. Μάραντο
Σχολικούς Συμβούλους ΠΕ06

ΥΠΟΜΝΗΜΑ ΤΩΝ ΚΑΘΗΓΗΤΩΝ ΑΓΓΛΙΚΗΣ ΠΡΟΣ ΤΟΝ ΥΠΟΥΡΓΟ
ΠΑΙΔΕΙΑΣ ΚΑΙ ΘΡΗΣΚΕΥΜΑΤΩΝ

Θέμα: Προτάσεις της ΠΕΚΑΔΕ για την ενσωμάτωση της Λογοτεχνίας
στη διδασκαλία της αγγλικής γλώσσας στο Γυμνάσιο-Λύκειο–ΕΠΑΛ
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θητή τη δυνατότητα ανάπτυξης γνώσεων και
δεξιοτήτων στα υψηλότερα επίπεδα εκμάθησης
της αγγλικής με την ενθάρρυνση της διαπολιτι-
σμικής επαφής. Η Π.Ε.Κ.Α.Δ.Ε. είναι πάντα στη

διάθεση της πολιτείας για να προσφέρει ό, τι
μπορεί για την επίτευξη του κοινού μας στόχου
που είναι η καλύτερη εκπαίδευση των μαθη-
τών μας.

ΠΑΡΑΡΤΗΜΑ Ι

ΣΧΕΔΙΟ    ΜΑΘΗΜΑΤΟΣ
ΤΙΤΛΟΣ
ΤΑΞΗ

ΣΤΟΧΟΙ
ΥΛΙΚΟ
ΔΙΑΔΙΚΑΣΙΑ-ΧΡΟΝΙΚΗ ΔΙΑΡΚΕΙΑ
ΠΡΟΣΑΡΜΟΓΕΣ
ΕΡΩΤΗΣΕΙΣ ΓΙΑ ΣΥΖΗΤΗΣΗ (π.χ.: ΚΟΙΝΩΝΙΚΟΠΟΛΙΤΙΚΟ ΚΑΙ ΙΣΤΟΡΙΚΟ ΠΛΑΙΣΙΟ, 
ΣΥΓΓΡΑΦΕΑΣ, ΠΕΡΙΕΧΟΜΕΝΟ, ΘΕΜΑΤΟΛΟΓΙΑ, ΕΝΝΟΙΟΛΟΓΙΚΑ ΚΑΙ 
ΜΟΡΦΟΛΟΓΙΚΑ ΣΤΟΙΧΕΙΑ)
ΠΡΟΕΚΤΑΣΕΙΣ
ΠΡΟΤΕΙΝΟΜΕΝΑ ΚΕΙΜΕΝΑ, ΒΙΒΛΙΑ ΓΙΑ ΑΝΑΓΝΩΣΗ, ΟΠΤΙΚΟΑΚΟΥΣΤΙΚΟ ΥΛΙΚΟ
ΣΥΝΔΕΣΜΟΙ
ΛΕΞΙΛΟΓΙΟ

Με Εκτίμηση
Για το Δ. Σ. της  ΠΕΚΑΔΕ

Ο Πρόεδρος 
ΚΟΣΜΑΣ ΒΛΑΧΟΣ

Η Γεν. Γραμματέας 
ΚΩΝΣΤΑΝΤΙΝΑ ΚΩΤΣΗ

Αθήνα, 27-03-2015
Αριθ. Πρωτ. 3425

Πληροφορίες: Γραφείο Προέδρου
Τηλέφωνο: 2103319055
Φαξ: 2106081879
Ηλεκτρ. Δ/νση: secme-iep@iep.edu.gr

Σχετ.: α. Το ΦΕΣΕ της 26-1-2015 του Διευθυντή του Γραφείου του πρώην Υπουργού κ. Α. Λοβέρδου
και β. το ΦΕΣΕ της 21-1-2015 του Διευθυντή του Γραφείου του πρώην Υφυπουργού κ. Α. Δερμεντζό-
πουλου.

Σας γνωστοποιούμε ότι τα υπ' αριθμ. 747/21-1-2015 και 1461/4-2-2015 έγγραφα έχουν απαντηθεί
με την εισήγηση του Γραφείου Έρευνας, Σχεδιασμου και Εφαρμογών Ά (Απόσπασμα Πρακτικού Δ.Σ.
του ΙΕΠ: 7/03-02-2015).

Ο Πρόεδρος
Σωτήριος Γκλαβάς

ΔΙΟΙΚΗΤΙΚΟ ΣΥΜΒΟΥΛΙΟ

Απόσπασμα Πρακτικού 7/03-02-2015

Σήμερα 3 Φεβρουαρίου 2015, ημέρα Τρίτη και
ώρα 12:45, στο γραφείο του Προέδρου του Ινστι-

τούτου Εκπαιδευτικής Πολιτικής, Τσόχα 36 Αθήνα,
συνεδρίασε το Διοικητικό Συμβούλιο, υπό την
προεδρία του Προέδρου του Ινστιτούτου Εκπαι-
δευτικής Πολιτικής (Ι.Ε.Π) και Προέδρου του Δι-

Προς:
Πανελλήνια Ένωση Καθηγητών Αγγλικής
Δημόσιας Εκπαίδευσης
Χαριλάου Τρικούπη 14, 10679

Κοιν.: Υπουργείο Πολιτισμού, Παιδείας &
Θρησκευμάτων
Γραφείο Υπουργού
Α. Παπανδρέου 37
Τ.Κ. 15180, Μαρούσι

Θέμα: Προτάσεις της ΠΕΚΑΔΕ για την ενσωμάτωση 
της Λογοτεχνίας στη διδασκαλία της αγγλικής γλώσσας 

στο Γυμνάσιο-Λύκειο-ΕΠΑ.Λ.
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νών (http://rcel.enl.uoa.gr/peap/articles/genikes-
didaktikes-odigies), αναφέρονται τα πολυτροπικά
κείμενα ως παραδείγματα γλωσσικών δραστηριο-
τήτων για τα μικρά παιδιά. Συγκεκριμένα, γίνεται
μνεία στις ιστορίες, τους μύθους και τα παραμύθια
που ο εκπαιδευτικός μπορεί να χρησιμοποιήσει
για να κινητοποιήσει τη φαντασία των μαθητών και
να τους εξοικειώσει όχι μόνο με την παιδική λο-
γοτεχνία αλλά και με λογοτεχνικά έργα από διά-
φορα είδη όπως το θέατρο και την ποίηση. Επι-
πλέον, μπορεί να αξιοποιήσει ποιηματάκια με
ομοιοκαταληξίες (rhymes) καθώς και DVD με τα
παραμύθια προκειμένου να ενθαρρύνει τη δημι-
ουργική γραφή. Συνεπώς, μέσα από μια ποικιλία
ειδικά σχεδιασμένω δραστηριοτήτων, δοκιμασμέ-
νων σε πραγματικές συνθήκες τάξης, το εν λόγω
Πρόγραμμα Σπουδών δύναται να συνεπικουρήσει
στην εξοικείωση των μαθητών με τη ξενόγλωσση
λογοτεχνία.

Β) Όσον αφορά τη διδασκαλία του μαθήματος
των Αγγλικών στις Δ' Ε' και ΣΤ' τάξεις του Δημοτι-
κού, το ζήτημα καλύπτεται από το Δ.Ε.Π.Π.Σ.
Ξένων Γλωσσών - Α.Π.Σ. Αγγλικής Γλώσσας που
έχει δημοσιευτεί στο ΦΕΚ 304Β/13-03-1003.
Ωστόσο, θεωρούμε ότι η πρόταση της ΠΕΚΑΔΕ
για την "υποχρεωτική διδασκαλία στην αγγλική
γλώσσα ενός ή περισσότερων παραμυθιών,
μύθων και θρύλων, παιδικής λογοτεχνίας και λο-
γοτεχνικών έργων επιλεγόμενων από διάφορα
είδη, απ' όλες τις χώρες του κόσμου", για "την πα-
ράλληλη ενθάρρυνση της δημιουργικής γραφής
στις δύο τελευταίες τάξεις του Δημοτικού", καθώς
και για τη σύνδεση του μαθήματος με τα Εικαστικά,
τη Φυσική Αγωγή, τη Μουσική και τη Θεατρική
Αγωγή θα μπορούσε να αξιοποιηθεί στην εκπαι-
δευτική διαδικασία, ύστερα από κατάλληλο παι-
δαγωγικό σχεδιασμό.

Γ. Όσον αφορά στο Γυμνάσιο, η πρόταση της ΠΕ-
ΚΑΔΕ για τη διδασκαλία των Αγγλικών - με τη
χρήση μύθων ή θρύλων, θεατρικών έργων, ποί-
ησης και πεζού λόγου από χώρες όπως η Μ.
Βρετανία, η Ιρλανδία, η Νέα Ζηλανδία, η Αυστρα-
λία, ο Καναδάς και η Νότια Αφρική, τη χρήση επί-
σης ελληνικών μύθων μεταφρασμένω στα αγ-
γλικά ή έργων Ελλήνων συγγραφέων μεταφρα-
σμένω στα αγγλικά, καθώς και έργων από την
παγκόσμια λογοτεχνία μεταφρασμένω στα αγ-
γλικά - θα μπορούσε και αυτή να αξιοποιηθεί κα-
τάλληλα. Για τον σκοπό αυτό, προτείνουμε τη σύ-
σταση μιας κοινής επιτροπής για την κατάθεση
συγκεκριμένω και ολοκληρωμένων διδακτικών
προτάσεων, οι οποίες θα μπορούσαν να ενσωμα-
τωθούν στις Οδηγίες διδασκαλίας της Αγγλικής
Γλώσσας στην υποχρεωτική εκπαίδευση (Δημο-
τικό και Γυμνάσιο) από το νέο σχολικό έτος 2015-
2016".

Ακολουθεί συζήτηση επί του θέματος των μελών
του Διοικητικού Συμβουλίου.

Το Διοικητικό Συμβούλιο, ομόφωνα, αποφασί-

ζει να εγκρίνει την παραπάνω εισήγηση του κ.

Σταύρου Γιαγκάζογλου, Προϊσταμένου του

Γραφείου Έρευνας, Σχεδιασμού & Εφαρμογών

Α΄, ως έχει.

Στο σημείο αυτό, και ώρα 14:45, λήγει η συνε-
δρίαση.

Ο Πρόεδρος 

του Ινστιτούτου Εκπαιδευτικής Πολιτικής

Σωτήριος Γκλαβάς

Η Γραμματέας

Κυριακή Σημαιοφορίδου

Αποσπασμένη Εκπαιδευτικός

οικητικού Συμβουλίου κ. Σωτηρίου Γκλαβά.

Παρόντες: Στη συνεδρίαση παρευρίσκονται μετά
από πρόσκληση, ο Αντιπρόεδρος του Ι.Ε.Π. κ.
Ιωάννης Κουμέντος και τα μέλη του Διοικητικού
Συμβουλίου κ.κ.: Ιωάννης Αντωνίου, Παρασκευάς
Γιαλούρης, Ηλίας Ματσαγγούρας και Γεώργιος
Τύπας.

Απουσιάζει λόγω άλλης υπηρεσιακής απασχόλη-
σης ο κ. Θεμιστοκλής Παναγιωτόπουλος.

Χρέη Γραμματέως ασκεί η κ. Κυριακή Σημαιοφο-
ρίδου, αποσπασμένη εκπαιδευτικός.

Αφού διαπιστώνεται απαρτία, αρχίζει η συνε-
δρίαση.

ΘΕΜΑΤΑ ΗΜΕΡΗΣΙΑΣ ΔΙΑΤΑΞΗΣ

Θέμα: "Προτάσεις της ΠΕΚΑΔΕ για την 
ενσωμάτωση της Λογοτεχνίας στη διδασκαλία 

της αγγλικής γλώσσας στο Δημοτικό"

Ο Πρόεδρος ενημερώνει τα μέλη του Διοικητικού

Συμβουλίου ότι ο κ. Σταύρος Γιαγκάζογλου, Προ-

ϊστάμενος του Γραφείου Έρευνας, Σχεδιασμού και

Εφαρμογών Α', έχει καταθέσει προς έγκριση την

παρακάτω εισήγηση (αρ. πρωτ.: 190/02-02-

2015):

"Σχετικά:

α. Το με ημερομηνία 16.1.2015 (αρ. πρωτ. 748/21-

1-2015 εισερχόμενο έγγραφο στο ΙΕΠ) ΦΕΣΕ του

Διευθυντή του Γραφείου Υφυπουργού κ. Δερμε-

τζόπουλου

β. Το με ημερομηνία 14.1.2015 (αρ. πρωτ.

