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Preface 
 
We feel honored that we can hold the 14th Conference of Pan-Pacific Association of Applied Linguistics in 
Kyoto. The theme of the conference is ‘Fundamental Issues in Applied Linguistics’ which can cover any 
controversial topics in our profession. We have received more than 100 papers. We had a screening meeting 
on the 9th of May. The acceptance notifications were immediately sent by Professor Yusuke Kondo, 
Ritsumeikan University.  This year, the length of Proceeding papers was double-columned 4-6 pages, which 
stands for 8-12 pages in the standard format. The organizing committee accepted, however, papers in 
double-columned 2-10 pages. The deadline for the Proceeding papers was on the 30th of June. 
 
It is a great honor to receive Professor Rod Ellis as the Keynote speaker for this conference. Research 
interests of Professor Rod Ellis covers Second Language Acquisition Researches, in particular, analysis of 
Learner Language, Task-based Instruction Researches, etc. His books are widely studied by professionals in 
Applied Linguistics. Although his achievements are outstanding and too busy to spend time with us, he was 
kind enough to give us Workshop as well. 
 
The 14th Conference of PAAL is funded in part by Grant-in-Aid for Scientific Research (B) 20320085, 
printing of this proceedings, travel fees, accommodation and honorarium for Professor Rod Ellis. Since due 
to the space, the acknowledgements were omitted in our papers, we would like to acnowledge that researches 
among graduate students and former graduate students at Japan-side of PAAL (specifically at Waseda) were 
made possible by Grant-in-Aid for Scientific Research (B) 20320085. 
 
Finally, as a convention chair, I would like to thank our organizing committee members: 
Yusuke Kondo, Norifumi Ueda, Junko Negishi, Eiichiro Tsutsui, Kazuharu Owada, Kota Wachi, Remi 
Murao, and Masanori Oya. 
 
 

Michiko Nakano, Waseda University 
Bok-Myung Chang, Numseoule University 
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Relative Clause Acquisition and EFL Learners 
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Abstract 
This paper discusses how Thai EFL learners acquire 
relative clauses (RCs) in English. The pilot study 
indicates that the participants’ acquisition, like other 
EFL learners’, conforms to a language universal 
known as the Noun Phrase Accessibility Hierarchy 
(NPAH) in that subject relatives are the most 
common in their productive data, whereas object 
relatives are found to be less common. The least 
frequent one is object-of-preposition relatives. It is 
discovered that the degree of markedness 
determines the frequency of each relative clause 
type. More marked types are usually avoided. 
Moreover, pronoun retention is universally 
employed by most learners no matter whether their 
mother tongues permit it or not. 
 
Keywords 
Relative clause, second language acquisition 
 
Introduction 
Relative clauses (RCs) have been under 
investigation in the area of second language 
acquisition for decades. There have been a number 
of studies on how English relative clauses (ERCs) 
are acquired by learners with different L1 
backgrounds. No study to date, however, has been 
dedicated to scrutinizing Thai EFL learners’ 
acquisition of ERCs in a thorough fashion. For this 
reason, the present study is aimed at examining in 
great detail the ERC acquisition by Thai EFL 
learners with emphasis on analyzing productive 
linguistic data, i.e. essays. Even though Thai and 
English RC systems are alike in head direction, i.e. 
head-initial (Sornhiran, 1978), quite a few Thai 
learners do have problems with using such a 
structure in English. 

The findings from the pilot study evidently 
show that the ERCs produced by Thai EFL learners 
share some universal properties with those made by 
other EFL learners. There also appears evidence of 
avoidance of marked ERC types. Furthermore, it 
seems from the data that their problems can be 
attributed to the high degree of markedness and L1 
transfer. 

 
1 Thai and English relative clauses 
A Thai relative clause is introduced by one of the 
three possible markers: thi�i, sy�N, and an. The 
most common relative marker is thi�i, which can be 
used in all contexts, whereas sy�N usually occurs 
in more formal situations. e.g. formal speech or 
academic writing. As for an, it expresses a more 
formal tone than the other two, frequently used in 
highly formal writing, such as in religious texts 
(Sornhiran, 1978). 
 
 
(1) de�k  thi�i / sy�N/ *an   cha�n li�aN

 maa… 

    child REL       I  bring up come….. 

 ‘The child that I brought up …’  

   (Sornhiran, 1978, p.177) 

 
(2)  phe�t   thi�i/ sy�N/an  mii kha�a maha�asa�an 

    diamond REL     have  value tremendous 

 ‘the diamond that has tremendous value…’ 

 (Sornhiran, 1978, p.177) 

 It seems that an is not normally used in an 
informal context as in (1), while all the relative 
markers can be employed in a formal context as in 
(2). 
 Like those in Thai, English RCs, are 
right-branching, i.e. precede their head nouns. 
There are up to eight relativizers in English, 
whereas only three are existent in Thai. Specifically 
English relative markers are of two main types. 
Who, whom, which, whose and that are classified as 
relative pronouns, while when, where, and why are 
known as relative adverbs (Master, 1996). 
 Who and whom are employed when the RC 
head noun refers to a person as in (3). They differ in 
that whom can only occupy an object position as in 
(4). When the head refers to a thing or an animal, 
which is selected. That can be used for things, 
animals, or persons (Azar, 2003), as in (3-6). Both 
which and that can occupy a subject or object 
position. As for whose, it is the possessive relative 
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word for persons as well as things (Swan, 2005), as 
in (7) and (8). An omission of relativizer (zero or 
O) is allowed when a relative marker serves as a 
RC object, as in (3) and (6). 
 
(3) A teacher who/whom/that/ O every student respects is smiling now. 
(4) A teacher who/that like syntax is keen on teaching grammar. 
(5) The dogs which/that is sleeping near me is Alex’s. 
(6) The car which/that/O she purchased is very expensive. 
(7) I know the boy whose bicycle was stolen. 
(8) The house whose kitchen had been repaired was sold. 
 

2 The Noun Phrase Accessibility Hierarchy 
(NPAH) 

 
The Noun Phrase Accessibility Hierarchy (NPAH) 
resulted from Keenan and Comrie’s (1977) 
considerable effort to find a language universal that 
explains how RCs are acquired in first language 
acquisition. Having exhaustively studied fifty 
languages across the world, they proposed a 
world-famous hierarchy, NPAH, as outlined below: 
SU > DO > IO > OBL > GEN > OCOMP1 
(9) That’s the man [who ran away]. (SU) 

(10) That’s the man [whom I saw yesterday]. (DO) 

(11) That’s the man [to whom I gave the letter]. (IO) 

(12) That’s the man [whom I was talking about]. (OBL) 

(13) That’s the man [whose sister I know]. (GEN) 

(14) That’s the man [whom I am taller than]. (OCOMP) 

   (Keenan & Comrie, 1977) 

 According to the NPAH, two claims are worth 
being discussed. First, it is assumed that any 
language that has relativization can relativize on 
subjects. In addition, predictions can be made such 
that if a language has a RC type x, then it will also 
have any RC type to the left of x. For instance, Thai 
is found to allow relativization on IO, This means 
Thai is claimed to permit relativization on DO and 
SU as well. It is unlikely for relativization 
possibility to skip any type of RC along the way 
from x to SU.  
 As regards second language acquisition of 
RCs, the NPAH can also be used to predict the 
order of acquisition in such a way that the left RC 
types, which are less marked, tend to be acquired 
before those on the right. It is also proposed that 
resumptive pronouns2 are more likely to be used in 
marked RC types on the NPAH (Keenan & Comrie, 
                                                  
1 N.B. ‘>’ = ‘is more accessible to relativization 

than’ 

SU = subject, DO = direct object, IO = indirect 
object, OBL = oblique, GEN = genitive, OCOMP = 
object of comparative 
2 A within-RC pronoun that has the same 
reference as the head noun 

1977). 
 Despite being not allowed in English, 
resumptive pronouns exist in many other languages. 
Therefore, learners of English whose mother 
tongues permit pronoun retention are often 
predicted to commit an error when supplying this 
kind of pronoun in ERCs (Celce-Murcia, 1999). 
 Several studies found support to the NPAH  
(e.g. Schumann, 1978; Gass, 1979, 1982; 
Hawkins, 1994, 1999). 
 
