	LEVIS:    D1.1
	229954-CP-1-2006-GR-LINGUA-L2PP



	[image: image8.png]+verbal

+audio +visual

+non-verbal





	Project funded by: Socrates Programme/ Lingua 2 Action (Development of Language Tools and Materials)


LeViS: Learning via Subtitling. Software & Processes for Developing Language Learning Material based on Film Subtitling

[image: image2.jpg]Learning via Subtitling




	Report on the proposed
Foreign Language Learning Framework


	Deliverable No.
	D1.1

	Workpackage No.
	WP1

	Workpackage Title
	Establishment of a Foreign Language Learning Framework based on Subtitling

	Activity No.
	A1.1, A1.2, A1.3

	Activity description
	Specification of learning goals according to curriculum principles and language level of students, establishment of a Lesson Plan (previously called activity abstraction) and specification of clip selection criteria. Reporting on Intellectual Property Rights

	Authors (per company, if more than one company provide it together)
	· Part One: Nicos Sifakis (HOU)

· Part Two:, Patrick Zabalbeascoa (UPF), Stavroula Sokoli (HOU)
· Part Three: Demetra Egarchou (RACTI), Thanasis Hadzilacos (HOU)

· Part Four:  Conceicao Bravo, Mercedes Rabadan (UALG), Andreea Pirnuta (UTBv), Gabor Rebek Nagy (PTE), Stavroula Sokoli (HOU), Helena Tanqueiro (UAB)
· Annex: Irene Kafeza (Attorney of Law)

	Status
	Final

	Date
	25 June 2007


Executive Summary

It is becoming increasingly obvious to FL teachers and teaching researchers that there is no one and only fail-safe teaching method and that a variety of useful and interesting technical and methodological resources are needed in the classroom. It is now commonplace to say that audiovisual material, with its rich context, is a powerful instructional tool known to have a motivational, attentional, and affective impact on viewers, which in turn facilitates auditory processing (Baltova, 1994)
. However, learners need to be trained to develop active viewing strategies for an efficient use of audiovisual material, which very often is not feasible for lack of motivation. Therefore, tools and methods, such as using subtitling activities in the classroom, are necessary to counter passivity when working with audiovisual material.

The “Learning via Subtitling” theoretical framework and software aims to cover the need for: 

· creation of active learning, task-based activities where cultural elements are involved in an authentic and motivating way and which expose the learners to highly contextualised language input 

· productive use of multimedia as the core of an activity and not as a nice add-on

· creation of reusable activities with a relatively low level of computer literacy expected of tutors developing such activities. 

· soundness of the development methodology and its transferability across various languages and educational systems.
The present report provides the theoretical framework within which the subtitling activities and the subtitling software have been designed. It also includes a template for the Lesson Plan (referred to as “activity abstraction” in the Project Proposal). This template will be filled in for every subtitling activity produced and will accompany it in order to help other interested teachers to use that activity.
Since LvS can be used for different language levels of students and in different contexts, learning goals and video-clip selection criteria are also different. Since a common set of the above goals and criteria cannot be established, they have to be specified anew in each Lesson Plan. The Lesson Plan template includes sections dedicated to the description of the learning objectives and of the criteria according to which the specific video-clip was selected for that activity.
Finally, this document includes an Intellectual Property Rights Report providing the legislation relevant to the LeViS project.
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PART ONE: A Foreign Language Teaching and Learning Framework

This section has a dual purpose.  On the one hand, it aims at establishing some fundamental principles of language learning and teaching that all project partners can use as a springboard for their original pedagogical activities.  On the other hand, it aims at putting forward some preliminary principles for integrating computer-integrated language learning with the aid of digital video-enhanced material that should prove useful for the more technology-oriented demands of the project.

The section has four sections.  Section 1 refers to the basic ingredients of language learning, emphasising ways of describing language communication, the language user competences and different means and methods of teaching communicative events.  Section 2 focuses on various ways of profiling individual learners, in terms of both their general learning characteristics and their language proficiency, and entire classes and goes on to briefly describe some basic instructional sequences.  Section 3 presents sets of macro- and micro- skills that can be focused at in language learning and communication, while section 4 presents an overview of a number of ways in which educational technology (and, more specifically, video-enhanced technology) can be effectively implemented in language learning.

1. Essential language-learning-related terminology

For a theory of language teaching and learning to be comprehensive, it is important to establish from the outset definitions of key terms that are going to be used.  Learning a foreign language involves a host of questions that need to be addressed, such as the following:  What does it mean to learn a language?  What is involved in learning?  Who learns at each given moment?  How do learners learn a language?  What are the similarities and differences in learning a first language (L1) or a second language (L2)?  Is it any different when learners are already multi-lingual?  How should languages be taught?  How do teachers teach languages?  What are the characteristics of learning a language in a classroom setting? 

1.1 Focus on language communication

In the first place, it is important to focus on language communication.  Sociolinguists, who study the uses of language in different contexts, have for years avoided referring to the rather general term ‘language’.  Instead, they have preferred to make use of three other terms—‘variety’, ‘linguistic repertoire’ and ‘domain’.  The following quotes define each one of them in turn:

 ‘…sociolinguists use the term variety (or sometimes code) to refer to any set of linguistic forms which patterns according to social factors.  Variety is a sociolinguistic term referring to language in context.  A variety is a set of linguistic forms used under specific social circumstances, i.e., with a distinctive social distribution.  Variety is therefore a broad term which includes different accents, different linguistic styles, different dialects and even different languages which contrast with each other for social reasons.  It has proved a very useful sociolinguistic term because it is linguistically neutral and covers all the different realisations of the abstract concept ‘language’ in different social contexts.’

(Holmes 2001: 6)

‘In any community the distinguishable varieties (or codes) which are available for use in different social contexts form a kind of repertoire of available options. The members of each community have their distinctive linguistic repertoires.  In other words in every community there is a range of varieties from which people select according to the context in which they are communicating. In monolingual communities these take the form of different styles and dialects.’

(Holmes 2001: 7)

‘Certain social factors – who you are talking to, the social context of the talk, the function and topic of the discussion – turn out to be important in accounting for language choice in many different kinds of speech community.  It has proved very useful, particularly when describing code choice in large speech communities, to look at “typical” interactions which involve these factors.  We can imagine, for instance, a “typical” family interaction.  It would be located in the setting of the home;  the typical participants will obviously be family members;  and typical topics would be family activities.  […]  A number of such typical interactions have been identified as relevant to describing patterns of code choice in many speech communities.  They are known as domains of language use […].  A domain involves typical interactions between typical participants in typical settings.’

(Holmes 2001: 21)

By shifting the attention from ‘language’ to the notions of ‘variety’, ‘linguistic repertoires’ and ‘domains’, sociolinguistics have concentrated on discussing individuals or groups of people and the various uses that they put language to.  This shift has made it easier to analyse and understand both the users and the uses of language.  Such an analysis depends on appreciating the importance of a multitude of parameters, which range from issues such as the topic of each communicative situation, its various contextual elements (e.g., the social, cultural or linguistic profile of all participants, their relationship, the overall communicative setting, etc.), to the skill or ability of usage of a particular variety by each individual user (Widdowson 1978).

1.2 Focus on the language user

In linguistics parlance, such skill or ability is referred to as ‘competence’.  Originally implemented in theoretical linguistics by Chomsky (as ‘linguistic competence’), it initially referred to the mental representations of linguistic rules that constitute the native speakers’ internal grammar and are evidenced in their intuitions about the grammaticality of sentences.  By contrast, the term ‘performance’ was used to refer to the actual use of this grammar in the production and comprehension of language.  In applied linguistics, the distinction between linguistic competence and performance was severely criticised.  Various alternatives were suggested, but perhaps the most influential of all was ‘communicative competence’ (Hymes 1971).  In its original form, communicative competence refers to the knowledge that people have of what constitutes correct, appropriate and, perhaps most importantly, effective language behaviour (Canale & Swain 1980, Canale 1983).  These three characteristics are basic for successful language communication, since they designate discourse that is:

· correct – the levels of structural accuracy and functional fluency correspond to the needs of each communicative exchange (cf. Brumfit 1984, Hammerly 1991);

· appropriate – corresponding to those discourse elements that render it socially and culturally ‘acceptable’ by other participants at each given moment (these issues are studied by pragmatics – cf. Mey 2001;  Bredella 2003);  and

· effective – corresponding to the characteristics of discourse that make it intelligible, or comprehensible, to other participants (and are of particular importance, especially for the mutual communication between non-native users of English).

With regard to the different aspects of the communicative competence, these three aspects were further elaborated and took a number of different forms.  These forms are displayed in Table 1 below.

	General
	Types
	Definitions

	correctness

(1) (2)

appropriacy

(1) (3) (4)

effectiveness

(4) (5)
	1.  discourse  competence
	participants’ knowledge of rules governing ‘the combination of utterances and communicative functions’ in language use

	
	2.  linguistic competence
	the mastery of the general rules of language abstracted from its use

	
	3.  pragmatic competence
	the ability to communicate appropriately in particular contexts of use

	
	4.  intercultural competence
	the ability to communicate appropriately in particular contexts of use

	
	5.  strategic  competence
	enables participants to cope with problematic communicative situations and to keep the channel of communication open


Table 1—Forms of communicative competence.

1.3 Focus on understanding, describing and teaching communicative events

It is important to be a lot more specific in the description of communicative events, as so many parameters are involved.  To that end, Hymes developed an instrument of description and analysis of the (written or spoken) discourse used in every communicative situation within a cultural context (Hymes, 1974).  His famous S.P.E.A.K.I.N.G. categories (the acronym refers to the first letters of each category) is briefly described below.
Setting and Scene 
Setting refers to the time and place of a communicative event and, in general, to the physical circumstances or surroundings.  For example, the living room in the grandparents’ home might be a setting for a family story.  Scene is the psychological and cultural make-up of the people involved in that particular situation and includes characteristics such as the range of formality exhibited or the physical relation of the participants.  In our example, the family story may be told at a reunion celebrating the grandparents’ anniversary:  at times, the family would be festive and playful, at other times, serious and commemorative.

Participants

These are the addressor (the speaker/writer producing the utterance), the addressee (the recipient(s) of the utterance, i.e. the person(s) to whom the utterance was addressed) and the audience (possible overhearers who may not be directly related to the event but whose existence may contribute to its specification).  At the family reunion, an aunt might tell a story to the young female relatives, but males, although not addressed, might also hear the narrative.  Knowing who the participants are (for example, their age, gender, status and social relationships) is essential for understanding the linguistic choices that they make.
Ends 

These refer to the purpose of each communication and concern the addressor’s intended goals and expected outcomes (with regard to the addressee(s) and the audience).  In our example, the aunt may tell a story about the grandmother in order to entertain the audience, teach the young women, and honour the grandmother.

Act Sequences 

These spell out the form and the content of the event and the order of its various stages.  In daily interactions, certain forms are conventionally used for certain types of interactions.  In our example, the aunt’s story might begin as a response to a toast to the grandmother.  The story’s plot and development would have a sequence structured by the aunt.  Possibly there would be a collaborative interruption during the storytelling (by the audience).  Finally, the group might applaud the tale and move onto another subject or activity.

Key 

This feature refers to cues that establish the ‘tone, manner, or spirit’ of the way a communicative event is performed (Hymes 1974: 57).  For example, the aunt might imitate the grandmother’s voice and gestures in a playful way, or she might address the group in a serious voice emphasising the sincerity and respect of the praise the story expresses.  The key need not be only verbal but may be accompanied by facial expressions, gestures, etc.

Instrumentalities 

These refer to the medium of transmission (auditory/visual channels) and the forms and styles of speech used.  The aunt might speak in a casual register with many dialect features or might use a more formal register and careful grammatical ‘standard’ forms.
Norms 

These are the social and cultural conditions which govern the event and account for the participants’ actions and reactions.  They essentially define what is and what is not appropriate or expected (for example, the rules of turn-taking).  In a playful story by the aunt, the norms might allow many audience interruptions and collaboration, or possibly those interruptions might be limited to participation by older females.  A serious, formal story by the aunt might call for attention to her and allow for no interruptions.

Genre 

Genres are different kinds of speech acts or events that are associated with particular communicative situations (e.g. poems, myths, news broadcasts, lectures, sermons).  What is more, each genre has specific formal characteristics (as far as the form, content or delivery style are concerned).  In our example, the aunt might choose to tell a character anecdote about the grandmother (in order to entertain), or she may choose to recite a more detached exemplum as moral instruction.
2. On foreign language learning and teaching

As we approach each specific classroom situation, we become aware of the fact that what essentially determines the ‘shape’ of the teaching and learning in each case is very much dependant on three factors:  the learner(s) involved, the teacher(s) involved, and the syllabus (textbook(s), supplementary material and realia) implemented.  In this section, we provide a more comprehensive means of describing a teaching situation with reference to a number of variables that relate to these three factors
.

2.1 Profiling individual learners—general characteristics
We first discuss ways of profiling individual language learners by referring to a series of ten general characteristics.  Table 2 is an outline of the many variables involved in a preliminary profiling of individual language learners (adapted from Larsen-Freeman 2001: 13).

	‘attributes’
	‘conceptualization’
	‘actions’

	· who the learners are
	· how learners conceptualise second/ foreign language acquisition
	· what learners do to learn

	1. age

2. aptitude

3. personality
	4. learning disabilities

5. social identities
	6. motivation

7. attitude

8. cognitive style

9. beliefs
	10. learning strategies


Table 2—Profiling individual learners
Let us look at these criteria a little more closely.  The age factor is ‘fixed’ (i.e. learners have no conscious external control over it).  It is closely related to the so-called ‘critical period hypothesis’, which has been used to establish the capacity or predisposition of learners to become native users of a language.  Some researchers claim that, beyond that period, learners are prone to fossilisation (i.e. their brains lose plasticity, which results in the lack of mastering of certain linguistic features).  Aptitude refers to a commonsensical assertion that some people have ‘a flair for languages’.  Attempts to establish the notion empirically have resulted in the construction of tests aiming at measuring learners’ ability to perceive and memorise new sounds, to relate them to written symbols, or to identify syntactic patterns in a new language.

Language learning may significantly vary from individual to individual, depending on the different psychological and socio-cultural make up of different people.  Traditionally, five basic ‘personality’ variables are identified:  extraversion, agreeableness, conscientiousness, emotional stability, and openness to new experiences.  To these, current research has added self-esteem, the management of ego boundaries, risk-taking, sensitivity to rejection, empathy, inhibition, tolerance of ambiguity, willingness to communicate, inter-group attitudes and anxiety.
‘Learning disabilities’ relate to learners’ inherent capacity for language processing (i.e., encoding and decoding) and manifest themselves as forms of neural dysfunctions (e.g., dyslexia). Their importance in second foreign language instruction is becoming increasingly acknowledged.  Moving to the ‘social identities’ feature, we have a link between language learners and the wider language learning and social context in terms of issues such as learners’ community membership, learner transitions between communities of language users, the relationship between race and learning, social status, or sexual identity.

In the ‘conceptualisation’ domain, ‘motivation’ is a psychological trait which leads people to achieve a certain goal.  It may spring from an inherent interest in the learning tasks, from extenral influences and incentives, or it may be the result of learners’ perseverence and sense of encouragement.  Learners’ ‘attitude’ refers to learned (rather than inherited or genetically endowed) opinions and beliefs with respect to a particular problem.  They are cognitive (i.e. capable of being thought about and reflected upon) and affective (i.e. have feelings and emotions attached to them) and predispose a person to respond in a certain way.  Peers, parents, teachers and the society at large can have a significant effect on them.

The term ‘cognitive style’ refers to characteristic ways in which individuals perceive, organise and conceptualise various phenomena and recall information.  Thus, certain learners operate holistically, while others are more analytic.  The main research hypothesis in second/foreign language learning (which is yet to be fully confirmed) has been that analytic (or ‘field-independent’) learners are more successful at formal, classrom learning.  The term ‘beliefs’ refers to learners’ expressed or latent conceptions about learning.  It has been claimed that these perceptions are usually simple and straightforwardly expressed (for example, learners may think that a language is ‘easy’ or ‘difficult’ to learn) and can be influenced by teachers and peers.

Finally, the term ‘learning strategies’ refers to the techniques preferred by second/foreign language learners for remembering and organising samples of the L2.  Such techniques depend on individual learner differences (e.g., their beliefs, feelings or learning experience) and on other situational and social factors (e.g., the target language, the overall learning environment, the learning activities performed or the learners’ gender).

It should be stressed that foreign language learning is as much a social process as it is a psychological one. Learners need to be part of a community of listeners/speakers/readers/writers and they have to be able to plunge into and participate in the world of competent users of the language. Psycholinguistic research has clearly pointed out that learning and development are social and collaborative endeavours and, therefore, learning should take place in a meaningful context in which knowledge can be applied (Vygotsky).  It should also take place among collaborative groups with peer interactions in natural settings (Piaget).  In this light, educators are encouraged to recognise that learning is an individual process and that students should be able to declare ownership of their knowledge.
2.2 Profiling individual learners—reference levels

In this section, we present another very important dimension of learners’ profiles, which refers to an understanding of their competence and performance, or ‘proficiency’, in the target language, at a given moment of their learning.  The drawing of such a framework can help teachers in various ways:

· it refers to the levels of proficiency described by existing examination bodies and standards;

· it facilitates comparisons between different systems of qualifications;

· it responds to the need to develop a commonly agreed understanding of the various stages of development of different learners in different domains.

In what follows, we are going to briefly present the so-called ‘Common Reference Levels’ of the Common European Framework (CEF), established by the Council of Europe and published in 2001.

The reference levels follow the simple, intuitive and very widespread rationale of the three stages in language learning:  basic, intermediate and advanced.  Each stage is further subdivided into two levels.  The terms related to each level and the overall relationship between them is presented in Table 3 below.

	A.  Basic level
	B.  Intermediate level
	C.  Advanced

	‘Basic User’
	‘Independent User’
	‘Proficient User’

	A1
	A2
	B1
	B2
	C1
	C2

	‘Break-through’
	‘Waystage’
	‘Threshold’
	‘Vantage’
	‘Effective Operational Proficiency’
	‘Mastery’

	
	pre-intermediate
	intermediate
	upper intermediate
	
	


Table 3.  The reference levels of the CEF

The CEF has been designed in ways that make it easier for teachers to describe their situation with reference to an established framework and with an awareness of the meaning of the terms that they use.  For example, the three reference levels at the middle (‘Waystage’, ‘Threshold’ and ‘Vantage’) have been thought to represent the commonly mentioned ‘intermediate’ level which refers to a great number of learners of different types and different needs and which is, for this reason, easily confused (and confusing).  As we will see below, it is possible to fully describe these levels and to also subdivide them in a principled way, to suit the needs of every teaching situation.

Once the levels are established, the purpose of a standardised reference framework is to present coherent and unambiguous descriptions for each level in terms of descriptions of what learners are capable of doing communicatively (‘can do’ statements).  In this way, the reference levels constitute a ‘verbal scale of proficiency’ (Council of Europe, 2001: 37) and are described in terms of two dimensions, a vertical and a horizontal one.  The vertical dimension ‘outlines an ascending series of common reference levels for describing learner proficiency’, while the horizontal dimension is ‘made up of parameters of communicative activity and communicative language competence’ (ibid., p. 16).  The vertical dimension refers to the different stages of proficiency (A1, A2, B1, etc).  The horizontal dimension is more important and demanding, since it provides comprehensive and unambiguous definitions or descriptions of learner proficiency for each level.  Table 4 below presents a general orientation of the three fundamental levels in terms of their corresponding ‘can do’ statements.