470/15.1.2015 εισερχόμενο στο ΙΕΠ) υπόμνημα

της ΠΕΚΑΔΕ

γ. Το με αρ. πρωτ. 10612/Δ2/21-01-2015 έγγραφο

της Διεύθυνσης Σπουδών ΔΕ του ΥΠΑΙΘ, Τμήμα

Α (αρ. πρωτ. 1087/28-1-2015 εισερχόμενο έγ-

γραφο στο ΙΕΠ)

δ. Το με αρ. πρωτ. 10472/Δ4/28-01-2015 έγ-

γραφο της Διεύθυνσης Επαγγελματικής Εκπαίδευ-

σης του ΥΠΑΙΘ, Τμήμα Α (αρ. πρωτ. 1086/28-1-

2015 εισερχόμενο έγγραφο στο ΙΕΠ)

Λαμβάνοντας υπόψη και τη σχετική εισήγηση της
κ. Δέσποινας Πάνου, Συμβούλου Γ του ΙΕΠ

Αναφορικά με τις ειδικές προτάσεις που καταθέτει

στην επιστολή της η Πανελλήνια Ένωση Καθηγη-

τών Αγγλικής Δημόσιας Εκπαίδευσης (ΠΕΚΑΔΕ)

για την ενσωμάτωση της Λογοτεχνίας στη διδασκα-

λία της αγγλικής γλώσσας στο Δημοτικό, σας επι-

σημαίνουμε τα κάτωθι:

Α) Όσον αφορά στη διδασκαλία του μαθήματος

των Αγγλικών στις τρεις πρώτες τάξεις του Δημο-

τικού ισχύουν τα εξής:

Στο πλαίσιο του Έργου με τίτλο "Νέες Πολιτικές Ξε-

νόγλωσσης Εκπαίδευσης στο Σχολείο: Η εκμά-

θηση της Αγγλικής σε Πρώιμη Παιδική Ηλικία", γί-

νεται επέκταση της διδασκαλίας της αγγλικής στις

πρώτες τάξεις του δημοτικού με αποτέλεσμα η αγ-

γλική γλώσσα να αρχίσει να διδάσκεται στους μα-

θητές της Α΄ και Β΄ Δημοτικού στα 12θέσια σχο-

λεία της χώρας. Η καινοτομία αυτή ήταν μέρος

ενός ευρύτερου πειραματικού προγράμματος που

εφάρμοσε το Υπουργείο Παιδείας από το σχολικό

έτος 2010-11.

Σύμφωνα με τις γενικές διδακτικές οδηγίες του

Προγράμματος Εκμάθησης της Αγγλικής σε

Πρώιμη Παιδική Ηλικία (ΠΕΑΠ) που έχουν αναρ-

τηθεί στην ιστοσελίδα του τμήματος Αγγλικής

Γλώσσας και Φιλολογίας του Πανεπιστημίου Αθη-
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Introduction

“It is essential that children are deeply involved in
writing, that they share their texts with others, and that
they perceive themselves as authors”. - Calkins (1986:
9) 

It has been almost thirty years since Calkins talked
about the essentials of teaching writing, but her words
resound now more vibrantly than ever. According to
extensive research, the use of social software tools from
blogging to social networking sites and creation of all
kinds of digital material is central to students’ lives

Key words: 
multiliteracies, multimodality, 
digital writing, maps, 
higher-order skills, ethics

(Lenhart et al, 2005, 2007), verifying that today’s

students are not only consumers of online content

but also producers or “prosumers”, as Klamma, Cao

& Spaniol (2007) posit. 

However, despite the ubiquitous use of these

tools, there seems to be a “disconnect” between

the writing  taking place at school and the

communication young people engage in outside

school (Lenhart et al, 2008).   The main intention

therefore when embarking on the present case

study was to offer a new perspective of digital

technologies by engaging students in multiple
literacy experiences, while helping them first and
foremost become more conscious of their writing
in and outside school (Hicks, 2009).

ΤHE CHALLENGE 
OF DIGITAL WRITING 

As a result of English gaining momentum in our
globally interconnected working and community
lives as the ‘lingua franca’, new contexts for

Web 2.0 Tools in English Language Teaching:
Mere add-ons or 21st century skills enhancers?

Bazina Aggeliki
Vlachos Kosmas

Over the last number of years, the new landscape
shaped by Web 2.0 tools has presented EFL learning
practices with new dynamic pedagogies, noting
their prominent potential of utterly redefining
communication and transforming learner-
generated content. This article describes a case
study undertaken in the 1st class of the 1st Senior
High school in Lefkada, Greece in order to
determine the extent to which new critical
multiliteracies are fostered, as well as evaluate their
potential in terms of language learning. 
In particular, students participated in a digital
writing workshop and conducted three multimodal
projects aimed at various audiences, while also
serving various purposes. Results suggest that the
students’ multimodal ensembles exhibited signs of
various types of 21st century skills and literacies,
such as critical thinking, digital tools expertise,
awareness of ethics and global citizenship, thus
managing to meet the challenge of combining
different modes with ‘multiple Englishes’.
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communication have loomed altering forever the
scope of English language teaching and learning.
No longer is the teaching of a single, formal and
standard written version of the language able to
cover the needs of the students who bestir
themselves beyond their cultural and national
boundaries (The New London Group, 1996). 

Considerable research has shown that attention
needs to be turned to a range of other semiotic
modes and the production of multimodal texts i.e.
texts that exceed the primary semiotic channel -
the alphabetic - including still and moving images,
music, gesture or sound (Takayoshi & Selfe, 2004;
Kress, 2010). Therefore, it is this process of
orchestrating multiple media to produce meaning,
received from all our senses and moving beyond
text scripting that constitutes digital writing (WIDE,
2005); and furthermore, not being merely a matter

of integrating new digital tools, as DeVoss et al
(2010: 4) put it: “digital writing is about the dramatic
changes in the ecology of writing and
communication and, indeed, what it means to write
- to create and compose and share”.

Consequently, the notion of literacy pedagogy has
taken on a new meaning and is expected to be
reconceived as “a plurality of literacies” (Unsworth,
2001: 8), or “multiliteracies” (Cope & Kalantzis,
2000; New London Group, 1996), which according
to NCTE’s 21st Century Literacies Framework
(2008) and Hobbs (2010: 18), “encompass the full
range of cognitive, emotional and social
competences” needed in all aspects of daily lives
and supporting lifelong learning through the
processes of both consuming and creating
messages, such as digital and media literacy,
information literacy, visual and community literacy

among others.

In the attempt to prepare students to be
multiliterate in the 21st century, it is critically
important to create “a healthy digital ecology”
(DeVoss et al, 2010: 63), one that will familiarize
them with the new “ethos stuff” of new literacies
(Knobel & Lankshear, 2006), undoubtedly
necessary in our remix culture which allows content
to be in different places simultaneously, questioning
concepts of authorship and ownership. Therefore,
practising “good play” along with “fair play” as online
meaningful and engaging to students conduct,
while also being responsible to the others in the
community (James et al, 2009:15), develops
“ethical minds” with respect to critical areas of
ethics in online environments: identity, privacy,
ownership and authorship, credibility and
participation (ibid: 5).

INSTRUCTIONAL FRAMEWORKS 
THAT ACCOMMODATE 
DIGITAL WRITING

The theories underpinning the case study were
drawn from important instructional models and
approaches   that inform us about what it really
means to write using technology, making optimal
use of the opportunities provided by the Web. In
particular:

The Technological Pedagogical Content
Knowledge framework (TPACK) (Mishra & Koehler,
2008), was the solid basis on which the whole
endeavor was constructed, since it focuses on the
knowledge that teachers should understand in
order to integrate technology effectively, i.e. 1.
Knowledge of content - the actual subject matter
to be learned or taught, 2. Pedagogy - the
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techniques or methods to be used, the nature of

the target audience and strategies evaluating

student understanding, and 3. Technology -

appropriate technological tools and practices.

According to TPACK, teachers are expected to

manipulate and subvert signs and symbols for

educative or communication purposes, acting

therefore as creative and fluent agents, able to

navigate the landscape of technology (ibid: 11). 

Situated learning as a model of instruction has a

strong prospect for application in digitally-mediated

learning. Active participation and interaction of

learners in and beyond the classroom, real-life

contexts with “rich situational affordances”,

opportunities to express oneself and present

publicly different points of view through

collaboration, reflection and articulation offer

insights into how learners negotiate their online

“affinity groups” (Gee, 2005) adopting appropriate

“discourses” (ibid: 7), expand their linguistic

repertoires, and last but not least achieve their

larger social purposes.

In a similar vein, Connected Learning (Ito et al,

2013) – a new approach to education – being

characterized by a sense of shared purpose, a focus

on production and openly-networked

infrastructures, encourages the new participatory

culture and communities of practice enabled by the

Web, by shifting the focus to the trialogical

“knowledge creation metaphor of learning”

(Paavola and Hakkarainen, 2009). According to this

metaphor students through digital affordances and

tools develop collaboratively and systematically

“shared, concrete objects”, i.e. knowledge or

material artifacts, practices, ideas or representations

(ibid: 4), moving beyond participation in

communities of learning to being active creators

and not passive recipients of media or educational

content.

THE CASE STUDY

Participants

The sample group used for the collection of data,
consisted of 16 students (9 boys and 7 girls) aged
15-16, attending the first class of the 1st Senior high
school in Lefkada, whereas the target population
was EFL teen learners in public schools in Greece.
According to the reference levels of the Common
European Framework, the competence level of the
actual sample ranged between B1 ‘Threshold’ and
B2 ‘Upper’ with some students belonging to the A2
‘Waystage’, constituting thus a ‘heterogeneous’
class of different learning abilities and cultural
backgrounds.

Research Questions 
& Data Sources

For the purposes of the case study a ‘mixed’
methods approach was adopted combining both
quantitative and qualitative techniques in an
attempt to provide a fuller picture and ensure more
reliability, when exploring the following research
questions: 

- What does writing in a digital world entail? 

- What types of critical literacies are developed,
when being involved in multimodal composition? 

- How is the writing process revised and enhanced
with digital writing tools? 

- What principles of ‘ethics’ underlie a healthy
digital ecology? 

The quantitative sources of data designed for the
study were a post-course questionnaire (see
Appendix I) with closed and open-response
questions, aimed to investigate the impact of
technology on students’ lives and writing habits, as
well as gather data from students’ reflections on

their involvement in the digital writing process. 

For the needs of the qualitative approach a two-

fold observation scheme was devised (see

Appendix II); the first part required real-time coding

of classroom events according to 17 “low-inference

categories”1 related to  ‘content’, (four categories

concerning language and discourse

appropriateness), ‘interaction’ (four categories

about main characteristics of the interaction taking

place), ‘materials’ (five categories related to the

frequency and pedagogic use of the digital tools

used) and ‘skills” (four categories focusing on

language skills), whereas the second part contained

a ‘rating scale’ and was designed for a post-hoc

analysis according to 18 “high-inference

categories”2 addressing ‘activity design’ (five

categories dealing with design and rhetoric

considerations while composing), ‘motivational

behavior’ (four categories focusing on the students’

motivated behavior), ‘feedback’ (four categories

determining the type of feedback by the teacher

and students alike) and ‘higher order skills and

competences’ (five categories concerning the

extent to which skills and competences were

present in the process).

Finally, data was also drawn from an analysis of

the multimodal texts the students produced by

means of both formative (following the traditional

pedagogy of conferencing) and summative

assessment (through rubrics) (see sample in

Appendix III), since the focus of assessment in the

present case-study was not the digital tools per se,

but the process of digital writing as a whole. 

Procedure and Design

“To call somebody creative suggests that they are
actively producing something in a deliberate way”
- Robinson (2011, cited in Hicks, 2013: 1) 

Fostering creativity was what was meant to
permeate this digital writing workshop. Students in
groups of four were invited to respond to specific
postings on the teacher’s blog hosted on the
Hellenic School network (http://blogs.sch.gr/
angebazina) by composing a key belief of theirs into
a podcast according to the National Public Radio’s
website “This I believe” series –, a Voice Thread
conversation about Bullying and finally a photo
essay about a burning issue of their community for
Flickr. Students, more specifically, were invited to
compose creative non-fiction pieces that served a
variety of purposes (narrative, expository and
persuasive) and address wider audiences such as
the above and also Teacher Tube and You Tube.

A significant prerequisite when selecting the
materials and designing the tasks, was Hick’s MAPS
(2009: 55), since this heuristic addresses critical
aspects digital writers have to bear in mind as for the
context of their writing; these are the mode (genre),
audience, purpose, situation along with the media
used in order to respond to a multimedia
environment. On these grounds, two more tools were
employed in order to direct the teaching and guide
students’ process of discovery and collaboration, i.e.
Google Docs and a Social   Bookmarking site, Diigo. 

On one hand, the ranking and tagging
mechanism of Social bookmarking along with the
‘metadata’ applied to the created content enables

1 Categories clearly enough stated in terms of behavioral characteristics that allow observers high levels of reliability
(Chaudron, 1988 cited in Mackey & Gas, 2005: 191).  

