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ABSTRACT

English for Academic Purposes (EAP) has become jarnfiald of
teaching and research in recent years. TraditipnaAP courses have
based their curricula on needs analyses to deterbeforehand what
specific students want to learn from them. It iswkver, argued here
that it is often more constructive to start fromeards analysis as this
tends to encourage an experiential rather than lyndsxhnical
learning process. This article focuses on the EABrses at Udine
University. In a typical module, an initial reading a topic leads, via
a variety of skill and language work, to close dguesng of basic
concepts and a final role play applying such idé@aspractice.
Feedback from students suggests that — with sometdining of
grammar and skills — such an approach helps themlaje their own
ideas while acquiring the academic skills they needhe way. EAP
thus avoids being a mere technical exercise, bagpmstead a lived
experience.

1.INTRODUCTION

English for Academic purposes (EAP) is commonlyickepl as either
pragmatic or critical. On the one hand it is argtheat courses should
be designed to teach accepted practice in the axad®orid (Allison
1996), on the other to take a critical stand orhgu@ctice (Benesch
1999). The debate can also be expressed in terniseodifference
between science and philosophy. Science sees & [mgcpiece
accumulation of knowledge building up a faithfuttoire of the world
(Bacon 1605); philosophy sees an engagement witldeas of what
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that world consists of (Steiner 1916). Althoughercdevelopments
in the philosophy of science suggest that this nlay an
oversimplification (Feyerabend 1993), in practimm the articles
scientists are involved in writing and the methaldsy use in the
laboratory, this difference tends to hold truehe present day.

However, it can be argued that there is in effectonflict between
these two views, but that, to achieve their red@tmn, philosophy
(critical EAP) must be placed in first place andesce (pragmatic
EAP) second. In other words, the question ‘whymere important
than the question ‘what’. In a business perspective can imagine
two companies both selling the same kind of pradtat example
mobile phones. Both have very similar features. emav, one relates
the product to a set of values, a way of life, asiin statement while
the other focuses only on product quality. Thet imere easily wins
favour with consumers as it gives them a reasonbioying one
product rather than another. This has arguably hdkeencase with
Apple as opposed to Blackberry phones. Apple pes/id set of
values behind its product and continues to thrivkile it could be
argued that Blackberry did not survive just becatsed not provide
such values (Senek 2013).

Likewise, although not an object like a phone, akPEcourse
should start from a clear philosophical perspectimd subsequently
introduce the necessary technical knowledge in lmigh this
philosophy. The basic question is not what to tdaahwhy we teach
it in the first place.

For an EAP course what motivates the syllabus, maddeand tasks
thus becomes essential. The ‘why’ of such a coigsarguably, to
create the tools for a better comprehension ofiwdd, ourselves and
each other. How this is achieved can come latee. dinphasis then
should be on the ends or aims of the course rdtfger an initial
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formal identification of needsThis article introduces the EAP course
at Udine University in Italy, which has been degdwith the above
ideas in mind. It focuses on one module as an ebaftipe issue of
de-growth in economics) and seeks to show how grereantial
approach can engage students from a wide rangelds$ to explore a
theme that may be entirely new to them and learse® how it
connects with their subjects and their lives, thligring their expertise
with each other in the class and coming by the arithie module, to
informed judgements about the topic. This is fokowby a brief
reflection, in a discussion of student feedback,how successfully
the course may be succeeding in its aims.

2.EAP AT UDINE

EAP at Udine originated and continues to be bagrethe language
centre (centro linguistico e audiovisivi or CLAVJ the University.
The centre provides courses in a number of Europaaguages.
Anyone at the University as well as external caatid can attend
while some students, especially undergraduates) gaadits from
them. In 2009, on the request of two professorsA\Clstarted an
EAP course in its campus in Pordenone for PhD siisdend teachers
of Scienze e Tecnologie Multimediali. The courseswgabsequently
moved to Udine and opened to all faculties. It when made
compulsory for PhD students in 2013.