3  Avoidance 
Avoidance is L2 learners’ behavior caused by the 
differences between the native language and the 
target language. The greater the difference, the 
more likely they are to avoid. When learners are not 
sure about a grammatical structure in L2, they are 
inclined not to produce it on purpose (Richards, 
2002). Schachter (1974) discovered avoidance of 
using ERCs, which are head-initial, by Chinese and 
Japanese speakers, whose RCs in their L1s precede 
heads. Although these learners seemed to make 
fewer errors on ERCs than Arabic and Persian 
speakers, whose native languages, like English, 
have head-initial RCs, this was because Chinese 
and Japanese subjects also produced much fewer 
ERCs than the others since the different head 
directions of RCs in English was not familiar to 
them. Kleinmann (1977) attributed such a 
phenomenon to the considerable difference in head 
directions between L1 and L2, which caused the 
learners difficulty and made them employ an 
avoidance strategy. 
 Gass (1980) also investigated avoidance in EFL 
learners’ writing and found that they intentionally 
avoided marked RC types on the NPAH. In other 
words, the more marked a type of RC, the more 
difficulty they have. For Gass, avoidance is closely 
related to high degree of markedness. Marked RC 
types are claimed to lead learners to avoidance of 
those types. Zhao (1989) used a translation to 
compare the frequency of RCs in English and 
Chinese, asking Chinese EFL learners to translate 
ERCs into Chinese. The study revealed that the 
subjects avoided employing RCs in their Chinese 
translation because some special functions of ERCs 
cannot be translated into Chinese RCs. Additionally, 
Chinese does not have non-restrictive RCs as 
English does. Consequently, it was necessary for 
the learners to use some other constructions to 
represent the meaning in the source text. 
 According to Li (1996), which also supports 
Zhao (1989), Chinese ESL learners obviously 
avoided producing ERCs not because of their major 
difference in head direction between both languages. 
Their avoidance is claimed to result from the fact 
that RCs in English have certain pragmatic 
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functions to which Chinese speakers are not 
accustomed. The learners, hence, relied on some 
other structures which are closer to the 
corresponding structures in L1 so as to serve these 
functions. 
 
4.   Research Methodology 
4.1  Data collection 
The participants of the study are 45 Thai 
intermediate EFL learners who are first-year 
undergraduate students at Thammasat University, 
Thailand. They speak Thai as L1 and have learned 
English in classroom setting for at least twelve 
years before being recruited for the present study. 
The participants were asked by the researcher, who 
also acted as the instructor for their English 
foundation course, to write four descriptive 
200-word essays and submit each in class every two 
weeks. They were also informed that their essays 
would not be graded according to grammatical 
accuracy so that they would feel free and relaxed to 
produce their writing which truly represents their 
authentic linguistic competence. 
 
4.2 Data analysis 
The framework of the analysis is based on the 
NPAH (Keenan & Comrie, 1977). As the present 
research aims at investigating the learners’ use of 
ERCs according to the types proposed in the NPAH, 
the relative adverbs were excluded. Of the four 
essay topics, only one was selected here for the 
preliminary data analysis as a pilot study. 
 
Table1: Distribution of relative markers in different 
RC types  
ERC types 
 
Relativizers 
 

SU DO OPREP Total % 

who 42 2 - 44 68.75
which 2 - - 2 3.13 
that 4 10 1 15 23.44
O - 2 1 3 4.69 

total 48 14 2 64  
% 75 21.88 3.13   

 
The findings from the pilot study indicate, as 

illustrated in table 1, that the most frequently 
produced RC type is subject (SU) with 75 %. The 
second most frequent type is direct object (DO) 
with 21.88 %, while object of preposition (OPREP) 
is ranked third with 3.13 %. No indirect object (IO) 
type was used. Further, the two most marked types, 
genitive (GEN) and object of comparative 
(OCOMP), are not found either.  

When relative markers are taken in account, 
who was made with the highest frequency 
(68.75 %). The next most frequent marker is that 

(23.44 %). Zero relative (O) is the third (4.69 %), 
and the least frequent one is which (3.13 %). 
 The overall number of RCs found is 64, with 
59 restrictive RCs (92.19 %) and 5 non-restrictive 
RCs (7.81 %). 
 
5.  Discussion of the findings 
It is discovered that the findings of the study 
conform to the predictions of the NPAH. That is, 
SU was used with the highest frequency since it is 
the least marked type. DO, which is more marked 
than SU, occurs with the second most frequency. 
OPREP is the most marked type produced and it 
appears with the lowest frequency. The results at 
first seem to go against the NPAH in that IO, which 
is predicted to be easier to acquire than OPREP, is 
not found at all, while OPREP was used by the 
participants. However, upon careful consideration, 
it is not unusual to see more frequency of OPREP 
(3.13%) than IO (0 %). Gass (1979, 1982) 
explained this occurrence, showing that IO and 
OPREP can be merged together since they are close 
in nature. An IO relative requires a proposition 
inside the RC, as does an OPREP one. Because of 
this, these two RC types should be treated as one 
and the same, and it is not surprising to find only 
OPREP in place of IO especially from the small 
amount of the pilot study data. 
 Moreover, as predicted, the most marked RC 
types, GEN and OCOMP, are not seen perhaps 
because of two reasons. First, these two types are 
too difficult for them to use; they are probably 
unaware of how to use them, particularly OCOMP, 
which is the most marked and sometimes viewed as 
ungrammatical for some native speakers (Ellis, 
1994). Second, even though the learners have seen 
some instances of GEN or OCOMP, they were 
probably not certain about its proper use, thus 
avoiding such RC types. 
 With respect to the relative markers, the 
participants, used who with the highest frequency 
(68.75 %) probably because the topic of the writing 
was my best friend. This means the learners needed 
to use relative words referring to persons. In this 
case, who is the most common and easiest for them 
to employ since who can occur in the subject as 
well as the object positions of a RC. Second to it in 
frequency is that (23.44 %), used more as objects 
than as subjects. In addition, only 3 tokens or 
4.69 % of that was used with human heads, while 
the other (18.75%) was used to refer to non-human 
heads. This result is in line with Biber et al. (1999), 
which found more use of that with non-human 
antecedents. In addition, since that can occur in free 
variation in terms of grammatical functions in RCs 
and animacy of heads, the learners probably took 
advantage of this convenience, avoiding taking a 
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risk in using other relativizers, the usage of which 
they are not certain about. 
 The third most frequent is zero relativizer 
(4.69 %). The learners omitted relative markers in 
DO (3.13 %) and OPREP (1.56%). There appears 
no deletion of relative markers used as subjects, 
which is ungrammatical in standard English. The 
least frequently-occurring relative word is which 
(3.13 %), entirely used as subjects of RCs. This is 
not unexpected because the topics are related to 
persons and may have necessitated more use of who 
as a human relativizer. 
 An interesting point lies in pronoun retention 
(7.81 %) used by the participants despite the fact 
that their native language, Thai, does not allow it. 
The use of pronominal reflexes is claimed to be 
universal since they are produced by most L2 RC 
acquirers irrespective of their L1s. Whether 
learners’ L1 has this kind of pronoun, they often 
supply such a resumptive pronoun to clarify the 
meaning of a RC (Gass & Selinker, 2001). 
 
8  Conclusion 
The present study does demonstrate that Thai EFL 
learners are similar to others in that their acquisition 
of RCs in English can be explained by the NPAH. 
The degree of markedness, in other words, 
determines their ERC acquisition in such a way that 
the learners tend to use RC types with low level of 
markedness, which are easy to acquire. To be 
specific, subject relatives (SU), the least marked 
type, occur with the highest frequency, followed by 
direct objects (DO) and objects of preposition 
(OPREP) respectively. More marked RC types were 
avoided. It is found that avoidance is connected 
with high degree of markedness. It seems that such 
markedness has in turn brought about typological 
universals, e.g. NPAH, of RC acquisition, which 
mostly prove true. In addition, pronoun retention is 
shown to be a feature universally shared by most L2 
learners regardless of their native languages. 
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Abstract 
Contrary to the common belief that of is a dummy 

case-assigner (Chomsky, 1981), of imposes strict 

semantic restrictions on the preceding and 

following nominals. For instance, in ‘A of B’, A can 

be a part, and B can be a whole (e.g. the legs of the 

table), but not vice versa (*the table of the legs). 

This paper aims to spell out semantic properties of 

of from the perspective of language acquisition. To 

achieve this goal, I analyzed longitudinal data of 

eight children at age points of 3, 4, 5, and over 9 

from the CHILDES (= Child Language Data 

Exchange System) database (MacWhinney & Snow, 

1985, 1990). Using the CLAN software, I extracted 

all utterances of the subject children that include the 

uses of of, and analyzed the data with reference to 

pre-defined sense categories of of. Surprisingly, the 

well-known examples that are cited as evidence for 

a dummy case assigner are not found at all in the 

child language data. Rather, English-speaking 

children use a handful number of fixed expressions 

that contain of, most of which are part/quantity 

phrases or simple collocations. Based on this 

finding, I argue that of is a relational functor that 

defines a restricted number of semantic relations 

over a concept network. 
 

Keywords 
Functional category, case, dummy case-assigner, 

language acquisition, CHILDES 
 

Introduction 
The standard treatment of of is syntactic by nature; 

i.e. of lacks semantic content, and makes a 

functional contribution to grammar. According to 

Chomsky (1981), of makes a purely functional 

contribution to grammar as a dummy case assigner 

that is inserted into a phrase like destruction of 

Rome to satisfy the Case Filter. Here, the lexical NP 

Rome needs case as a complement of destruction; 

but destruction fails to assign case to Rome because 

of its [+N] feature. Instead, Rome gets case by of.  

   A less discussed use of of is the legs of the table. 