2 Categories requiring judgement about the function or meaning of the observed behavior (D�rnyei, 2007: 180;
Mackey & Gas, 2005: 191).  

▲

https://www.diigo.com/
www.docs.google.com
https://www.flickr.com/
http://voicethread.com/
http://thisibelieve.org/
http://blogs.sch.gr/angebazina
http://blogs.sch.gr/angebazina
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ANALYSIS OF MAIN FINDINGS

Some notable results of both the qualitative and
quantitative data gathered are the following:

By the end of the digital writing workshop, the
majority of the students seemed to reconsider
concepts such as audience, collaboration, formal
and informal contexts, and generally redefine ‘real
writing’, contrary to prior attitudes confirming the
digital divide between their interactions with
technology in and outside school (Table 1).

The categories related to ‘Content’ in the
observation scheme allowed greater insight into
how students interfaced their written-linguistic ways
of meaning in both the first and second language
with audio, visual and spatial considerations (Table
2). Students therefore were frequently observed
arranging and re-   arranging the patterning of their
ideas on the textual, lexical and sentential level
while at the same time thinking about their

interplay with images, video or voice, adopting the
corresponding ‘discourses’ and acting according to
them, through identification of their distinguishing
features. And although their use of L1 was quite
frequent especially at the outset, when
experimenting with the know-how of the tools,
soon they got involved in L2 rhetorical challenges,
invoking various strategies in terms of linguistic and
multimodal resources.

The construct of critical thinking was dominant
throughout the digital writing process since its
inception; and even though in the beginning the
students were overwhelmed with the new for them
affordances of the Web 2.0 tools, once they got
more familiar with them they exhibited high
performance and practiced higher-order skills and
competences. Therefore, instances of students
analyzing and synthesizing information,
experimenting with the surroundings and tools as
a form of problem solving, discerning requirements

communities of researchers to connect and

construct a user-generated taxonomy known as a

“folksonomy” (Richardson, 2010: 91), thus fostering

a new form of “collective intelligence” supported by

the “knowledge creation metaphor of learning”

(Paavola and Hakkarainen, 2009), while

contributing to the process of joining the

innumerable pieces of the Web in flexible and

dynamic ways. On the other hand, the collaborative

word processing tool of Google Docs with its distinct

advantages of revision and feedback enables “a co-

authored type of writing” (Haring-Smith, 1994, cited

in Kittle & Hicks, 2009: 528), acknowledging thus

the value of conferencing in the writing process.

In considering the ways in which instruction would
be built around the key learning outcomes in
question providing meaningful and pedagogically
sound tasks, a project-based approach was
adopted. According to this, the project − initially
scheduled to last two months − was divided into
eight stages falling under three phases (Planning,
Implementation, Presentation and Evaluation),
which received roughly equal attention and were
aligned with the steps of the writing process, i.e.,
prewriting, drafting, revising, editing, presenting and
publishing.

Table 1: Attitude shift in Digital writing

▲

Table 2: Frequency regarding Content

▲

www.docs.google.com
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semiotic channels or modes provided by Web 2.0
technologies allow L2 learners to experiment with
identity and impression management, suffice it to
say with multiple environments, enabling them
thus to develop an “idealized L2-speaking self”,
referred to as self-authorship (D�rnyei, 2005,
cited in Kelley, 2010; Boyd: 2007). 

 Connectivism forms part and parcel of digital
writing. The distinct publishing and participatory
feature of Web 2.0 encourages L2 learners to
cross the boundaries of the standardized and
monolithic ‘real-world’ of the classroom, connect
to various communities of practice and share
interests, ideas or artifacts. The students’
participation not only in the school Blog but in
Flickr, Teacher Tube, You Tube and Voice Thread
as well instantiated conditions that fostered
meaningful L2 practice and ample deliberation. 

 Critical literacies are nurtured in a digital writing
workshop. The students in their attempt to find

relevant to their tasks resources signed up in
Diigo, linked to an annotated user-generated
content, exhibiting thus signs of Information
literacy. Furthermore, essential elements of
Digital literacy and Media literacy were also
evident; students responded quite skillfully to the
new tools, shared information and worked
collaboratively, made design decisions, or used
creativity while being aware of the purpose and
their audiences. Moreover, the students
experienced Visual literacy by arranging verbal
elements and images on the screen, attempting
to ‘illuminate’ key points in their compositions, in
order to evoke a mood that would persuade the
viewer, as was the case in the Photo Essay group.
These results align with Hafner’s (2013) research,
which supports the effective use of L2 in
conjunction with digital resources. Lastly, the fact
that the students ‘voiced’ their own messages
both locally and globally, far exceeds the “me-
me-I-I-I”4 or else the “narcissistic” usage of Web

of the various communities of practice while being
centered on positive interdependence and
accountability within their groups, were evidenced
more than frequently (Line graph 1).

Last but not least, the multimodal pieces
demonstrated the students’ successful attempt to
‘carve’ “their own idiosyncratic style and content”
(Warschauer & Grimes, 2007: 8), constructing their
personal authorship and ownership through
collaboration. The students seemed to raise their
awareness of ‘crafting’, as well as present a shift in
their thinking about using L2 in its multiple forms,
when for instance they included drawings coming
from ‘real artists’ and used the concepts of
“metaphor” and “metonymy”3 two powerful forces
in the production of meaning – managing thus to
move beyond using media effects just to “decorate”
to adding value to their work and “illustrate” instead
(Porter, 2005) (Screenshot 1).

DISCUSSION

Findings in this small-scale study lend support to

the views often expressed in the reviewed literature

that digital writing processes do matter a great deal

and provide new insights into the language learning

and   teaching practices, by enabling a sort of learning

community that does not but should exist in schools.

In particular, essential pedagogical implications

regarding the research questions are the following:

 Digital writing entails multimodality; the fact that

the students crafted multimodal texts by

embedding linguistic, visual, audio or spatial

modes, adopting various rhetorical hooks to

engage their audiences or creating hyperlinks to

connect with the world, goes beyond typical and

classroom-confined EFL contexts where students

have limited exposure to L2. This is in accordance

with previous research according to which the new

Line graph 1: Frequency regarding Higher-Order skills and competences

▲
Screenshot 1: Example of authentic learner-generated content

▲

3 Metaphor designates a relation based on substitution, whereas metonymy designates a relation based on
association (Sorapure, 2006)  

▲

4 The other meaning of “M” in the term “M Generation” besides “media”. (Sykes et al, 2008: 532).  

▲
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CONCLUSION

“We write to hold our lives in our hands and to
make something of them”.  - Calkins (1994: 8) 

It could be said that the above quotation succinctly
describes the very essence of digital writing; students
immersed in meaningful contexts, having the
intentional focus to understand various audiences
and purposes, employing multiple modes and media,
in order to craft their messages and ‘make
something of them’ by delivering them to the world.

The 21st century requires problem-solvers,
conscientious collaborators, critical and reflective
thinkers, ethical minds, and global citizens; these
are the skills enhanced by Web 2.0 technologies
and this is also our responsibility as teachers of the
‘lingua franca’: to teach ‘multiple Englishes’ in real-
world contexts, with a view to shying away from
using Web 2.0 tools as “superfluous add-ons or
gimmicks to get the students excited to work”
(Hicks, 2013: 136), and remaining thus on the
‘comfort zone mentality’ that makes the digital
divide still a reality in public schools. 

As Kalantzis & Cope claim (2008: 204): “the
reality of language is not simply the reproduction of
regularized patterns and conventions”, but the
interrelationship of various modes of meaning in
which the notion of Design holds a prominent
position. When articulating their voice in L2 through
multiple modalities, students become involved in
diverse discourses on the Web, experiment with a
plurality of identities – in the study they were the
autobiographers, photo journalists and concerned
citizens and construct interest-driven affiliations
with various cultural communities that could serve
as a kind of “apprentice” for them (Lave & Wenger,
1991) towards their L2 practice and multiliteracy
development. By positioning therefore students
right into the authentic social contexts and
exploiting the pedagogical implications
underpinning this process, we are enabling them to
acquire not only second language but life-long
learning skills as well. The article therefore
concludes by noting once again the need to
support our students’ growth as writers in a rapidly
evolving ‘connected age’, since “it is today in which
we live” (Auden cited in Yancey, 2009: 32).

2.0 technologies that students are so
accustomed to, and clearly indicates
development of Community literacy, let alone of
global communication competence, since the
students started viewing the world around them
from a different perspective.

 Digitally-mediated spaces constitute a promising
EFL setting for language practice. The time that
the students spent on meaningful interaction,
collaboration, negotiation, peer feedback and
evaluation of their multimodal compositions,
suggests “a coming together over a shared
inquiry and conjoint experience” (Wilhelm,
2010:46, cited in Hicks, 2013: 140) that
encourages students to develop their
metalanguage skills and eventually become
autonomous learners. The use of Google Docs
contributed a great deal to this process, by
inviting students to share authorship
synchronously or even asynchronously, revise by
adding or crossing out ideas, and provide or
receive feedback from each other and the
teacher alike in the form of comments. Bearing

in mind that learning and language are social acts
that develop through “doing” and “dialogue” with
others (Vygotsky, 1978; Dewey, 1934), it could
definitely be acclaimed that the affordances of
digital writing served these concepts right.

 Digital writing requires principles of ‘ethics’ to be
borne in mind. The findings indicate that the
students seemed to acknowledge the importance
of copyright, in contrast with their initial
‘appreciation’ of the copy-paste functionality and
their firm beliefs that ‘they do it because they just
can’. Evidence of this shift in their mindset was the
fact that they implemented Fair play along with
the principles of Good play (James et al, 2009)
regarding issues of identity, privacy, authorship,
ownership and participation in digital spaces; in
their attempt therefore  to provide a responsible
and credible online representation of themselves,
students cited the sources they used in the
production of their digital compositions, used
images licensed under Creative Commons or
music free to download by sharing platforms and
finally licensed their own work in the Blog.



>

28 29

>

TEACHING ISSUES TEACHING ISSUES

ASPECTS TODAY ΤΕΥΧΟΣ 42 ΙΑΝΟΥΑΡΙΟΣ-ΑΠΡΙΛΙΟΣ 2015 ASPECTS TODAY ISSUE 42 JANUARY-APRIL 2015

>

>

National Council of Teachers of English (NCTE). (2008). Framework for 21st Century Curriculum and Assessment. Retrieved November
19, 2008 from http://www.ncte.org/positions/statements/21stcentframework

Paavola, S., & Hakkarainen, K. (2009). From meaning making to joint construction of knowledge practices and artefacts- A trialogical
approach to CSCL. In C. O'Malley, D. Suthers, P. Reimann, & A. Dimitracopoulou (Eds), Computer Supported Collaborative Learning
Practices: CSCL2009 Conference Proceedings (pp. 83-92). Rhodes, Creek: International Society of the Learning Sciences (ISLS).

Porter, B. (2005). Digitales: The art of Telling Digital Stories. Denver: BJPConsulting.

Richardson, W. (2010). Blogs, Wikis, Podcasts, and Other Powerful Web Tools for Classroom. Thousand Oaks, CA: Corwin.

Sorapure, M. (2006). Between Modes: Assessing Student New Media Compositions. Kairos: A Journal of Rhetoric, Technology, and
Pedagogy, 10(2), 1-15. Retrieved March 1, 2006 from http://english.ttu.edu/kairos/10.2/binder2.html?coverweb/sorapure/

Sykes, M. J., Oskoz, A. & Thorne, L. S. (2008). Web 2.0, Synthetic Immersive Environments, and Mobile Resources for Language Education.
CALICO Journal, 25(3), 528-546. 

Takayoshi, P. & Selfe, C. L. (2007). Thinking about Multimodality. In C. Selfe (Ed), Multimodal Composition: Resources for Teachers (pp.1-
12). New York: Hampton Press. Retrieved from http://dmp.osu.edu/dmac/supmaterials/Takayoshi&Selfe.pdf

The New London Group. (1996). A Pedagogy of Multiliteracies: Designing social futures. Harvard Educational Review, 66(1), 60-93.
Retrieved February 8, 2010 from http://her.hepg.org/content/17370n67v22j160u/

Vygotski, L. S. (1978). Mind in Society: The development of higher psychological processes. Cambridge, MA: Harvard University Press.

Warschauer, M., & Grimes, D. (2007). Audience, Authorship and Articraft: The Emergent Semiotics of Web 2.0. Annual Review of Applied
Linguistics, 27, 1-23. USA: Cambridge University Press.

Writing in Digital Environments (WIDE). Research Center Collective. (2005). Why Teach Digital Writing? Kairos: A Journal of Rhetoric,
Technology, and Pedagogy, 10(1). Retrieved October 15, 2005 from http://english.ttu.edu/kairos/10.1/binder2.html?
coverweb/wide/index.html. 