Thus, the EAP course is open to teaching staffparstigraduates of
the University. Every PhD student has to attend cm#rse, but can
enrol to do more. Each candidate does a placerashivhich places
them as intermediate (or in Cambridge terms Blt hedow First
Certificate) or advanced (B2 First Certificate anda few cases C1

! Clearly ends and needs go hand in hand and dpreciude each other. Student
needs are central to any course, but here it isearthat the identification of need
should be based on a clear underlying philosophih@®nds of the course as this
can more easily foster an experiential rather teahnical approach to learning.
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Advanced), while those under intermediate mustoflla general
English course so they can reach an intermediats before joining.
However, despite their being categorised as intdiae or advanced,
students are effectively placed according to tdesciplines because
lessons take place in two separate venues: atcthece complex a
little way out of Udine and in the humanities builgl in the town
centre. Each class thus consists of a range ofslénen intermediate
to advanced, one composed mainly of science, ther ahainly of
humanity students.

Participants are mostly Italian but there are abvayme from other
countries in Europe, Central Asia, the Middle Easfrica, Latin
America or the Far East. The course lasts 40 hamulseveryone must
attend 70% of the lessons. There is a final exant, this is not
compulsory and is oriented to indicating how stusleran develop in
the future rather than testing them on acquiredecdn

From the beginning it was considered unfair to negatudents to
buy a text book as most of them are obliged ta¥wlthe course. In
addition, existing texts often seem to target sitglewho are
unfamiliar with academic settings, while our studermre quite
sophisticated learners, who — given the time cairgs — wish to fill
in specific gaps in their knowledge and extendrthepertoire rather
than be given a progressive introduction to acadelisicourse. Given
this situation, it was decided to create a ‘cussaui course for them.

In creating this new course, we determined to $tarh an ends,
rather than a needs analysis. An ends analysiesaiat the essence
of an activity lies in the aim or end that the wtfi is intended to
accomplish. It is ‘Yjust’ if it is carried out acabng to its primary aim.
Flutes, for example, are for playing and rightlydog to those who
can, or are learning to, play them. Arguably thstfleites should be
distributed to the best players (Sandel 2009).tiheowords, we have
to determine what ends we wish to attain for theriiand find the
activities suited to them.

Once the ends of the course are established tluks wéé¢he specific
students can be identified in an on-going and eale way: «It
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[needs analysis] is a continuous process, sincen@dify our teaching
as we come to learn more about our students, arthisnway it
actually shades intevaluation — the means of establishing the
effectiveness of a course» (Hyland 2006). Thistaké account the
rights of the students themselves to decide whastidates the best
way to meet their own needs (Benesch 1999). Thmlimnalysis of
the ends thus provides a framework within whicldstus, in dialogue
with the teacher, can cater for their needs.

To clarify the aims of the EAP course — why it viesng activated
in the first place and what its main purposes werave felt it
important to determine how it fitted into the Unisity as a whole and
what idea of a university should animate it. Thied is clearly very
controversial. The main purpose can be seen in mayg: to prepare
students for society, develop research for theréytoater for the job
market. However, it can be argued that fundamengllniversity,
rather than merely develop specific skills, shoaeftourage an all-
rounded search for the truth enabling studentstandsback and
appraise the value of an argument from a varietgtahdpoints and
thus develop themselves as individuals to maximdwaatage. In the
words of Cardinal Newman:

«This | conceive to be the advantage of a seatnifeusal
learning, considered as a place of education. Aerablage of
learned men, zealous for their own sciences, aradsriof each
other, are brought, by familiar intercourse and tfog sake of
intellectual peace, to adjust together the claims @elations of
their respective subjects of investigation. Thegreto respect,
to consult, to aid each other. Thus is created ra pnd clear
atmosphere of thought, which the student also besaf...] He
apprehends the great outlines of knowledge, theciples on
which it rests, the scale of its parts ... A habinhohd is formed
which lasts through life, of which the attributee,afreedom,
equitableness, calmness, moderation, and wisdonewigin
1982: 76).
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It became the underlying intent of the EAP course&dvelop just
such ‘disinterested’ activity in an English acadesmvironment.