	Proficient User
	C2
	Can understand with ease virtually everything heard or read.  Can summarise information from different spoken and written resources, reconstructing arguments and accounts in a coherent presentation.  Can express him/herself spontaneously, very fluently and precisely, differentiating different shades of meaning in more complex situations.

	
	C1
	Can understand a wide range of demanding, longer texts, and recognise implicit meaning.  Can express him/herself fluently and spontaneously without much obvious searching for expressions.  Can use language flexibly and effectively for social, academic and professional purposes.  Can produce clear, well-structured, detailed text on complex subjects, showing controlled use of organisational patterns, connectors and cohesive devices.

	Independent User
	B2
	Can understand the main ideas of complex text on both concrete and abstract topics, including technical discussions in his/her field of specialisation.  Can interact with a degree of fluency and spontaneity that makes regular interaction with native speakers quite possible without strain for either party.  

	
	B1
	Can understand the main points of clear standard input on familiar matters regularly encountered in work, school, leisure, etc.  Can deal with most situations likely to arise whilst travelling in an area where the language is spoken.  Can produce simple connected text on topics which are familiar or of personal interest.  Can describe experiences and events, dreams, hopes and ambitions and briefly give reasons and explanations for opinions and plans.

	Basic User
	A2
	Can understand sentences and frequently used expressions related to areas of most immediate relevance (e.g. very basic personal and family information, shopping, local geography, employment).  Can communicate in simple and routine tasks requiring a simple and direct exchange of information on familiar and routine matters.  Can describe in simple terms aspects of his/her background, immediate environment and matters in areas of immediate need.

	
	A1
	Can understand and use familiar everyday expressions and very basic phrases aimed at the satisfaction of needs of a concrete type.  Can introduce him/herself and others and can ask and answer questions about personal details such as where he/she lives, people he/she knows and things he/she has.  Can interact in a simple way provided the other person talks slowly and clearly and is prepared to help.


Table 4.  ‘Can do’ statements for each of the fundamental levels of the CEF

The reference framework has some clear advantages.  It is sufficiently context-free, ‘in order to accommodate generalisable results’ (ibid., p. 21).  It is also context-relevant, or relatable to and ‘translatable into each and every relevant context’ (ibid).  What is more, it is user-friendly, in the sense that it can be used by all teachers, course designers, examiners and textbook writers to suit their purposes (ibid, pp. 37-9, 43-4).  In particular, the detailed descriptors of each level refer to different aspects of proficiency as they relate to the corresponding communicative competence, the domains of language use, the production and reception of different types of texts and the strategies employed for carrying out the tasks to be accomplished in each case (see 1.1.2 above).  They have been specially constructed so that they are unambiguous and ‘transparent, useful and relevant by groups of non-native and native speaker teachers from a variety of educational sectors with very different profiles in terms of linguistic training and teaching experience’ (Council of Europe, 2001: 30).

But perhaps the greatest advantage of the framework is its ‘branching flexibility’.  This means that the framework draws the big picture, which can be further exploited by individual teachers to suit the purposes of their own teaching situation.  Thus, for example, teachers employed in the primary sector (or those who teach so-called ‘survival English’ to adults, e.g., tourists) might need to elaborate a milestone that can be scaled below level A1 (‘beginners’, or ‘elementary’).  It is also possible to ‘expand’, or branch out, all levels, so that they correspond exactly to different teaching and testing situations.

2.3 Profiling whole classes

Looking at the entire classroom, Woodward (2001: 19-21) suggests the following descriptive parameters (Tables 5 and 6 below are roughly based on her suggestions):

	(i)  Features readily available

	Number of learners 
	choice of room, seating arrangement

	Sex ratio
	establishing teacher-learner matching and inter-learner balance during pair-/group-work 

	Age range
	‘different energy levels, concentration spans and choices of topics’

	Mother tongue
	similar or different among learners (monolingual vs. multilingual classes)

	Nationality 
	learners’ ‘politics, cultural conventions, prejudices and expectations’ (that might emerge in multilingual classes)

	Other languages learners speak
	establishing learners’ previous language learning experiences (monolingual vs. multilingual classes)

	Target language level
	establishing learners’ competence in English—placement tests, other exams

	Learners’ perceptions of their own competence
	establishing different learners’ levels of self-confidence

	Profession and/or other interests
	establishing what motivates different learners

	Books and materials currently and previously used
	establishing coursebook ‘history’

	Learners’ target situation
	establishing nature and purpose of tuition (e.g., ESP, TENOR, testing-oriented, etc)

	Educational background
	establishing learners’ L1 reading/writing skills

	Other commitments during the course
	time/energy devoted to classes and homework; establishing how stressed/relaxed learners are

	View of the course
	learners’ perceptions about own progress; processes of matching their expectations

	(ii)  Features that take longer to find out

	Group dynamic and personality
	seating arrangement; attendance/noise levels

	Learner styles represented in the group
	‘dominant sensory channel’ (learning best by seeing, hearing, touching, etc); ‘type of intelligence’ (musical, kinaesthetic, interpersonal, spatial, etc)

	Learners’ perceptions of their own competence
	establishing different learners’ levels of self-confidence


Table 5—Profiling whole classes: General characteristics
	Heterogeneous classes
	classes mixed on the basis of learners’ ‘language skills, levels, age, academic background, mother tongue, sex, personality, language aptitude, learning style’ etc.

	One-to-one classes
	tuition that involves one learner and one teacher; decisions regarding learner’s/teacher’s loneliness or boredom

	Very large classes
	can vary depending on what ‘feels’ large for each teacher; decisions regarding crowd control and group work

	Exam classes
	pros: clearly articulated syllabi, motivated learners;  cons: mismatch between exam’s required and learners’ real competence, restricted genuine language learning, ‘unbalanced diet of exam type tasks’ (Woodward 2001: 222)

	Substitution classes (teacher stand in for a colleague)
	cons: short notice, unfamiliarity with learners, unfamiliarity with syllabus; pros: variety in teaching experience gained

	Meagrely resourced classes
	characteristics: fixed seating arrangement, lack of boards or display surfaces, scarcity of books or copying facilities available


Table 6—Profiling whole classes: different class types
Woodward also refers to other factors that might affect the way different classes (or even the same class) operate, for example, issues of unpredictability (such as ‘hijacks’, i.e. lesson interruptions due to things that learners say or do—p. 236), classes with learners who do not get on, or undisciplined classes.  Also, the role and status of English language teaching within the institution and the overall ‘organizational culture’ is also important (Woodward 2001: 212-3).
2.4 Profiling instructional sequences
As far as teaching itself is concerned, Woodward mentions four of the commonest instructional sequences, which can be found (either in isolation or in combinations) in numerous coursebooks and teacher training courses (2001: 123-128).  Let us take a brief look at each one of them.

One such sequence, the ‘TTT’ (or ‘Test, Teach, Test’) begins with the teacher discovering what learners already know and are able to do in a certain area.  It then concentrates on teaching learners some of the things (which may be a particular skill or sub-skill) that they apparently cannot do.  The sequence ends with the teacher checking to see if learning has taken place.  This procedure focuses on gauging learners’ specific and immediate competence in a particular aspect of the target language and, at its best, it can be used in short-term or intensive language courses.

Another instructional sequence is the so-called ‘pre-, while-, post’ procedure.  It is typically used in the teaching of the so-called receptive skills (i.e., reading and listening) and their corresponding sub-skills.  The sequence follows a strict chronological frame (the ‘prospective’, ‘on-line’ and ‘retrospective’ frame, according to Rost 1990) and aims at raising learners’ awareness of and interest in a particular subject and introducing them to core vocabulary (‘pre-stage’), carrying out a series of activities that involve these skills or sub-skills (‘while-stage’) and evaluating and discussing these activities with reference to other skills (‘post-stage’).  The framework has a strong communicative element and can serve a wide variety of teaching and learning situations.

A third methodological sequence is the so-called ‘PPP’, or ‘Presentation, Practice, Production’.  It

involves setting up a situation, eliciting or modelling some language that fits the situation, having students practise the new language in a controlled way and then encouraging students to use the new language in a freer way either for their own purposes and meanings or in differing, artificially constructed contexts.

Woodward (2001: 126)

The presentation stage exposes learners to the new language to be learned.  This essentially involves the teacher explaining a language point (which may be grammatical, notional/functional or linguistic) either in an inductive way (i.e., by presenting an example followed by the rule) or in a deductive way (i.e., by presenting the rule followed by an example) (Spratt, 1985).  During the practice stage, the point is practised by learners in a strictly controlled manner (which involves a lot of repetition, immediate correction and manipulation by the teacher).  Finally, the production stage involves learners in producing more natural interactions in a relatively less controlled environment (which also gives them the opportunity for more creative usage of the learned language).  Although the PPP (and, in particular, its ‘practice’ component) has been criticised, it still holds strong in many teaching situations ands can have many variations, depending on the level of the learners and the overall approach to learning (for a review, cf. van Els et al., 1984).

Finally, the ‘TBL’, or ‘Task-Based Learning’ sequence works on the assumption that focussing on language structure is not enough and that naturalistic exposure to and use of the language has to be prioritised, in order for learning to be driven forward.  This, it is claimed, is possible by emphasising the carrying out of activities, or tasks, that are designed to engage learners in language-using work.  One form of the TBL sequence is as follows (Willis, 1994, 1996):  first, the topic or task is introduced (e.g., by brainstorming);  then, the task is carried out (in groups or pairs, ideally without teacher intervention or overt correcting—during this stage, the teacher acts as an advisor and monitors what is going on, making notes for his/her final report);  when the task is over, the learners present the outcome of their task to the class (with the teacher acting as chair and commentator, but does not overtly correct learners);  finally, when the learners finish their reporting, the teacher provides his/her own input and goes on to review and practice those issues that may have come up (e.g., grammar, lexis, communication, etc.) with the learners (for recent comprehensive reviews of the TBL framework, cf. Skehan, 2003;  for lesson planning procedures, cf. Estaire & Zanon, 1994;  for a wider perspective, cf. Ellis, 2003).
3. Language skills: a macro and micro perspective

The basic skills in language communication are four:  reading, writing, listening and speaking.  These are commonly referred to as the four macro-skills.  In each skill it is possible to describe activities that isolate specific elements and make specific demands on the language user in terms of the embedded competence that needs to be applied. These are known as micro-skills.
3.1 Listening micro-skills

There are many taxonomies of the listening micro-skills.  Perhaps the most detailed one is provided by Richards (1985) and is presented below:
“Conversational Listening”
(each micro-skill definition begins with ‘ability to’)
· retain chunks of language of different lengths for short periods

· discriminate among the distinctive sounds of the target language

· recognize the stress patterns of sounds

· recognize the rhythmic structure of English

· recognize the functions of stress and intonation to signal the information structure of utterances

· identify words in stressed and unstressed positions

· recognize reduced forms of words

· distinguish word boundaries

· recognize typical word order patterns in the target language

· recognize vocabulary used in core conversational topics

· detect key words (i.e., those that identify topics and propositions)

· guess the meanings of words from the contexts in which they occur

· recognize grammatical word classes (parts of speech)

· recognize major syntactic patterns and devices

· recognize cohesive devises in spoken discourse

· recognize elliptical forms of grammatical units and sentences

· detect sentence constituents

· distinguish between major and minor constituents

· detect meanings expressed in different grammatical form/sentence types (i.e., that a particular meaning may be expressed in different ways)

· recognize the communicative functions of utterances, according to situations, participants, goals

· reconstruct or infer situations, goals, participants, procedures

· use real world knowledge and experience to work out purposes, goals, settings, procedures

· predict outcomes from events described

· infer links and connections between events

· deduce causes and effects from events

· distinguish between literal and implied meanings

· identify and reconstruct topics and coherent structure from ongoing discourse involving two more speakers

· recognize markers of coherence in discourse, and to detect such relations as main idea, supporting idea, given information, new information, generalization, exemplification

· process speech at different rates

· process speech containing pauses, errors, corrections

· make use of facial, paralinguistic, and other clues to work out meanings

· adjust listening strategies to different kinds of listener purposes and goals

· signal comprehension or lack of comprehension, verbally or non-verbally

“Academic Listening” (Listening to Lectures or other monologues)

· ability to identify purpose and scope of lecture

· ability to identify topic of lecture and follow topic development

· ability to identify relationships among units within discourse (e.g., major ideas, generalizations, hypotheses, supporting ideas, examples)

· ability to identify roles of discourse markers in signalling structure of a lecture (e.g., conjunctions, adverbs, gambits, routines)

· ability to infer relationships (e.g., cause, effect, conclusion)

· ability to recognize key lexical items related to subject/topic

· ability to deduce meanings of words from context

· ability to recognize markers of cohesion

· ability to recognize function of intonation to signal information structure (e.g., pitch, volume, pace, key)

· ability to detect attitude of speaker toward subject-matter

· ability to follow different modes of lecturing: spoken, audio, audio-visual

· ability to follow lecture despite differences in accent and speed

· familiarity with different styles of lecturing: formal, conversational, read, unplanned

· familiarity with different registers: written versus colloquial

· ability to recognize irrelevant matter: jokes, digressions, meanderings

· ability to recognize function of non-verbal cues as markers of emphasis and attitude

· knowledge of classroom conventions (e.g., turn-taking, clarification requests)

· ability to recognize instructional/learner tasks (e.g., warnings, suggestions, recommendations, advice, instructions)

3.2 Speaking micro-skills 

The Common European Framework provides an exhaustive list of the various micro-skills and relates them to the various proficiency levels.  The following is a brief list of micro-skills related to speaking (adapted from Council of Europe, 2001: 58):

· reading a written text aloud;
· speaking from notes, or from a written text or visual aids (diagrams, pictures, charts, etc.);
· acting out a rehearsed role;
· speaking spontaneously;
· singing.

3.3 Writing micro-skills
The following is a brief list of micro-skills related to writing (adapted from Council of Europe, 2001: 61):
· completing forms and questionnaires;
· writing articles for magazines, newspapers, newsletters, etc.;
· producing posters for display;
· writing reports, memoranda, etc.;
· making notes for future reference;
· taking down messages from dictation, etc.;
· creative and imaginative writing;
· writing personal or business letters, etc.

To these we could add summarising, paraphrasing, transcribing, transcoding, etc.

3.4 Reading micro-skills 

The following is a brief list of micro-skills related to writing (adapted from Council of Europe, 2001: 68):
· reading for general orientation;
· reading for information, e.g. using reference works;
· reading and following instructions;
· reading for pleasure.

The language user may read:

· for gist;
· for specific information;
· for detailed understanding;
· for implications, etc.

3.5 Integrating the four skills

The Common European Framework presents the following list of interactive activities that integrate speaking and listening micro-skills (adapted from Council of Europe, 2001: 73):

· transactions
· casual conversation
· informal discussion
· formal discussion
· debate
· interview
· negotiation
· co-planning
· practical goal-oriented co-operation

Furthermore, interaction through the medium of written language includes the following examples of activities (adapted from Council of Europe, 2001: 82):
· passing and exchanging notes, memos, etc. when spoken interaction is impossible and inappropriate;
· correspondence by letter, fax, e-mail, etc.;
· negotiating the text of agreements, contracts, communiqués, etc. by reformulating and exchanging drafts, amendments, proof corrections, etc.;
· participating in on-line or off-line computer conferences.

The CEF also refers to a set of so-called ‘mediating activities’, during which  the learner does not so much express his/her own meanings, but acts as an intermediary between interlocutors who are unable to understand each other directly.  Examples of mediating activities include spoken interpretation and written translation as well as summarising and paraphrasing texts in the same language, when the language of the original text is not understandable to the intended recipient, for example (the following lists are adapted from Council of Europe, 2001: 87):
Oral mediation:

· simultaneous interpretation (conferences, meetings, formal speeches, etc.);
· consecutive interpretation (speeches of welcome, guided tours, etc.);
· informal interpretation:
· of foreign visitors in own country
· of native speakers when abroad
· in social and transactional situations for friends, family, clients, foreign guests, etc.

· of signs, menus, notices, etc.

Written mediation:

· exact translation (e.g. of contracts, legal and scientific texts, etc.);
· literary translation (novels, drama, poetry, libretti, etc.);
· summarising gist (newspaper and magazine articles, etc.) within L2 or between L1 and L2;
· paraphrasing (specialised texts for lay persons, etc.).

3.6 Skills integration using video-enhanced technologies
Hill (1999: 7) discusses some important points that we should keep in mind and take into account when we plan listening activities with the aid of the video: 

a) ‘Learners can process far more vocabulary/language if they are not being asked for an oral response. [Activities should therefore be] designed to promote gist understanding and active listening without the intrusion of oral production’.

b) We must also be cautious when using video so that we do not demand the performance of tasks that are too difficult for our learners. We need to build up their confidence, not destroy it.

c) We should avoid the question-answer mode because it is quite a demanding process for our learners to answer a question based on a video programme.

d) ‘In the world outside language learning, we spend more time on activities using receptive skills than active oral and written skills’.

e) It is also important to distinguish between ‘gist comprehension’ and ‘active listening’ or ‘listening to learn’. In the ‘real’ world, listening usually involves listening for information. What we say is more important than how we express it. In other words, we focus more on the content. However, in language learning, we need to focus on the form of the language, not just on the message being conveyed. This means that teachers need to create listening activities that ‘actively involve the learner in becoming aware of the  ‘how’ as being as important as the ‘what’.

In sum, it is crucial to remember that proficiency in a foreign language is more effectively and efficiently acquired when the following conditions apply (adapted from Tschirner, 2001):
1. Learning is situated, i.e., it is application-oriented and it serves practical needs. The contexts in which students learn are similar to those in which they will apply what they have learned. 

2. Input oriented learning of the FL is emphasized. Input processing in listening comprehension plays an important role in the development of general communicative competence and in acquiring speaking competence.

3. Output oriented learning (output processing) of the FL is encouraged. Speaking competence is developed through interaction. Input is necessary but not sufficient for developing productive competence. Productive competence needs to be learned separately.

4. The cultural component of FL competence is promoted. To be useful, FL skills need to be augmented by cultural knowledge. Cultural competence, e.g., knowing how to interact with whom or how to be polite, is an integral part of communicative competence.

5. A focus on form is fostered. A purely content-based approach is not sufficient for language acquisition to result in native-like speech. The latter may occur only when the learner's attention is directed towards the linguistic form in addition to the meaning it encodes.

6. Storage in memory of meaningful and situated sequences of sounds and words is promoted. Oral learning begins with storing meaningful and situated sequences of sounds and words. When sound and word sequences have been stored in memory in very large numbers, they are analyzed internally, i.e., subconsciously and automatically. FL phonological and morpho-syntactic competence may be a result of the internal analysis of such memorized forms.

7. Affective needs of learners are taken care of. Language learning is strongly linked with emotions. Emotions influence learner motivation and what is learned and how it is learned.