Unsworth, L. (2001). Teaching Multiliteracies: Across the Curriculum. UK, USA: Open University Press.

Yancey, Blake, K. (2009). 2008 Presidential Address: The Impulse to compose and the Age of Composition Research in the Teaching of
English, 43(3), 316-38.

• http://blogs.sch.gr/angebazina/2014/06/13/this-i-believe/ 

• https://www.youtube.com/watch?v=HgP4V1yxIhQ

• http://blogs.sch.gr/angebazina/2014/06/13/bullying/ 

• https://voicethread.com/myvoice/#q.b5896484.i30249582 

• http://blogs.sch.gr/angebazina/2014/06/13/photo-essay/ 

• https://www.flickr.com/photos/76200698@N05/with/14603246595 

Boyd, d. (2007). Why Youth (Heart) Social Network Sites: The Role of Networked Publics in Teenage Social Life. MacArthur Foundation
Series on Digital Learning- Youth, Identity and Digital Media Volume. Cambridge, MA: MIT Press.

Calkins-McCormick, L. (1986). The Art of Teaching Writing. (1st ed.).Portsmouth, NH: Heinemann. 

Calkins-McCormick, L. (1994). The Art of Teaching Writing. (2nd ed.). Portsmouth, NH: Heinemann.

DeVoss, N. D, Eidman-Aadahl, E. & Hicks, T. (2010). Because Digital Writing Matters. Improving Student Writing in Online and Multimedia
Environments. USA: Jossey Bass.

Dewey, J. (1934). Art as experience. New York, NY: Perigree.

D�rnyei, Z. (2007). Research Methods in Applied Linguistics: Quantitative, Qualitative and Mixed Methodologies.UK: Oxford University
Press.

Gee, J. P. (2005). An Introduction to Discourse Analysis: Theory and Method. New York, NY: Routledge.

Hafner, A. C. (2013). Embedding Digital Literacies in English Language Teaching: Students’ Digital Video Projects as Multimodal Ensembles.
Tesol Quarterly. doi: 10.1002/tesq.138

Hicks, T. (2009). The Digital Writing Workshop. USA: Heineman.

Hicks, T. (2013). Crafting Digital Writing. Composing texts across Media and Genres. Portsmouth, NH: Heinneman.

Hobbs, R. (2010). Digital and Media Literacy: A Plan of Action. Washington, DC: The Aspen Institute. Retrieved from
http://works.bepress.com/reneehobbs/13/

James, C., Davis, K., Flores, A., Francis, M. J., Pettingill, L., Rundle, M. & Gardner, H. (2009). Young People, Ethics, and the New Digital
Media: A Synthesis from the GoodPlay Project. The John D. and Catherine T. MacArthur Foundation Reports on Digital Media
and Learning. Cambridge, MA: The MIT Press. Retrieved from https://mitpress.mit.edu/sites/default/files/titles/free_download/
9780262513630_Young_People_Ethics_and_New_Digital_Media.pdf

Ito, M., Gutiérrez, K., Livingstone, S., Penuel, B., Rhodes, J., Salen, K., …… & Watkins, S.C. (2013). Connected Learning: An Agenda for
Research and Design. Irvine, CA: Digital Media and Learning Research Hub. Retrieved from http://dmlhub.net/sites/default/
files/ConnectedLearning_report.pdf

Kalantzis, M. & Cope, B. (2000). Multiliteracies: Literacy Learning and the Design of Social Futures. London, New York: Routledge. 

Kalantzis, M. & Cope, B. (2008). Language Education and Multiliteracies. Introduction: Initial Development of the Multiliteracies’ Concept. In
S. May & N. H. Hornberger (Eds), Encyclopedia of Language and Education (pp. 195-211). Springer Science Business Media LLC.

Kelley, A. J. (2010). Social Network Sites and the ideal L2 self: Using Myspace in a Chinese EFL class. Jaltcall Journal, 6(1), 17-33. Retrieved
from http://journal.jaltcall.org/articles/6_1_Kelley.pdf

Kittle, P. & Hicks, T. (2009). Transforming the Group Paper with Collaborative Online Writing. Pedagogy: Critical Approaches to Teaching
Literature, Language, Composition, and Culture, 9, 525-538.

Klamma, R., Cao, Y. & Spaniol, M. (2007). Watching the Blogosphere: Knowledge Sharing in the Web 2.0. International Conference on Weblogs
and Social Media. Boulder, Colorado, USA. Retrieved October 11, 2007 from http://icwsm.org/papers/2--Klamma-Cao-Spaniol.pdf

Kress, G. (2010). Multimodality: A social semiotic approach to contemporary communication. London, England: Routledge.

Lankshear, C. & Knobel, M. (2006). New Literacies: Everyday Practices and Classroom Learning. (2nded). Maidenhead, England, New
York: Open University Press.

Lave, J., & Wenger, E. (1991). Situated learning: Legitimate peripheral participation. Cambridge, England: Cambridge University Press.

Lenhart, A., & Madden, M. (2005). Teen Content Creators and Consumers. Washington, DC: Pew Internet and American Life Project.
Retrieved July 19, 2012 from http://www.pewinternet.org/~/media//Files/Reports/2005/PIP_Teens_Content_Creation.pdf.  

Lenhart, A., Madden, M., Macguill-Rankin, A. & Smith, A. (2007). Teens and Social Media. Washington, DC: Pew Internet and American
Life Project. Retrieved from http://www.pewinternet.org/2007/12/19/teens-and-social-media/

Lenhart, A., Arafeh S., Smith, A. & Macgill-Rankin, A. (2008). Writing, Technology and Teens. Washington, DC: Pew Internet and American
Life Project. Retrieved December 21, 2008 from http://www.pewinternet.org/2008/04/24/writing-technology-and-teens/cial

Mackey, A. & Gass, M. S. (2005). Second Language Research: Methodology and Design. New Jersey, USA: Lawrence Erlbaum Associates.

Mishra, P. & Koehler. (2008). Introducing Technological Pedagogical Content Knowledge. Annual Meeting of the American Educational
Research Association (pp. 24-28). New York City. 

References

Links of the students’ multimodal texts

Aggeliki Bazina  holds a BA in English Language and Literature
from the National and Kapodistrian University of Athens and a
M.Ed. in TESOL from the Hellenic Open University. She is currently
employed as a state teacher in the prefecture of Lefkada.

Kosmas Vlachos, who holds a PhD in Educational Technology and
Applied Linguistics and has completed his Post Doc research, is a
tutor in the Hellenic Open University and a state school teacher. 



>

30 31

>

TEACHING ISSUES TEACHING ISSUES

ASPECTS TODAY ΤΕΥΧΟΣ 42 ΙΑΝΟΥΑΡΙΟΣ-ΑΠΡΙΛΙΟΣ 2015 ASPECTS TODAY ISSUE 42 JANUARY-APRIL 2015

>

>

APPENDIX I
POST-COURSE QUESTIONNAIRE

This questionnaire is aimed at investigating students’ reflections 
on their involvement in the digital writing project.

PART I. FIRST IMPRESSIONS

Please check the column that best represents your answer. Yes No Not Particularly

1. Did you enjoy the digital writing project?

2. Was it difficult for you to write a multimodal text in English?

3. Were you aware of the digital tools used in the project?
Please specify: a. Google Docs [    ], b. Diigo [    ], c. Podcast [   ]

4. Did you use to think that social media may be used for educational
purposes?

5. Is digital writing ‘real writing’?

6. Do you think that digital technologies bring you closer to authentic
uses of English?

7. Would you like digital writing practices to be integrated in the
teaching of English?

8. Is it feasible to integrate digital technologies into in-school writing
practices?

PART II. ATTITUDES TOWARD DIGITAL WRITING 

9. How likely is it to do each of the following, when using digital
tools for writing?

More
likely

Less
likely

Neutral

a. be creative

b. write better because you can revise and edit easily

c. address a single audience

d. send your  message to the world

e. connect with others and exchange experiences

f. write in various genres and styles

g. present coherent and cohesive pieces

h. make syntactical and grammatical errors

i. write in a more informal register

PART III. VIEWS ON THE POTENTIAL OF DIGITAL TECHNOLOGIES

10. How far do you agree or disagree with the
following? Tick the appropriate box.

strongly
agree

somewhat
agree

somewhat
disagree

strongly
disagree

a. Digital technologies are empowering the way writing
is taught in the English classroom.

b. Creating audio, video or graphic content adds a new
motivational dimension to writing.

c. Standardized formats of writing express ideas in many ways.

d. Collaborating through Google Docs encourages
greater competition among students.

e. Social Bookmarking like Diigo serves the same
purpose as any other bookmarking service.

f. Addressing a wider audience, other than the teacher,
encourages students to think more.

g. Digital technologies provide opportunities to develop
and improve English language learning.

h. Electronic communication is mainly used for personal
enjoyment.

i. ‘Real writing’ occurs in more formal contexts mostly
for school.

PART IV. VIEWS ON ‘FAIR USE’ AND ‘GOOD PLAY’  IN THE DIGITAL WORLD

11. How important are the following for online
behavior?

essential
important but
not essential

somewhat
important

not 
important

a. copy-paste with citation

b. download and share copyrighted material without
giving credit

c. take ideas from the Web and use them as your own

d. ‘remix’ and transform content into new ways 

e. evaluate whether a source on the Web is valid and reliable

f. communicate following the social code of Netiquette

g. safeguard your privacy

h. establish your digital identity in a responsible way
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PART  V. CONCLUDING THOUGHTS

12. In your opinion, what was the most positive and most negative thing about digital writing and why?

I hope you grow into effective digital writers!

THANK YOU FOR YOUR HELP!

APPENDIX II
PART II: POST-HOC ANALYSIS

Classroom Observation Scheme

PART II: Post-hoc analysis

Low Fair High Extremely High

Cat. Activity Design █ █ █ █
1 -personification / subjectivity █ █ █
2 -interesting / fantasy / creative element █ █ █
3 - representation of meaning-making █ █ █
4 - thinking about outcome █ █ █
5 - purpose-built design █ █ █

Motivational behavior █ █ █ █
6 - confusion █ █ █
7 - attention █ █ █
8 - eager participation █ █ █
9 - intrinsic motivation █ █ █

Feedback █ █ █ █
10 - self-correction █ █ █ █
11 - peer correction █ █ █ █
12 - teacher feedback █ █ █ █
13 - effective praise █ █ █ █

Higher-order skills and competences █ █ █ █
14 - initiate problem-solving █ █ █
15 - analyse and synthesize information █ █ █
16 - know-how about technological tools █ █ █
17 - trigger intercultural awareness/ █ █ █
18 - promote interpersonal skills █ █ █

APPENDIX III
Note: The following rubrics were customized according to Porter’s scoring guides for evaluating projects

accessed at http://digitales.us/evaluating-projects/scoring-guides .

This I Believe (Focus Group 1)
Personal Expression Analytical Student Scoring Guide

Exemplar Not Quite Exemplar Developed Not Quite Developed Limited

Preparation Process

Clear purpose o Implied purpose o Purpose weak or missing

Target audience
clearly identified

o
Target audience 

implied
o

Target audience 
not identified

Content Knowledge

Main idea clear: 
focus consistent

o
Main idea evident:

focus changes
o

Main idea not evident: 
communication lacks focus

Exceptional idea de-
velopment (focused,

logical, sensible)
o

Satisfactory idea devel-
opment (logic is evident,

reasonably sensible)
o

Unclear or limited idea
development

Format Structure

Ideas organized effec-
tively and flow smoothly

o Ideas mostly organized o
Ideas lack consistency

and flow

Craftsmanship of Communication Analytical Scoring Guide

Exemplar Not Quite Exemplar Developed Not Quite Developed Limited

Text Communication

Word choice is powerful – spe-
cific, accurate, vivid/descriptive

o
Word choice is acceptable - routine

word choices/effective language
o

Word choice is dull, uninspired or trying too
hard to impress with inappropriate words

Highly fluent, expressive, de-
tailed and original

o
Fluent with 

some details
o

Lacking fluency, details or
originality

Voice / Sound Communication

Creates insightful emotional
mood/tone/impact

o Creates interest o
No emotional impact/inter-

est created

Quality of volume/diction/ flu-
ency/flow is high.

o
Quality of volume/diction/
fluency/flow is acceptable.

o
Quality of volume/diction/fluency/

flow is not acceptable.

Design of Communication

Transitions enhance/enrich
meaning of message

o
Transitions applied 

satisfactorily
o

Transitions frequently inappropriate or
distracting from message.