In this example, table is a lexical NP, and gets case 

by virtue of the functional preposition of. But why 

can’t we reverse the order of the preceding and 

following nominals of of, and say *the table of the 

legs? In A of B, A can be a part of B, but not vice 

versa. On the other hand, in the Product-Material A 

of B construction, either ‘Product of Material (e.g. a 

table of wood)’ or ‘Material of Product (wood of the 

table)’ is allowed. This shows that the preposition 

of imposes strict selection restrictions on the 

preceding and following nominals.  

   Then, how can we characterize the semantic 

properties of of? This paper aims to answer this 

important question from the perspective of 

language acquisition. In this paper, I analyzed 

longitudinal data of eight children from the 

CHILDES (= Child Language Data Exchange 

System) database (MacWhinney & Snow, 1985, 

1990). The eight children in this study are carefully 

selected, since their speech transcripts are available 

for the same discourse situations at ages 3, 4, and 5. 

The database also provides transcripts obtained at 

age 9 for six of the eight children, which allows us 

to trace important features of language development 

at later years.  

When we look into the actual data spoken by 

English-speaking children, we are surprised by the 

fact that children never utter nominalized verbal 

complement structures like destruction of Rome. In 

fact, the representative examples that are cited as 

evidence for a dummy case assigner do not 

constitute a representative portion of child language 

data at all. Rather, when English-speaking children 

utters of, it is used most of the time in part/quantity 

constructions (e.g. all of / a cup of / two of) or in 

collocation structures (e.g. kind of / out of / a lot of). 

The intraleximic sense development of of strongly 

suggests that of is best described as a relational 

functor that defines a restricted number of semantic 

relations over a concept network rather than as a 

dummy case-assigner.
1
 

                                                   

* This paper is an abridged version of my latest work. 

For a more detailed discussion of the data, see J. S. Jun 

(2009).  
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1 Children’s Acquisition of ‘of’ 

Child language data provide essential tools to 

investigate the grammatical status of of, in that the 

acquisition of a functional category has been a 

long-standing issue of the acquisition literature 

(Radford, 1990; O’Grady, 1997; Whitman, 1997). 
 

1.1 Research Design 

1.1.1 Data Source and Subjects 

This paper reports the finding from the speech 

transcripts of eight English-speaking children in the 

the CHILDES (= Child Language Data Exchange 

System) database (MacWhinney & Snow, 1985, 

1990). In particular, I focus on the HSLLD (The 

Home-School Study of Language and Literacy 

Development; Dickinson & Tabors, 2001) corpus.  

   In the HSLLD corpus, speech transcripts were 

obtained from various modalities, i.e. discourse 

situations. The modalities include BR (Book 

Reading), ER (Elicited Report), MT (Mealtime), TP 

(Toy Play), and so on. In this paper, eight children 

are selected from the HSLLD corpus, and they are 

coded by eight acronyms, i.e. Brt, Geo, Kar, May, 

Mel, Sar, Tri, and Vic. These children’s speech 

transcripts are available for the same modalities of 

BR, ER, MT, and TP at ages 3, 4, and 5. The 

database also provides transcripts obtained at age 9 

for six of the eight children, which allows us to 

trace important features of language development at 

later years.  

    

1.1.2 Procedure 

The speech transcripts are reorganized in terms of 

age groups of 3, 4, 5, and 9. Then, using the KWAL 

command on the CLAN program, I extracted all 

usages of of for the eight children. The uses of of 

are classified into (sub-)sense categories of of.  

   The sense categories of of are taken and edited 

from the Collins COBUILD Electronic Dictionary 

(Ver. 3.1). Hence, the senses in (1) make up a 

relational ontology that defines semantic relations 

among ontological objects. 

 

(1) The Relational Ontology of ‘of’  

   a. property: the population of this town  

b. affiliation: the prince of Wales  

c. part/quantity: the other side of the square / a 

cup of tea  

d. material: local decorations of wood and 

straw  

e. θ-roles: the death of their father, the reduction 

of trade union power inside the party 

f. explanation: a little cry of pain  

g. idiom/collocation: bunch of, more of a 

problem, type of, kind of, out of  

h. predicate-complement: dream of, be proud of  

i. after property adjectives: It is kind of you to 

give me this present.  

j. before an abstract noun: of kindness  

 

In (1), the uses of ‘(e) θ-roles,’ ‘(i) after property 

adjectives,’ and ‘(j) before an abstract noun’ never 

appear in the speech transcripts of the eight 

children. 

   

1.2 Results 

Overall, children do not make use of of very often: 

at age 3, 0.8 % of utterances contain the use of of; 

at age 4, 1.6 %; at age 5, 2.0 %; and at age 9, 3.7 %. 

At ages 3 and 4, children’s uses of of are restricted 

to part/quantity and idiom/collocation phrases, as in 

(2) and (3). 

 

(2) Part/Quantity (Brt 3;8) 

*MOT: you wanna [: want to] help me? 

*CHI: want a glass of juice? 

*MOT: yeah that’d be nice. 

 

(3) Idiom/Collocation (Geo 3;8) 

*MOT: # <who did Peter> [/] who did Peter live 

with? 

*CHI: he [/] he live in a cage. 

*MOT: Peter ? 

*CHI: because when the wolf come out of the 

forest # &a and you shoot [!] the wolf. 

 

By the time they pass their fifth birthday, 

children’s uses of of become refined and expanded. 

At age 5, part/quantity expressions include the end 

of this book, the top of the bridge, etc.; and 

idiom/collocations include a whole bunch of, out of, 

etc. Besides these two representative uses of of, the 

material use comes into play.  

 

(4) Material (Geo 5;3) 

*CHI: ## make a paper airplane out of this [!] I 

suppose. 

*CHI: it willn’t go that # far . 

 

Also, the affiliation and predicate-complement uses 

are observed in examples like the King of the jungle, 

and She was a scared of it respectively. 

  Finally, at age 9, language development reaches 

its mature stage, which is shown by the fact that the 

uses of of are expanded to diverse semantic types 

like material, predicate-complement, explanation, 

and property. (5) shows representative utterances 

for various types in the corpus.  

 

(5) Semantic Types at Age 9 

a. part/quantity: the rest of the day (Geo 9;8)/ 

one of the dangerous stunts in the whole wide 

world (Sar 9;2)/ we get this book at the day 
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before the last day of school (Tri 9;10)/ in the 

middle of the year (Tri 9;10 ) 

b. idiom/collocation: in front of (Geo 9;8)/ 

instead of (Geo 9;8)/ I don’t run out of space 

(May 9;4) 

c. material: we have to make them out of a 

paper bag (Tri 9;10)/ a graph out of it (Tri 

9;10) 

d. predicate-complement: be afraid of (Geo 

9;8)/ think of (May 9;4)/ be careful of (Tri 

9;10) 

e. explanation: we can play a nice quiet game of 

checkers (May 9;5)/ they are doing a project 

of a show (May 9;5) 

f. property: in the light of the moon (Mel 9;11) 

 

  Table 1 summarizes our findings so far with 

exact figures.  

 

Table 1: Intraleximic sense development of ‘of’ 

 Age 3 Age 4 Age 5 Age 9 

part/quantity 14 18 29 32 

     

idiom/ 

collocation 
7 19 17 20 

     

material   3 4 

     

affiliation   1  

     

Predicate- 

complement 
  1 4 

     

explanation 1   2 

     

property    3 

     

overgeneration 1 4  6 

     

Total #  

of utterances 

(# of children) 

2718 

(8) 

2568 

(8) 

2596 

(8) 

1920 

(6) 

     

Percentage of 

of  
0.8 % 1.6 % 2.0 % 3.7 % 

 

It is clear from Table 1 that children’s early uses of 

of are restricted to part/quantity and 

idiom/collocation.  

   Although other uses like material, affiliation, 

and predicate-complement come into play, the 

part/quantity and idiom/collocation types still 

dominate the distribution of of at age 5. When we 

look into specific expressions used by each child in 

the part/quantity and idiom/collocation types, we 

are surprised to see that children use a handful 

number of fixed expressions like a glass of, one of, 

some of, all of, one slice of, one piece of, two cans 

of, the end of, the top of, etc. for part/quantity, and 

sort of, kind of, out of, because of; a lot of, etc. for 

idiom/collocation. 

 

1.3 Discussion 

The results in 1.2 are important in at least three 

respects. First, children’s uses of of are restricted to 

the limited domains of part/quantity and 

idiom/collocation as late as at age 5, and hence it is 

hard to believe that of is inserted for syntactic 

reasons.  

Second, children make use of a handful number 

of fixed expressions repeatedly. Geo, for instance, is 

a talkative child with the MLU of 3.35 at age 3. But 

he utters only one of--  and out of-- over and over 

at ages 3 and 4; and one slice of--, some of--, one 

of--, pack of--, out of--, because of--, and a lot of-- 

at age 5. The (seemingly functional) preposition of 

does not look like a functional preposition; rather, it 

is part of a small number of fixed expressions, and 

the fixed expressions denote a restricted set of 

semantic relations. 