4. Video material for language learning

According to Bettes (1994), there are three successive levels of technology integration in education (Bettes, 1994):

1. the tool level

2. the resource level
3. the integrative level.

In this light, it is important for course designers of language learning programmes which integrate technology to think about and decide on the following:

· the appropriate and effective methodology that would pedagogically integrate the selected technology;

· the relevance and authenticity of the materials to be used;

· the relevance and authenticity of the learning tasks to be set;
· the changing role of the teacher and the learner

In what follows, we present an overview of a number of ways in which educational technology (and, more specifically, video-enhanced technology) can be effectively implemented in language learning.

4.1 Features and roles of video
According to Allan (1985: 48-49), video

· presents realistic ‘slices of life’ into the classroom,

· gets students talking,

· provides visual support to the verbal message,

· offers variety and entertainment.

In her overview of the role of video in language learning, Willis (1983: 45) posits that video can be used as a means of:

· presenting new language items in short, well-contextualised situations illustrating meaning and use leading to practice of these forms;

· showing target situations that students can re-enact using their own words;

· giving learners practice opportunities in realizing different realisations of similar functions;

· illustrating target language in use in a far wider variety of relevant situations;

· providing material for simple transcoding;

· exposing learners to larger chunks of language which they may not initially understand but which illustrate typical text structures and allow practice in comprehension skills and strategies;
· providing material of which the content is relevant to students’ needs and interests (for the purpose of information retrieval activities);
· providing material to act as a stimulus for freer classroom activities.
In a similar vein, Stempleski & Tomalin (1990: 3-4) see video ‘as a language teaching aid [which] is a crucial addition to the teacher’s resources’ for the following reasons:
· ‘The combination of moving pictures and sound can present language more comprehensively than any other teaching medium’. The use of video in the language classroom can motivate students, and it can also take them into the lives and experiences of other people.
· ‘A video sequence used in class makes students more ready to communicate in the target language’. Many communication activities can take place on the basis of video.
· Video allows learners to study the non-verbal aspects of communication (i.e., gestures, expression, posture) in detail.
· Many video sequences are also a rich source for cross-cultural comparison. Learners, in other words, have the opportunity to observe differences in cultural behaviour.

4.2 Classification and features of video materials
It is possible to distinguish between scripted and off-air materials.  Scripted materials are especially designed for non-native foreign language learners with an aim towards exposing them to discourses that are appropriate for specific levels (see section 2.2 above) and can be used as stimuli for language production.  On the other hand, off-air materials are broadcast materials intended for native-speaker audiences.  When integrated in foreign language learning, such materials are appropriate mainly for skills development (e.g., listening) and the stimulation of classroom discussions or debates.  They could also contribute to an integrated skills approach if the information conveyed or the topic presented in the selected video is also treated with reference to reading, writing and speaking tasks.

Let us consider each type a little more closely.

From the perspective of their linguistic content, scripted video materials can be based on the syllabus of a specific coursebook, in which case they usually follow the unit or chapter progression and are structured around a particular language learning syllabus. They can consist of disconnected episodes or be based on a storyline (e.g., by adopting a serial or soap opera format).  On the other hand, they can be “standalone” videos, following no specific syllabus, and can also consist of disconnected episodes or be based on a storyline.  In each case, they have a set purpose of use (e.g., presenting aspects of the language to be learned, presenting the native speaker country and its culture, telling stories, presenting topics) and a specified target audience (e.g., General English, ESP, Young Learners, etc.).

Regarding off-air video materials, there have been various classifications.  Tables 7 and 8 present two such classifications.
	General categories
	Subcategories

	Drama (video with scripted dialogue and/or dramatic elements)
	TV soap operas, drama series, plays, situation comedies, feature films

	Documentaries (non-fictional and/or unscripted material)
	TV news programmes, interviews, sports programmes, TV talk shows

	TV commercials
	TV/cinema advertising material, short promotional videos

	Music videos
	Pop music videos, songs/musical numbers from shows/cinema musicals


Table 7—The Stempleski & Tomalin (1990: 7) classification of video materials

	Authentic
	Made for Language Teaching

	Bought or recorded from TV:

· Feature films (fiction)

· Cartoons

· Documentaries

· News/Weather

· Interviews

· Game shows (often based on words)

· Ads/commercials


	Specifically designed for learning the target language:

· General courses

· Listening practice

· Business English

· How to (e.g., presentations)


 Table 8— The Essberger (2000) classification of video materials

One of the key concerns in selecting authentic video materials is their authenticity.  Such authenticity can refer to a many different parameters, related but not restricted to language- and communication- centred issues, such as:

· language density

· speed of delivery
· accent(s) and dialect(s) portrayed
· visual support of verbal message

· visual depiction of reality

· presentation of the language

· story telling and story building
· topic presentation

· creation of an attractive, enjoyable learning environment

· communication of meaning better than other media

· effectiveness of body language

· confidence-building through repetition and imitation

· awareness raising of the culture of foreign-language-speakers
· representation of a positive exploitation of technology

· a takeoff point for varied activities.
To better implement a video lesson with foreign language learners, Canning-Wilson (2000) has posed the following questions for every teacher/course designer:

· How will the language learner benefit from the use of video in the classroom?

· How will the visual component enhance the auditory component?

· Who will select the video? Is it the class, the teacher or the curriculum developers?

· Who decides which language should be exploited from the video?

· How do you plan to exploit the 1-10 minute segment of the video?

· Whose responsibility is it to select key vocabulary and structures from the video?

· Who decides how many times the video is played?

· How can students and teachers develop academic listening and conversational listening activities based on the video?

· How is the video used in a classroom context?

· How does the video support the curriculum?

· Can the comprehension of the video be measured without visual or auditory support?

· Can the video help students develop their listening skills?

· What is the educational purpose for showing the video? How will you later assess its effectiveness with the learners’ ability to comprehend information?

4.3 Viewing techniques
Tomalin (1990: 10-29) presents ten viewing techniques whereby video sequences can be effectively exploited (see Table 9).

	Techniques
	Definition
	Educational objective

	Silent Viewing


	Playing the video extract with the sound turned down.
	Learners absorb the content of the sequence and formulate in their mind what is being said.

	Freeze Frame


	Pressing the Pause button on the VCR to ‘freeze’ the picture on the screen.
	Learners look more closely at individual images or utterances within a sequence.

	Role play


	Learners use their own words and personalities to act out the situation they have watched on the screen.
	Learners are able to transfer language from the situation on the screen to their own usage.

	Behaviour Study


	It focuses on the non-verbal ways in which people express themselves (e.g. facial expressions, gestures, posture).
	It sensitises learners to conventions of behaviour in another culture.

	Prediction


	The teacher stops the video and elicits from the students what happens or what is said next.
	A method of developing comprehension. It is also valuable for promoting discussion and fostering speaking skills.

	Thinking and Feeling


	It focuses on the thoughts and emotions of the characters in a video sequence, and their relation to what is said.
	Recognising emotions through video sensitises learners to the importance of register and provides opportunities for speaking practice.

	Sound Only


	Listening to the video and imagining the picture.
	It provides practice in describing things or people, identifying things or people by their description and following an oral description of something.

	Watchers and Listeners


	Half the class watch the screen and the other half listen. Then the watchers explain to the listeners what they have seen.
	It provides practice in speaking, observation and accurate reporting.

	Telling the Story


	Learners watch the end of a video sequence and try to construct the story that led up to it. Then they watch the whole sequence to see how close their story was.
	It stimulates oral and written composition.

	Culture Comparison


	Learners focus on differences and similarities between the mother-tongue culture and the culture of an English-speaking country.
	Learners make comparisons between their own culture and the culture of the language being learned. This technique can also stimulate class discussion.


Table 9—Viewing techniques (after Tomalin, 1990)

Allan (1985:36-37) presents two additional techniques, ‘viewing straight through’ and ‘viewing in sections’.  The first technique involves using the video just like a TV set and showing a programme straight through from beginning to end.  In this case, of course, the teacher will have to introduce the topic first and set some general questions before students watch the video.  In the ‘viewing in sections’ technique, the video programme is broken up into sections and learners are guided through it one section at a time.  Stempleski & Tomalin (1990:16) add the ‘jumbling sequences’ technique, where learners view each section of a sequence, presented to them out of sequence.  They then have to decide what has happened or will happen in each case and fit the sections into an appropriate order.

4.4 Selecting video materials for the language classroom
In the light of the above, it is crucial when developing a video-enhanced language learning course to select our video materials by taking into consideration the following:
Content 

· Is the thematic, aesthetic and emotional content of the program relevant to the scheme of work and/or the learners’ needs and interests? 

· Is it age-appropriate? 

· Does it suggest a range of activities which will stimulate your students? 

Language (varieties / linguistic repertoires / domains of language use)

· Does it provide good clear models for replication/analysis? 

· Is the language used relevant to students and their needs? 

· Is it of an appropriate level, given the tasks you are setting? 

Motivation 

· Will the overall design in this program appeal to the target group of learners? 

· Is it an appropriate style or genre? 

· Does it provide a range of different speakers? 

· Are the people in the program interesting? 

· Does it provoke learners to wish to interrupt to ask questions or add comments? 

· Does it push them to do further research/discussion on the topic? 

Quality 

· Are the examples of the target language relevant and clear? 

· Does the program present good models of pronunciation and intonation? 

· Does it feel like a ‘real’ program?

· degree of visual support

· clarity of picture and sound

· density of language

· speech delivery

Relevance of context 

· Do the visual elements help clarify the language appropriately through context clues? 

· Does the program offer any support for comprehension in the form of writing (e.g. subtitles or captions)? 

· Can students relate to this context, make appropriate C1/C2 comparisons? 

Flexibility 

· Are the segments of the program of the right length for this group? 

· Can you change your use of the document to meet the needs of different groups of students? 

Culture 

· Is the program clearly sited in the target language culture? 

· Are the images supportive of developing cultural awareness? 

· Are the cultural images in line with what the teacher aims to present? 

Ease of use 

· Can you segment the document easily for use in class? 

· Is there a counter for finding your place? 

Other possible criteria? 

· Does the material provide an appropriate gender balance? 

· Is there an appropriate multicultural mix? 
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PART TWO: Subtitling and language learning
5. Definitions

5.1 Audiovisual text

If we accept a text as a speech act or, more broadly, as any instance of communication, we will conclude that an audiovisual (AV) text is a communication act involving sounds and images. One of the main issues in the definition of AV text, and even ‘text’ plain and simple, is whether the presence of linguistic constituents is an absolute must. Can we still speak of text (and translation) if there are no words involved? And if words are an essential component, are they the only component? If they are not the only component, what is the minimum proportion of verbal elements that is required?

Let us think for a minute of cartoons, on paper or film, where there is not a word to be seen or heard. Even when there are no words, these cartoons seem to fit well into what we intuitively think of as a text. Among other things, a story of some sort is told; there is an author, a reader or viewer (a text user), often a beginning, a middle, and an end; there are characters, there is action and description, often accompanied by food for thought and a moral. But if a series of pictures is a text, then what about a single picture? There are many newspaper cartoons made up of only one drawing.

Now, let us think of a painting. A painting is also a single picture. But we do not normally think of a painting as a text – unless it is pointed out or we think carefully about the matter, as in cultural studies for instance – although most paintings have a story of some sort to tell (you can ask a child to tell you about their drawing or read bulky specialised literature on the semiotics of the visual arts throughout history and across the world). The issue of the picture as text (or not) raises the question as to whether the object world represented in many pictures should or should not also be considered as possessing text-like qualities. Indeed, an object (animal, vegetable, or mineral) is not necessarily a text, but under certain conditions its presence might be perceived as related to somebody trying to communicate something through that object, either as a symbol or part of a special code-system. On the other hand, our perception and understanding of the object world is greatly influenced by our cultural background, which includes the texts we have been exposed to (e.g. conversations, books, posters, lectures, and mass media). This means that a book may be seen as a text (something to read) or an object (its physical properties), and also as a possession, a commodity with its personal, social or market value. A garment may be seen as an object (something to wear), a commodity (something to buy or otherwise own), or as a text (a statement of one’s cultural background, trendiness, mood, taste, daring, degree of self-consciousness, social standing, identification with brand names, likeness of thinking, among many others). 

Moving pictures fit this scheme in a rather more complicated way. Firstly, there is the whole question of how to interpret objects (audio as well as visual) recorded onto the film. Secondly, the object nature of a film points to what it is recorded onto, celluloid or videotape, but we might also have to think of all of the projecting devices, including the screen, of course. The text is the projection of the film onto the screen for a given audience. The possession feature has several aspects: the owner of the rights to sell and hire; the owner of a licence to exhibit in public; the owner of a copy for personal use. The issue of rights unfolds to television rights, cinema screening rights and videotape/DVD renting or selling rights.

If we examine many of the features that are supposed to define textuality, we see that they can be presented by nonverbal means as well as by words. Thus, there are nonverbal means of achieving cohesion, coherence, intentionality, informativity, acceptability, intertextuality, and complying with situationality conditions.1 Many people do actually think that we can ‘read’ a painting or even a sculpture, that these things (object-texts) have a ‘statement’ to make on behalf of their authors. It has to be said, as a starting point, that there are verbal texts and non-verbal texts, and that there are texts that combine both verbal and nonverbal signs. If we accept this, the next step is to find out what kinds of relationships can be established between verbal and nonverbal signs within a text. Do they run along parallel lines, almost independently, or do they intertwine in a complex mesh that cannot be undone without destroying the essence of the message or without compromising intended textuality? In film translation, the former was often perceived to be the case; the words were meant to be translated as if they were one side of a coin, ultimately physically bound to the picture, but looked at separately.

From this point of view, there has been an acceptance that certain words, even phonemes, have to appear at certain points in the film because they ran parallel to certain pictures, hence the whole concept of synchronicity. But there has been little awareness of the possibility that verbal signs combine in various ways with other sounds and images to make up different patterns of cohesion, intertextuality and the other features of textual structure and meaning. This led to the proposal of the theoretical concept of ‘constrained’ translation (Mayoral, Kelly, Gallardo, 1988). The reasoning behind this proposal is that in translating the words of a film, one is up against the same situation as translating any other written form of communication plus the additional constraint of having to synchronise the words of the translation with the picture (and, presumably, the original sound effects), i.e. having to place the string of words alongside the parallel movement of the picture. The concept of constrained translation has had a rather negative effect since to some it seems to imply that such phenomena could not be regarded as translation proper, since translation proper must deal exclusively with words, whereas certain modes of translation had to account for other problems which translation theorists were not interested in considering yet. So, the concept of constrained translation has sometimes been used as a label to brand any variety of translation that forced the unwilling theorist to consider the important role of nonverbal elements, including the translation of songs and comics. It thus becomes necessary to beware of theorists who have a tendency to exclude certain types of text from their theory because they are complicating factors and mess up neat simplified accounts of what translation is or should be. 

Another problem in making general claims about translation is a lack of awareness of the existence of other text-types or, similarly, when there is an attempt to shove square pegs through round holes. Sometimes the theory is built around a single text or text type, e.g. the Bible. Another damaging practice, especially for a unified account of audiovisual translation (AVT) is to isolate literary theories of translation and non-literary theories, the implication being that it is not interesting or possible to theorise about both at the same time. A similarly problematic attitude is to start at the core, whatever that may be (usually novels, religious texts, legal documents, scientific papers, news reporting), and then use that as an excuse to put off studying more peripheral instances of translation, whatever they may be (e.g. poems, songs, small talk). Contrary to this, we find Holmes’ (1972) proposal of partial theories, all of which are seen to be useful contributors towards building a general theory. It is small wonder that screen translation received little attention, it was not really literary translation, it was not really non-literary translation, it did not fit very well into most so-called linguistic theories of translation, with the small exception of Fodor’s (1976) study of articulatory phonetics, and its possible application towards a better understanding of lip-sync. Screen translation did not fit into text-type classifications or language-function categories which dominated the Translation Studies (TS) scene for several decades. 

5.2 The nature of the audiovisual text and its translation

An AV text is a mode of communication that is distinct from the written and the oral modes, although it may not be easy to draw a clear borderline between the audiovisual and other modes. Even so, I am proposing that it is possible to map AV texts, types of AV texts and parts of them (Zabalbeascoa, 2001a: 119) on a plane defined by the following coordinates: a cline that indicates the presence (amount and importance) of verbal communication in proportion to other semiotic forms of expression; another cline for measuring the relative importance of sound in the audio channel weighed against visual signs.

According to this scheme (Figure 1), the area that is closest to the centre of both clines (area X) is where one would expect to find prototypical instances of the AV text, in which semantic, semiotic and pragmatic meaning is conveyed through both audio and visual channels and both verbal and non-verbal sign systems or codes (Figure 2). To move away from this centre entails that greater importance is being awarded to one channel over the other and/or the verbal sign system over non-verbal forms of expression (or vice versa). For example, a ‘writer’s’ film tends to favour the importance of the words heard (when there is no subtitling involved) over the musical score or the picture, so many of its scenes would appear nearer audio-verbal corner (area Y). The visual-non-verbal corner (area Z) indicates a kind of film, commercial or documentary, with pictures as its main constituents, giving little or no importance to verbal communication.
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Figure 1 The double axis of the audiovisual text

I further illustrate X, Y, and Z with examples from British television comedy. For X, The Black Adder (1983) is one of many programmes written specifically for television and home video. For instance, there is a scene where Lord Black Adder tells his servant to ‘Get the door, Baldrick’, after a while Baldrick comes back with the door under his arm. The obvious difficulty involved in translating this joke arises for those languages that do not have an expression that can be interpreted idiomatically (and plausibly) as ‘answer the door’ and literally (and implausibly) as ‘fetch the door’. 

For Y, Yes, Minister (Antony Jay et al., 1980) was originally written for the radio, and was later adapted to the television due to its tremendous success. The result is that the essential part of the programme still remains the dialogue, and not surprisingly there is a book version that is just as entertaining. There are practically no sound effects and the picture could easily be considered as supportive of the words and a concession to the audiovisual medium. A typical joke in this series is developed and carried through exclusively on the verbal plane, i.e. it would not be any less effective if read in a book, though the actors’ appearance, performance and delivery are no doubt important ingredients of any joke. This is the case of the following one-liner: ‘A Minister with two ideas? I can’t remember when we last had one of those’, says one civil servant to another.

Buster Keaton, Harry Langdon and Charlie Chaplin’s silent-film performances provide excellent examples of Z and there are also instances of silent television, not due to technical constraints, of course, but as the result of a motivated choice. Mr Bean (John Birkin et al., 1990) is a programme with an extremely marginal presence of verbal communication, and by and large it fits quite well in the category of AV texts that are not ‘talkies’.

When interpreting words, pictures and other text items during the translating process, it seems important to be aware of what types of relationships can be established between them, whether they appear simultaneously, contiguously or separated by a considerable lapse of time. Below (Table 1) there is a proposal (Zabalbeascoa 2003: 315) of some of the types of relationships that any number of text constituents might relate to each other by, regardless of whether they belong to different or the same channels and/or codes (verbal or non-verbal sign systems).