Overall design has aesthetic
appeal/ease of use consistent

with purpose/audience
o

Overall design has adequate ap-
peal but shows some inconsis-
tencies with purpose/audience.

o

Overall design is unappealing
and inappropriate for 

purpose/audience
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INTRODUCTION

In all likelihood, the following questions have been

puzzling teachers for many years: 

 How is it possible for a 16 year-old (the average age a

student sits in for the CPE or ECPE test) to be able to

achieve mastery in a foreign language when, it goes

without saying and apart from a few exceptions, they

have not yet mastered their native one?

 Why do we press our children so much? What is it with

us Greeks and certification? 

 And, last but not least, let us suppose our
students manage to pass their C2 level exam,
which according to CEFR proves their mastery of
the language, have they also acquired real
knowledge?

THE BACKGROUND OF THE RESEARCH

It is a common reason for teachers’ anxiety in C2

level and an omnipresent trend amongst students
in recent years the fact that the majority of students
who take the CPE exam and are around the age of
15-16 show greater failure percentages than elder
students. The tables of statistics issued each year
by UCLES show that in Greece the more the age
average rate lowered, the worse the success
percentages became. “Why is this so?” surfaces as
a natural question; the students are prepared
according to a standard curriculum, following the
appropriate hours of teaching dictated by the

Key words: 
assessment, Proficiency testing,
high-stakes exams, Mastery,
real knowledge, CEFR, ALTE,
can-do statements

Maria Makra
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This article aims at researching the issue of
Proficiency testing as experienced by students in
Greece. It aims at providing food for thought and
further research concerning the issue of
Proficiency testing in paragon with the candidates’
age; it also seeks to research whether the
Proficiency successful candidate has indeed the
qualities to be regarded as a person at a Mastery
level of the target language. It focuses on the
possible discrepancy between what is regarded as
Mastery of language according to CEFR and ALTE
descriptors and what comprises real knowledge of
the language according to relevant bibliography.
This article is based on a research that was carried
out in mid November 2011 in Greece and it may
offer plausible grounds for further research in the
area of assessment.

▲
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Boards of Examinations and Publishing Houses. So,
what may have been causing this discrepancy?

Another point which arises is the fact that
although there are indeed, a limited number of
successful candidates at the age of 15-16, when the
same students decide to go postgraduate, they find
themselves in need of “freshening up” their English.
This brings up another interesting question: “Why
are these students who successfully passed the
CPE examination a considerable time ago, not able
to continue exhibiting the acquired skills in the
language?  Did proficiency skills have a time-limit?” 

At the same time, although this limited number
of students is successful in their attempt at taking
the test, one could not help but wonder whether at
the time of taking the test, they exhibited the
characteristics of “the mastery of the language”
CEFR and ALTE put forward. Could the students be
successful without truly mastering the English
language? And if this is the case, why does such a
thing occur?

One last issue stems from the fact that, more
often than not, students who sat in for the test
when they were teenagers and failed it, when
retaking it as adults/ University students, they
succeeded in passing it. Why was this so? What was
the factor that made the difference?

THEORETICAL BACKGROUND

Proficiency tests, as is the case, “look forward to
defining a student’s linguistic competence with
reference to a particular task h/she will be required
to perform” Coombe, 2004:14). More specifically,
Proficiency testing aims to establish a test taker’s
readiness for a particular communicative role. As
such, it is a general measure of language ability.
Adding to that, Hamp-Lyons (1998) states that

proficiency testing is used to make predictions

about future language performance. It promotes

direct testing, which assesses language proficiency

by requiring learners to apply their language

knowledge to carry out real world tasks in the

communicative language testing paradigm. 

In this vein, Caroll (1961) proposes that an English

language Proficiency test should make it possible

to differentiate, to the greatest possible extent,

levels of performance in those dimensions of

performance which are relevant to the kind of

situations in which examinees will find themselves

after succeeding in the test. Lowe (1988:12 in

Bachman, 1996) regards Proficiency testing as

equal to achievement, offering also functional

evidence of internalized strategies for creativity

expressed over a wide range of functions and topics

at any given level. Allison (1999) claims that

Proficiency testing measures a person’s language

ability irrespective of how this ability has come
about. 

As a large–scale exam, it exerts powerful
influence on language teaching and aims at positive
educational impact by encouraging positive learning
experiences. This may not always be the case since
the candidates by focusing on tasks related to those
appearing in the test tend to lose track of their
primary goal which is to be able to communicate
as fully as possible in the target language (Tsagari,
2009). 

Ulibarri, Spencer & Rivas (1981) state that
different language proficiency tests have been
shown to generate different language classifications
for the same students. Alderson (1991) goes one
step further to claim that proficiency tests can
hardly be expected to be sensitive to learning in a
detailed, rather than, global sense. The net effect is
that findings are of dubious validity and our

professional knowledge of the effect let alone the
effectiveness of testing on teaching and learning is
minimal. 

According to Hughes (2003), the test often fails
to measure accurately what it intends to measure.
Teachers know that students’ true abilities are not
always reflected in the test scores they obtain. 

According to the Cambridge English Proficiency
leaflet (2008), a Proficiency recipient should
possess the practical skills:

1. to study demanding subjects at the highest levels,
including postgraduate programmes and PhD;

2. to actively engage in academic life by
participating confidently in tutorials and seminars;

3. to lead on challenging and complex research
projects;

4. to negotiate and persuade effectively at senior
management levels in international business
settings.

Because of the above qualities, it addresses
adults. According to UCAS Tariff Expert Group
Report, the test contains certain tasks which are
likely to be more suitable in content for candidates
who have achieved a certain degree of maturity in
their handling of abstract ideas and concepts. The
average CPE candidate’s age, globally, is 18-24, with
varying degrees of maturity respectively.

Charles Sturt University (2011) defines it simply
as “the determination of a student’s level of
proficiency of a subject”. Is the definition, however,
so simple? 

Valdes & Figueroa (1994:34) state that mastery
of a language incorporates “what it means to know
a language beyond the simplistic views of good
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pronunciation, “correct grammar” and even
adherence to the rules of politeness. Knowing a
language and knowing how to use a language
involves a mastery and control of a large number
of interdependent components and elements that
interact with one another and that are affected by
the nature of the situation in which communication
takes place”.

Canales (1994) offers a more practical definition
of linguistic mastery. She sustains that language is
more than just a sum of discreet parts
(pronunciation, vocabulary, grammar). She adds
that language mastery requires that the language
be dynamic and contextually-based (it varies upon
the situation, status of the speaker and the topic),
discursive and necessitating the use of integrative
skills to achieve communicative competence.

Users at a Mastery level are considered to be
approaching the linguistic competence of an
educated native speaker and are able to use the
language in a range of culturally appropriate ways.
They are able to improve the use of language by
extending their vocabulary and refining their usage
and command of style and register rather than by
learning new areas of grammar. The learners’ level
of competence gives them access to the press and
other media and to areas of culture such as drama,
film and literature. Success at this level is seen as
proof that the learner is able to cope with high level
of academic work. In terms of reading skills, users
are required to extract meaning from a variety of
text types; the continuum of writing skills is equally
broad. The successful language user also knows the
social and cultural rules governing these and many
other language mediated activities.

According to the Common European Framework
of Reference, a C2 level user of the language can
create coherent and cohesive text making full and
appropriate use of a variety of organizational
patterns and cohesive devices. They can vary

intonation and place stress correctly in order to
express finer shades of meaning. They show great
flexibility reformulating ideas in differing linguistic
forms and can exploit a comprehensive and wide
range of language to formulate thoughts precisely,
give emphasis, differentiate and eliminate ambiguity.
They have a good command of a very broad lexical

repertoire including idiomatic expressions and
colloquialism, show awareness of connotative levels
of meaning, make a consistently correct and
appropriate use of vocabulary and grammar even
when attention is otherwise engaged. They are
skilled at using contextual, grammatical clues to
infer attitude, mood and intention and anticipate
what will come. Last but not least, mastery of the
language enables the users to appreciate fully the
sociolinguistic and sociocultural implications of

language used by native speakers.

The ALTE can-do statements, corresponding to
each skill as these were presented in 2002-2003,
serve to personalize and present in a more
simplified way than the CEFR, things that a student
at the C2 level can do.  In reading, a user can

understand reports including the finer
points/implications; they can understand complex
ideas in complex language; they can identify
supporting details from main points; they can
understand and interpret all forms of writing
whether structurally complex or abstract topics;
they can understand legal points, contracts and
similar specialist letters. In writing, they can make
full and accurate notes, they can write all types of
writing production, they can paraphrase, summarise

or abbreviate sentences effectively, keeping the
tone and message of the original text; they can also
reconstruct arguments and accounts accurately,
coherently and concisely without including
unnecessary detail. 

In listening, they can follow a lecture, a
presentation or demonstration with good
understanding even when terminology or jargon is
used; they can follow abstract argumentation and
can make appropriate inferences when links or
implications are not explicit. Moreover, they can get
the point of jokes or allusions with cultural content
and can understand punning and verbal word play.
Finally, they can identify avoidance strategies and
they can appreciate irony or sarcasm while drawing
appropriate conclusions about their use. In
speaking, the users are likely to understand cultural
references; they can deal with hostile questioning
effectively and confidently and they can rebut
counter-arguments in an appropriate inoffensive
manner; they can understand cultural allusions and
they can handle complex, delicate contentious
issues using sufficient language. 

We take language for granted, yet we rely upon it
to perform a number of functions. Evans (2006)
claims that in almost all situations we find ourselves
knowledge of the language allows quick and
effective expression as well as provides a well
developed means of encoding and transmitting
complex and subtle ideas. One crucial function of
language is to express our ideas and externalize our
thoughts. Evans (2006) goes on to add that
language also plays a role in how we affect people
and how we make other people feel with our
choice of words; the language we use conveys
information about our attitudes concerning
ourselves and the situation in which we find
ourselves.
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Language can be used to create scenes, even
constructing context and, according to Fillmore
(1982), language is a system for the expression of
meaning and for carrying out its symbolic functions.
It has a systematic structure with a systematic
relationship between words, their meanings and
how they are organized in conventional patterns.
Language makes available resources to its native
speakers; because communication is not restricted
to a fixed set of topics, language must do something
more than provide a package of ready-made
messages. It must enable us to produce and
understand new words and sentences as needs
arise. 

Knowing a language is permeated by the notion
of creativity; speakers of language are able to
produce and understand an unlimited number of
utterances, many of which are novel and unfamiliar.
At the same time, they are able to recognize that
certain utterances are not acceptable and simply
do not belong to the language. This ability is often
called linguistic competence. To form and interpret
language, speakers must be familiar with phonetics
(the sound of the words), phonology (knowing
which words are English and which not),
morphology (knowing how to form words out of
smaller parts), syntax (knowing which sentences
are English and which not), semantics (knowing
what is wrong with a phrase or what a phrase
means), pragmatics (knowing how to use language
in context) and lexicon (knowing the parts of a
language). Grammatical knowledge is subconscious
(people know what is right and what is wrong but
they are not really aware how they know that).

To know a foreign language, one must be able to
speak and be understood by others who know the
target language, show a capacity to produce sounds
and to understand and interpret the sounds
produced by others. To know a foreign language
means being able to do something in another
language. Language learning is not a sequence of

tasks revolving around the pieces of language;
learning vocabulary, memorizing grammar rules
and reciting verb + noun collocations will make very
disappointed learners if they encounter situations
that require them to communicate with actual
speakers of the language; knowing about a
language, its forms and its words is not the same
as being able to carry out authentic tasks with
language. Language learning and performance
objectives are tightly bound to reality, to the
contexts in which learners may be reasonably
expected to function. Knowing is doing. It is
sharing information, it is finding one’s way in a new
place; knowing is inquiring and understanding the
response, knowing is communicating in another
culture.

According to Green (2008) knowing a language
means communicating messages to others,
negotiating meanings with others, performing social
functions, expressing identities, emotions and
attitudes, invoking images and scenarios. It means
to know the idiomatic meaning and the
unpredictable form of the linguistic sequence of the
component’s meaning. Knowing a language means
to be able to draw conclusions from contextual
clues and to describe any state of affairs. Knowing
a language reflects what is meaningful to us and
how it is meaningful to us. 

RESEARCHING THE QUESTIONS - 
THE PROCESS

To answer the queries posed earlier, both group
and individually-administered questionnaires were
distributed with i) open-ended questions, to
promote the freedom and spontaneity of the
answers and avoid the interview bias and ii) closed
questions, to make comparisons easy, to process
information rather rapidly, to use less time and limit
extended writing. 

Interviews with samples of stake-holders were

conducted to collect much more elaborate

information to complement that received by the

questionnaires.

The questionnaires that were handed out for the

purpose of this research were two; the first was

given to a group of students who were to take the

CPE exam in May 2012 and the other was given to

a group of former students who have either

successfully completed the exam or failed to

achieve a passing grade. The reason for them being

two was to collect information from two separate

age groups of people in order to see their views

concerning the exam which was the focus of the

research. 