  Finally, at age 9, children’s uses of of are refined 

and expanded, but the distribution is best explained 

by such semantic relations as part/quantity, material, 

explanation, property, and so on. More importantly, 

the well-known examples that are cited as evidence 

for a dummy case assigner do not constitute a 

representative portion of child language data at all. 

We cannot find phrases like destruction of Rome in 

the child language database, nor can we find more 

plausible phrases analogous with destruction of 

Rome, e.g. writer of (the book). Notice that of is 

frequently used in predicate-nominal structures at 

age 9, but all the observed instances of of in 

predicate-nominal structures are part of idiomatic 

verbal/adjectival constructions like be afraid of 

(Geo 9;8), think of (May 9;4), and be careful of (Tri 

9;10). 

  From these facts follow my claims: (a) the 

preposition of has its own semantics; (b) the 

semantics of of is best described by a limited 

number of semantic relations, i.e. a relational 

ontology in (1); (c) in acquisition, of is used as part 

of a handful number of fixed expressions that 

denote a limited set of semantic relations at early 

ages; (d) at later ages, the uses of of are refined and 

expanded, but they are still semantic by nature; and 

(e) children are not willing to use of as a pure 

dummy case-assigner. In short, of is a relational 

functor that defines a restricted set of semantic 

relations over ontological objects. 

 

2 Concluding remarks 

Contrary to the common belief that of is a dummy 

case-assigner, children do not seem to insert of 

before a caseless nominal. Instead, children use of 
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as part of a small number of fixed phrases to 

express restricted semantic relations.  

Then, what about the case-assigning function of 

of? We have to remember that all prepositions 

including of have the case-assigning function. In 

other words, the fact that an oblique argument 

follows of does not provide evidence for the 

wide-spread belief that of is a dummy case-assigner. 

The finding of this paper is important, in that it 

suggests a future direction for a case theory and any 

theory of grammar in general. Given that Case 

Filter is a crucial part of the GB theory, the claim 

that of is not purely grammatical can be a strong 

motivation to revise the theory of nominalization in 

generative linguistics. 

The present study is, however, limited in the 

scope of data collection, in that the CHILDES 

transcripts mainly consist of production data, and 

not comprehension data. That is, we can say that 

English-speaking children say such and such things 

at ages 3, 4, and 5; but we cannot say whether the 

same children can comprehend certain uses of of 

even though these uses do not appear in their 

spontaneous speech. We have observed that 

children do not produce nominalized verb 

complement structures like destruction of Rome or 

writer of the book. But can they comprehend 

nominalized verb complement structures when they 

hear these phrases? If the answer to this question is 

Yes, why do they not produce such phrases? Or, in 

case the children seem to understand such phrases, 

does it necessarily mean that of is used as a dummy 

case-assigner? These questions call for a more 

comprehensive study that covers both the 

production and comprehension data. Clearly, the 

current study will serve as an important starting 

point of the future research. 
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Abstract 
The present study focuses on the acquisition of 
unaccusative verbs by Japanese and Korean learners 
of English. Previous studies have accumulated with 
regard to the characteristics observed in L2 
acquisition of English unaccusative verbs. It has 
been reported that learners with various L1 
backgrounds make a distinction among intransitive 
verbs and that they feel greater difficulty with 
unaccusatives than with unergatives. However, few 
studies have examined and compared acquisition 
processes of unaccusative verbs by learners with 
different L1s on a common scale.   
   34 Japanese and 34 Korean EFL learners 
participated in the study. Based on the results of a 
test aiming to measure the general proficiency in 
the English grammar, they were assumed to be of 
equal proficiency. The 68 learners, then, were given 
a grammatical judgment task in order to explore 
their knowledge of unaccusative/unergative verbs. 
Their task performances were analyzed in terms of 
1) the distinction between unaccusative and 
unergative verbs, 2) possible causes of over- 
passivization errors in unaccusative verbs, 3) the 
varying degrees of difficulty of unaccusative verbs, 
and 4) comparison of the two L1 groups. The 
results showed the overall similarity of the two L1 
groups, confirming most of the findings reported in 
the previous research.  
 
Keywords 
Unaccusative verb, unergative verb, Japanese EFL 
learner, Korean EFL learner, the Unaccusative 
Hypothesis, the Unaccusative Hierarchy, SLA 
 
1 Unaccusative and unergative verbs 
The Unaccusative Hypothesis (Perlmutter, 1978) 

claims that there are two distinct classes of 
intransitive verbs known as unergatives and 
unaccusatives, which exhibit different argument 
structures: 
(1)  a.  Unergatives: [NP1  [VP V] ] 

(e.g., [ Mary [VP cried] ] ) 
b.  Unaccusatives: [empty [VP V  NP2] ] 

(e.g., [empty [VP happen the accident ] ] ) 
c. The accident happened 15 years ago. 

The unergatives (e.g., cry, dance) originally have a 
logical subject (NP1) as an external argument, 
which bears the participant role AGENT (the 
instigator of an event) (1a). The unaccusatives (e.g., 
fall, happen), on the other hand, originally lack a 
logical subject, and only have a logical object (NP2) 
as an internal argument, which assumes the 
participant role THEME (a participant affected by 
an event) (1b). The internal argument (NP2), then, is 
moved to the surface subject position in order to 
satisfy the English syntactic requirement which 
stipulates that the subject position must be filled 
with a lexical item (1c). As a result, the gram- 
matical subject of the unaccusative verb originates 
as the logical object. At first sight it becomes 
difficult to make the unergative/unaccusative 
distinction on the surface level because both have 
the same surface structure (i.e., NP + V). 
 
2 L2 Acquisition of Unaccusative verbs 
2.1 Errors in unaccusative verbs made by 

EFL learners 
Many researchers have noted that L2 learners of 
English often extend passive formation rules to 
unaccusatives and produce the following types of 
ungrammatical sentence: 
(2)  a. *Most of people are fallen in love and 
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marry with somebody. (Japanese L1) 
(Zobl, 1989: 204) 

b. *…terrorism is happened very often… 
(Korean L1) (Oshita, 2000: 312) 

Unlike unaccusatives, unergatives rarely undergo 
this inappropriate passivization process. In addition, 
these nontarget sentences are observed in L2 
English with various L1 backgrounds, and are 
particularly noticeable among intermediate/ 
advanced learners. 
 
2.2 Two major accounts of passivized 

unaccusative verbs 
Two major accounts of the nontarget phenomena 
have been advanced so far: the NP movement 
account and the lexical causativization account. The 
former account points out that the argument 
structures of an unaccusative (1b) and a passive 
construction (3a) are almost identical in that both 
lack an external argument (logical subject) and that 
an internal argument (logical object) is moved to 
the surface subject position. One difference is that 
only the passive construction can take the be + p.p. 
marker to signal the NP movement (1c and 3b): 
(3)  a.  [empty  [VP V  NP2] ]  

  (e.g., [empty  [VP be spoken English] ] ) 
b.  English is spoken in many countries. 

However, some learners notice the similarity of the 
two and also apply the passive formation rules to 
unaccusatives in order to signal the NP movement, 
which results in inappropriate passives as in (2).     
   According to the lexical causativization account, 
on the other hand, L2 learners treat an unaccusative 
verb as transitive and temporarily create a causer of 
the event (4a). Then the verb is passivized with the 
suppression of the nonce causer (4b): 
(4)  a. *The driver happened the accident 15 years 

ago. 
b. *The accident was happened 15 years ago. 

 
2.3 Variation in the acquisition of 

unaccusatives 
As we have seen, there is amounting evidence in 
the literature that the Unaccusative Hypothesis can 
be validated in L2 acquisition because L2 learners 
experience greater difficulty with unaccusatives 
than with unergatives (e.g., Hirakawa, 2003; Oshita, 
1997; Shomura, 1996; Yamakawa et al., 2003). 
Thus, in the relevant literature, unaccusatives are 
treated differently from unergatives, and those two 
types are regarded as subclasses of intransitive 
verbs, each forming a single category. From this 
view, members belonging to the same category 
should display the same grammatical characteristics. 
However, it is also observed that L2 learners 
experience varying degrees of difficulty with 