	Complementarity: when the various elements (verbal, visual or whatever the combination happens to be) are interpreted interdependently, i.e. they depend on each other for a full grasp of their meaning potential and function(s). 

	Redundancy: repetitions (total or partial) that are regarded as unnecessary, superfluous or dispensable. Repetition may appear on the same level – a repetition of words or, sounds, or images – or may occur on different levels, as when a word is replicated by an image. Sometimes, in advertising for example, an apple may be referred to by a picture, by the sound of someone munching an apple, and at the same time by someone uttering the word apple, and the letters that make up the word appearing on the screen. There is a difference between repetition and redundancy. Repetition may be used to alter the receiver’s understanding of the message, it may be used to create a distinct meaning or function to that of the item when not repeated. On the other hand, redundancy is meant to refer only to instances of repetition that do not add or change meaning. Redundancy may be seen as a requisite of certain modes of communication. Thus oral communication tends to be more redundant than written. Alternatively, redundancy might be a symptom of a certain failure on the communicator’s part to communicate efficiently. Redundancy in AV texts, especially when it occurs at different levels, may be due to the text producer’s fear that part of the target audience might miss something through lack of attention, or certain impairment in hearing or in eyesight. This might be the reason why many television commercials are so redundant because their authors do not know where people are looking, what else they might be listening to, or how loud the television is on. Thus, a number of commercials can be perfectly understood with the sound off or without looking at the picture. In this case we also talk of separability.

	Contradiction (or incongruity): defeated expectations, or some sort of surprising combination to create such effects as irony, paradox, parody, satire, humour, metaphor, symbolism. Mock incoherence, whereby incoherence is feigned; for example when a film presents the order of events in a seemingly incoherent manner, or when parody or symbolism involve an artful appearance of incoherence. 

	Incoherence: inability to combine elements meaningfully, or as intended (in the source text or otherwise) because of failings in the script, the directing, the translation (of the script), the subtitling (techniques, norms, display), or the sound (i.e. revoicing, mixing, editing, special effects, music).

	Separability: a feature displayed by elements of a channel or sign system whereby they manage to function (better or worse) autonomously or independently from the AV text, as when the soundtrack is made into a successful audio recording. Free commentary is a type of AVT which, to large extent, depends on the separability of the original scripted words from the picture, i.e. the picture is such that enables a new script to substitute the old one, in order to create a completely different sort of complementarity between word and picture.

	Aesthetic quality: text author’s intention to produce something of beauty by means of a certain combination of elements. If we regard filmmaking as an art form, then it involves combining the visual arts with literature, photography, and music. A translator might deal with certain parts of a text by giving priority to their aesthetic quality, rather than their semantic value.


Table 1 Relationships between AV text items

The relationship of separability (Zabalbeascoa 2001a: 124) is proposed in order to relativise the degree of symbiosis and dependency between certain text items or sets of items. Complementarity is not necessarily unalterable, and constituent parts of a complementary relationship may, at times, be separated from the whole, generally providing a new meaning, and often a new lease of life for the newly independent parts. Of course, the semiotic and pragmatic value of an element or set will change depending on whether or not it appears in the company of other elements also intended for the same AV text. We must admit at the same time that there are cases where a soundtrack, for example, ends up living an independent life from the pictures and film it originated from, providing musical (‘pure’ audio) enjoyment, and most probably new contexts and meanings for the very same (recording) score, songs, voices, and musicians. Further examples of separability are:

‘Decorative’ TV, such as MTV and Fashion TV, or certain sports channels, ideal for shop windows and bars, where the picture is often separable, i.e. seen without any sound or with a different sound source.

Television news, especially 24-hour channels, in which the newsreader and the captions are mutually redundant. Sometimes, these two are joined by the further redundancy of the picture, whereby the audience can understand a news item either by listening, by watching or by reading, i.e. each one is separable.

National anthems, and popular songs: a national anthem is a typical example of a song that can perform its function or be almost as meaningful with the words or without them, i.e. the music is separable from the words, and can stand alone on certain occasions. A trickier example, frequently found in films, and hence a translation problem, is when a song is played in a purely instrumental version because the lyrics, or at least their essence, are assumed to be known by the audience. We might have, for instance, a few bars of the Beatles’ Yesterday to underline the nostalgia of a certain scene or visual composition. 

Films and cartoons: for some films, the musical score is separable from the rest of the film. Conversely, Tom and Jerry type cartoons provide examples of visual stories that hardly need the audio component.

5.3 Subtitle
A caption usually placed at the bottom of the frame or beneath it to be read while viewing an audiovisual text. Although television can use subtitles to provide information which has nothing to do with the picture, subtitle tends to refer, unless otherwise stated, to a caption which is produced in synch, and in coherence, to provide a verbal-nonverbal package, with the picture and any sound, including the original speech that may be what is translated in the subtitle. Lately, there have been some proposals to include non-verbal signs in captions, such as smilies ( and musical notes, especially for specific audiences, like the hard of hearing, as a form of shorthand, though normally the term subtitles tends to imply the exclusive use of alphanumerical characters and punctuation as well as a few formatting conventions, such as italics for off-screen voices.

Thus defined, subtitle does not entail translation just as translation does not entail subtitle. This means that captions can be used (pedagogically or otherwise) within a translation framework, or for a translation exercise, but it can also go beyond that, into other writing practices, and it is important that we bear this in mind.

The main components of a subtitle are: 

· text in one or two lines containing up to 39 characters each
· the time of the video-clip when the text appears
· the time of the video-clip when the text disappears.
6. Types of subtitling

In types of subtitling it might also be useful to remember that subtitles can be optional or not, the viewer can choose to activate or hide them.

Subtitles may cover some part of the picture or appear slightly below it.

Subtitles may make some semiotic use of colour, or not (eg when there is a different colour for each of the main characters).

Subtitles may ‘run along the screen’ or appear in chunks of text that stay fixed n the screen for a few seconds and then disappear.

Subtitles may be ‘engraved’ on the picture, and become inseparable from it, or be recorded, and retrievable, separately. Once subtitles are separable, then they can be separated, of course, but that raises the question of whether they can be read as if they were an independent text, independent from the picture. That really is the proof of “complementarity” and “inseparability”. A written text that is “incoherent”, due to omissions or vagueness, may be so because it is a series of subtitles meant for the screen. Then there is the issue that a written text made up of subtitles may have coherent meaning, but it may not actually be the same as the audiovisual text with the same subtitles.
Subtitling as a term in this proposed framework is the process of adding captions on or below the screen which appear and disappear in synchrony with the video-clip. 
6.1 Intralingual subtitling
In intralingual subtitling no language transfer (translation) occurs, i.e. the language spoken in the video-clip and the language of the subtitles is the same. One of its uses in the professional world is subtitling for the deaf and hard-of-hearing (SDH). 

For the purposes of language learning, intralingual subtitling can be used to focus on listening skills, especially if no script is provided. It can also be used for focusing in writing skills, especially for summarizing, paraphrasing and transcription (see sections 3.1-3.6 above)
It is also appropriate for re-scripting, i.e. a writing task may involve asking students to write captions for the picture/music/sound effects/unintelligible language regardless of the source language verbal contents or in the absence of it. However, this is not exactly intralingual subtitling, but rather L0(L2, whereby L0 is now proposed as no verbal components in the clip, and LU, as Unintelligible/unkown language.
6.2 Interlingual subtitling
Interlingual subtitling implies translation, as the dialogue language is translated into a different language in the form of subtitles.

For the purposes of language learning, interlingual subtitling can be used to focus on listening (especially if there is no script), reading (if the script is provided to the students) and writing (translating) skills. (see sections 3.1-3.6 above)
Often there is a script which is slightly different to the one provided, thus script presence does not entail no listening. Moreover, the script may contain blanks and/or differences, and the student may be asked to listen and watch the clip and point out the differences and/or fill in the blanks. 
7. The use of translation in the classroom
7.1 Arguments against using translation in the FL classroom:

a) Translation is not communicative: students work alone and do  not practice oral Competences

b) It is boring and not stimulating

c) It is not a worthwhile activity to do in class because it is not worth the time invested

d) The translation of literary texts is an anachronism disconnected to students’ reality. It is a return to the past, to the grammar-translation method.

e) It is an unnatural method and too preoccupied about form.

f) It has nothing to do with the way we learn our mother-tongue.

g) Translation is not the objective of language teaching. That would be the aim of a translator training school: language and translation are different disciplines.

h) It is a harmful exercise because it prevents students from thinking in the target language; it creates interferences from as well dependence on the first language.

i) It tends to create interferences in the use of the first language, corrupting it with unnecessary loan words.

7.2 Arguments in favour of pedagogical translation (in response to the previous ones against it)

a) Translation is in itself a communicative act. What is more, it is an irreplaceable form of communication. There are frequent real-life scenarios where communication involves switching from one language to another.

b) There can be individual or team work and translation must always elicit an exchange of opinions.

c) Translation can be oral and on-the-spot, or written and structured, according to the need and the setting.

d) It can be done, in principle, from any source text. Teachers will have a set of criteria to determine the appropriateness of literary or non-literary texts; news stories, medical reports, instructions, warnings, recipes, etc. It is convenient to introduce variety and authenticity, and, adequately contextualized, with all the relevant and necessary background information. Sometimes the real objective might be the work done on the pre- or post translation exercise, introducing and discussing cultural backgrounds and practices, lexical and idiomatic alternatives, and so on.

e) Translation is a perfectly natural and irrepressible activity. Most students feel an urge to find translation equivalents (especially when they are older and more confident in their awareness and command of their own language). This urge should not be repressed but properly guided and counseled so that it will benefit rather than harm. The teacher must strive to find an adequate place and role for students’ mother tongue in the learning process, since mother tongue is the vehicular language for most other learning and many students will not stop until they find an equivalent in their own language for all new items.

f) They way we ‘acquire’ our mother-tongue (or two, for bilinguals) is different to the way one learns a foreign language. To answer the question of whether or not translation should be present in the FL classroom, the simple answer is that it is there whether we like it or not. So, the best solution seems to be to help students to translate wisely, and to show the limitations as well as the potential of translation.

g) Pedagogical translation requires that translation competence never be a learning objective. Translation is seen as a means, a tool, a resource for supplementary materials and exercises, another trick in the teacher’s bag, an idea for things that can be done. What cannot be denied is the close relationship between language and translation. Further research is needed to discover and systematize the relationships that may exist between learning a foreign language and translating. If we were to turn the tables, the question would be how much and what type of foreign-language learning is required in translator training courses.

h) Translation is not or need not be the cause of interference between mother tongue and foreign language. Again, if we turn the tables, translator trainers seem to think that this type of interference is a problem that is prior to competent translating not byproduct or side effect. Thus, translation can actually be instrumental in bringing the nature and causes of interference to the fore, and in doing so prevent their appearance in the future.

i)  Translation helps, just like other aspects of foreign-language learning, towards a better understanding of the nature of one’s own language and culture.

j) It is necessary to correct misconceived ideas that students may have about translation and the equivalences and correspondences that exist between languages.

k) Translation invites discussion and speculation; it is a good starting point to talk about different aspects of language and culture.

l) Translation develops the following skills, essential for any language learning:

m) text analysis and commentary, (improves oral and written comprehension).

n) clarity, economy and variety of style in oral and written expression

o) flexibility, intuition, and creativity both in understanding / interpreting and in expressing oneself.

7.3 Is it possible to apply translation in language learning and obtain positive results?

Yes, but within a methodology that uses other resources and tools as well. It is essential to take into account the characteristics of the teacher and the group of co-learners, which will determine the manner and frequency that are most convenient for the use of translation and as a measure of the success that might be expected.

Does the teacher have an adequate knowledge, practical and theoretical of the students’ mother tongue and/or is familiar with the similarities and differences between the languages involved?

· Does the teacher have any experience in translation practice and theory, and is he/she free of prejudice against the use of pedagogical translation in FL teaching?

· Do all the learners share the same mother tongue?

· Is the teaching/learning developed in an environment whose main language is different to the one the students are learning?

· Is there any possibility that in the future some or all the members of the class wish or must use translation in the profession or activity they are learning the language for?

· Do the students have an age and background that enables them to have a full command of their own language regarding understanding, expressiveness, and accuracy?

If the answer to all these questions or most of them is clearly affirmative, then such a group of students and their teacher might find pedagogical translating a highly recommendable activity. Translation can be very useful in Fl learning but we must not pretend that it is useful beyond a certain point. It should substitute but complement other techniques. Once translation is accepted as a potentially positive contributor to Fl learning the next step is to design a syllabus or methodology (communicative or tasked-based can both fulfill this role) that includes translation-related exercises and activities, which will have to comply with the following conditions:

· Occupy a part of the syllabus that is proportional to its importance and usefulness for the designated course objectives and effective FL training.

· Coordinate it with other techniques and means, some of which have also evolved over the years, for example composition writing, computer assisted language learning, games, and audiovisuals.

The best translation exercises are capable of illustrating, exemplifying and/or demonstrating language features as important as:

· The arbitrary nature of the linguistic sign

· language as a system of signs

· the relationship between language and culture

· the difference between lexicalized expressions, formulae, idioms and terminology, on the one hand, and on the other, a personal, creative, expressive  use of language (both first and foreign)

· the structure and texture of a text, and the variety of text types

· differences in punctuation across languages

· a contrastive study (awareness) of languages

· the close relationship between word order, morphology and meaning

· the importance of other factors, such as context (textual and extratextual) and sociolinguistic and dialectal aspects.

Students are not meant to be studying translation theory or terminology, though it might be an advantage if the teacher is familiar with some of the basic concepts, and has a clear idea of what he/she wants to get out translating activities and how to go about it. It is important to show students how to use bilingual dictionaries/glossaries, and what their limitations are, and how thy can be used to complement monolingual dictionaries, and other sources of information, such as the very text they are working on, or parallel texts. It is important to show how a word depends on its context even more than on its definition in a dictionary.

In Europe, as in other parts of the world, we are surrounded by translations, translated texts and bilingual texts. This has to be exploited as materials for the classroom, and not pretend that it does not exist.

7.4 Assessment

It is not convenient to test students in their competence as translators, since translating must be seen as a means not the main objective, which is proficiency (according to level) of the foreign language in the four basic skills of reading, writing, speaking and listening.

for a FL learner it is interesting to translate but also to be confronted with untranslatable items and the reasons for that. Concrete examples can be used to show the asymmetries between languages, and the fact that we will not always be able to find perfectly satisfactory equivalences. For example, we can use literal translation of certain dialogues to show how they no longer work as coherent dialogues in another language.

An erroneous understanding of what translation is has brought about an abusive counterproductive application of translation in many cases, so many that it caused a strong reaction against the slightest hint of translation and the mother tongue in the FL classroom. Here are some of the most outstanding:

· Absence of a methodology that could integrate translation with other techniques and exercises.

· Too much translation. 

· The translation of artificially created sentences which did not have a text or a context.

· Imply that there is a single correct rendering, and try to get students to “guess” the model translation.

· Absence of error analysis

· Lack of variety and adequacy of the texts for the real needs of the students.

· Ignorance of the difference between:

· professional standards of translation and translating in a learning environment

· pedagogical translation and translator training

· translating into mother tongue or from mother tongue

· translating with or without reference materials

7.5 The use of subtitled audiovisual material in the FL classroom

Various kinds of audiovisual material have been exploited in different ways for many years in order to support student learning. Several authors (e.g. Bates,1985) have described particular attributes of video that render it a powerful medium for learning, such as abstracting information, narrative visualization, recognition and identification by the student. It is now commonplace to say that audiovisual material, with its rich context, is a powerful instructional tool known to have a motivational, attentional, and affective impact on viewers, which in turn facilitates auditory processing (Baltova, 1994). More specifically, the use of subtitled audiovisual material has several advantages, such as:

· provision of simultaneous exposure to spoken language, printed text and visual information all conveying the same message (Baltova, 1999:33)

· promotion of content and vocabulary learning even with relatively inexperienced learners (ibid)

· function of subtitles as a factor which bridges the gap between reading and listening skills (Borrás & Lafayette: 1994)

LvS aims to overcome the shortcoming of passivity by engaging learners in an active way: they have to add subtitles to the material, thus creating a new product. 

7.6 Subtitling as an activity for translation students

The benefits of subtitling for the translation students have been described by researchers, such as Klerkx (1998) and Rundle (2000). According to Neves (2004:127), 

students of translation attending subtitling courses gained skills and language awareness that reflected itself in their performance in other courses and activities. It is believed that this is due to the junction of two elements – translation and audiovisuals – that have been accepted as assets to language learning in general; and to the fact that subtitling calls for a variety of skills that can be improved through well staged activities covering the different steps of the subtitling process.

However, up to now the advantages of subtitling in FL learning as an activity have only been observed and no specific software or material has been designed. The Information and Communication Technologies, offer new tools which allow the projection of audiovisual material with synchronised subtitles, the creation and edition of subtitles, as well as the preparation of the necessary language learning material without the requirement for advanced computer skills on the part of the teacher.
7.7 The specificity of the Audiovisual text
The text to be translated in the kind of activity proposed here has certain characteristics that differentiate it from the “traditional” written text, which is normally used in translation exercises. The features that distinguish the audiovisual text can be summarized as follows (Sokoli, 2005):

· Reception through two channels: acoustic and visual

· Significant presence of the nonverbal element

· Synchronization between verbal and nonverbal elements

· Appearance on screen – Reproducible material
The requirement for synchrony between the components of the AV text described in the following section imposes certain time and space constraints, which render a literal, word-for-word translation impossible. Thus, the learner/subtitler is liberated from the “requirement for faithfulness” and forced to focus on the core of the utterances heard. Moreover, in the case of audiovisual translation, the context (e.g. facial expressions and movements, intonation) can hardly be overlooked, thus obliging the learner to take it into consideration when translating.

7.7.1 What do we mean by audiovisual?

If we have two types of signs and two different channels of communication, we get four different types of signs: audio-verbal (words uttered), audio-nonverbal (all other sounds), visual-verbal (writing), visual-nonverbal (all other visual signs).
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Figure 2 The four components of the audiovisual text

The prototypical audiovisual screen text should presumably satisfy the following three criteria:

(1) A combination of verbal, nonverbal, audio, and visual elements to the same degree of importance. This condition places what is prototypically audiovisual at the centre of the double axis (Figure 1). It is the kind of communication where the text users use their eyesight (to look, to watch and to read) and their ears (to listen to speech and other sounds) throughout the viewing of the AV text. In cases of interactive screen communication, users become interlocutors and use also speech, and possibly writing, and maybe even body language and other semiotic systems like in the case of phone-ins, emails and web-cams. This condition can sometimes be met by certain communicative situations where no screens are present (e.g. classroom presentations), and it is important to remember that some scholars (e.g. Raquel Merino, 2001) defend the idea that audiovisual should not necessarily entail the presence of a screen, and stage productions should be included in a general theory of AVT.

(2) The various elements are meant to be essentially complementary, and as such may be regarded as inseparable for a fully satisfactory communication event. Furthermore, they have been produced specifically for the AV text at hand, or appear to be the only/ best choice of performers/ music/ setting/ words, etc. In other words, the music has been chosen to go with the pictures and words, for example, or any other combination of AV text items made to complement each other, regardless of whether they had been produced prior to their inclusion in the audiovisual production. The music in a film may be original or not, but what matters most, from a textual and communicative point of view, is the relationship established between the music, and the script, and the photography, and how they all add up and combine with each other, so that viewers can interpret them in certain ways.