The next step was to ask how this could best beeaeth. Much has
been written on the centrality of critical thinking developing
academic skills — the need, for example, to askdrigrder questions
and develop logical arguments (e.g. Kolb 1984; Ma0a8), but it is
argued here that disinterested thinking may bestdwveloped not via
a specifically critical training but via experiegitithinking processes.
The former (critical) thinking calls for a systemsaappraisal of the
logic of a point of view. In its extreme form it & kind of thinking
that cannot determine the right or wrong of an argut, but merely
review its logical consistency. Any argument ofts@cconsistency is
acceptable — so two completely conflicting ideaslddoe right. It in
effect enhances the technicalisation of learnirgf gerves specific
interests such as the demands of the job markbearequirements of
technology and big business. The latter (expea#nthinking sees
itself not only in terms of developing logic — oédd activity — but
also of inner conviction of the heart. It requirestering into and
living a situation before coming to any conclusiétroof is in the
conviction attained through the experience ratantthe level of
logic in an argument. The conviction may later bersas inadequate
but such continuous re-evaluation forms part of wnulative
broadening of the self and its understanding of wield. Ciritical
thinking, on the other hand, can serve differentgoof view and
interests, while experiential thinking, it is arguleere, can lead us to
draw conclusions from our experience, not meretymfrour own
interests (Tooke 2010).

To encourage such experiential thinking, the cousserganised
around disciplinary areas and topics, which stuslargé asked to enter
into and experience. They are encouraged to susgisivelief and
live the ideas before making up their minds. Thedtion they take
depends on their own dispositions, needs and sigerbut they move
through a variety of points of view, activities almuistic content.
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Table 1: Contents for EAP course 2015-2016 (aushcinart)

Module Topic Reading/listening Language

One Peace Education for Peace Cohesion
Justice The passive
Students’ own readingsContrast

Two Economics Ecological economi¢s In-text citation
Stephanomics Reporting construction
Students’ own readingsCause and effect

Three Media studiesSocial media Participle adjectives
Gaming Recommendations
Students’ own readingsParticiple clauses

Four Nursing Nursing practice Verbs + noun + ing

Romanian orphans

Verbs + prepositions +

Students’ own reading

sThe passive (2)

S

They can choose on the way to focus on skills, gramfunctions or
vocabulary. The experience is seen not so much asceemental step

by step acquisition of arguments and argumentabahas a journey
undertaken as a personal exploration on the paheolearner (Tooke

2013).

ng

To activate such learning, the course was orgarasednd areas
and topics for discussion. Such topics had to ba sense general

academic to stimulate ideas, but also becausetidergs come from

the entire range of disciplines offered at the arsity.
The 40 hour course is divided into four moduleshdasting three

weeks to a total of twelve weeks. The lessons fatieree hours. Thus,

the work covers 12 weeks x 3 hours = 36 hours witbrther hours
given over to students’ own presentations anda éram, leading to
40 hours overall.

In 2015-2016 the areas covered were: peace stued@somics,

media and nursing. As can be seen in table onetopies, with
accompanying readings, were education for peachkgés@mo 2014),
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de-growth (Latouche 2012), social media (Metros&0&nd cross-
cultural nursing (Palese et al. 2006).

For convenience both in creating the material adpisiing to
student expectations, the format in each modulthessame. Each
module opens with a reading (to be prepared bysthdents out of
class beforehand), as in the references above,ngndlarough skills
work, pronunciation, grammar and vocabulary (frv@ teading) with
an emphasis on listening — both in-depth and fet gsing podcasts
and videos — alongside writing that enables stiglehthey wish, to
write a full article by the end of the course.

3. EXAMPLE MODULE: DE-GROWTH

The following is an example module. Lesson one oflute 2 (centred
on economics) starts with general pre-task questiabout the
economic crisis such as: What do you think arentaen causes of the
present global crisis? How far are subprime morgaand derivatives
the tip of the iceberg? Was the eurozone crisisedwnly by the US
banking system? Where do you think the crisis iag® What do you
think individuals should/can do to respond to sdetielopments?