unaccusatives, which could question the notion of 
unaccusatives as a single linguistic (and psycho- 
logical) category. 
   Unaccusative verbs can be divided into two 
subcategories: alternating and non-alternating verbs. 
The former have transitive counterparts (e.g., break, 
open), whereas the latter lack such corresponding 
transitives (e.g., appear, die). Research findings 
have presented contradictory results with regard to 
relative difficulty with the two subcategories of 
unaccusatives. Some studies report that L2 learners 
found alternating unaccusative verbs more difficult 
(e.g., Hirakawa, 2003; Hwang, 1999, 2001; Kwak, 
2003), whereas Shomura (1996) reports the 
opposite. Furthermore, Ju (2000) argues his Chinese 
subjects showed no difference in difficulty level. 
Kondo (2005) claims that different degrees of 
difficulty depend on the learner’s native language. 
   Varying degrees of difficulty of individual 
unaccusative verbs have also been reported. L2 
learners avoided intransitive counterparts of such 
alternating verbs as break and dry (Hirakawa, 2003), 
break, hang and open (Shomura, 1996), break, 
close and freeze (Ju, 2000), and close, dry and 
freeze (Kondo, 2005). In addition, L2 learners also 
regarded as transitives such non-alternating verbs as 
emerge, fall and occur (Shomura, 1996) and appear, 
disappear, die, emerge and vanish (Kondo, 2005). 
   No & Chung (2006) also noted different rates of 
overpassivization errors in unaccusatives. They 
gave a grammaticality judgment task to 112 Korean 
learners of English, and found that such errors were 
attributable to multiple factors: English inherent 
factors, L1 influence, and semantic factors. More 
specifically, more overpassivization errors were 
observed when the verb was an alternating 
unaccusative verb (English inherent factors), when 
the corresponding Korean unaccusative verb had a 
lexical/derived passive morpheme (L1 influence), 
and when the subject of the unaccusative verb was 
inanimate (semantic factors).  
   Sorace (1993, 1997) notes that, based on 
observations of various Western languages, 
different unaccusative (and unergative) verbs 
display different syntactic behavior across- 
linguistically and intra-linguistically, and proposes 
the Unaccusative Hierarchy, which is later called 
the Split Intransitive Hierarchy (Sorace & Shomura, 
2001: Table 1). Based on aspectual parameters, the 
hierarchy identifies the notion of telic dynamic 
change at the core of unaccusativity and the notion 
of agentive nonmotional activity at the core of 
unergativity. The upper and lower extremes of the 
hierarchy consist of core unaccusative/unergative 
monadic verbs, which display least variation of 
syntactic characteristics, whereas peripheral verb 
types between the extremes are susceptible to 
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variable syntactic behavior. 
 
Table 1: The Split Intransitive Hierarchy (Adapted 

from Sorace & Shomura, 2001: 250) 
                                           
Unaccusative (least variation) 
   Change of location (e.g., arrive, fall, go) 
   Change of condition (e.g., appear, die, happen) 
   Continuation of a pre-existing condition (e.g., last) 
   Existence (e.g., exist, suffice) 
   Uncontrolled process 
        [emission] (e.g., rattle) 
        [involuntary reaction] (e.g., tremble) 
   Controlled motional process (e.g., swim) 
   Controlled nonmotional process (e.g., work) 
Unergative (least variation) 
                                           
 
   Sorace (1997) hypothesizes that learners’ 
knowledge is sensitive to the relative hierarchical 
position of a verb, and that acquisition takes place 
in an order consistent with the hierarchy with core 
verbs first, and peripheral verbs at later stages. 
   Yamakawa et al. (2007) examined the 
plausibility of the Unaccusative Hierarchy, using 
grammatical judgment tasks administered to 655 
Japanese EFL learners. The data was analyzed with 
the use of Item Response Theory, which yielded 
b-parameter (difficulty parameter) values of the test 
items. The comparison of the b-parameters of the 
test items did not lend support to the difficulty (or 
acquisition) order that the hierarchy predicted. 
   Kim (2006) investigated how semantic nature of 
intransitive verbs could be related to the L2 
overpassivization errors. A total of 126 Korean high 
school students were given a grammatical judgment 
task consisting of seven semantically different 
intransitive verbs (four semantic types for 
unaccusatives and three semantic types for 
unergatives). The results showed that the subjects 
experienced different degrees of difficulty with the 
seven semantic types, which did not accord with 
what the Split Intransitive Hierarchy predicted. It 
was also argued that the simple dichotomy of 
unaccusative/unergative distinction did not suffice 
for the explanation of L2 overpassivization. 
 
3 The study 

3.1 Purpose 
The present study aims to pursue the following 
three research questions (RQs): 
RQ1) Do learners of English make a distinction 
between unaccusative and unergative verbs (the 
Unaccusative Hypothesis)? 
RQ2) Which account (i.e., the NP movement 
account and the lexical causativization account) is 
plausible in order to explain the possible cause of 
overpassivization errors in unaccusatives? 
RQ3) Does any variation in the acquisition of 
unaccusatives and unergatives exist? If so, does it 
support the Split Intransitive Hierarchy? 
RQ4) Do learners of English with different L1s 
display any differences in the acquisition of 
unaccusative and unergative verbs, especially in 
terms of the three research questions above? 
 
3.2 Subjects and materials 
The authors had prepared several grammatical 
(judgment) tests and gathered data from more than 
1,200 university-level Japanese learners of English 
to order to investigate the overall development of 
the English proficiency (For details, see Yamakawa 
et al., 2008). One of the tests, Unit Y, which 
required judgments of 48 sentences with 
unaccusatives/unergatives, and another test, 
MEG05 (Measure of English Grammar 2005: see 
Shimizu et al., 2006), which consisted of 35 
discrete-point items to measure learners’ general 
proficiency of the English grammar, had already 
been used. Out of the 1,200 learners, 367 learners 
had taken both Unit Y and MEG05.  
   In the present study, the same tests were given 
to 57 university-level Korean learners of English. 
Based on the test scores of MEG05, 34 Japanese 
learners out of 367 and 34 Korean learners out of 
57 were selected for analysis. The difference 
between their average scores of MEG05 (M=20.92, 
SD=5.58 for the Japanese learners; M=21.74, 
SD=5.08 for the Korean learners) was not 
statistically significant (t(66)= -.636, p=.527). The 
two groups were assumed to be of the equal 
proficiency in the English grammar. 
   Unit Y contained six nonalternating unaccusa- 
tive verbs (appear, arrive, die, exist, fall, happen), 
six unergative verbs (cry, dance, laugh, play, sing, 
work) and six alternating unaccusative verbs 1  
(break, burn, close, dry, grow, melt). Each verb was 
placed in the following three sentence construc- 
tions: NP+V, NP+be+p.p. and NP+V+NP (Table 2). 

   As we have seen in Section 2, research findings 
have accumulated with regard to L2 acquisition of 
English unaccusative verbs; however, few studies 
have thus far compared acquisition processes of 
unaccusative verbs by learners with different L1s 
on a common scale. In this section, we will report a 
study conducted to Japanese and Korean learners of 
English. 

 
                                                  
1 In the present study, the alternating verbs were not 
included in the analysis because Unit Y did not contain 
test items where alternating verbs were used in the NP+V 
construction.  
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Table 2: Sample sentences used in Unit Y 
                                           
(Unaccusative verbs: e.g., arrive) 
NP+V (Category A): Your letter arrived yesterday.  

*NP+be+p.p. (Category C): *Because of the rain, the 
train was arrived late. 

*NP+V+NP (Category E): *Finally the waitress 
arrived the salad to us. 

(Unergative verbs: e.g., cry) 
NP+V (Category B): Her father cried at her  
                wedding ceremony.  

*NP+be+p.p. (Category D): *He was cried when he 
heard of his mother's death.  

*NP+V+NP (Category F): *The boy hit his little 
sister and cried her. 

                                           
 
3.3 Procedure 
   The Japanese learners took Unit Y and MEG05 
in the computer-scored answer sheet style on 
different days, whereas the Korean learners took the 
tests in the on-line fill-in-the-blank style on the 
same day. In either case, it took about 20-30 
minutes to complete the two tests. The results of 
Unit Y, which was based on a five-point scale (1-5), 
were converted to 0-4 because we intended to 
measure the “distances” of learners’ judgments 
from the correct answers. All the statistical analyses 
were conducted with the use of ANOVA 4 (Kiriki, 
2002: http://www.hju.ac.jp/~kiriki/anova4/). 
 
3.4 Results 
3.4.1 Comparison of verb categories  
(RQs1 and 2) 

   Tables 3 and 4 below show the results of Unit Y 
for the Japanese and Korean learners, respectively. 
Figure 1 shows the mean scores of the six verb 
categories. 
 
Table 3: Mean acceptability judgments (Japanese) 
  Unaccusatives Unergatives 

Mean  2.31    2.52  
SD  1.26    1.28  

Category A C E B D F 
Mean 2.63  1.81  2.49  3.07  2.14 2.36 

SD 1.28  1.33  1.17  1.14  1.42 1.28 
 
Table 4: Mean acceptability judgments (Korean) 
  Unaccusatives Unergatives 

Mean   2.53    2.98  
SD   1.52    1.33  

Category A C E B D F 
Mean 3.07  1.70  2.83  3.55  2.49 2.89 

SD 1.43  1.67  1.45  0.90  1.68 1.41 
 

 
Figure 1: Mean scores of the six verb categories 
 
A two-way repeated measures ANOVA with two 
independent variables (L1 and verb category) was 
conducted. There was a main effect both of L1 (F(1, 
66)=7.39, p<.01) and of verb category (F(5, 
330)=42.65, p<.0000). It can be claimed that the 
Korean learners performed better overall than the 
Japanese learners. A post hoc comparison test 
(Ryan’s method) indicated the following difficulty 
order: B > A, E, F > D > C (“>” means there is a 
statistically significant difference). Both groups felt 
the least difficulty with unaccusatives/unergatives 
used in the NP+V construction (Categories A and 
B), and the most difficulty in the NP+be+p.p. 
construction (Categories C and D). They always felt 
more difficulty with unaccusatives than with 
unergatives used in the same construction except 
for Categories E and F. This bears out the 
Unaccusative Hypothesis (RQ1). 
   With regard to the possible cause of over- 
passivization of unaccusatives, it can be argued that 
the results above would support the NP movement 
account (RQ2) because Category C was significant- 
ly worse than the other categories for both L1 
groups: The lexical causativization account pre- 
supposes that an overpassivization error is derived 
from the corresponding transitive sentence. This 
implies that if the lexical causativization had been 
at work, both Categories C and E should have been 
worse than the other categories and that Categories 
C and E should not have been significantly 
different; however, this was not the case here2.  
 