(3) There are three main stages of production: (a) pre-shooting (script writing, casting, rehearsing, etc.) and/or planning; (b) shooting (including directing, camera operating, make-up, and acting); (c) post-shooting (editing and cutting). We can see that this dynamics changes quite considerably for re-voicing and subtitling, as perceived traditionally, in the sense that the picture and effects were untouchable.

7.7.2 Plotting text items and text types 

Let us see what might happen if we wished to plot texts, text-types or textual items onto the double axis plane illustrated in Figure 3, according to their ‘audiovisuality’ and the importance of verbal constituents. Strictly speaking, an AV text, such as a feature film, could not be without an audio component, or without the visual component, so, categories A and E (the far left and right of the horizontal axis) would fall out of the audiovisual domain, in principle. However, we may not want to be too strict, and it might be theoretically more advantageous to regard audiovisual as having the potential to include, at least at certain points, any combination of audio, visual, verbal and non-verbal elements. The whole range of television commercials, regarding their exploitation of code systems and channels, provide a handy case in point, since some of them have no sound, others use a blank screen, and so on.
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Figure 3 The two axes of audiovisual communication
Below are a series of examples to illustrate what is meant by different combinations of different sign systems and channels and how they might be plotted on the ‘map’ in Figure 3.

1: Basically verbal
1A
Oral speech with no visual contact or aid, no nonverbal sound effects. Voice only, over a public address system or on the radio. 

1B
Oral speech with the presence of paralinguistic facial expressions and body language, some written aids (e.g. posters, badges) may also be present.

1C
As for 1B, plus important written material (writing on blackboard or transparencies, handouts). We might also include in this category those performative acts of reading out sentences or other legally binding documents that must be heard as well as seen.

1D
Group reading lead by someone (e.g. a teacher, a preacher) reading out loud from a book.

1E
Silent reading of a message where layout and format cannot be altered, so they are not regarded as having any potential meaning, e.g. telegram, early email.

2: More verbal than non-verbal
2A
Oral speech with some sound effects (as in coughing or screaming, or otherwise by using audio props or instruments) for greater impact or enjoyment, as in story telling (especially audio books) or some forms of reciting.

2B
Oral communication with some visual props and aids, e.g. traditional television news bulletins, prototypical stand-up comedy.

2C
Oral communication with a great degree of written backup, e.g. a densely subtitled film or a densely captioned TV news programme. Here subtitles and captions may or may not involve translation. Examples of this can be found in the latest trend in 24-hour satellite news channels.

2D
In some television broadcasting the viewer may actually be looking or waiting for the information which is going to appear visually written on the screen, and the sound acts as background, or filling. This is the case of money market information television channels.

2E
Printed newspapers and news magazines where layout and presentation are important, meaningful factors, but the information still comes mostly from the words.

3: Both verbal and non-verbal alike

3A
Prototypical jukebox song (music and words are basically inseparable). Classical music radio programme (introduction and comments separable from the actual music). Some believe that because radioed music is separable from the speakers’ comments, the speakers talk over the beginning and end of the music to avoid recording from the radio as a means of bypassing the record shop. Separability means that listeners with a poor knowledge of the language can still enjoy all the non-linguistic parts, a reason why musical stage productions sell so well among foreign tourists.
3B
Televised arias. The type of film or scene where the pictures ‘illustrate’ or explain the music, or are an aid to interpret other sounds. The soundtrack is the main attraction or most memorable feature of the AV text.
3C
Prototypical audiovisual feature film. Opera stage production, especially one that is surtitled. In this type of text, or part of text, both the audio and the visual channels are exploited to the full to send verbal and non-verbal signs and messages.

3D
Children’s book with press-button sounds.

3E
Prototypical comic book combining words and drawings.
4: Less verbal than non-verbal

4A
Disc jockey radio music, i.e. there is some introductory speaking but it is mostly music.
4B
Televised rock music, with rather unimportant lyrics and pictures.
4C
MTV video-clip music. Video music is by definition audio and visual, where both are equally important and balanced. This does not mean that they are inseparable. Words are not usually the most important feature although they can appear orally or graphemically. Karaoke combines music and captions and the non-verbal picture is separable and less important.

4D
Candid camera, mostly visual, little presence of sound, except for one or two noises like bumps and screams, and a few words to introduce the trick or a small dialogue to start it off.
4E
Silent film with intertitles, ‘train platform’ television with no synchronised sound.

5: Only non-verbal

5A
The bottom left-hand corner of the ‘map’ in Figure 2 would include phenomena like symphony music (i.e. no lyrics) and whistle signals. Morse beeps constitute a hybrid case of non-oral, non-written signals that substitute verbal signs and thus cannot be considered non-verbal strictly speaking. Sign language for people with speech impediments is an analogous case for 5E, when each sign is a letter or word associated to a given language. But when the signs are more abstract or are not language-specific they shed their ‘verbal’ quality and become more closely related to international traffic signs.

5B
Televised symphony orchestra, where the music is the main thing but it is also interesting and entertaining to watch the performers, and any noteworthy camera work.
5C
Modern ‘silent films’, which tend to use sound effects even if there is no talk.

5D
Fashion TV is a digital satellite channel where there is practically no oral communication, and very little writing on the screen, at least in its original format. English is used as a sort of lingua franca, and French reinforces the stereotype of fashion and glamour. The main attraction is the picture, to the extent that this is a popular channel to show in bars and shop windows with the sound off, so as not to interfere with other sounds like conversation or music. This is a practical example of separability of the sound from the picture, and, to a large extent, the picture is separable from all other semiotic sign systems.

5E
Silent non-verbal films; fine arts (painting, sculpture); traffic signposts; mime; nonverbal cartoon strips; photography; formal languages like ‘2+2=4’, ‘H2O’, and ‘e=mc2’. In the case of mime it is important to distinguish between pure nonverbal mime, and the miming of syllables (as in some of the Marx Brothers’ films). Harpo Marx’s miming constitutes a particularly challenging problem for translation because it is obviously very difficult to translate each syllable as word, or verbal clue, and then make the sum of all the syllable-translations become an equivalent of the original word or phrase. For example, there is an instance where ‘beautiful’ is broken down, in mime, into bee + you + tea + full. It is bizarre to have a character, in dubbing, guess the right word from literal translations of each clue. In the case of formal languages, it is important to remember that they are not necessarily universal, and that they are often only non-linguistic in writing, not when read out loud, of course.

7.7.3 The semiotics of AV and translation

The semiotic dimension of audiovisual communication requires: (i) a photographic analysis of stills, in search for a greater understanding of photographic composition, the relationship between film and photography and the visual arts, the use of colour, light and (visual) texture; (ii) a cinematic analysis of the relationships established (between stills) by moving pictures and sound, audiovisual narrative techniques, audiovisual cohesion, audiovisual rhetorical devices (such as repetition, ellipsis, metaphor, and metonymy) and the use of the camera (shifts of perspective, focus, light and colour, as well as camera movements like zooming and scanning). Each one these aspects may be intended to carry meaning or to help make the meaning of the words and script more explicit or dynamic.

In the light of all that we have seen thus far, there seem to be sufficient grounds to propose an alternative (or at least a refinement) for the early concept of constrained translation, put forward to account for the translation of films, songs, and highly illustrated texts, such as comic strips (Figure 4):
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Figure 4 A diagrammatic interpretation of constrained translation

I cannot agree with this concept if it implies that the text being translated is restricted to the words only and the pictures simply serve to make the task more difficult, sometimes almost to the point of impossibility, whereby loyalty is due ultimately to the source language script (Zabalbeascoa 2001b: 255). This vision tends to be accompanied (with or without awareness of the fact) by the impression that images should not be tampered with and their meaning is universal and unalterable. More in accordance with the cognitive reality of the viewers would be to consider that the images are actually different (since they are received and interpreted differently) from one viewer to the next, since they do not focus on the same things; even more so if they are from different socio-cultural settings. According to this alternative approach (Figure 5), audiovisual screen translation owes its first loyalty (Zabalbeascoa, 2001c: 130) to the creation of a ‘new’ script in a different language that can create meaningful relationships (Table 1) with the pictures and sounds that also make their contribution to the ‘new’ AV text, so that it is as coherent and relevant as possible to the new audience.
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Figure 5 An alternative model to constrained translation

From the point of view illustrated by Figure 5, the translator must be aware for each scene, for each frame almost, of which are the most important and relevant items (verbal or otherwise) in the meaning(s) and function(s) of the (AV) source text (Zabalbeascoa, 2000c: 125) so as to make informed, context-sensitive, function-oriented, audiovisually-coherent decisions as to the words that will be the most appropriate for the task at hand. In other words, the best-case scenario is one where the translator manages to render the combined meaning(s) and function(s) of the words, icons and sounds, although most of the time solutions are restricted to manipulations on the verbal plane alone.

Parameters of the audiovisual factor

Audiovisual communication requires careful thought into the nature of text modes and media as well as how texts are stored and distributed. The first thing that strikes the theoretician is that neat compartmentalisation is almost completely out of the question given the constant progress of technology and social dynamics. Below is a list (see also table 2) of five types of factors that are both a reflection of the nature of audiovisual communication and evidence of the difficulty in presenting a single straightforward classification of audiovisual types which could then lead on to making statements about each one to the exclusion of the others, since the items of each one of the five types would have to be crossed with the all the others. Nor is it always possible to make sweeping statements to the effect that television is one thing, theatre is another and internet is another, and then define each one independently. For example, film and stage productions used to be perceived as distinct from one another, but now many stage performances use screens as part of their props. Television and internet used to be separate, but now they are converging. One can now watch a film on a cell phone, or perform a play for which the audience will decide the ending. So, rather than searching for hard-and-fast classifications, it is probably more operative simply to understand which factors come into play for each case, and how one case might be relevant for others. 

	Parameters
	“Straightforward” types
	Complicating factors

	Text mode
	Written v. oral
	Audiovisual / multimodal

Ephemeral v. recorded/ published

	Text medium
	Cinema v. television / video rental
	Internet television / multimedia Reader/ listener: present or distant

	Ownership / storage
	VHS / celluloid / DVD
	Internet access / computer files / clips

	Audience profile and impact
	Nationwide audience v. Special-interest groups
	SPAM, internet pop-ups / breaking-news captions


Table 2 Examples of complicating factors v. “straightforward” types for audiovisual translation
1) Text mode: the traditional binary division of textual mode, into written and oral, is problematic when we think in audiovisual terms. If there are only two language modes, oral and written, then any combination of oral speech and writing may be regarded as multimodal, including audiovisual texts. By this token, audiovisual texts are multimodal, since they potentially include oral and written language. If there are only two language modes, oral and written, then all non-verbal and paralinguistic constituents of communication acts that include either oral or written signs are simply incorporated into either one mode or the other (and forgotten or brought to the fore when convenient). “Oral mode” would thus include (has included?) lots of cases of: film and television with no on-screen writing; stage performances (plays, recitals, etc). “Written mode” would have to include things like comics, cartoons, and instruction booklets with diagrams. Alternatively, we might think of “audiovisual” as a third mode, or even as an overarching category for all possible combinations of verbal and non-verbal sounds, graphemes and other visual semiotic signs. In either case, oral and written domains will probably “lose” forms of communication like films and comics.

2) Text medium/projection: how is the audiovisual text transmitted and received? The answer to this question provides types of media, such as: cinema theatre, family celluloid projector, television broadcast, video player (TV, ‘camcorder’, and portable video), Internet and computer screens, open-air large screens (stadiums, metropolitan squares), publicly-positioned screens (railway platforms, waiting rooms, bars, etc.), mobile phones. Writing can be done while the reader is present (e.g. blackboard), or at a distance, when the reader is absent, (e.g. correspondence). Oral can also be divided into “interlocutors present” (e.g. breakfast table conversation, especially from behind the newspaper, thus making it more purely oral and less visual); “interlocutors at a distance” (e.g. traditional telephone). Audiovisual communication might also consider this division of “viewers present” (e.g. audience inside a theatre); or “real time” (e.g. interactive video conference, more or less interactive live television), as opposed to recorded audiovisual texts (cinema, DVD, television films).

3) Storage possibilities: (how) can the audiovisual text be kept or owned? (a) in some cases this is (was) impossible, e.g. early television broadcasts, stage productions; (b) video-tape recorder (e.g. VHS); (c) celluloid reels, (d) digitised computer disk (e.g. CD-ROM), (e) DVD. A great advantage of DVD is the way it allows for storing and keeping multilingual versions, and it is a shame that more languages are not made available on each DVD. Likewise, this technology makes it possible to think of various different versions even for the same target language, for audiences with special needs or some sort of sensory disability, and even for viewers with different tastes or other profile features (depending on whether they prefer more literal translations, or denser captions, or whatever).

4) Distribution and impact: what is the audience like? Variables on this point could include, nature of the target audience, size, make-up, and degree of assimilitation. Viewing may be the main activity: theatre audiences (cinemas and stage productions), families at home (traditional television), individuals at home (tendency of one screen per family member), individuals or small groups in a learning context. Viewing may not necessarily be the main activity, there is some sort of audiovisual communication going on, but it is not the main reason for the viewer’s presence: individuals working out in a gym; crowds waiting for train or having a drink. 

5) Combinatory possibilities for the screen: screen as a theatre (stage) prop; screen within the screen, i.e. screens appearing (mostly) on television as part of the set, or for video reporting or satellite interviewing, or for commenting other channels or programmes. A television broadcast might be presented as a clip or pop-up within a larger computer screen. Split screens can show different programmes, information or texts, on right and left of the screen or by means of some other distribution.
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PART THREE: ICTE and Language Learning
8.1 Introduction
If our parents are the first generation in human history who will die in such a very different society from the one in which they were born; if we are the first generation who lives and works in such a different society from the one in which we were born; today we are educating the first generation who will work in a society very different from the one in which they were educated. This is the core consequence of Communication Society to Teaching and Learning. For the first time in the history of world education, we are called upon to prepare a generation who will live and work in a social, working, technological and even geopolitical environment radically different from that in which they currently live and learn. This is the primary challenge posed by education to the Communication (or Information) Society.

· Information and Communication Technologies (ICT) is an integral part of (the revolutionary character of) Communication Society

· Electronic communication: between oral and written

· The Web as the ultimate means for recording and publication

· New modes/ways of interaction and collaboration (in society)

Education in ICT itself is not too important and ICT in Education (ICTE) is not self evident. It is misleading to argue that "what ICT is to communication society, ICTE is to communication society learning". There are good reasons for ICT at schools, coupled with corresponding practices for utilizing them. It is counterproductive to introduce ICT for the wrong reasons and very easy to use ICT in educationally ineffective ways.
The characteristics of ICTE constitute the opportunity to meet the needs of learning in Communication Society. 
Some fundamental intellectual tools and tasks in education and how they are affected by ICT.
Individualized education for all is the main answer to "why ICTE".

How are all these connected with the needs of learning in Communication Society? In order to keep learning all life long (to the extend that this is humanly possible) one must train from the beginning in critically dealing with information, looking for suitable knowledge; also one must train in the new forms of collectivity. (The new modes of collectivity do depend on ICT, but challenging, evaluating and justifying does not.)

We cannot be certain that ICTE is the way, nor do we yet know how to apply it well; however this is an opportunity not to be missed.

In the following sections of this document we try to see the above ideas and challenges from the Language Learning point of view, giving some information and presenting some ideas on the use of ICT in this education domain.

8.2 Language Teachers and Technology

Use of technology in language teaching and learning has been a fact since at least the middle of the 20th century, when media like radio and movies started being more widely available. It is rather common today to find middle-aged or even older language teachers who have been using a series of technology aids during their career for carrying out their lessons. Although not all as a mainstream, devices and technologies, starting from radio broadcasts, movie projectors, tapes & tape recorders, television and video recorders, coming to audio CDs, Multimedia CD-ROMs, DVD ROMs, Language Labs, Internet and Computer tools in general, have contributed in opening up new learning opportunities for students of languages. 

Even though it seems that the real revolution in language learning was brought by the tape recorder (e.g. as the media granting teachers and learners easy access to authentic language material), the early 1980’s are considered as the beginning of the boom period for the introduction of ICT in modern languages classroom. At that time (when microcomputer generation took place), ICT were welcomed as panacea but, following the typical sequence of events whenever a technology becomes available to teachers, after the initial period of euphoria many teachers became disappointed with what the computer appeared to offer (Graham Davies 2007, Oppenheimer 1997).

Lack of teacher training, an underestimated parameter which also breaks down the use of ICT in other domains of education as well, is considered as one of the main reasons of its rather slow diffusion.

8.3 Phases and Approaches for adopting ICT in Language Learning: A brief history of Computer Aided Language Learning (CALL)

According to Wikipedia
 “Computer-assisted language learning (CALL) is an approach to language teaching and learning in which computer technology is used as an aid to the presentation, reinforcement and assessment of material to be learned, usually including a substantial interactive element”.

CALL is first met in the 1960s with the use of big mainframe computers, followed by the use of minicomputers in the 1970s and the use of the microcomputer in the late 1970s and the 1980s (at that time, focusing on language labs
), in order to reach the 1990s with the advent of the Web, which became more widely available later, towards today when broadband offers the possibility for delivering materials like audio and video easily, via the Web.

From the previous experience (especially from the language labs setup and use), three lessons were learned, although often ignored (Davies, 1997 and Davies, 2007):

Technology should not be considered as panacea.

Teacher training in using new technologies should not be neglected.

Open up to new ideas!

Looking at CALL evolution, especially since it became more available to a wider audience, specific phases have been observed and documented by various researchers, in an attempt to analyze the trends and advances in the field.

Warschauer (1996) refers to three phases:

i. Behaviouristic: The computer as tutor, serving mainly as a vehicle for delivering instructional materials to the learner. This phase describes early CALL in the late 1970s and the early 1980s.
ii. Communicative: The computer is used for skill practice, but in a non-drill format and with a greater degree of student choice, control and interaction. This phase also includes (a) using the computer to stimulate discussion, writing or critical thinking (e.g. using programs such as Sim City), and (b) using the computer as a tool, including the use of word-processors, spelling and grammar checkers etc. This phase, predating the advent of the microcomputer in institutions, emphasizes on the communicative approach (spurred on by the Council of Europe’s work on the Common European Framework (CEF) focusing on functions, notions and communicative competences in the 1970s). In the 1980s computer programs were used to foster communicative skills (Jones C, 1986, Jones, G. 1986, Piper, 1986).
iii. Integrative: This phase is marked by the introduction of two important innovations: (a) Multimedia, where the main advantage is the possibility of combining reading, writing, speaking and listening in a single activity, offering to the learner a high degree of control for his/her learning path and pace) (b) The Internet, which builds to multimedia technology in order to also offer synchronous and asynchronous communication facilities to both teachers and learners. At that time, it seems that it is the technology which is described, than the pedagogy and methodology.