Students then discuss an article by Serge Latooohde-growth
(Latouche 2012), which they are supposed to haad keefore the
lesson. Latouche argues that to create a new gdmased on sobriety
and frugal abundance (necessary for our survivat)ea kind of
politics needs to emerge. The old left-wing mode&lsre too
catastrophic and monolithic. De-growth calls formaultiplicity of
voices. It remains on the left of the political sfpem as it questions
industrialisation and critiques liberalism, echoimarly socialist
thinkers, seeking redistribution, denouncing theitspf capitalism
and seeing good development as a contradictiogrimst

However, de-growth is often misunderstood and seenegative.
This may be partially due to the word itself. Thiegmal word, though
this is not discussed by Latouche, was the Frenétrossance
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referring to a river that re-finds its usual lewdler a flood- in this
way depicting growth as an unnatural period of deatson that needs
to be brought back within limitsThe direct translation from this into
English as de-growth may be seen as infelicitorst because it fits
the Latinate prefixde to a word of Germanic origigrowth but also
becausealeis used in many words with negative connotatiohstiver
in its meaning of the lowering of a levetiggrade destabiliség,
increasing the intensitydégenerate denigratg or moving away
(decamp decapitate decline depor). Modern German avoids any
negative connotation by using the tenpastwachstunipost-growth”,
entwachserfgrowing out of’ or wachstumsricknahmeévithdrawal
from growth”.

However, the sense of negativity is also a readimoany project
attacking productivism. De-growth casts serioushdaan economic
thinking and as such could be called a-growth f@nlines of atheism)
as people follow economism like a religion. De-gtiowequires the
will to take on a complete shift in perspective @mibrace the idea of
altruistic, co-operative, social, local, autonomeubsistence.

The discussion is guided by a set of comprehengimstions and
followed by an analysis of the kind of journal thidynk the article is
from and in what ways the article itself can berkt as ‘academic’.
The questions include: How would you characteitselanguage and
style of the article? Do you think it might be tgal of this publication
(Capitalism Nature Socialism)? What kind of sulgeid you suppose
this publication publishes? Look at the publicataomd see if you were
rightt How do you see Latouche as a person? (egy,f
combative...). Give your reasons. What is the lodidhis article?
Why does he critique the left? How does Latouche ée-growth?
How do people generally see de-growth? What ishswver to them?
Why doesdecroissanc®r decrescitasound better?

2 The word seems to have been used as an economicotdy in the early
seventies by, among others, the economist NichGlasrgescu-Roegen (vid.
André Gorz 1977).
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This moves later on to a reflective task on de-ghowhere the
students answer questions such as outlined in table

Table 2: Reflective task (author’s chart)

Reflective task
What do you understand by a radical critique ofrdgbism?
Are you sympathetic towards Latouche’s argument?
Would you favour a radical or a reformist respotawsthe crisis?

Elsewhere Latouche talks of a «decolonisation efithaginary». What do
you think he means by that?

Do you see capitalism in the same way as de-grewperts?

How far do you see ‘broader coalitions’ (trade unsioprecarious worker
environmental justice movements...) as a feasiblens@d opposition ir
the next few years?

[v2)

The listening is an interview with one of Latouch&llowers who
outlines practical activities to do in order to ther a de-growth
project (Liegey 2012). Students are asked to cre@abénd map of the
ideas expressed by the speaker as they listerhanddiscuss them in
a post listening activity, picking out any itemsyhparticularly like.
Throughout the lesson the argument is punctuatednbgnalysis of
academic style (formal versus academic languagealés and Feak
2008), vocabulary from the text (strong, flavoutfhguage reflecting
the voice in the text), as in the table below, amys of citing other
authors.

Table 3: Vocabulary task (author’s chart)

Vocabulary

Put in the correct word in the blanks from the listow. You may have t
change the form of the word.