3.4.2 Variation in individual verbs (RQ3) 
Table 5 and Figures 2-5 show that the mean scores 
of correct judgments of individual unaccusatives 
and unergatives used in three constructions. 
   A two-way repeated measures ANOVA with two 
independent variables (six individual verbs and 
three construction types (A-C-E and B-D-F)) was 
conducted for the Japanese and Korean learners 

                                                  
2 The Japanese learners produced relatively more 
overpassivization errors in such unergatives as cry, dance, 
laugh than the Korean learners. This can be 
counter-evidence to the NP movement account because 
the NP movement account does not predict such 
overpassivization errors in unergatives. 
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separately. It was shown that there were significant 
interactions between verbs and constructions for all 
the four combinations: Unaccusatives for the 
Japanese learners, (F(10, 330)=6.85, p<.0000: 
Figure 2) and for the Korean learners (F(10, 
330)=2.83, p<.005: Figure 3); Unergatives for the 
Japanese learners (F(10, 330)=3.74, p<.0001: 
Figure 4) and for the Korean learners (F(10, 
330)=3.93, p<.0000: Figure 5). Multiple post hoc 
comparison tests were conducted to determine 
which contrasts were significant. 
 
Table 5: Mean scores of individual verbs 

M (SD) NP+V(A) NP+be+p.p.(C) NP+V+NP(E)

appear 2.50 (1.40)  1.84 (1.40)  2.50 (1.11) 
arrive 1.94 (1.74)  2.24 (1.56) 3.21 (1.07)

die 3.47 (0.66) 1.21 (1.20) 2.68 (1.30)
exist 2.53 (1.44) 2.18 (1.22) 2.18 (1.19)

fall 2.56 (1.35) 1.97 (1.24) 1.65 (1.35)
happen 2.79 (1.10) 1.47 (1.38) 2.71 (1.00)

M (SD) NP+V(B) NP+be+p.p.(D) NP+V+NP(F)

cry  3.44 (0.89) 2.21 (1.49) 2.09 (1.38)
dance 3.06 (1.07) 2.09 (1.36) 2.00 (1.28)
laugh 3.06 (1.15) 1.53 (1.44) 1.94 (1.21)

play 2.79 (1.51) 2.32 (1.47) 2.32 (1.47)
sing 3.44 (0.79) 2.77 (1.44) 2.65 (1.43)
work 2.65 (1.41) 1.94 (1.35) 3.15 (0.89)

 

 
Figure 2: Mean scores of individual unaccusative 

verbs for the Japanese learners 
 

 
Figure 3: Mean scores of individual unaccusative 

verbs for the Korean learners 

 
Figure 4: Mean scores of individual unergative 

verbs for the Japanese learners 
 

 
Figure 5: Mean scores of individual unergative 

verbs for the Korean learners 
 
   As shown in Table 5 and Figures 2-5 above, 
some unaccusative/unergative verbs behaved 
differently from the others: For example, for the 
Japanese learners, die was significantly better in the 
NP+V construction while the same verb was 
significantly worse in the NP+be+p.p. construction. 
In addition, fall was significantly worse in the NP 
+V+NP construction for the two L1 groups. 
However, there was not a clear indication of 
statistical differences that could support the Split 
Intransitive Hierarchy. 
   There was a significant difference among 
almost all of the individual verbs according to the 
three construction types: All the unaccusatives 
except appear and exist for the Japanese learners, 
and all the unaccusatives except exist for the 
Korean learners; all the unergatives except play for 
the Japanese learners, and all the unergatives except 
work for the Korean learners. 
   As illustrated in Section 3.4.1, the distinction 
between unaccusatives and unergatives was made in 
L2 acquisition; however, there was enough 
evidence that would support the claim that there 
was such a wide variation in between-unaccusatives 
and between-unergatives respectively, and in 
between-construction types (A-C-E and B-D-F, 
respectively) that it might be a little too simplistic 
to categorize those different verbs under the same 
labels such as “unaccusatives” and “unergatives” 
(Also see Kim, 2006). Therefore, it is necessary, at 
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least, to give due attention to the characteristics of 
individual verbs as well as those of linguistic 
categories at the same time. 
 
3.4.3 Japanese and Korean learners (RQ4) 
   As shown in Figure 1, the Korean learners 
performed better overall than the Japanese learners. 
A two-way repeated measures ANOVA with two 
independent variables (L1 and construction type) 
was conducted on each of the six unaccusatives and 
the six unergatives. As for unaccusatives, there was 
almost no significant difference between the two L1 
groups except one verb: the Korean learners 
performed significantly better on arrive used in the 
NP+V construction. As for unergatives, on the other 
hand, the Korean learners performed significantly 
better on dance, laugh, play, and work. 
 
4 Discussion and conclusion 
   The present study showed the following 
findings: 1) The Unaccusative Hypothesis was 
validated in L2 acquisition; 2) the NP movement 
account was a more plausible candidate for the 
possible cause of overpassivization of unaccusa- 
tives; 3) there was a wide range of difference 
among individual verbs in terms of between-verbs 
and between-construction types; however, evidence 
of such variation did not support the Split 
Intransitive Hierarchy; 4) the findings 1-3 above 
were applicable to both the Japanese and Korean 
learners. In addition, the Korean learners performed 
better than the Japanese learners on unergatives; on 
the other hand, there was not much difference 
between their performances on unaccusatives. 
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Abstract 
 
In this study we aim to illustrate how Turkish and 
Japanese have different aspectual use and why the 
past tense marker is interpreted as an aspect marker 
in the negative forms of Turkish. 
  
In languages such as English and Russian, 
perfectual aspect expressions are clearly interpreted 
by the hearers. However, when we consider Turkish 
or Japanese, there is no clear distinction between 
the perfectual aspect and past tense in affirmative 
constructions. Most of the aspectual expressions 
have ambiguous interpretations and do not have an 
overt or marked form to be identified. However, 
negative forms exhibit a clear distinction between 
the temporal and the aspectual usage. In this sense, 
Japanese and Turkish show a similarity. 
Keywords 
Negation, Aspect, Perfect, Interchange-ability, 
principle of contrast  
 
Introduction 
In an article entitled ‘A pragmatic Analysis of 
Japanese Negative Verbal Aspect Forms’, 
Szatrowski (1983) presents a well-argued analysis 
of the conditions determining the choice between 
Japanese past tense marker –TA, and progressive 
aspect marker –Teiru in negative answers as 
responses to questions about the past which end 
with the –TA form. Following Szatrowski (1983), 
Teramura (1984)’s seminal work is the one of the 
leading studies pointing out the distinction between 
perfect and past marking, especially in negative 
answer constructions. Traditional textbooks 
illustrate that Answer sentences should have the 
same temporal or aspectual marking as that of 
Question sentences. However, Teramura noticed 
that, in sentences such as (1), this simple method 
fails.  
 
(1) Question 
 Moo hirumesi wo  tabe-TA-ka? 
 Already lunch Acc  eat-Past-Q 
 “Did you eat (your) lunch?” 

 
 
 Answer:  
a) Iya, (mada) tabe-tei-nai 
  No,   yet  eat-Asp-neg 
  “No, I haven’t eat yet” 
   
b) *Iya, tabe-nakat-TA 
   No, eat-neg-Past 
  
(2) Question 
 Kinoo, hirumesi wo tabe-TA-ka 
 Yesterday lunch –Acc eat-Past-Q 
 “Did you eat (your) lunch yesterday?” 
 