An interesting note was made by Levy in 1997 in the framework of a CALL survey he conducted: "Data Driven Learning was the only new approach to language teaching that was cited by survey respondents as a direct result of the attributes of the computer. In other words, this approach has been conceived with the computer in mind."
Bax (2003) talking about approaches, in a more critical view of CALL evolution, refers to three new categories:

i. Restricted CALL: "In terms of its historical period and its main features it differs little from Warschauer and Healey's 'Behaviourist CALL' the term 'Restricted' is more satisfactory since it allows us to refer not only to a supposed underlying theory of learning but also to the actual software and activity types in use at the time, to the teachers' role, to the feedback offered to students and to other dimensions - all were relatively 'restricted', but not all were 'behaviourist'. The term is more comprehensive, more flexible and therefore more satisfactory as a descriptor." (Bax 2003) 

ii. Open CALL: According to Bax, this variety of CALL is more open in terms of feedback given to students, software types and the role of the teacher. It includes simulations and games. Bax argues that we are still using the Open CALL approach, but that our aim should be to attain a state of “normalization” in which the technology is invisible and truly integrated.
iii. Integrated CALL: Bax, in contrast to Warschauer (1996) and Warschauer & Healey (1998), prefers the term Integrated rather than Integrative: "The key point about Integrated CALL - which sharply distinguishes it from Warschauer and Healey's formulation - is that it does not yet exist to any significant degree, but represents instead an aim towards which we should be working.” Integrated CALL implies normalisation: "This concept is relevant to any kind of technological innovation and refers to the stage when the technology becomes invisible, embedded in everyday practice and hence 'normalised'. To take some commonplace examples, a wristwatch, a pen, shoes, writing - these are all technologies which have become normalised to the extent that we hardly even recognise them as technologies." (Bax 2003) 

There is still, as Bax points out, an element of fear and awe and exaggerated expectations surrounding ICT, and this has to be overcome in order to achieve a state of normalisation.

8.4 Does Language Learning benefit from ICT? How?
According to an analysis of the British Educational Communications and Technology Agency (Becta)
, ICT can contribute to modern foreign language (MFL) skills acquisition and have positive effects both for pupils and teachers. 

More specifically, ICT contributes to the key MFL skills of listening, speaking, reading and writing through a variety of ways:

· Digital resources such as those on the internet, CD-Roms, vocabulary databases and video clips give access to a vast range of information and learning opportunities

· Pupils can work at their own pace as digital resources can be slowed and replayed repeatedly according to individual need

· Access to authentic materials, and communication with schools abroad via video conferencing, email and discussion forums in the target language facilitate cultural awareness

· Multimedia presentation software enables a range of MFL skills to be practised and supports a range of learning styles

· Word-processing applications allow pupils to plan, draft and edit their work and develop skimming and scanning techniques

· Digital video can offer feedback on pupils’ language performance for self-critique, teacher or peer evaluation

· Personal interest in MFL can be encouraged by watching films in DVD format with subtitles and multiple audio tracks in different languages.

Benefits for pupils include:

· Digital resources enable pupils to practice individually at their own pace (Passey et al., 2004)

· Digital resources can be slowed down for greater understanding

· Communication worldwide via video

· Conferencing with native speakers can bring a rich and real experience (Teachernet, undated)

· Pupils can be assisted by word processing applications to effectively review, edit and summarise texts

· Email correspondence with ‘e-pals’ can have a positive impact on grammar, vocabulary and tenses (Blyth, 2001)

Benefits for teachers include: 

· There is a positive association of the use of ICT in MFL with attainment (Harrison et al., 2002)

· Interactive whiteboards enable improved delivery and pacing, whole-class teaching, interaction and discussion, and relate to increased motivation for both teachers and pupils (Passey et al., 2004)

· Individual learners’ needs can be supported (Passey et al., 2004)

· A variety of resources can be utilised to meet specific needs and demands

· Practicable access to native speakers and culture is made more feasible (Harris and Kington, 2002)

· Multimedia resources enable teachers to utilise a variety of visual, audio and text experiences in the target language, providing MFL teaching and learning through a range of learning styles

There are also certain factors for the effective use of ICT:

· Teachers need regular access to ICT resources in order to embed it in their MFL teaching

· Video conferencing with a school abroad works best when thoroughly planned and when pupils have time to familiarise themselves with the equipment

· Training and ongoing professional development for teachers encourages innovative and effective use of ICT in MFL teaching (ICC, 2003)

In addition, according to a discussion paper of Futurelab
 by K. Facer and M. Owen, there are a number of key roles that ICT have the potential to fulfil in MFL teaching and learning:

· Increasing motivation to learn and use languages for learners of all ages. ICT, through games and other digital media, through offering 'real and relevant' opportunities for linking with real language learners (through the internet communication tools, incl. video-conferencing), through providing access to relevant and engaging materials (e.g. access to foreign language entertainment and information sources).

· Enabling learning across and outside institutions, through video and e-mail links with other countries, communicating with native speakers through ICT devices and facilities. 

· Offering opportunities for meaningful practice of language in authentic contexts in all four skill areas (reading, writing, listening and speaking) in ways that would have been impossible before.

· Offering opportunities for maximal progress in language acquisition through responsive diagnostic and feedback systems. Languages may be one of the only areas in which the Computer Assisted Learning Paradigm is still acknowledged as being of some merit, as the aspects of progressive language acquisition, key to language learning, can be practised through drill and test systems. These enable learners to practise languages in an environment free from embarrassment where they can work at their own pace. These environments also offer instant feedback on success, diagnostic testing of abilities and encourage learners to manage their own learning.

· Providing innovative language engineering devices (or computer applications) which provide just-in-time support in language use which may increase confidence in using the language. Portable devices now can support dictionaries, pronunciation (speaking dictionaries), context specific phrase books and so on. Professional translators use corpora and translation memories (a professional's equivalent of the vocabulary book). Machine translation, whilst not perfect, is becoming more sophisticated. 

· Enabling information and resource sharing between MFL teachers. The internet can function as a powerful tool for language teachers by enabling them to create and share their own resources and examples of good practice that can be used by other teachers, and by offering lists of MFL resources and other authentic material in target languages that can be shared. 

8.5 Research outcomes on ICT use in Language Learning
Much of the research on the ICT use in MFL teaching and learning is based upon case studies from time limited projects, perhaps using new content and equipment, and giving examples of a specific learning situation. Thus, the research looking specifically at the role of ICT in MFL seems to be limited, compared to that of other subjects, and further long time academic research studies may be needed for a better and clearer understanding of the uses and benefits of ICT in MFL. 
However, a variety of positive benefits when ICT is used as an effective pedagogical tool in the process of achieving specific learning objectives has been demonstrated in existing research studies.

According to a survey of Becta, research shows ICTE contribution to the following aspects of MFL:

· Key skills: A significant difference of MFL from most of the other subjects is that it aims both at skills development and knowledge acquisition (ICC, 2003). ICT can be used to support and develop all the key MFL skills: listening, speaking, reading and writing, often with benefits across them (TOP, 2001). Language acquisition in the classroom can be served by digital video (Tschirner, 2001), video-conferencing has shown benefits in listening and speaking (Harris and Kington, 2002) with no verbal communication also contributing to understanding. MFL key skills can also be facilitated by Multimedia applications, including digital material and tools such as video clips, CD-ROM dictionaries, digital voice recordings, etc.

· Motivation and Attainment: It is found that ICT in teaching and learning MFL in Key Stage 4 had a positive effect on pupil attainment (ImpaCT project, 2002). In addition, compared to other subjects the degree of use of ICT showed the greatest mean difference in relative gains. The extent of use made the great difference even if the overall use of ICT was quite low. Positive effects on motivation and attainment of pupils were also demonstrated by other case studies (Blow, 2001; TOP 2001). Confidence in use and understanding of language reflected in examination performance (Superhighways Initiative, 1997), confidence and effectiveness in learning, have been linked with the use of ICT tools (Passey et al., 2004; TOP, 2001).

· Cultural experience:  Through digital media (Tchirner,2001), communication with native speakers that can happen both synchronously (e.g. via videoconferencing, chat) or asynchronously (e.g. via e-mail correspondence) can develop cultural awareness in students (Uscher, 2001). Case studies and teacher interviews in the framework of the ImpaCT2 project (Harisson et al, 2002) indicated the value of establishing a link with a school abroad using ICT (e.g. using e-mail, videoconferencing). Cultural insights and experience of less formalized forms of the target language can be gained by the use of ICT (Harris and Kington, 2002).

· Differentiated learning:  Differentiation in the language classroom is usually a requirement. Digital media for MFL can provide this facility both to teachers and learners offering to learners the possibility to learn at their own pace and teachers to support, monitor and evaluate (formative and summative evaluation) the individual progress of their pupils. In addition, this multi-sensory approach can serve as a means for engaging pupils who would otherwise not explore their full potential (Passey et al., 2004)

Areas mentioned as interesting for further research include: the impact of ICT on MFL pedagogical practice, the use of ICT to engage primary pupils in MFL, the potential to embed ICT in MFL teaching, etc.
8.6 Conclusions

ICTE is not a panacea for Language Learning. In general, it is not a panacea for the teaching and learning of other subjects as well. Its introduction and exploitation for serving the various needs of education requires careful design, including and perhaps focusing on systematic teacher training. As far as language learning is concerned, foreign language teachers are a well receptive audience to ICT since various types of technology aids have been used in their classes for years. So, there is potential for a more extended use. 

In addition, sound organizations in the ICT in Education domain, like Becta, as well as research results in ICT in MFL present positive effects and benefits both for teachers and learners. 

Digital resources, in terms of multimedia titles, educational software packages specially developed for MFL and the Internet can open up the language learning opportunities. Internet usefulness is twofold: a) through its huge content it can provide easy access to authentic material and b) also serve as a means for communication and sharing of material and ideas in an educational context.

Motivation and attainment, key skills acquisition, cultural awareness and experience, as well as support for differentiated learning are aspects of MFL that can be contributed by ICTE. 

On the other hand, although there are sound indications for the above positive results, evolution in education is always very slow, so much more time is needed in order for ICT to be a mainstream in the educational process, and be able to document and count the real educational and other effects.
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PART FOUR: LeViS Activities in Practice
9. Activity Definition

A Learning via Subtitling activity is an activity used in foreign language teaching and learning requiring the use of the software LvS for its implementation. Its process or steps may be similar to any other language learning activity’s steps, but a necessary part must be that of subtitling: the student is asked to provide all or some of the subtitles corresponding to the video-clip, or fill in the blanks in the subtitles etc.
10. LeViS Lesson Plan Template

A Lesson Template (referred to as “Activity Abstraction” in the Project Proposal) was devised with the aim to facilitate organising the lesson, on the one hand, and to accompany each activity in order to help other teachers using it, on the other. This template addresses the issues of the activity goals, the language learning context, the level of learners, the learner/teacher roles, etc.
The template sent to the teachers of the project’s partner institutions is presented below.

A lesson plan based on the use of LvS software

[The purpose of this template is to allow other colleagues to benefit from your ideas and to promote our work in LeViS beyond the project team. Please do not treat it as red tape.
If you find this template too restrictive, you are more than welcome to express yourself freely. You may also change the form through the Word menu bar: View > Toolbars > Forms > Click on the lock icon to unprotect the form.

Please delete the parts in brackets (including this one) from your lesson plan before you send it.]  
Author:      
Title of lesson:      
Overall aims / objectives / purpose of lesson

     
Context of language learning 

[For example: language learning for academic vs professional purposes, as the main learning context, (e.g. English Philology or Translation) vs as instrumental to some other course, (e.g. medicine or computer science), taking place in the country where the L2 is widely spoken vs in a country where there is no access or some access to (e.g. through the media), face-to-face vs distance or self-learning, etc. Please delete the part in brackets]    
Course:      
Mode: FORMCHECKBOX 
 Face to face FORMCHECKBOX 
 Distance FORMCHECKBOX 
 Independent learning 

Other comments about the context:      
Learner profile

This lesson is planned for learners with the following profile:

Age group: FORMCHECKBOX 
 School-children FORMCHECKBOX 
 Undergraduates FORMCHECKBOX 
 Young professionals

FORMCHECKBOX 
 Mature adults FORMCHECKBOX 
 Senior citizens. Other:     
L1 (common mother tongue, if there is one):      
L2 (language to be learned):      
Level:FORMDROPDOWN 

Other comments about the learner profile:  [computer literacy, etc]  
Structure

Pre-LeViS activities (optional)

Objectives:      
Duration:      
Materials:      
Teacher and learners roles (description of steps):      
Mode of delivery: FORMCHECKBOX 
 Individual work FORMCHECKBOX 
 in pairs FORMCHECKBOX 
 in small groups 

Where: FORMCHECKBOX 
 Classroom FORMCHECKBOX 
 Outside classroom  [If both, please provide details.]     :
LeViS activities

Objectives:      
Duration:      
Language combination:
video clip audio language :      

subtitle language:      
Type of activity:

FORMCHECKBOX 
 Transcription 

FORMCHECKBOX 
 Translation (FORMCHECKBOX 
 semantic / FORMCHECKBOX 
 pragmatic)

FORMCHECKBOX 
 Paraphrase (e.g. change of language variety=

FORMCHECKBOX 
 Commentary FORMCHECKBOX 
 Rescripting  FORMCHECKBOX 
 Editing

Other:      
LvS file contents
:

Instructions file, name and short description:      
Video-clip name, duration and selection criteria:      
Subtitle file: 

FORMCHECKBOX 
 Only with timing of subtitles and no subtitle text

FORMCHECKBOX 
 With timing of subtitles and some subtitle text

FORMCHECKBOX 
 No subtitle file given. Learners provide both the timing and the text.

Other files:      
Teacher and learners roles (description of steps):      
Mode of delivery: FORMCHECKBOX 
 Individual work FORMCHECKBOX 
 in pairs FORMCHECKBOX 
 in small groups 

Where: FORMCHECKBOX 
 Classroom FORMCHECKBOX 
 Outside classroom  [If both, please provide details.]     :
Post-LeViS activities (optional)

Objectives:      
Duration:      
Materials:      
Teacher and learners roles (description of steps):      
Mode of delivery: FORMCHECKBOX 
 Individual work FORMCHECKBOX 
 in pairs FORMCHECKBOX 
 in small groups 

Where: FORMCHECKBOX 
 Classroom FORMCHECKBOX 
 Outside classroom  [If both, please provide details.]     :
Feedback and comments

[For example, with the use of the “comments” and the “notes” area of the LvS software. Correction by the teacher or peers.- Please delete this paragraph in brackets].          
Learning Outcomes

 With the help of LvS software, students will have achieved…    
Further suggestions

     
11. LeViS Lesson Plan Samples

The aim of the lesson plan samples prepared by the partner institutions’ teachers is to provide examples of good practice and to demonstrate the various ways the LvS software can be used in the FL learning classroom.
11.1 Sample 1: “The Awful Truth”
Author: Stavroula Sokoli
Title of lesson: "The Awful Truth"
Overall aims / objectives / purpose of lesson

To practice listening skills. Potentially, to practice using the LeViS software itself.
Learner profile

This lesson is planned for learners with the following profile:

· Age group: FORMCHECKBOX 
 School-children  FORMCHECKBOX 
 Undergraduates  FORMCHECKBOX 
 Young professionals

 FORMCHECKBOX 
 Mature adults  FORMCHECKBOX 
 Senior citizens Other:     
· L1 (common mother tongue, if there is one): Greek
· L2 (language to be learned): English
· Level: FORMDROPDOWN 

· Other comments about the learner profile: Some basic computer skills are required, or motivation to use a computer.
Context of language learning 

This lesson is part of a course taking place in Greece, where subtitling is one of the most widely used modes of audiovisual translation. Therefore the learners are familiar with subtitles and they are in contact with English through watching subtitled audiovisual products (TV, DVDs and the cinema). 
Structure

Pre-LeViS activities (optional)

Objective: To practice listening. This part serves as warm-up for the LeViS activity.
Duration: 10-15 minutes.
Materials: The audio of the first scene from the film “The Awful Truth”. The video-clip is played at the teacher’s computer with no image and only the audio coming from the speakers.
What the learners and the teacher do: The teacher explains the task, and plays the video-clip without the image, so that the learners can only hear the dialogues. The learners note down any words they recognize while they listen. The teacher writes all the words on the board and explains that they will find out which of these words were actually heard in the next step of the activity.
Interaction: It may be done as pair-work or individually.
Where:  FORMCHECKBOX 
 Classroom  FORMCHECKBOX 
 Home  :
LeViS activities

Language combination (video clip audio language and subtitle language): 

 FORMCHECKBOX 
 L1 ( L1  FORMCHECKBOX 
 L1 ( L2  FORMCHECKBOX 
 L2 ( L1  FORMCHECKBOX 
 L2 ( L2  FORMCHECKBOX 
 No audio ( L2 

Other:      
Rendering (from literal to free):  FORMCHECKBOX 
 Transcription

 FORMCHECKBOX 
 Translation ( FORMCHECKBOX 
 semantic /  FORMCHECKBOX 
 pragmatic)

 FORMCHECKBOX 
 Paraphrase (e.g. change of language variety

 FORMCHECKBOX 
 Commentary  FORMCHECKBOX 
 Rescripting

Other: The transcription is provided by the teacher in the form of mixed-up lines.
Objective: To practice listening.
Duration: 15-10 minutes
LvS file contents:

· Instructions file, name and short description: “1_Instructions.ppt” containing guidelines for the exercise and technical instructions on how the learners can copy and paste text.
· Video-clip name, duration and selection criteria: “The Awful Truth Clip.avi” lasting 1 minute and 47 seconds. It is the first scene of the film The Awful Truth, 1937, by Leo McCarey starring Cary Grant and Irene Dunne. It contains fast dialogue which is difficult for the learners of this level to understand. However, it contains phrases (salutations) they have already learned. Moreover, what the learners are asked to do (matching the subtitle text with the subtitle lines) is relatively easy. 
· Subtitle file: 

 FORMCHECKBOX 
 Only with timing of subtitles and no subtitle text

 FORMCHECKBOX 
 With timing of subtitles and some subtitle text

 FORMCHECKBOX 
 No subtitle file given. Learners provide both the timing and the text.

· Other files:  “2_Subtitle Text.rtf” containing the dialogues in the form of  mixed-up lines.
What the learners and the teacher do: The teacher gives the instructions. The learners view the clip as many times as they like and read the “2_Subtitle Text.rtf” on the top right area (document viewer area) of the software interface. They copy each line and paste it in the corresponding subtitle line of the subtitle grid (bottom left area).
Interaction: This activity can be done either individually or in pairs. If it is done in the classroom, the teacher goes around the class helping where needed. 
Where:  FORMCHECKBOX 
 Classroom  FORMCHECKBOX 
 Home The instructions-explanations are given in the classroom, whereas the exercise can be done either in the classroom or at home.:
Post-LeViS activities (optional)

Objective: To practice speaking skills
Duration: 15 minutes
Materials: No materials are needed.
What the learners and the teacher do: The teacher explains the task. The learners choose one of the characters, learn his lines from the part of the dialogue containing the salutation and act it out in pairs. The teacher goes around and helps where needed.
Interaction: As described above.
Where:  FORMCHECKBOX 
 Classroom  FORMCHECKBOX 
 Home   :
Correction of learners’ work

Correction of LeViS activity: The teacher provides the correct subtitle file and the learners compare it with theirs. The rest of the activities concern practice, therefore the correction is informal and takes place during the carrying out of the activity.
Advantages of the use of LeViS activities in this plan

This specific context of language learning (see "Context" above) justifies the use of subtitling in such an early stage of learning (beginners).