O

1. [Exiting from a growth society] implies abandonintpe well-
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paths of critical thought.
2. [We need] to find a way out of the ditppking.

3. [There might be] a possibility of a direct passatge socialism
the capitalist stage.

4. Modernisation has the past to the ground
5. Toleration of plurality has been no more than a tactic, a
concession against a background oktnatote.
6. De-growth meets with and steexie.
7. The capitalist mode of production ... always more
inequalities.
8. [There have been many] figures like Uesdllul.
9. The allergic reaction to de-growth stems from a refusal to
give up productivism.
10.[We do not need] a better of state adigu.
raze rose vociferous impasse
bypass visceral recur engender
temporise tread provisional inspire

Now answer these questions.
Whatwell trodden paths are important for you?

Have you evereached an impassén your professional life? What did you
do?

Do you usdemporizing tactics? When?

Have you come acros®ciferous resistanc@ Where?
Name arinspirational figure in your life

When do you feel misceral refusalto doing something?

D

Add one or two questions of your own using the badary in the exercis
above.
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The second lesson opens with a quick review ofptieious one,
leading into a radio discussion programme on thammg of the good
life (BBC podcast, 2012). As a pre-listening thagcdss their own
ideas of the good life (especially as far as moamay material goods
are concerned) followed by some decoding exerclssfore the
listening proper. The three guests on the programugee their idea:
one regarding the market as the central factor, sa®ng wealth as
only a means not as an end and the third callingdstrictions on
growth in the name of the environment and planetaryival.

This leads on — further in the lesson — to a réflacon the market
and how market language has entered our everydayecsation
inducing us to think in economic terms. Again tihgusment is spaced
out by work on linking sounds (Hancock 2005) vodabuand verbal
constructions (Hewings 2009).

The third lesson requires students to bring inrtbain articles to
present to each other in informal groups to giveébraak from
economics, practise talking about their subjedEmglish and enable
them to use what they are learning in the lessons.

They then look at biopics — how they might pregbeimselves in
writing for conference or journal papers, a revieiithe language of
cause and effect, linking words in pronunciatiod again a review of
vocabulary.

The argument, however, is carried through by watgla video of
Aziza Chaouni (2014), who designed a restructurafigthe river
running though Fez in Morocco creating urban spab@sg the river
for shops and recreation. Here, students are askedsess how far
such a project is compatible with de-growth paditand whether they
think it should be compatible. Finally, students asked to design a
project for Udine — using the language they hao&éd at on the way.
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4.REFLECTION

The success of this approach, focussed on an atits than a needs
analysis, depends on three factors: teachers addrds have to agree
first to take a broader view of the content of adole and then focus
on group and finally individual needs after. Feadtbauggests this
works well in the context of this course. The gsate the following
section are from feedback in three classes endaspectively in
February 2013 (2013a), May 2013 (2013b), and Febhr2®16,
chosen from others only on the grounds that theyewsore
comprehensive than other years.

The main challenge then, from the teacher’'s pofntiew, is to
ensure that most (if not all) students accept thlegophy and aims of
the course. These are clearly set out in the fesson and are
generally endorsed by the students from the outSttident
attentiveness and participation during the coursBcate that they
learn to further appreciate the philosophy as tleeperience it:
«working with other colleagues is probably the mestarding part of
the course. The informal atmosphere facilitates l@marning and
eliminates the fear of public speaking, to meeheaatber and to make
mistakes. In my opinion it was very interesting astanulating to
meet colleagues who deal with matters very diffefiemm mine, and |
must confess that | have learned a lot of unexpedtengs»
(Alessandro 2013b).

However, they do occasionally feel discouraged émdp asked to
cover topics that are not closely related to tlesin. They can feel
that they do not have any in-depth insight and thots enough
information to give their own opinion (Sonia 201@heir reaction
usually requires on the spot encouragement fronteheher to help
them see the positive learning opportunities andctcnowledge that,
as highly specialised topics cannot be an orgapitactic in such a
general course, they can listen to others and g&taleast some
information about the topic. They will then havend¢i every three
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weeks to talk about their own subject in groups and occasion to
give a presentation about it, if they so wish.