They both consisted of 5 parts, the first of which

comprised open-ended questions to gather general

information concerning the candidates and their

relationship with the English language and the

exam in question. 

The second part applied to the exam itself trying
to retrieve information about which parts and which
papers the students found easy, difficult or of
medium difficulty to deal with. 

The third part focused on the strategies they
applied in order to complete each section of the
exam. This was included to see which strategy they
used, as more complex strategies are said to apply
to more mature cognitive processes. 

The fourth part focused on each separate skill to
see whether the candidates for an exam which
verifies Mastery level in the target language can
actually do what CEFR and ALTE claim they should
be able to do. 

The fifth part asked the students, in a paragraph
of not more than 50 words, to describe their
experience concerning the exam, whether positive
or negative.

The second questionnaire followed exactly the
same format, with a few variations since the
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questions are posed to people who have already
gone through the experience of sitting in for CPE.

The interviews that were conducted focused on
the parents’ views concerning the exam. The
interviews included, apart from the parents’ views
relating to the exam, a hypothetical question
concerning the appropriate time, in their opinion,
for their child to take the exam and the reasons
students should sit in for the exam at a relatively
early age.

The first group of 15 students was of ages that
varied between 15 and 17 and, at the time of the
research they were attending a weekly six-hour
course to get prepared to take the test in May 2012. 

They were given the first questionnaire which was
designed for the students who were preparing to
take the test. In addition, the written consent of the
parents was asked beforehand because all the
students were minors. Care was also taken to
ensure that the participants fully understood the
nature of the study and the fact that they were not
obliged to participate in it. 

The second questionnaire was designed to be
completed by ex-students who had taken the test
5 to 8 years before and were either successful or
unsuccessful in their attempt. This was, again, a
group of 15 people whose ages varied from 20-25.
They were either undergraduate or postgraduate
students in Greece or Great Britain or were just
working. While they were attending courses at a
private institution (frontistirio), only five (5) of them
had passed the exam successfully at 15 years of
age; five (5) of them took the test after graduating
high school, in their freshman or sophomore year
at University with success and five (5) of them had
failed the test and had never bothered to retake it.

All these students, whether in Greece or abroad,
received the questionnaires via e-mail and it was
requested that they should  return them within five

(5) days to avoid exceeding the time limit set for
the collection of all the data. They were also asked
to do it as spontaneously as they possibly could
and, if possible, they should do it all at once with
the purpose of creating almost similar
circumstances to the ones the students at the
private institution experienced while completing
theirs. 

After the completion of the questionnaires, there
was a kind request extended to the group of five
who had failed the exam and had never retaken it;
they were asked to complete a Reading Paper and
English in Use Paper of the Proficiency test supplied
by the University of Cambridge in their official site.
The purpose of that request was to see whether
thoughts concerning the relation between age and
knowledge stood to solid ground.

The papers were chosen due to their ease and
objectivity of correction, due to the fact they are
considered to be quite difficult and because they
correspond to both receptive and productive skills. 

At the same week the questionnaires were given
to the students of the first group, the owner of the
private institution sent a brief letter to the parents
of the students asking them for their kind
participation in an interview. Ten responded that
they were willing to be interviewed on a one to one
basis while the other five declined the invitation
claiming hindrances of personal nature. 

The participants, after the initial phase of
“breaking the ice”, when useful information
concerning their socio-educational background
was gathered, they were asked to provide answers
to more key questions.

DISCUSSION OF THE RESULTS

The majority of the students (12/15) who
completed the questionnaire were 15-year- olds

attending the 3rd grade of Junior High School, while
less than 1/3 were students of the first two grades
of High School. Two thirds (10/15) had been
studying English for 7 years, while one third (5/15)
for 5 years since they had opted for intensive
courses to get on to Proficiency level in less time.
The time span offered to their studies is significant
because it reveals the average time that the
students dedicate to reach an exam level that will
certify their Mastery in a foreign language. 

In our country, a student needs at least 12 years
to reach the linguistic level of participating in the
academic field of studies in their mother tongue-
when around 18. Chomsky (1965) suggested that
“linguistic competence applies to the perfect
knowledge of the language and it is a characteristic
of language maturity”. Widdowson (1978) added
that “linguistic competence is the result of maturity
in language development”.  In that case, a 15-year-
old is not likely to have reached the linguistic and
cognitive level of Mastery in the target language, as
this is shown by the CEFR descriptors, when
studying for less than half the time spent on the
mother tongue.

According to their answers, the curriculum is
formed with focus on the test, supporting the
notion put forward by Shohamy (2009) that global
proficiency exams control the students and how
knowledge of English is defined. Fillmore (1982)
suggests that such practice detracts from real life
communication which is not restricted to a fixed set
of topics but uses the language as a means to
produce and understand new words and sentences.
A native speaker is creative with language.
Therefore, it is possible that students who have
been taught according to an exam-focused
curriculum may not be creative when faced with
real life conditions. Although they have been
credited with language mastery, they may not find
themselves ready to deal with language impromptu.

Moreover, the majority of them (10/15) said that
they wanted the certificate as an asset for future
jobs while only 1/3 (5/15) sustained that they
wanted to use it for postgraduate studies.
Nevertheless, if they are now 15-17 and they will
not embark on postgraduate studies before 22-24,
it is rather unlikely that they will maintain their level
of performance for 8 years without using the target
language on a daily basis for “meaningful
communicative behaviour” (Widdowson, 1978).

A surprising fact was that all of them sat in for the
test “to get through with my English studies” (16
year-old boy), “to finish before I start High School
and have other exams” (15 year-old boy). These
remarks may state the real reasons for taking the
test at an early age; the students probably do not
see it as their own personal linguistic and
communicative evolution but as a mere way of
collecting qualifications.

The second part of the questionnaire focused on
the exam itself to derive the students’ opinion of it.
The majority of the students (10/15) reported that
the Reading paper was the most difficult part for
them, firstly, because of the limited amount of time
they were given for its completion and, secondly,
because of the nature of its tasks. The others (5/15)
stated that the Listening paper was the most
difficult, firstly, because of the tasks and, secondly,
because of the rapid flow of speech. So, if this is the
case, students do not meet these UCLES standards:
“the candidate can deal confidently with different
types of texts” (Reading) and “the candidate is able
to follow and understand a range of spoken
materials”. Therefore, even if they succeed in the
test, but have difficulty in carrying out tasks in the
target language, there surfaces a discrepancy
between what they are supposed to be doing and
what they are actually doing (Widdowson, 1978). 

The paper they deal with easily, according to
many, is Speaking because they “feel free and
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unhindered to express themselves in the English
language” (17 year-old girl). A small proportion
(3/15) stated Writing “because the nature of the
tasks helps them to get around written language
easily” (15 year-old boy) and “because it gives them
plenty of scope for expressing themselves in real-
like conditions, as the tasks seem very realistic” (16
year-old girl). 

The receptive skills, therefore, seem to cause
more concern to them than the productive ones.
Nonetheless, Mastery in language encompasses all
skills equally, according to CEFR descriptors, and
successful candidates should be able to carry out
tasks in all of them, integrating if necessary the skills
to achieve communicative competence (Canales,
1994).

What was also noticed was the fact that students
may not have difficulty selecting information from
a text or understanding its gist but they are
hampered when it comes to inference, discourse
management or recognizing attitude. 

The strategies that were mainly used were:
specifying a purpose for reading, planning what to
do, previewing the text, predicting the context of
the text, summarising information, rereading,
guessing the meaning of the word from context,
predicting and responding. This showed, once more,
that the students are not strategic readers or
listeners; this is something that is not learnt quickly.
According to Pressley et al (1992), instruction must
take long because familiarization with a language
takes years and it signifies maturity. That may not
be the case here as neither the time span nor the
curriculum allows for this familiarization.

Finally, the students regarded the whole
experience as rather frustrating, tiresome and
stressful. They considered the exam to be
unnecessarily lengthy and the whole preparation to
be exhausting. 

The questionnaire which was given to ex-students
who sat in for the test at an older age showed
results which were very interesting. 

Out of these 15 students, 2/3 (10/15) had passed
the test- whether at 15 or at 20-24 - and 1/3
(5/15) had failed. At the age of 20-24, students
have completed their secondary education and
have gone on to their University studies. Both their
linguistic and their communicative competence is
better than the 15-17 year olds because they have
been exposed to an abundance of stimuli and they
are likely to have enhanced their skills of reading,
writing, listening and speaking with knowledge and
experience the younger students do not possess
(Richards, 1991).

Their productive skills involve multiple
competencies including the lexical and grammatical
one together with knowledge of discourse and
pragmatic awareness which, according to Richards
(1991), evolves along with age. Instruction to
develop such skills may take years and it is unlikely

to have been properly developed during
adolescence. The students, who had passed the
test at their first attempt at 15, said that, in
retrospect, they could not have been proficient
because when they were faced with real life
contexts, they could not cope with ease. They also
stated that they were not fully prepared to deal with
texts of various contexts or with writing for
academic purposes. They lacked the
communicative skills when trying to interact with
native speakers or other speakers in English. On the
other hand, the group of students who sat in for the
test in their 20s considered themselves qualified
enough when they completed the test, indicating
the possibility that elder students may indeed have
developed the qualities put forward by CEFR.

On the whole, the strategies employed were:
specifying purpose, planning what to do, previewing
the text, predicting the content of the text,
connecting text to background knowledge,
summarising information, making inferences,

connecting one part of the text to the other, paying
attention to text structure, rereading, guessing the
meaning of words from context, using discourse
markers to see relationships, checking
comprehension, identifying difficulties, judging how
well objectives were met and reflecting on what has
been learnt from the text. Moreover, predicting,
monitoring, clarifying, responding and evaluating
were also included in the list. 

In all likelihood, the plurality of the strategies
employed by the elder students proves that the
strategic learner may, indeed, evolve along with
maturity and age in which case the idea of younger
students dealing with advanced level exams should
be reconsidered.

All those who had passed the test claimed that it
was a harsh and exhausting experience and they
added that they felt more confident and mature
with their knowledge of the language at a later age.
Those who had retaken it claimed that, had they
known the difficulties they would encounter both
while studying and while sitting in for it, they would
never have attempted it in the first place. Moreover,
those who had succeeded in the test as teenagers,
maintained that a problem with the test was the fact
that despite their success, by the time they had to
use English for academic or employment purposes,
they felt neither capable of using the language nor
confident with it. The group of 5 who failed and
never retook it sustained that they would not be
willing to retake the exam because they “have
stressful memories”; they explained that they had
spent an enormous amount of time (and money)
preparing for a test they never really came to grips
with its demands and were constantly stressed,
frustrated and disillusioned. That was also put
forward as the reason for failing the test.

Of the 10 people that participated in the
interviews, 6 had a personal experience with the
test. They gave answers that were rather expected
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of them-based on the overall ideas surrounding the
test: “children need to have a language degree to
use it for work or future studies”. They did not
associate maturity with learning a foreign language;
for them “if a child studies a lot, they should be able
to cope with any exam regardless of the level”. They
clearly stated that linguistic knowledge is associated
with books. “The more practice one has, the better
chances there are for him/her to pass the test”.

However, they were really surprised to hear that
even if their children succeeded in passing the test,
the chances of them using it in 5-7 years to study
abroad were limited due to university prerequisites.
Faced with that reality, half of them changed their
opinions and suggested that they would not insist
that their children sit in for the exam while the
remaining half suggested that it would be better for
their child to possess a degree and, should they go
postgraduate, they would decide on the course of
action then. All of them agreed that it is a very
tiring, demanding and sometimes disillusioning
experience for them to see their children strive so
hard with non-guaranteed results. 

The answers to the interview questions verified
the fact that many students take the test driven by
what their parents believe, despite their young age,
and it is because of the parents’ mentality and their
need to keep up with what society regards as
qualification that many students are led towards
taking a test they do not seem prepared for.

Therefore, it can be put forward that although
CPE evaluates the proficiency of an individual in
using particular language (Allen, 2010), it does not
attest to their real abilities concerning performance
with the language. 

The specified tasks which are included in the test
do not necessarily render the candidates
competent in the use of the language in the
context of a working or academic environment
(Alan Davies, undated). 

Moreover, if, according to Chomsky (1965)
linguistic competence is the characteristic of
maturity in language, it is hardly likely that 15 year-
olds can be mature in their English language
development after a study of 5-7 years when it
takes 12 years to be linguistically mature in the
Greek language which is their mother tongue. 

Also, according to students, it was not before they
“had to use their knowledge of the language system
in order to achieve some kind of communicative
purpose” (Widdowson, 1978:12) that they were
faced with language in its everyday use. In that
sense, success in the Proficiency test need not
certify their ability to communicate effectively in real
life.