The opportunities of using authentic material for listening are limited at this level. Giving the learners the chance to listen, read and, with the help of the image, complete the subtitles is expected to provide fruitful results.

Incidental learning is also expected to take place, as the learners have to listen to the video-clip more than once (without being explicitly asked to) in order to fulfill the task     

11.2 Sample 2: “The Language of Power”
Author: Andreea Pirnuta (University of Pecs)
Title of lesson: The Language of Power 

Overall aims / objectives / purpose of lesson

1/ Developing listening and comprehension skills in a cultural setting

2/ Raising Intercultural awareness

3/ Enriching the vocabulary of the language of power

4/ Understanding the power terms in English and acquiring the ability to find the appropriate Romanian equivalents

5/ Using appropriate grammatical structures for the language of power

6/ Developing comprehension and speaking skills by interpreting the given quotes on power and translating them into Romanian

7/ Raising awareness of the pragmatic aspects of the linguistic and cultural approach 

8/ Developing writing skills in preparing a certain essay on a give topic

Context of language learning 

· Course: Provision of LSP in the area of culture. English Language is taught to Romanian Library and Information Science students who study English using Romanian as a working language because they need to communicate in English which turns into an important tool in their research activities and in their work as future librarians deciphering the mysteries of culture and history by means of books, scrolls, etc. 

· Mode:  FORMCHECKBOX 
 Face to face  FORMCHECKBOX 
 Distance  FORMCHECKBOX 
 Independent learning 

Learner profile

This lesson is planned for learners with the following profile:

· Age group:  FORMCHECKBOX 
 School-children  FORMCHECKBOX 
 Undergraduates  FORMCHECKBOX 
 Young professionals

 FORMCHECKBOX 
 Mature adults  FORMCHECKBOX 
 Senior citizens. Other:     
· L1 (common mother tongue, if there is one): Romanian

· L2 (language to be learned): English

· Level:B1 (Threshold) 

· Other comments about the learner profile: [computer literacy]

Structure

Pre-LeViS activities (optional) 

Objectives:

1/ preparing the students before watching the video clip

2/ providing them with lexical and cultural information

Duration: 15 minutes

Materials: Handouts on the issue of power and the role played by Alexander the Great in history; Glossary of power terms

Teacher and learners roles (description of steps): 

Role of the Teacher: Instructor – preparing the students’ work with the video clip by working on cultural issues, in general, and on Greek culture and history, in particular focusing on specialized vocabulary in English and on Romanian equivalents 

Role of the Learner: Participant. Practicing with key words and debating cultural issues to prepare for the next stage.

Mode of delivery:  FORMCHECKBOX 
 Individual work  FORMCHECKBOX 
 in pairs  FORMCHECKBOX 
 in small groups 

Where:  FORMCHECKBOX 
 Classroom 

b) LeViS activities

Objectives: 

1/ identifying and understanding the power terms and finding appropriate Romanian equivalents

2/ watching the video clip in English and subtitling it in Romanian

3/ developing listening and comprehension skills

4/ interpreting quotes on power and finding appropriate Romanian equivalents, translating them and preserving the style and message

5/ practicing grammatical exercises and using appropriate grammatical structures specific to the language of power: modal must expressing obligation, simple past vs present perfect
6/ developing speaking skills by identifying cultural elements, debating cultural issues, answering questions concerning Alexander’s life 

Duration: 90 minutes

Language combination:
· video clip audio language: English

· subtitle language: Romanian

Type of activity:

 FORMCHECKBOX 
 Transcription 

 FORMCHECKBOX 
 Translation ( FORMCHECKBOX 
 semantic /  FORMCHECKBOX 
 pragmatic)

 FORMCHECKBOX 
 Paraphrase (e.g. change of language variety=

 FORMCHECKBOX 
 Commentary  FORMCHECKBOX 
 Rescripting   FORMCHECKBOX 
 Editing

Other:      
LvS file contents
:

· Instructions file, name and short description: F1 Power Terms, F2 Quotes on Power, F3 Grammar, F4 Questions on Alexander’s Life referring to different tasks focusing on linguistic, grammatical, cultural issues connected to the clip 

· Video-clip name, duration and selection criteria: Alexander the Great - Clip from Oliver Stone’s film entitled ALEXANDER, 1’00’’, perfect for Library Science Students interested in linguistic and cultural aspects. 

· Subtitle file: 

 FORMCHECKBOX 
 Only with timing of subtitles and no subtitle text

 FORMCHECKBOX 
 With timing of subtitles and some subtitle text

 FORMCHECKBOX 
 No subtitle file given. Learners provide both the timing and the text.

· Other files: Film information 

Teacher and learners roles (description of steps):      
Role of the teacher: Instructor and facilitator – facilitating the students’ work with the clip, checking tasks, giving feedback 

Role of the learner: Active participant – completing the given set of tasks 

Mode of delivery:  FORMCHECKBOX 
 Individual work  FORMCHECKBOX 
 in pairs  FORMCHECKBOX 
 in small groups 

Where:  FORMCHECKBOX 
 Classroom 

c) Post-LeViS activities (optional)

Objectives: 

1/ Enlarging the vocabulary

2/ Developing speaking and writing skills

Duration: 15 minutes

Materials: clip transcription and handouts

Teacher and learners roles (description of steps): 

Role of the teacher: After clarifying the language use and the cultural aspect of the video input, students may go on to work on their tasks, to debate the issue of power and the different types of relationships in the class and further on at home.

Role of the learner: the students write an essay on a given topic at home and they can think of possible clips on the issue of power 

Mode of delivery:  FORMCHECKBOX 
 Individual work  FORMCHECKBOX 
 in pairs  FORMCHECKBOX 
 in small groups 

Where:  FORMCHECKBOX 
 Classroom  FORMCHECKBOX 
 Outside classroom:
d)Feedback and comments

Students send the created materials to the teacher by using the ‘comments’ and ‘notes’ area of the LvS software, the teacher corrects mistakes and provides feedback. 

Learning Outcomes

By means of the LeViS software, students will be able to use the language of power in specific communicative and cultural contexts. 

11.3 Sample 3: “Nos vemos en casa”
Author: Mercedes Rabadán (University of Algarve)

Title of lesson: ‘Nos vemos en casa’

Overall aims / objectives / purpose of lesson

· To recognize the vocabulary of parts of the house and its contents.

· To be able to describe a house and show it to people.

· To make compliments about the house.

Context of language learning 

· Course: Ab-initio Spanish language learning at University level.

· Mode:  FORMCHECKBOX 
 Face to face  FORMCHECKBOX 
 Distance  FORMCHECKBOX 
 Independent learning 

Learner profile

This lesson is planned for learners with the following profile:

· Age group:  FORMCHECKBOX 
 School-children  FORMCHECKBOX 
 Undergraduates  FORMCHECKBOX 
 Young professionals

 FORMCHECKBOX 
 Mature adults  FORMCHECKBOX 
 Senior citizens. Other:     
· L1 (common mother tongue, if there is one): Portuguese
· L2 (language to be learned): Spanish
· Level:A1 / A2 

Structure

Pre-LeViS activities 

Objectives: To recognize vocabulary of parts of the house, furniture and electrical appliances  
Duration: 20- 30 minutes
Materials: PowerPoint and word documents (in Levis)
Teacher and learners roles (description of steps): Teacher as instructor. Task 1: match exercise (image/vocabulary); Task 2: ‘The odd one out’; Task 3: put a  dialogue in the right order and check answer by listening to the conversation. Learner as a participant. 

Mode of delivery:  FORMCHECKBOX 
 Individual work  FORMCHECKBOX 
 in pairs  FORMCHECKBOX 
 in small groups 

Where:  FORMCHECKBOX 
 Classroom  FORMCHECKBOX 
 Outside classroom 

b) LeViS activities

Objectives: To express opinion on a cultural aspect: social rituals.
Duration: 15-20 minutes
Language combination:
· video clip audio language :English  

· subtitle language: Hungarian
Type of activity:

 FORMCHECKBOX 
 Transcription 

 FORMCHECKBOX 
 Translation ( FORMCHECKBOX 
 semantic /  FORMCHECKBOX 
 pragmatic)

 FORMCHECKBOX 
 Paraphrase (e.g. change of language variety=

 FORMCHECKBOX 
 Commentary  FORMCHECKBOX 
 Rescripting   FORMCHECKBOX 
 Editing

LvS file contents:

· Instructions file, name and short description: 'Task 4': Questionnaire on cultural aspects; 'Task 5': Clip watching without sound. Students subtitle the scene. They watch it with sound and compare subtitles with real dialogue.
· Video-clip name, duration and selection criteria: Video clip 'Los Serrano'  containing functional, lexical and pragmatic information about a Spanish family and its home.
· Subtitle file: 

 FORMCHECKBOX 
 Only with timing of subtitles and no subtitle text

 FORMCHECKBOX 
 With timing of subtitles and some subtitle text

 FORMCHECKBOX 
 No subtitle file given. Learners provide both the timing and the text.

· Other files: 

Teacher and learners roles (description of steps): Role of the teacher: Instructor and intercultural mediator. Role of the learner:  Active participant. Student will complete a number of set tasks.     
Mode of delivery:  FORMCHECKBOX 
 Individual work  FORMCHECKBOX 
 in pairs  FORMCHECKBOX 
 in small groups 

Where:  FORMCHECKBOX 
 Classroom  FORMCHECKBOX 
 Outside classroom:
Post-LeViS activities (optional)

Objectives: To act out a role play.
Duration: 45 minutes

Materials: None
Teacher and learners roles (description of steps): Role of the teacher: facilitator
Role of the learner:  Active participant. Students act out the role-play in groups of four. Alterantively they can produce their own videos (showing their house) and subtitle the clip.
Mode of delivery:  FORMCHECKBOX 
 Individual work  FORMCHECKBOX 
 in pairs  FORMCHECKBOX 
 in small groups 

Where:  FORMCHECKBOX 
 Classroom  FORMCHECKBOX 
 Outside classroom They can produce a homemade video.:
Feedback and comments

Peer review and revision of 'Student comments' section.       
Learning Outcomes

With the help of LeViS software, students will be able to practice vocabulary related to the house and its content. They will be able to describe a house and mak compliments about it. 
11.4 Sample 4: “Taking case history by an anaesthesiologist”
Author: Gabor Rebek Nagy (University of Pecs)
Title of lesson: Taking case history in the field of medicine (obstetrics) by an anaesthesiologist
Overall aims / objectives / purpose of lesson

1/ Developing listening comprehension skills in medical setting

2/ Raising intercultural awareness in the genre of history taking

3/ Developing skills of language use in Hungarian for Medical Purposes

4/ Raising awareness of the pragmatic aspects of medical history taking 

Context of language learning 

· Course: Provision of LSP in the area of medicine. Hungarian for Medical Purposes is instrumental to courses (internal medicine), taking place in the country where the L2 is widely spoken. Foreign medical students studying medicine in 4 medical faculties in Hungary using English as a working language need to be able to communicate with Hungarian patients. 

· Mode:  FORMCHECKBOX 
 Face to face  FORMCHECKBOX 
 Distance  FORMCHECKBOX 
 Independent learning 

Learner profile

This lesson is planned for learners with the following profile:

· Age group:  FORMCHECKBOX 
 School-children  FORMCHECKBOX 
 Undergraduates  FORMCHECKBOX 
 Young professionals

 FORMCHECKBOX 
 Mature adults  FORMCHECKBOX 
 Senior citizens. Other:     
· L1 (common mother tongue, if there is one): English
· L2 (language to be learned): Hungarian for Medical Purposes
· Level:B1 (Threshold) 

Structure

Pre-LeViS activities (optional) 

Objectives: To prepare students before watching the video clip and provide them with the lexical and pragmatic information they will require.  
Duration: 2 X 45 minutes
Materials: Textbook "Mi a panasz - Segédanyag az orvos és beteg kommunikáció köréből külföldiek számára magyar nyelven" (What's your complaint - course material for authentic consulting - room activities in Hungarian language) by Maria GYORFFY, Idióma Bt. Pécs, 1999
Teacher and learners roles (description of steps): Role of the teacher:  Instructor: prepare the learners' work with the clip by working on the internal medicine chapter 
Role of the learner: Participant. Practice with key words and expressions  to prepare for the interview.

Mode of delivery:  FORMCHECKBOX 
 Individual work  FORMCHECKBOX 
 in pairs  FORMCHECKBOX 
 in small groups 

Where:  FORMCHECKBOX 
 Classroom  FORMCHECKBOX 
 Outside classroom 

b) LeViS activities

Objectives: Identification of forms of address in a variety of communicative situations.
Duration: 2 x 45 minutes
Language combination:
· video clip audio language :English  

· subtitle language: Hungarian
Type of activity:

 FORMCHECKBOX 
 Transcription 

 FORMCHECKBOX 
 Translation ( FORMCHECKBOX 
 semantic /  FORMCHECKBOX 
 pragmatic)

 FORMCHECKBOX 
 Paraphrase (e.g. change of language variety=

 FORMCHECKBOX 
 Commentary  FORMCHECKBOX 
 Rescripting   FORMCHECKBOX 
 Editing

LvS file contents:

· Instructions file, name and short description: Cesarian tasks (different tasks focusing on special pragmatical and language use provided by the clip)
· Video-clip name, duration and selection criteria: Cesarian history taking (anaesthesiologist takes a pregnant woman's history to prepare her for Cesarian section, 4'05" the whole clip consisting of Part I and II.)
· Subtitle file: 

 FORMCHECKBOX 
 Only with timing of subtitles and no subtitle text

 FORMCHECKBOX 
 With timing of subtitles and some subtitle text

 FORMCHECKBOX 
 No subtitle file given. Learners provide both the timing and the text.

· Other files: Key of tasks
Teacher and learners roles (description of steps):      
Role of the teacher: Instructor and facilitator:moderates the learners' work with the clip, checks tasks solution, provides feedback to students' solutions  
Role of the learner: Active participant. Student will complete a number of set tasks.     
Mode of delivery:  FORMCHECKBOX 
 Individual work  FORMCHECKBOX 
 in pairs  FORMCHECKBOX 
 in small groups 

Where:  FORMCHECKBOX 
 Classroom  FORMCHECKBOX 
 Outside classroom 

c) Post-LeViS activities 

Objectives: Extending the vocabulary, improving the listening and speaking skills
Duration: 45 minutes

Materials: clip transcription, Textbook "Mi a panasz - Segédanyag az orvos és beteg kommunikáció köréből külföldiek számára magyar nyelven" (What's your omplaint - course material for authentic consulting - room activities in Hungarian language) by Maria GYORFFY, I.
Teacher and learners roles (description of steps): Role of the teacher: After clarifying the language use and pragmatical aspect of the video input, the learners may go on to work on the tasks on their own in there homes or elsewhere.   
Role of the learner:  The students can create similar dialogues at home and in next lesson, they can show their own version to others.
Mode of delivery:  FORMCHECKBOX 
 Individual work  FORMCHECKBOX 
 in pairs  FORMCHECKBOX 
 in small groups 

Where:  FORMCHECKBOX 
 Classroom  FORMCHECKBOX 
 Outside classroom 

d) Feedback and comments

First the students send the created written dialogues to the teacher. With the use of the “comments” and the “notes” area of the LvS software the teacher corrects mistakes, then students show the corrected dialogues to other students by playing the       doctor’s and the patient’s role. Other students can make comments.

Learning Outcomes

With the help of LeViS software, students will be able to interact in a specific real life situation within a medical context.  
11.5 Sample 5: “April 25th”
Author: Helena Tanqueiro
Title of lesson: "April 25th".
Overall aims / objectives / purpose of lesson

Development of  watching and listening skills. Specific objectives: (1) identification of cultural elements (sociopolitical context); (2) in different communication situations, identification of forms of address and translation of  those forms of address.  
Learner profile

This lesson is planned for learners with the following profile:

· Age group:  FORMCHECKBOX 
 School-children  FORMCHECKBOX 
 Undergraduates  FORMCHECKBOX 
 Young professionals

 FORMCHECKBOX 
 Mature adults  FORMCHECKBOX 
 Senior citizens Other:     
· L1 (common mother tongue, if there is one): Spanish and Catalan
· L2 (language to be learned): Portuguese.
· Level: FORMDROPDOWN 

· Other comments about the learner profile:  Students from 21 to 25 years old, future translators. All of them have basic computer skills. 
Context of language learning 

Portuguese language class applied to translation.
Structure

LeViS activities

Language combination (video clip audio language and subtitle language): 

 FORMCHECKBOX 
 L1 ( L1.  FORMCHECKBOX 
 L1 ( L2.  FORMCHECKBOX 
 L2 ( L1.  FORMCHECKBOX 
 L2 ( L2.  FORMCHECKBOX 
 No audio ( L2.

Other:      
Rendering (from literal to free):  FORMCHECKBOX 
 Transcription 

 FORMCHECKBOX 
 Translation ( FORMCHECKBOX 
 semantic /  FORMCHECKBOX 
 pragmatic)

 FORMCHECKBOX 
 Paraphrase (e.g. change of language variety

 FORMCHECKBOX 
 Commentary  FORMCHECKBOX 
 Rescripting

Other:      
Objective: Identification of forms of address depending on the communication situation and people involved.
Duration: 3 hours
LvS file contents:

· Instructions file, name and short description: instrucciones.doc; sinopse_abril.doc (synopsis of the film);actividad1_abril.doc (multiple choice test to check students comprehension of the film - first time they watch the clip without sound); actividad2_abril.doc (second time they watch the clip with sound); actividad3-abril.doc (transcription of dialogues in Portuguese); actividad4_abril.doc (translation of forms of address). 
· Video-clip name, duration and selection criteria: "Capitaes de Abril", duration: 3 minutes. I have selected a clip from a film on April 25th  Revolution where some soldiers, despite occupying a radio station, at all times treat civilians (journalists, technitians and the cook) kindly, so civilians understand at the end that it is a pacific revolution.    
· Subtitle file: 

 FORMCHECKBOX 
 Only with timing of subtitles and no subtitle text

 FORMCHECKBOX 
 With timing of subtitles and some subtitle text

 FORMCHECKBOX 
 No subtitle file given. Learners provide both the timing and the text.