Answer: 
a) Iya, tabe-nakat-TA 
  No, eat-neg-Past 
 “No, I didn’t eat” 
 
b) *Iya, tabe-tei-nai 
   No, eat-Asp-neg 
          Teramura (1984:321,322)  
 
By using the negation test, Teramura (1984) 
proposes that the past tense suffix –TA has a 
perfective meaning as exemplified in (1). On the 
other hand, the same suffix plays its original role as 
a temporal past tense marker in the example (2). 
This is why (a) should be chosen as the answer for 
(1), which has an aspectual adverb moo. 
Pragmatically ill-formed (b) should not be chosen 
because it expresses only past tense interpretation.   
 As well as in Japanese, verbs in main 
clauses in Turkish are made up of a verb stem 
followed by a tense or aspectual suffix. Turkish also 
has a past tense marker –di and a progressive 
marker –yor. Although they have syntactic and 
semantic similarities with their Japanese simple 
affirmative counterparts, they show clear pragmatic 
differences in negative constructions. As I will 
illustrate in the following sections, I would like to 
investigate the structures and pragmatic properties 
of negative answer sentences in Turkish by using 
the contrastive analysis method.  
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1 Turkish Perfect 
The Turkish aspectual system has been analyzed by 
a number of linguists. Aksu Koç (1988),  
Kornfilt (1997), Slobin and Aksu (1982), Göksel 
and Kerslake (2005) provide a detailed treatment of 
tense and aspect in Turkish which were unnoticed 
in previous researches. Especially, Kornfilt deals 
with the various properties of the Turkish perfect. In 
this section, I will refer to some of these works in 
order to clarify the aspect and tense system in 
Turkish.  
  
 
1.1 Theoretical Implications 
1.1.1 Basic Definitions 
Kornfilt (1997) and Göksel and Kerslake (2005) 
argue that Turkish does not have special suffixes 
which function only for aspectual situations in all 
morphological contexts. This does not mean that 
Turkish lacks an aspectual system. For instance,  
the perfect aspect, which indicates the continuing 
present relevance of a past situation (Comrie 
1978:52), is usually expressed by the past tense 
morpheme –dı. 
 
(3) Hasan  balig-i   ye-di. 
   Hasan  fish –Acc eat-Past 
   “Hasan ate the fish” 
   “Hasan has eaten the fish”  
   (Kornfilt 1997: 349) 
 
As exemplified in Kornfilt’s example (3), the past 
tense morpheme has ambiguous interpretations. 
This ambiguity can be removed by using temporal 
or adverbial adverbs such as saat ikide (at two 
o’clock) or coktan (already).  
 
(4) Hasan balig-i saat ikide  ye-di. (Past) 
   Hasan fish-Acc hour two-Loc eat-Past 
   “Hasan ate the fish at two” 
 
(5) Hasan baligi coktan ye-di. (Perfect) 
   Hasan fish-Acc already eat-Past 
   “Hasan has already eaten the fish” 
 
It is interesting to observe the fact that 
constructions such as (3), without a temporal or an 
aspectual adverb, can bear both past tense and 
aspectual interpretation. 
  
As already mentioned, Turkish has a progressive 
marker –yor. However, this suffix is used not only 
for the continuative aspect of stative verbs, but also 
for the progressive aspect (continuative aspect of a 
nonstative verb) and ingressive aspect, as illustrated 
in examples (6), (7) and (8). 

 
(6) Continuous aspect of a stative verb 
   Ali  Ayse-yi   tan-iyor. 
   Ali  Ayse –Acc know-Prog 
   “Ali knows Ayse” 
 
(7) Continuous aspect of a non-stative verb 
    Ali televizyon   izli-yor. 
    Ali television   watch-Prog 
    “Ali is watching television” 
 
(8) Ingressive aspect 
   Ali  yat-ıyor. 
   Ali   lie down –Prog 
   “Ali is going to bed (now)” 
 
As mentioned in Kornfilt (1997:357), it must be 
noted here that “in English, the progressive form 
‘was knowing’ in the translation of this example 
with a stative verb would be ungrammatical. 
Likewise, verbs of inert perception cannot appear in 
the progressive in English while they can do so in 
Turkish.” 
 
1.1.2 Inter-changeability between the Past and the 
Continuative aspect 
 
As I will demonstrate, -yor is not the only suffix 
which expresses the continuative aspect. This is 
also proposed by Göksel and Kerslake (2005). 
Continuative aspects often appear in a past tense 
marked form corresponding to genuine progressive 
construction. These forms are formed by the past 
tense marker –di. Now, let us consider these 
affirmative structures.  
 
(9) Bura-da ol-ma-na      sevin-di-m. 
   Here-Loc be-N-Dat   be glad-Past-1stSng 
   “I am glad you are here” 
 
(10) Bura-da ol-ma-na      sevin-iyor-um. 
   Here-Loc be-N-Dat   be glad-Prog-1stSng 
   “I am glad you are here” 
 
Here, the example (9) which is the past tense form 
of (10) shows almost exactly the same 
interpretation that the speaker’s state (to be glad) is 
still continuing. According to Göksel and Kerslake 
(2005:334), while examples such as (9) express an 
“entry into a state” meaning, examples such as (10) 
express the “state itself”. However, this is true only 
for some psychological verbs such as sevin- (be 
glad), üşü- (be cold).  
In the case of affirmative constructions of 
non-stative verbs such as koş- (run), ye- (eat), taşı- 
(carry), düş- (fall down), this kind of 
inter-changeability as illustrated below will not give 
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identical interpretations1.  
 
2 Aspect in Negative Constructions 
 
There has so far been less investigation of the 
expression of the continuative aspect of Turkish 
negative constructions. As mentioned above, inter 
changeability between past tense and aspect is only 
acceptable under special conditions. As Kornfilt 
(1997) states, in Turkish –den beri constructions are 
used to convey a situation which began in the past 
and is still continuing, which is expressed by “have 
been –ing” in English. Her statement also proposes 
that to convey this meaning, a present progressive 
marker –(I)yor is needed. 
 
 
(11).Beş saat-ten  beri  sen-i  bekl-iyor-um. 
    Five hours-Abl after you-Acc wait-Prog-1sng 
   ‘I have been waiting for you for five hours’ 
 
This statement should be considered to be true to 
express the present perfect aspect in Turkish. 
However, not only the set of an ablative marker 
–den, a postpositional beri (after) and a progressive 
tense marker –(I)yor gives us this interpretation, but 
also a past tense marker –dI can be used with the 
–den beri set only in the negative constructions as 
shown in (12b). 
  
Here, an interesting fact about the semantics of 
negative constructions in Turkish is that the past 
form –di can also be inflected to a stative verb to 
refer to continuing situations. Now let us consider 
the following examples; 
 
(12)  
a.Sabah-tan beri hiçbir şey   ye-mi-yor-um. 
morning-Abl after any thing  eat-Neg-Prog-1sng 
‘I have not been eating anything since morning’ 
(Speaker is still hungry) 
 
 
 
                                                  
1 In Turkish youth-language, interchangeability between 
the past tense and the progressive marker is widely seen 
as below. These forms are, however, considered to be 
highly informal and criticized by many scholars with flat 
denial. 
i. Tesekkur et-ti-m  ii. Tesekkur ed-iyor-um 
  thank   do-Past-1stsng     thank   do-Prog-1stsng 
  “I thank you”              “I thank you”         
Or, 
 
iii. Ben git-ti-m.  iv. Ben gid-iyor-um 
   I  go-Past-1stsng   I   go-Prog-1stsng 
  “I am going (now)”  “I am going (now)” 

b.Sabah-tan  beri  hiçbir şey  ye-me-di-m. 
morning-Abl after any thing eat-Neg-Past-1sng 
‘I have not been eating anything since morning 
(Speaker is still hungry) 
 
In (12a) and its counterpart example (12b), despite 
the past tense marker in the construction, the 
speaker’s situation has not changed, which suggests 
that it has begun in the past and still is continuing. 
Yet, past tense interpretation of (12b) will exhibit an 
ill-formed situation. Negative polarity items (hiçbir 
şey /anything) gives a higher negation modality to 
the constructions. However, the affirmative 
counterpart of (12b) without a negative 
interpretation would be ill-formed, as exemplified 
in (13b). 
 
(13) 
 a. Sabah-tan      beri     yi-yor-um. 
   morning-Abl   after  eat--Prog-1sng 
‘I have been eating  since morning’ 
 
b.??Sabah-tan     beri     ye-di-m. 
    morning-Ab l  after   eat-Past-1sng 
‘I have not been eating anything since morning’     
 
Let us now focus on the acceptability of (12b). The 
first observation to be made is that there is a clear 
pragmatic difference between the meaning of (12a) 
and past tense marked (12b). In both constructions 
the situation of “not eating” is still continuing, and 
the speaker is still hungry at the time of speaking. 
My informants found both sentences fully 
acceptable. Yet, while (12a) gives us a modal 
meaning in which the “not eating” situation is 
achieved by the speaker’s own will, in (12b) the 
“not eating” situation is only expressed as a topic. 
This distinction could be briefly explained by Clark 
(1987)’s principle of contrast.  
 
The Principle of Contrast: Every two forms contrast 
in meaning.  
 