In the end, there is usually one topic at least #itiaacts a student
from the four that are offered in the syllabus.sTpreference is quite
personal and the teacher can bring out and exgilailents’ interest as
they move through the modules.

This having been said, students generally seenppoeaiate the
approach: «the course was well-structured and @egdn
incorporating readings, discussion, listening, gramn and
vocabulary» (Monica 2016). The skill they generalignt to practise
the most is speaking; «In particular | like the apeg activities:
speaking is the main problem for me, because dftdon't have
anyone to talk to in English so | can’t improve theguage without a
specific course like your [sic]» (Paola 2016). Hoee the final role
plays are sometimes thought to be too demandinge «anly thing
that | don’t like too much is the part ‘role playécause it takes time
and sometimes it is difficult to speak about a galn®pic even if this
activity gives you the possibility to improve Ergflb> (Annamaria
2013b). Although this comment seems to questionaghgroach, it
may well be that the student saw role play as tpkime away from
more ‘useful’ quick exercises and practice.

Students also tend to ask for more listening, whicleffect they
usually find difficult: «I found some problems wilistening, perhaps,
as we said in class, (it) would help (if we hadg subtitles in the
second listening [i.e. the short video listenindpederica 2016).
Again they have opportunities to practise listensiglls in every
lesson (an element built in because of studenbisadin past years).

Another frequent request from some is for more gnamand
writing: «l would just propose adding or modifyisgmehow some
grammar modules. What | mean is when | did the gramexercise
during the lessons with the grammar rules in frointne everything
seemed quite easy, but during the exam | had someatsk (Anastasia
2013a). Grammar is addressed but at quite a higgh. [Eor those who
feel they have gaps in their grammar competencemelmrk
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exercises on the various tenses, modals, participsewell as other
issues can be set, as required by individual ctassel checked in the
following lesson.

The writing has been addressed in the most receutse by
offering work on writing introductions, construaginan argument,
making recommendations and drawing conclusionss, Tiowever,
does not usually lead to much writing as studelmays claim to have
little time outside class to do homework. One sitiga from the
students themselves has been to write about thestga summary,
argument or comments) for ten to twenty minutes ifree writing
exercise in the last class of each module. Thisbestnialled in further
courses.

Students always bring their own individual needsht class. For
example, Saida (2013b) had hoped for more gramesgecially First
Certificate type exercises, as she wanted to ta&ke&Cambridge exam.
Despite this her formal feedback was positive: eAdiing these
lessons I've kept on exercising my English. Thaffds all». She
subsequently opted to follow a Cambridge prepamatiourse at the
language centre in the University.

This feedback thus does not seem to question tpeoagh, but
rather underlines its efficacy. The collegial woakound specific
topics allowing space for reflection and languageknis always well
regarded. The problems tend to revolve around hashnime to give
to grammar and writing or other linguistic aspdal/sThe consensus
then is that the course, even though it can undolljpbe developed,
works.

5. CONCLUSION

Thus, in conclusion, the EAP course sought to éshtalthe ends of
the course first and analyse student needs asatheg. The ends were
established as the development of the ability sxulis a variety of
topics from different viewpoints in an academic vitagough the use
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of a sharing/experiential rather than technicalraggh to learning.
The course was divided into four modules each ednbin one topic.
These topics (in the example above: de-growth)daweloped from a
variety of viewpoints via a reading, listening areflective tasks,
allowing students to see and experience the sulfsent different
angles. In the meanwhile students touch on aspmécEnglish and
finally draw their own conclusions via a role plarydiscussion on the
topic. This enables skills to be developed in atedn avoids making
the learning technical and dry and activates infmtndeas rather than
mere opinion. It seeks what we have called a disdsted search for
the truth bringing both truth and life to the leag process, which
from the comments fed back to us is generally apated by the
students themselves.