· Other files: Clip without sound nor subtitles - silent film.
What the learners and the teacher do: Teacher asks students to do activity 1 individually (watching), and later it will be analyzed and commented by the whole group in class with the teacher; after activity 2 (watching clip with sound) students identify how contributed each activity to global comprehension; later on, students transcribe individually forms of address in Portuguese (activity 3) by filling blanks in subtitles; finally they translate forms of address (activity 4) used in different dialogues and complete subtitles in Spanish. 
Interaction:      
Where: FORMCHECKBOX 
 Classroom  FORMCHECKBOX 
 Home  Students finish translation at home if they do not finish it in class.    :
Post-LeViS activities (optional)

Objective: To learn causes of April 25th and main related events.
Duration: A didactic unit.
Materials: Film (complete); printed bibliography and Internet links (for documentation), work instructions for activities in small groups and tests for selfevaluation and group evaluation.
What the learners and the teacher do: Students document themselves on the Carnation Revolution; in class they watch the film and summarize main items on the event. In the following class, students in small groups focus on different subjects (each group chooses a different subject) to make a presentation and prepare a class discussion (teacher will be the moderator). Each group presents their job also in writing. 
Interaction: teacher-learner; learner-teacher; learner-learner.
Where:  FORMCHECKBOX 
 Classroom  FORMCHECKBOX 
 Home     :
Correction of learners’ work

The whole group in class. Use of “comments” and “notes” areas of the LvS software. Selfcorrection and correction by teacher.          
Advantages of the use of LeViS activities in this plan

In my opinion, advantages of the use of LeViS are the following: besides the possibility of using clips to deal with specific content (in this case, forms of address in specific contexts), students have the possibility to watch the clip with and without sound. Moreover, they have the possibility to work at home with materials that, without LeViS, they could only use in class. LeVis also motivates  students to do the activities.   
11.6 Sample 6: “English Idioms in Context”
Author: Conceição Bravo
Title of lesson: English idioms in context
Overall aims / objectives / purpose of lesson

-To understand idiomatic expressions in context;

-To use translation as a language-awareness tool.

Learner profile

This lesson is planned for learners with the following profile:

· Age group:  FORMCHECKBOX 
 School-children  FORMCHECKBOX 
 Undergraduates  FORMCHECKBOX 
 Young professionals

 FORMCHECKBOX 
 Mature adults  FORMCHECKBOX 
 Senior citizens Other:     
· L1 (common mother tongue, if there is one): Portuguese
· L2 (language to be learned): English
· Level: FORMDROPDOWN 

· Other comments about the learner profile: 15/16 year-olds, used to viewing foreign TV series and films with L1 subtitles.
Context of language learning 

Incidental learning -vocabulary/lexical acquisition- through exposure to same-language subtitled audiovisual materials.
Structure

Pre-LeViS activities (optional)

Objective: Understand context of episode 
Duration: 20 minutes
Materials: an episode of the American sitcom TV series "The Fresh Prince of Bel-Air".
What the learners and the teacher do: watch the episode, answer the questionnaire and follow instructions given in the "teacher notes".
Interaction: teacher-learner, learner-learner
Where:  FORMCHECKBOX 
 Classroom  FORMCHECKBOX 
 Home  Students can watch the episode more than once and answer the general comprehension questions on the content (a questionnaire with several questions will be provided by the teacher).


LeViS activities

Language combination (video clip audio language and subtitle language): 

 FORMCHECKBOX 
 L1 ( L1.  FORMCHECKBOX 
 L1 ( L2.  FORMCHECKBOX 
 L2 ( L1.  FORMCHECKBOX 
 L2 ( L2.  FORMCHECKBOX 
 No audio ( L2.

Other:      
Rendering (from literal to free):  FORMCHECKBOX 
 Transcription 

 FORMCHECKBOX 
 Translation ( FORMCHECKBOX 
 semantic /  FORMCHECKBOX 
 pragmatic)

 FORMCHECKBOX 
 Paraphrase (e.g. change of language variety

 FORMCHECKBOX 
 Commentary  FORMCHECKBOX 
 Rescripting

Other:      
Objective: Understanding idiomatic expressions in English and thinking of equivalent  expressions in Portuguese.
Duration: As long as students need, in order to: look up meanings of unknown words, attempt to provide L1 subtitles for the selected lexical and idiomatic phrases.  
LvS file contents:

· Instructions file, name and short description: The Fresh Prince Project
· Video-clip name, duration and selection criteria: "The Fresh Prince Project" -episode 1
· Subtitle file: 

 FORMCHECKBOX 
 Only with timing of subtitles and no subtitle text

 FORMCHECKBOX 
 With timing of subtitles and some subtitle text

 FORMCHECKBOX 
 No subtitle file given. Learners provide both the timing and the text.

· Other files: Same-language subtitles (captions in L2)
What the learners and the teacher do: Watch the video clip (without captions) and translate selected items into L1 idiomatic expressions.
Interaction:      
Where: FORMCHECKBOX 
 Classroom  FORMCHECKBOX 
 Home    :
Correction of learners’ work

Students can comment on peer work
Advantages of the use of LeViS activities in this plan

- Students have to view the film clip, listen to the aural text and read the  captions attentively. i.e. reading and listening skills can also improve as a result of this activity, as well as pronunciation skills;

- Students' cultural awareness (L1 vs L2) is raised;

- Students learn L2 expressions in context;

-Translating the idiomatic expressions into L1 reinforces the L2 expressions and retention/recall of the new items is more likely to occur;

- Learners become aware that they can adapt this audiovisual learning resource to their own pace and style.



ANNEX 1: Video Clips and copyright issues in LeVis project
Irene Kafeza,

Attorney at Law

kafeza@dsa.gr
1. Introduction

In the information era technologies and teaching methodologies are evolving while new efforts to reform and re-orientate education are posing a challenge to the education system. The creation, maintenance and distribution of digital content in the educational environment pose new challenges. From legal point of view, copyright law protects the creative and innovative expression of thoughts, and its manifestation in intangible form. The copyright law has to balance the protection provided for rightholders and the public interest.
A work in order to qualify for copyright protection must be original and has to be in a fixed, tangible form. Having the copyright on a work allows the copyright owner to control the reproduction and the distribution of the work, the creation of derivative works, and its public performance. It should be clear that the copyright does not protect the ideas but the expression of the work. For example in the case of an audio or video recording of a lecture the recording could fix the lecture but it is the art of creation that is protected. Someone can create another recording expressing the same basic ideas and facts without infringing copyright.
Although copyright law promotes broad public availability of literature, music, arts etc by protecting the creators of such works, there are limitations in the applicability of the law in cases where it might constraint the exact creativity that is trying to foster. Therefore, in special cases it permits uses of copyrighted works that otherwise would constitute infringement. In the literature, existing legislation is criticised as inadequate to cope with the emerging digital economy. In some cases extensions are proposed to the exceptions for education due to the arising needs of distance education.
  Several practical issues are arising when new media are used for education reasons. LeVis project is using movie clips in a dynamic process of learning, and uses digital technology to ease access to informative content and learning material. In the context of the LeVis project there is a question whether the digital learning material can include short video clips for educational purposes. 

2. Relevant legislation 

The following legislation may be relevant to the LeVis project copyright issue.

International legislation
2.1.1 Berne Convention 

Berne conversion in Art 9 introduces a three step test to permit reproduction of works. The article states that : 

(1) Authors of literary and artistic works protected by this Convention shall have the exclusive right of authorizing the reproduction of these works, in any manner or form.

(2) It shall be a matter for legislation in the countries of the Union to permit the reproduction of such works in certain special cases, provided that such reproduction does not conflict with a normal exploitation of the work and does not unreasonably prejudice the legitimate interests of the author.

(3) Any sound or visual recording shall be considered as a reproduction for the purposes of this Convention.
2.1.2 TRIPS

Article 13 in TRIPS states that:  

    Members shall confine limitations or exceptions to exclusive rights to certain special cases which do not conflict with a normal exploitation of the work and do not unreasonably prejudice the legitimate interests of the right holder.

2.1.3 WIPO Copyright Treaty (WCT)

Article 10 of WCT states that:
(1) Contracting Parties may, in their national legislation, provide for limitations of or exceptions to the rights granted to authors of literary and artistic works under this Treaty in certain special cases that do not conflict with a normal exploitation of the work and do not unreasonably prejudice the legitimate interests of the author.

(2) Contracting Parties shall, when applying the Berne Convention, confine any limitations of or exceptions to rights provided for therein to certain special cases that do not conflict with a normal exploitation of the work and do not unreasonably prejudice the legitimate interests of the author.10
European Union

2.2.1 Directive 2001/29/EC
Directive 2001/29/EC of the European Parliament and of the Council of May 22, 2001 on the harmonisation of certain aspects of copyright and related rights in the information society. 

Art. 2 regarding reproduction rights states that:

Member States shall provide for the exclusive right to authorise

or prohibit direct or indirect, temporary or permanent reproduction

by any means and in any form, in whole or in part:

(a) for authors, of their works;

(b) for performers, of fixations of their performances;

(c) for phonogram producers, of their phonograms;

(d) for the producers of the first fixations of films, in respect of

the original and copies of their films;

(e) for broadcasting organisations, of fixations of their broadcasts,

whether those broadcasts are transmitted by wire or over the air, including by cable or satellite.

Art. 3 (1)  regarding the Right of communication to the public of works and right of making available to the public other subject-matter states that 

 Member States shall provide authors with the exclusive

right to authorise or prohibit any communication to the public

of their works, by wire or wireless means, including the

making available to the public of their works in such a way

that members of the public may access them from a place and at a time individually chosen by them.

and Art 3(2c)

Member States shall provide for the exclusive right to

authorise or prohibit the making available to the public, by

wire or wireless means, in such a way that members of the

public may access them from a place and at a time individually 

chosen by them:

                   …….

(c) for the producers of the first fixations of films, of the original and copies of their films;
…….

Furthermore Art 5(2) provides for exceptions or limitations to the reproduction right. Clause (c)  states that : 

Member States may provide for exceptions or limitations

to the reproduction right provided for in Article 2 in the following cases:

………

(c) in respect of specific acts of reproduction made by publicly

accessible libraries, educational establishments or museums,

or by archives, which are not for direct or indirect

economic or commercial advantage;
……
Art. 5(3) clause (a ) states that 

Member States may provide for exceptions or limitations

to the rights provided for in Articles 2 and 3 in the following

cases: 

(a) use for the sole purpose of illustration for teaching or

scientific research, as long as the source, including the

author's name, is indicated, unless this turns out to be

impossible and to the extent justified by the non-commercial 

purpose to be achieved;
…..
Art 5(5) states that:

The exceptions and limitations provided for in paragraphs

1, 2, 3 and 4 shall only be applied in certain special

cases which do not conflict with a normal exploitation of the

work or other subject-matter and do not unreasonably prejudice 

the legitimate interests of the rightholder. 
Article 5 discusses exceptions and limitations in relation to the reproduction right as presented in Art 2 and to the right of communication to the public of works and right of making available to the public other subject-matter as presented in Art. 3.

The European community and its member states have signed both the WIPO Copyright Treaty and the WIPO Performances and Phonograms Treaty.
2.2.2 Greece

Greece implemented EU relevant Directives into Greek state law with Copyright, Related Rights and Cultural Matters of 1993 Act,as amended  by law 3057    on 2002 
Article 20 about school textbooks and anthologies states that : 
1. The reproduction of lawfully published literary works of one or more writers in educational textbooks approved for use in the primary and secondary education by the Ministry of National Education and Religions or another competent ministry, according to the official detailed syllabus, shall be permissible without the consent of the authors and without payment. The reproduction shall encompass only a small part of the total output of each of the writers.

2. After the death of the author it shall be permissible to reproduce his works in a lawfully published anthology of literary works of more than one writer, without the consent of the rightholders and without payment. The reproduction shall encompass only a small part of the total output of each of the writers.

3. The reproduction, as specified in paragraphs 1 and 2 above, shall not confict with the normal exploitation of the work from which the texts are taken and must be accompanied by an indication of the source and of the names of the author and the publisher, provided the said names appear on the source.

Article 21 on reproduction for teaching purposes states that :
It shall be permissible, without the consent of the author and without payment, to reproduce articles lawfully published in a newspaper or periodical, short extracts of a work or parts of a short work or a lawfully published work of fine art work exclusively for teaching or examination purposes at an educational establishment, in such measure as is compatible with the aforementioned purpose, provided that the reproduction is effected in accordance with fair practice and does not confict with the normal exploitation. The reproduction must be accompanied by an indication of the source and of the names of the author and the publisher, provided that the said names appear on the source.
2.2.3 Legislation of other countries

· Hungarian Copyright Act (Act No. LXXVI of 1999 on Copyright), enacted on May 1, 2004, Art. 34.
· Portugese Copyright Act as amended on August 24, 2004, Lei n.° 50/2004, Section 75.2 (f); 
· United Kingdom Copyright, Designs and Patents Act 1988 as amended December 31st, 2003.
3. The LeVis Case

The traditional copyright protection system has achieved a balance between copyright owner's exclusive right to control use of copies of their work with reasonable limits and with fair exceptions. Copyright law grants the author of original work of authorship a set of exclusive legal rights such as the right to reproduce, to display, to prepare derivative works, etc. in order to enhance content provision in the information technology environment.  The reproduction right is the right of the copyright owner to prevent others from making copies of his works without his authorization. For copyright protection, literary and artistic work includes every original work of authorship. Art. 2 of Berne Convention define the scope of protected works.
The Copyright law system ensures the very existence of a regulatory framework that supports substantial investment in innovation and facilitates original authorship without excessive control. This protection reflects the desire of the states to foster the creativity and innovation of authors by providing the incentives to further develop and create original work and by providing a well defined legal framework against unauthorized exploitation of their work. The goal is to ensure that a regulatory framework exists in which copyrights holders can receive the full monetary prize of their intellectual efforts. In order to better protect and enforce their rights, authors usually transfer or assign licenses to other parties such as publishers, movie/record companies which enforce the rightholders’ rights. Nevertheless, copyright law demonstrates a number of exceptions that permit uses of copyrighted work outside their sphere of influence. These exemptions aim to achieve a balance between rightholders’ right and the uses of their works. 
In the education field digital technologies have altered our perception of use of educational information and transfer of knowledge. Recital 31 of 2001/29/EC expressly recognizes that there is a need to safeguard a fair balance of interest and rights between the different categories of right holders, as well as between the different categories of right holders and users of protected subject-matter. In order to do so the existing exceptions and limitations to the rights have to be reassessed in the light of the new electronic environments. Recital 42 states that “When applying the exception or limitation for noncommercial educational and scientific research purposes, including distance learning, the non-commercial nature of the activity in question should be determined by the activity as such. The organizational structure and the means of funding of the establishment concerned are not the decisive factors in this respectmeans of funding of the establishment concerned are not the decisive factors in this respect”.         

  Not surprisingly, legislation exempts teachers from copyright infringement liability when they perform or display copyrighted works in their course of achieving their teaching goals. The logic behind this is to allow educators to use valuable materials encouraging the transfer of knowledge and ideas.  A number of projects, recognizing the emergence of movies as an essential culture element, facilitate the use of movie clips as educational tool and they use the video clips as a crucial teaching method of study. The distribution of movie clips as part of curriculum faces the same challenges as those faced in distribution of physical copies. In that sense educational multimedia projects that use limited fragments of copyrighted works fall under the legally permitted use and there is no need to gain authorization from right holders. 
Moreover for educational institutions rights clearance procedure might prove to be impractical and extremely burdensome because of lack of resources and trained staff necessary to engage in these operations. As a result the acquisition of the rights defeats the purpose of using for example a two minute video clip. 

Educational exemptions have evolved as a defense to copyright liability.There is not specific legislation to address the movie clips copyright issues in the digital education environment. Multimedia protection per se is a combination of the existing regimes of protection for other similar intellectual property works. Nevertheless, one common way of judging whether the specific material falls within the educational exception regime is to apply the three steps test. Under the three -step set, as set out in Berne Convention and TRIPs agreement, exceptions are permitted in certain special cases where they do not conflict with normal exploitation of the work, Berne Convention,art.9(2), TRIPS agreement, art.13. Usually, if the three step standards apply, the specific material does not constitute copyright infringement. 
In practice the limited complaints and relevantly absence of litigation of copyright infringement in educational context, demonstrates that rightholders have directly and indirectly accepted the limitations of liablility in the education field. 
Another legal response to these issues could be the granting of compulsory license schemes, to facilitate educational uses in digital learning. This issue is beyond this analysis and would require in depth research of other issues such as the definition of qualified uses, the establishment of a mechanism to list the uses, set fair royalties for license etc.    
Member states have implemented differently the EU directives and that results in different legal environments regarding the permissible use of movie clips. UK has implemented the 2001/29/EC directive mainly though collective licensing scheme  in conjunction with fair dealing  while other countries as Portugal has specific provisions that allow only short excerpts of the work. Greece, in article 21 (2121/1993), allows the use of copyrighted materials for educational uses without need to pay for any royalties. The non profit educational uses of video clips qualify for the limitation of liability. However if another kind of use is intended, such as commercial use, then other legal doctrines are applicable.
 Art. 21 (2121/1993), applies by analogy to digital environments, therefore we may say that under art. 21, the use of short movie clips for educational purposes is permissible and does not constitute copyright infringement. It is common practice but not formally regulated, that the duration of these clips be up to three minutes. 


































� Baltova, I. (1994): “The impact of video on the comprehension skills of core French students,” The Canadian Modern Language Review 50, pp. 507-532.


�  Much of what is included here is adapted from Woodward (2001).


� � HYPERLINK "http://en.wikipedia.org/wiki/Computer-assisted_language_learning" ��http://en.wikipedia.org/wiki/Computer-assisted_language_learning� 


� Language labs became popular in secondary schools and other institutions in the 1960s and the 1970s. They were based on the technology available at that time, e.g. Audio Active Comparative – ACC, which went a step further from tape recorder capabilities by offering the possibility to the learner to record his/her own voice on the same tape as the recorded voice of a native speaker without erasing the original. They were initially perceived as a solution to the problem of teaching a language to a large number of learners in a short time. However, they gradually fell out of favour towards the end of the 1970s, partly because of unreliable technology but also because they had become closely associated with an outdated behaviouristic model for language teaching and learning. The main reasons for the lab’s failure to achieve expected outcomes, however, were: (a) lack of proper training for teachers wishing to use it, (b) lack of imagination in devising activities other than drills. (Graham Davies et al. 2005)


� Becta (� HYPERLINK "http://www.becta.org.uk/" ��http://www.becta.org.uk/�) is the UK government’s lead agency for ICT in education and supports UK government, national organizations, schools and colleges in the use and development of ICT in education to raise standards, widen access, improve skills and encourage effective management.


� Futurelab (� HYPERLINK "http://www.futurelab.org.uk/" ��http://www.futurelab.org.uk/�)  is a UK not-for-profit organisation, working in partnership with industry, policy and practice, is passionate about transforming the way people learn and committed to sharing the lessons learnt from their research and development in order to inform positive change to educational policy and practice.


� Suggestion: the files included in LeViS activity file (lvs) are only the ones necessary for the LeViS activity and closely related to it (e.g. the script, information about the video-clip, a task students have to do while watching the video-clip). The files/material related to the pre-LeViS or post-LeViS activities are used independently (e.g. a .doc file is accessed through MS Word or presented with a projector)


� Suggestion: the files included in LeViS activity file (lvs) are only the ones necessary for the LeViS activity and closely related to it (e.g. the script, information about the video-clip, a task students have to do while watching the video-clip). The files/material related to the pre-LeViS or post-LeViS activities are used independently (e.g. a .doc file is accessed through MS Word or presented with a projector)
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Options for translation (1) are constrained by the presence of  non-verbal  elements (2) with which they must synchronize.
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The creation of a target text where everything fits into place (2) 
accounts for the relative importance of the source text words (1).
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