When students retook the test at a different age,
without having a different preparation, they
produced different results. Therefore, the age factor
is an issue which cannot be left out regarding the
CPE exam.

Another aspect is the fact that the exam does not
seem to assess real knowledge as the students’
attention mainly focuses on handling tasks relating
to the exam. On succeeding in the exam, it cannot
be taken for granted that students will be able to
deal with linguistic and communicative needs in a
real context. 

One other interesting issue that surfaced was that
the answers of the students to the first
questionnaire concerning the can-do statements in
the four skills which showed that mastery in
language cannot be attributed to them at an early
age. 

Looking at all the above facts, there is little
likelihood that potentially successful CPE
candidates, who according to CEFR and ALTE
descriptors are considered expert users of English,
can be accredited with really knowing the language.
It is highly improbable for 15-17 year olds to be

familiar with phonetics, phonology, morphology,
semantics and pragmatics of the English language
when they may not be familiar with the
corresponding systems in their mother tongue.
Learning vocabulary, memorizing grammar rules
and reciting structures may support the notion of
linguistic mastery but it may not indicate true
knowledge in language.

CONCLUSION

So, what can it be done? This is something
everyone associated with the exam should ponder
upon; parents need not be so persistent in making
their children take an exam just to have the
qualifications for later on in life. Teachers should
explain to both the parents and students that they
need not take an exam which will not be considered
an asset for them if need arise after the lapse of 5
years. The examination board may be willing to
consider setting an age limit for the possible
candidates. As shown, elder students respond more
maturely to the test.

One further point to look into could be the issue

of the strategic learner; since strategies are

essential throughout the test, it is suggested that

teachers should look into guiding the students and

teaching them how they can put into practice the

strategies mentioned in the article.

The curriculum does not seem to dictate the test

but it appears to be dictated by the test, something

that teachers and possibly publishing companies

should take notice of and research more.

By conducting this research, data surfaced that

could be of interest to teachers and examination

boards since Greece is a country with so many

people who are willing to get a certificate that

verifies advanced knowledge even at an early age. 

It is because of this limited number and its

thought provoking topic that it is suggested there

should be further research in the future maybe on

a larger scale to have more veritable results and

offer new insights to an exam which has such wide

acceptance and acknowledgement in Greece.
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Critics of creative writing claim that graduates of such

courses lack a social conscience and most of them

produce works in the same mechanical style. They argue

that creative writing is an exploitative industry and blame

writing courses for whatever adversely influences

contemporary letters. Literature may be special in this

way. If a play is predictable, if a painting derivative, if a

ballet dull or a movie bad, one seldom hears complaints

about film or art schools, dance academies or theatres

although those institutions are far more numerous than

writing schools and workshops. In literature, however,

attacking creative writing courses seems de rigueur. If we

read a bad novel it is likely to be yet another sign of the

demise of literature by too much over-encouragement.

But if we see a little theatre production of a play, we may

be charmed by it even if it is not very well made. We do

not think of the quality of its production as a threat to the

quality in the West End or Broadway.

At the same time, creative writing courses cannot
trumpet their successes. After all, literary success
does not belong to teachers or courses but to the
writers who produce good work. It would be
inappropriate for a teacher or a writing course to
claim to have produced an author, even if they did
help in some way, because that help is useless
without the writer’s own discipline, efforts and
imagination. In fact, writers take pride in themselves
as original thinkers, as they should, but occasionally
they do so at the expense of their teachers. They
become rather secretive when one tries to uncover
their influences or the fact that they attended a
creative writing course. A very successful writer like
John Irving, who publicly acknowledges that
workshops were helpful to him, is not common.
Writers often feel that they have to conceal or play
down the fact that they studied writing out of fear
that they might not be thought of as having an

original voice or talent.

So, do creative writing courses matter? Some

critics argue that creative writing courses are self-

indulgent businesses inspired by the counterculture

of the 1960s and the entrepreneurial greed of the

1980s. They add that there is no profession for

which a Master’s degree or a PhD in creative writing

provides direct training, and to pretend otherwise is

deluding for the teachers and misleading for their

students. They argue that creative writing courses

are narcissistic, commercially oriented, not

academic enough and pointless at a time when the

market for books and academic jobs is shrinking. It

is true that no advanced degree necessarily secures

jobs for artists. Making art is hard and unlikely –

perhaps that is what makes it great. But knowledge

of creative writing is useful to many types of

employment outside academia, like those of an
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Creative Writing 
and Deliberate Practice

Are creative writing courses a waste of
time? Can writing be taught? This article
attempts to answer these questions
through a brief history of writing courses
and their impact on academe and
society, as well as a discussion about how
the mastering of the writing craft is
understood in light of cognitive
psychology’s concept of deliberate
practice.



>

52 53

>

TEACHING ISSUES TEACHING ISSUES

ASPECTS TODAY ΤΕΥΧΟΣ 42 ΙΑΝΟΥΑΡΙΟΣ-ΑΠΡΙΛΙΟΣ 2015 ASPECTS TODAY ISSUE 42 JANUARY-APRIL 2015

>

>

editor, a literary agent, a journalist etc.

The first classes in writing were offered at Harvard
University in the 1880s. Those early classes were,
in part, a reaction against philology. They
emphasized practice, aesthetics, personal
observation and creativity rather than theory,
history, tradition and literary conservation. In 1884
Harvard offered its first course in advanced
composition. A fusion of the study and practice of
journalism, literary techniques, grammar, rhetoric
and aesthetic taste, Harvard’s educational
experiment was daring for its time. It was also wildly
popular among students.

In 1930 the School of Letters at the University of
Iowa implemented classes in creative writing and a
new emphasis on literature as a form of art. Iowa’s
graduate school was the first to contain the basic
components of today’s creative writing courses: a
course of study leading to a graduate degree;
seminars for writers on craft and form; and a piece
of creative work for a thesis. The interest in
contemporary letters grew in the late 1940s and
early 1950s as many more universities appointed
writers as professors or visiting writers-in-residence.
Among some of the earliest were Bernard
Malamud at Bennington College; William Faulkner
at the University of Virginia; Theodore Roethke at
the University of Washington; John Barth at Johns
Hopkins. Literary reviews were also established on
campuses. The shift in literary culture to one that
was both historical and creative gave also many
women the inspiration to enter an arena previously
closed to them.

The Iowa Writers’ Workshop was founded in 1942.
Unlike the graduate course in the School of Letters
at the same university, which was designed to
produce scholars, the Writers’ Workshop
specialised in the education and nurturing of literary
artists. In 1946 the Writing Seminars were founded
at Johns Hopkins University. In 1947 Stanford

University and the University of Denver both
launched graduate creative writing courses. And in
1948 the creative writing course at Cornell
University was founded. Soon, writing courses could
measure their success by the successful authors
who graduated from them. At Iowa, Kurt Vonnegut
once taught a workshop that included John Casey,
Andre Dubus and John Irving. The mentorship of
writers teaching the next generation of writers
propelled American letters to new levels of
accomplishment and helped America to produce a
powerful and diverse literature. William Styron and
Anne Tyler studied at Duke; E.L. Doctorow taught
Richard Ford at the University of California; Joyce
Carol Oates studied at Syracuse; Raymond Carver
studied at Stanford. There are many examples, as
more universities became more successful in

helping one generation of writers to educate and

encourage the next.

Despite the success of creative writing courses,

the question among writers and readers persists:

Can writing be taught? Does talent exist? Received

wisdom has it that every healthy person who sets

about to learn a sport, a musical instrument or how

to paint will improve initially through experience, but

these improvements are eventually limited by

innate factors that cannot be changed through

training. It is commonly believed that performance

is constrained by one’s basic endowments, his

abilities, mental capacities and innate talents. This

view also explains age-related declines in

professional achievement, owing to the inevitable

degradation of general capacities and processes

with age. Psychologists have found that there are
many types of experience and that these different
types have different effects on the acquisition and
maintenance of an individual’s performance. In
other words, the mere proficient execution of
routine work does not necessarily lead to further
improvement. For this to happen, one has to make
deliberate efforts to change particular aspects of
his or her performance. An expert spends more
time perfecting the finer points of his craft rather
than having fun solving problems or winning games.
Amateur musicians spend a great deal of time
playing music, whereas professional musicians
spend a great deal of time practising sequences of
movements. Chess masters do not just play a lot of
chess, they read a lot of chess literature too.

When individuals are first introduced to an activity
that requires skill such as driving a car, playing music
or tennis, their main goal is to reach a level of
proficiency that will allow them to perform these
everyday tasks at a functional level. During the first
phase of learning, beginners try to understand the
requirements of the activity and focus on
generating actions while avoiding serious mistakes.
In the second phase of learning, when people have
had more experience, obvious mistakes become
increasingly rare, performance appears smoother
and learners no longer need to focus as intensely
on their performance to maintain an acceptable
level. After a limited period of training and
experience, usually less than 50 hours of most
everyday activities, an acceptable level of
performance is attained. In the third phase of
learning, these performance skills become
automated, and the individual is able to execute
these skills smoothly and with minimal effort.
Automatisation means that performers lose their
ability to control the execution of those skills and
from then on intentional modifications and
adjustments become difficult. Performance
plateaus and no further improvements are



>

54 55

>

TEACHING ISSUES TEACHING ISSUES

ASPECTS TODAY ΤΕΥΧΟΣ 42 ΙΑΝΟΥΑΡΙΟΣ-ΑΠΡΙΛΙΟΣ 2015 ASPECTS TODAY ISSUE 42 JANUARY-APRIL 2015

>

>

observed.

However, the training of a future expert is
different. Psychologists are now able to describe the
development of so-called expert performance as
a function of age and years of experience. All
individuals improve gradually. There is no evidence
that a child or adult shows a high level of
performance without any relevant prior experience
and practice. When the performance of child
prodigies in music and chess are measured against
adult standards, they show gradual, steady
improvement over time. Performance keeps
improving beyond the age of physical maturation,
that is, the late teens, which means that it is not
limited by the functional capacity of the body and
the brain. Peak performance of experts is nearly
always attained in adulthood, many years, even
decades, after initial exposure to the field of their
expertise. The age at which performers typically
reach their highest level of performance in the arts
and sciences is in their 30s and 40s. There is
compelling evidence which shows that even for the
most talented individuals ten years of experience in
their field is necessary to become an expert. That
ten-year rule is not a magical number. In fact, the
number of years of intense training required to
become an internationally acclaimed performer
differs across fields of expertise. For example,
famous chess player Bobby Fischer required 9
years of intense chess study before being
recognised as a grandmaster at age 16. Elite
musicians (except child prodigies) need between
20 and 30 years of training and often peak when
they are around 30 to 40 years old. Outstanding
scientists and authors normally publish their first
work at around age 25 and their best book follows
around 10 years later.

When cognitive psychologists talk about
“deliberate practice,” they mean activities that are
specifically designed to improve performance. An
amateur violinist, for example, may play several

hours a week for pleasure, but an expert musician

practises with the aim to master specific goals

determined by his or her music teacher. Even

among a group of expert musicians, the most

accomplished are those who have spent more time

in activities classified as deliberate practice during

their development.

The main assumption of deliberate practice is that

expert performance is developed gradually and

that effective improvement of performance requires

tasks that the performer can master sequentially.

Deliberate practice presents performers with tasks

that are initially outside their current realm of

reliable performance, yet can be mastered within

hours of practice by concentrating on critical

aspects and by gradually refining their performance

through repetitions after feedback. Although the

details of deliberate practice differ across fields and

are a function of attained skill, there appear to be

limits on the daily duration of deliberate practice no

matter what the field of expertise. Expert

performers from many fields engage in practice

without rest for only around an hour, and they
prefer to practise early in the morning when their
minds are fresh. Interestingly, elite performers in
many diverse fields including writing have been
found to practise on average roughly the same
amount of time every day, including weekends, and
the amount of practice never exceeds five hours
per day.

Mozart, along with Picasso, is often cited by
researchers as the prototype of the creator whose
abilities are impossible to understand without
invoking the concept of talent or giftedness. But a
detailed study of Mozart’s life shows that, in fact, his
output increased over the first ten years or so of his
career, which supports the notion that he was
mastering his craft. The quality of Mozart’s
compositions increased over the early years of his
career too, which also supports the idea that he
was honing his skill. And there is evidence that
Mozart was carrying out deliberate practice under
the direction of his father, a professional musician
of some repute. Mozart’s earliest piano concertos
were written at the ages of 11 and 16, but those
works contain no original music by him. They are
simply arrangements of music of other composers.
A number of Mozart’s early compositions which do
contain his own music have been more or less
ignored by musicians and audiences, which
suggests that those works are perhaps not that
good. So, although it is true that most composers
will not match Mozart’s ultimate achievements, his
early achievements are matched by many
composers as they advance through music school.
Recent analyses of the career development of
other seminal classical composers – Bach,
Beethoven and Haydn – also support the findings
about Mozart.