Universita degli studi di Udine
Centro Linguistico e Audiovisivi
michael.tooke @uniud.it

BIBLIOGRAPHY

Allison, D.
1996 Pragmatist Discourse and English for Academic
Purposesin «English for Specific Purposes», 15, pp. 88:10

Bacon, F.
1605 The Advancement of Learnirigpndon, Henry Tomies.
www.gutenberg.org/ebooks/5500

Baligadoo, P.D.
2014 Peace Profile: Maria Montessori — Peace Through
Education in «<Peace Review: A Journal of Social Justicé; 32
pp. 427-433.

Lingue antiche e moderme(2016)
ISSN 2281-4841



ENGLISH FORACADEMIC PURPOSES ATUDINE UNIVERSITY 201

Benesch, S.
1999 Rights analysis: studying power relations in an d&aic
setting in «English for Specific Purposes», 18, pp. 323-3

Chaouni, A.
2014 How | brought a river, and my city, back to life
https://www.youtube.com/watch?v=b4UFIldZuKk

Feyerabend, P.
1993 Against Method, Outline of an Anarchistic Theory of
Knowledge London, Verso.

Gorz,A.
1977 Ecologie et libertéParis, Editions Galilée.

Flanders, S.
31 July 2012Growth: quality over quantity. Stephanomics
http:www.bbc.co.uk/podcasts/series/r4sf

Hancock, M.
2005 English Pronunciation in Us¢5™ edition), Cambridge,
Cambridge University Press.

Hewings, M.
2009 Advanced Grammar in Us¢7" edition), Cambridge,
Cambridge University Press.

Hyland, K.
2006 English for Academic Purposdsondon, Routledge.

Kolb, D.A.
1984 Experiential learning: experience as the source of
learning and developmerEnglewood Cliffs (NJ), Prentice Hall.

Lingue antiche e moderme(2016)
ISSN 2281-4841



202 MICHAEL TOOKE

Latouche, S.
2012 Can the Left Escape from Economism® «Capitalism,
Nature, Socialism», 23, 1, pp. 74-78.

Liegey, V.
2012 Degrowth: Decolonising our imagination
https://www.youtube.com/watch?v=RBUOvg-c4c0

Metros, S.
2008 The Educator's Role in Preparing Visually Literate
Learners in «Theory Into Practice», 47, pp. 102-109.

Moon, J.
2008 Critical Thinking London, Routledge.

Newman, J.H.
1982 The Idea of a University Notre Dame (Indiana),
University of Notre Dame Press (reprint of the 188#ion).

Palese, A. — Barba, M. — Borghi, G. — Mesaglio-MBrusaferro, S.
2006 Romanian nurses’ process of adaptation to Italian
nursing practices during their first six months italy: a
qualitative studyin «Diversity in Health and Social Care», 3, pp.
123-130.

Sandel, M.
2009 A New Citizenshipgn BBC Radio Reith Lectures.
http:www.bbc.co.uk/podcasts/series/rla76

Senek, S.
2013 Start with Why: How great leaders inspire everyaoe
take action London, Penguin.
https://www.youtube.com/watch?v=sioZd3AxmnE

Lingue antiche e moderme(2016)
ISSN 2281-4841



ENGLISH FORACADEMIC PURPOSES ATUDINE UNIVERSITY 203

Steiner, R.
1916 The Philosophy of Freedgniondon, Putham’'s Sons;
originally published in German in 1894.

Swales, J. — Feak, C.B.
2008 English in Today’s Research World: A Writing Gu{&8
edition), Ann Arbor, University of Michigan Press.

Tooke, M.
2010 English for Academic Purposes: The Struggle for
Identity, in Saidero, D. (ed.)|dentities in Transition in the
English-speaking Wor|dJdine, Forum, pp. 171-184.

Tooke, M.
2013 Towards Imaginative Understanding: the Use of film
Language Teachingn «<Humanising Language Teaching», 15, 3.
http://www.hltmag.co.uk/Junl13/sart06.htm

Lingue antiche e moderme(2016)
ISSN 2281-4841