But what about writing? It is difficult to define
expertise in writing because the kind of texts that
professional writers create is so varied. An expert in
chess checkmates the opponent in a game where
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the moves are clearly defined, but a writer can have
many goals beyond the obligation that the text is
coherent. In other words, there are no universal
rules about what constitutes good writing. Writing
is at the same time a thinking task, a language task
and a memory task. A writer can hold more than
one storyline in mind while simultaneously exploring
ideas, generating sentences and reviewing how well
the process is going. Cognitive psychologists have
distinguished three basic stages in the creation of
a piece of writing: the planning of ideas, the
translating of ideas into text and the reviewing of
these ideas and of the text. This, however, is not a
linear process from the first stage to the third, but
instead goes back and forth from the initial planning
of a book to its final draft. Another interesting thing
that psychologists have observed is that writers

generate sentences in phrases. There are bursts of

words separated by pauses as the writer constructs

and then evaluates separate parts of a sentence.

They found that more experienced writers generate

twice as many words per burst (10 to 12) compared

with less experienced writers who generate 5 to 6.

That superior ability of the expert enables the rapid

retrieval of words, complete phrases and complex

grammatical structures from memory.

More memorable writing usually results from the

use of concrete rather than abstract language

because it allows the reader to hear and picture the

story at the same time. Of course, experienced

writers do not dismiss abstractions altogether from

their work. But they know how to provide readers

with sufficiently concrete references and graphic

descriptions of context to make a piece of writing
come alive in the reader’s imagination.

Professional writers must be self-motivated to
commit long hours to a lonely task of working with
ideas and language compared to other people. The
emotional demands of writing are as challenging as
the cognitive demands. Experienced writers learn
to regulate their emotions and behaviour to stay on
task and complete the work by losing themselves
in their work, by setting up a suitable work
environment, by adhering to a work schedule and
by practising motivational rituals. Breakdowns in
their efforts to regulate their emotions and
behaviour can result in writer’s block, whereby
production is cut back or stopped altogether.

Learning how to manage the emotional ups and

downs of writing is important otherwise a writer

risks burning out and ending his or her career

prematurely. Self-regulation through daily writing,

brief work sessions, reasonable deadlines and

balanced emotions help professional writers to stay

with a book that might take years to write. In

contrast with activities that are done for pay or

other external rewards, as well as play activities that

are enjoyable but have no goal for improving

performance, deliberate practice can only be

sustained for a limited amount of time each day

because of the effort involved. Successful writers

often schedule only a few hours per day for writing

and avoid sprees that lead to exhaustion.

Creative writing courses rely on feedback and

deliberate practice tasks. Well-known writers have
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often talked about their own learning techniques.
In her youth Joyce Carol Oates used to write one
novel in longhand, then turn the pages over and
write another novel on the other side. Both novels
would then be tossed in the wastepaper basket.
Since high school she consciously began to train
herself by writing novel after novel, always throwing
them away when she completed them. Her practice
books would be modelled after specific works by
authors she admired, such as Hemingway’s In Our
Time. Norman Mailer credited his eventual success
as a writer to self-motivated practice. He has said:
‘I think from the time I was seventeen, I had no
larger desire in life than to be a writer, and I wrote.
I learned to write by writing. As I once calculated, I
must have written more than a half a million words
before I came to The Naked and the Dead.’

Extensive reading is a direct indication of the
amount of general knowledge that an individual
accumulates in long-term memory: how much one
knows depends on how much one reads. A wide
range of knowledge is important for writers, so it is
not surprising that professional writers read
extensively, even compulsively. Studies have shown
that professional writers often begin reading early
in childhood and read compulsively throughout
their lifespan. The reading begins as a way to learn
about the world, and becomes more focused and
intellectually challenging during the course of
formal education. As writers develop professionally,
they read within the genre in which they work, that
is, science fiction writers read science fiction,
whereas romance writers read romances.

As mentioned earlier, the rule of thumb is that it
takes at least a decade of intensive practice to
achieve excellence. In the case of writing, the clock
starts to tick early, since spoken language and the
fundamentals of writing are developed in small
children. By the age of twelve or fourteen children
have spent ten years mastering the mechanics of
handwriting and spelling. During the same

timeframe, they advance from thinking in terms of
concrete events in the here and now to thinking in
hypothetical, abstract ways. After mastering
handwriting and achieving written fluency,
approximately a decade of practice is needed for a
student to progress from simply communicating the
knowledge he or she has acquired to transforming
that knowledge, that is, elaborating it and
reorganising it according to his or her
understanding. T.S. Eliot wrote The Waste Land in
his early 30s, about a decade after composing his
first published poem.

My own experience as a student of creative
writing parallels that of many students of such
courses. In 1999-2000, I was fortunate enough to
study at the University of East Anglia’s Creative
Writing Programme, which has a good record of
graduates who go on to become successful writers,
such as Ian McEwan, Kazuo Ishiguro, Anne Enright
and Tracy Chevalier. There is no doubt in my mind
that creative writing courses such the one I
attended have been beneficial to colleges,
universities, literature and our culture in general. A
course in creative writing animates literary study by
making connections to the students’ lives, the times
they live in and contemporary culture; it balances
courses of past literature with courses about its
present and future; it fosters a study of literature
that merges theory and practice, appreciation of
past literature and innovation; it provides students
with classes in which they may learn the elements
of effective writing through deliberate practice; it
improves a school or university’s ability to address
the intellectual interests and needs of students from
diverse ethnic, economic and geographical
backgrounds; it helps to develop and expand future
audiences for literature, criticism and scholarship; it
strengthens the role of academics as public
intellectuals; and makes important contributions to
literature through the published works of its faculty
and graduates.
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and Expert Performance. Cambridge: Cambridge University Press.

Gladwell, M. (2009). Outliers: The Story of Success. London: Penguin.

Howe, M. J. A. (2001). Genius Explained. Cambridge: Cambridge University Press.
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Further reading

Ο Πάνος Καρνέζης είναι συγγραφέας. Το πιο πρόσφατο
μυθιστόρημά του, The Fugitives, κυκλοφορεί από τις εκδόσεις
Jonathan Cape. Η ελληνική έκδοση με τίτλο Οι Φυγάδες θα
κυκλοφορήσει από τις εκδόσεις Πατάκη το φθινόπωρο.
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ΠΕΚΑΔΕ
Εγγραφή μέλους

Η Συνδρομή των μελών είναι 30 ευρώ.
Στο ποσό αυτό συμπεριλαμβάνεται και η αξία τευχών του Aspects Today.
Μπορείτε να καταθέσετε τη συνδρομή σας στην ΤΡΑΠΕΖΑ ΠΕΙΡΑΙΩΣ στον αρ. λογ/σμού 5081-

053424-676 (υπόψη Κοσμά Βλάχου, Ιωάννας Ψίνα) δηλώνοντας απαραιτήτως και το όνομά σας
ή στο ΚΕΝΤΡΙΚΟ ΤΑΧΥΔΡΟΜΕΙΟ ΑΘΗΝΩΝ, υπόψη ΠΕΚΑΔΕ (Αιόλου 100 - 10200 Αθήνα).

Σας παρακαλούμε να μας ενημερώνετε για κάθε αλλαγή στη διεύθυνσή σας, για να είναι δυνατή
η επικοινωνία μας, στο info@pekade.gr ή στα γραφεία της Ένωσης στη Χαρ. Τρικούπη: 210
3619500 (κάθε Τετάρτη 10:00-14:00).

Παρακαλούμε, επίσης, να συμπληρώσετε την παρακάτω Φόρμα Εγγραφής και να την στείλετε
μαζί με το αποδεικτικό πληρωμής στην ηλεκτρονική διεύθυνση της Π.Ε.Κ.Α.Δ.Ε. (info@pekade.gr) ή
στο φαξ (210 3619500) με τα πλήρη στοιχεία σας προκειμένου να μας διευκολύνετε στην ολο-
κλήρωση του μητρώου των μελών.

Σας γνωρίζουμε ότι τα μέλη της Ένωσης που δεν είναι τακτοποιημένα οικονομικά δεν θα έχουν
πρόσβαση στην ηλεκτρονική έκδοση του περιοδικού μέχρι ανανέωσης της συνδρομής τους. Υπεν-
θυμίζουμε ότι η ετήσια συνδρομή αναφέρεται κάθε φορά στο αντίστοιχο σχολικό έτος.

Οδηγίες προς τους συγγραφείς
άρθρων για το Aspects today

Ονοματεπώνυμο:

Διεύθυνση:

Τ.Κ.:

Πόλη:

Τηλέφωνο (σχολείου):

Τηλέφωνο (οικίας):

Τηλέφωνο (κινητό):

Ηλεκτρονική Διεύθυνση:

Καθηγητής/τρια Δημοτικού:

Καθηγητής/τρια Γυμνασίου:

Καθηγητής/τρια Λυκείου:

Καθηγητής/τρια ΕΠΑΛ/ΕΠΑΣ:

Άλλο:

Παρακαλούμε να τακτοποιήσετε τη συνδρομή σας για το σχολικό έτος 2014-2015.

Το AspecTs today, περιοδικό που εκδίδε-
ται 3 φορές το χρόνο με την ευθύνη της Πα-
νελλήνιας Ένωσης Καθηγητών Αγγλικής της
Δημόσιας Εκπαίδευσης (ΠΕΚΑΔΕ), φιλοξενεί
ποιοτικές συνθετικές εργασίες, μελέτες και
παρουσίαση ερευνών εκπαιδευτικού περιεχο-
μένου στα Αγγλικά και στα Ελληνικά. Ιδιαίτερο
εκδοτικό ενδιαφέρον παρουσιάζουν τα άρθρα
εφαρμογών, μεθοδολογίας και διδακτικής που
άπτονται σύγχρονων προσεγγίσεων. Το περιο-
δικό απευθύνεται στους μαχόμενους εκπαι-
δευτικούς, τα στελέχη όλων των βαθμίδων
της εκπαίδευσης, καθώς και ερευνητές.

Τα άρθρα δεν θα πρέπει να ξεπερνούν σε
έκταση τις 7 σελίδες (3500 λέξεις), μεγέθους
Α4 (συμπεριλαμβανομένων των βιβλιογραφι-
κών αναφορών και των παραρτημάτων). Το
περιοδικό διατηρεί το δικαίωμα να επιστρέφει
άρθρα που υπερβαίνουν αυτό το όριο των σε-
λίδων. Η κάθε σελίδα θα πρέπει να είναι με-
γέθους Α4 με γραμματοσειρά Times New
Roman, μέγεθος 11. Η πρώτη σελίδα περιλαμ-
βάνει ένα σύντομο τίτλο του άρθρου, το
όνομα και την ιδιότητα του συγγραφέα και την
ηλεκτρονική του διεύθυνση. Μία σύντομη πε-
ρίληψη του άρθρου (περίπου 100-150 λέξεις)
με λέξεις-κλειδιά προτάσσεται του άρθρου.
Ένας κατάλογος βιβλιογραφικών αναφορών
ακολουθεί μαζί με μία πολύ σύντομη βιογρα-
φική σημείωση του συγγραφέα στο τέλος του
άρθρου.

Συνιστάται στους συγγραφείς και
στους συνεργάτες του πε-
ριοδικού τόσο για τις

βιβλιογραφικές αναφορές όσο και για τη συγ-
γραφή και διόρθωση των άρθρων γενικότερα,
να ακολουθούν τις Οδηγίες συγγραφής επι-
στημονικών εργασιών του Α.Ρ.Α. (publication
Manual of the American psychological Asso-
ciation).

Τα άρθρα κρίνονται από τη Συντακτική Επι-
τροπή του Περιοδικού (εξωτερικούς αξιολο-
γητές και μέλη του Διοικητικού Συμβουλίου
της ΠΕΚΑΔΕ), η οποία και αποφασίζει για την
τελική δημοσίευσή τους.

Τα πρώτα δοκίμια των άρθρων αποστέλ-
λονται στους συγγραφείς προς διόρθωση.

Ο κατάλογος βιβλιογραφικών αναφορών,
ο οποίος περιλαμβάνει όσες παραπομπές
χρησιμοποιήθηκαν, παρατίθεται στο τέλος του
άρθρου ενιαία, μαζί ελληνόγλωσση και ξενό-
γλωσση, ως εξής (A.p.A. 1994):

Βιβλιογραφία για το Aspects today

Για βιβλία

Hernstein, R.J. & Murray, c. (1994). The bell
curve: Intelligence and class structure in
American life. New York: Free press.

Για περιοδικά
serlin, R.c.,&Lapsley, D.K. (1985). Rationality
in psychological research: The good-enough
principle. American psychologist, 40, 73-83.

Τα άρθρα αποστέλλονται στην ηλεκτρονική
διεύθυνση: info@pekade.gr
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