According to Clark (1987), this principle states that 
“any difference in form in a language marks a 
difference in meaning” 
Note that both the progressive marker and past 
tense marker share the notion of “continuative 
aspect” in Turkish negative structures, even though 
both structures prima facie have the same aspectual 
formations. However, as expressed in the Principle 
of Contrast, they are naturally distinguished 
depending on whether the speaker has a strong will 
or not. In the next section, I will attempt to explain 
why this notion is possible in Turkish. 
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2.1 The Proposed Solution 
Negation or so-called negative assertion is briefly 
described in Givon (2001:302) “The proposition is 
strongly asserted to be false, most commonly in 
contradiction to the hearer’s explicit or assumed 
beliefs. A challenge from the hearer is anticipated, 
and the speaker has evidence or other strong 
grounds for backing up their strong belief.” 
This proposal also gives us another hint about 
negative constructions. It is not possible to consider 
a large number of further examples here, but what is 
clear is that the –yor in negative constructions does 
not only give the construction a continuative aspect 
meaning but also gives a modality interpretation 
which exhibits the speaker’s “own will” or “strong 
denial”. Let us consider following (non-stative 
verbal) examples; 
 
(14) Question 
Kardes-in      universite-ye  git-ti-mi? 
Brother-2nd Gen college-Dat   go-Past-Q 
“Has your brother gone to the college?” 
 
Answer 
a. Hayir, git-mi-yor. 
   No,  go-Neg-Prog 
“No, he hasn’t” (He doesn’t want to go) 
 
b. Hayir, git-me-Di 
   No, go-Neg-Past 
“No, he hasn’t” (event) 
    
 
(16) John oda-sı-nı topla-Di-mi? 
    John room-Acc tidy-Past-Q 
    “Has John tidied up his room?” 
 
Answer 
a. Hayır, topla-mı-yor 
  No    tidy-Neg-Prog 
  “No he hasn’t” (And he doesn’t want to do) 
 
b. Hayır, topla-ma-Di. 
   No   tidy-Neg-Past 
  “No, he hasn’t” (event) 
 
It seems, therefore, that the inter-changeability 
process seems a false approach that is contrary to 
the principle of contrasts. It is interesting to observe 
that the past tense marker always has a continuative 
aspectual interpretation, while the actual 
continuative marker –yor bears another role, to 
express the agent’s will. Past tense markers in 
negative constructions are filling the slot which is 
emptied by the progressive –yor.  
 
 

3 Conclusion 
The foregoing analysis of the behavior of the past 
tense and progressive markers has illustrated 
aspectual and modality notions such as the 
continuative and expressing the agent’s will. 
Showing syntactic similarities to Japanese, it was 
clarified that Turkish has a completely different 
strategy for negative constructions. In Turkish, the 
past tense marker asserts that the unchanged 
situation is continuing in the speech time; while on 
the other hand, the progressive marker implies the 
agent’s behaviors and bears a modal role. In this 
sense, Turkish and Japanese negative constructions 
need to be investigated with further studies.     
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Abstract 
This study argues that the spread of English in the 
world involves not only the effect of policy making 
and education practices but also the subtle influence 
of discourses regarding English. By presenting a 
textual analysis of national policy, the ideological 
character of the English language in Taiwan is 
investigated. Through the employment of Critical 
Discourse Analysis and by analyzing how English 
is presented in the governmental document, it 
examines the presentation and construction of 
discourses on English. This research suggests that 
discourses concerning English in Taiwan are 
conditioned by the external global structure and 
Taiwan’s socio-cultural context. Through discourses 
regarding the necessity of English for Taiwanese 
society, the ideology of English consequently 
functions as part of the mechanisms involved in the 
global spread of English. 
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Introduction 
The research proposed here is a case study of the 
impact of the global spread of English in an EFL 
country, focusing on discursive practices and 
ideological effects. Although the global spread of 
English has been investigated by many scholars 
employing various perspectives, its impact and 
consequences are still controversial (see Davies, 
1996; Phillipson 1992; Seidlhofer, 2003). This is 
not only because the phenomenon of global English 
is unprecedented, but also because it is complex and 
contextually varied. This research intends to offer a 
study of the underlying knowledge and power 
relations between global English and national 
policy in an East Asian country, Taiwan, in order to 
obtain a more complete and detailed picture of this 
global phenomenon. 

In the case of Taiwan, the spread of English 
involves not only the effect of policy making and 

education practices but also the subtle influence of 
discourses regarding English. In order to uncover 
the ideological character of the English language in 
Taiwan, this research focuses on the prevailing 
beliefs, values and propositions relating to English 
as a global language and the spread of English in 
the country. By analyzing how English is presented 
in national development plan, it examines the 
presentation and construction of discourses of 
English. First, I look at some significant research on 
the ideology of English and the role of the English 
language in Taiwan Six-Year National Development 
Plan (2002-2008). The second part of this study 
outlines the methodological background of this 
research. In the third part, the construction of 
discourses concerning English and ideological 
assumptions regarding the English language in 
Taiwan is investigated. Finally, discourses and 
ideological assumptions identified in the texts and 
their implications are discussed. 
 
1 Global English, Ideology and 

Taiwan’s National Plan 
1.1 Criticism of Global English and the 

Ideology of English 
Many scholars have done research on the critical 
investigation of the global spread of English (e.g. 
Canagarajah, 1999; Kubota, 1998; Pennycook, 
1994; Phillipson, 1992; Tollefson, 2000; Tsu and 
Tollefson, 2007). Two significant works were 
published by Phillipson (1992) and Pennycook 
(1994). Both Phillipson and Pennycook advocate a 
critical examination of the global spread of English 
and expose the correlations between the English 
language and socio-economic inequality. However, 
under Phillipson’s theoretical framework, the 
hegemony of English is examined and explained 
through the notion of imperialism and oppression 
and thus inevitably falls into the pattern of 
oppressor vs. the oppressed where the oppressed are 
powerless victims of oppressors (Anglophone 
speakers vs. non-Anglophone speakers in the case 
of English linguistic imperialism). This kind of 
politico-economic analysis to a certain extent might 
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effectively explain language policies and language 
planning in a collective sense but will inevitably 
encounter difficulties dealing with issues such as 
the confrontation between English and local 
languages, the resistance to English, the localization 
of English and the subjectivity of individuals. By 
imposing a powerless position on non-Anglophone 
speakers, the effect of power is unidirectional and 
hard to reverse, and the roles of the individual are 
fixed and controlled. 
   However, in fact, we are encountering rather 
complex and divergent phenomena of the global 
spread of English where roles of the individual are 
shifting, i.e. a non-Anglophone speaker in Taiwan 
could be a member of a minority ethnic group and 
meanwhile an influential official in the government, 
and power is uncentered as well as multiple- 
directional. In terms of the subjectivity of the 
individual, Phillipson’s accounts to a certain degree 
lose its effectiveness for being unable to explain the 
practices and resistance from the oppressed side and 
the dispersal struggles and negotiations of power in 
discourse of the English language. Comparatively 
Pennycook offers a more effective investigation of 
the global spread of English. Without a clear agency 
of power and an evident causal relationship 
between intentions of native English speakers and 
outcomes of English spread, power struggles and 
the effect of ideology are exercised in discourse of 
English where there are no clear-cut oppressors to 
blame or victims to save. The focus has been shifted 
from the oppression of imperialism to the effect of 
power in processes of discourse. Therefore, rather 
than under a grand social structure, the ideology of 
English needs to be investigated in a more 
contextual and discursive way in order to 
effectively explain the divergent phenomena of 
global English and the complex relations of power. 
 
1.2 English and Taiwan’s National Plan 
In the past few decades, the spread of English 
learning has been growing dramatically not only 
because of globalization, but also due to a 
fundamental change of perception and learning 
culture toward the English language. English is no 
longer regarded as a foreign language, but an 
indispensable part of national policy. 
   Taiwan Six-Year National Development Plan 
(2002-2008) includes wide-ranging projects 
focusing on economic growth and environmental 
protection, i.e. three major reforms (i.e. government, 
banking, and finance) and four major investments 
(cultivating talent; research, development, and 
innovation; international logistics; and a high- 
quality living environment). The plan was 
formulated by the Taiwanese government in order 
to face the technological challenges and a loss of 

investment and skilled managers to Mainland 
China.  

The English language plays a central role in the 
project for cultivation of talent for the E-generation. 
It aims to cultivate manpower in order to meet the 
challenges of globalization and internationalization 
(GIO, 2005). The project has three parts: (1) 
establishing an internationalized living environment 
and enhancing national English ability; (2) 
cultivating the young generation with vitality 
through sports and arts; (3) creating a society of 
lifelong learning (MOE, 2005). The first part of the 
project focuses on the promotion of English under 
the basic tactic of the six-year national development 
plan— ‘global connection, local action’. In that, 
English has been seen as the key element of 
globalization and modernization in Taiwan.  
 
2 Research Methodology  
As Eagleton (1994) and Lull (2000) suggest, 
ideology, as a system of ideas expressed in 
communication, is shaped by as well as shaping our 
actions. Ideology has persuasive force only when 
these ideas can be represented and communicated. 
The mass media and all other large-scale 
institutions play a vital role in the circulation of 
ideologies. According to this assumption, the 
system of ideas about English is conditioned by as 
well as conditioning the social situation in the 
process of communication. The values, 
predispositions and orientations towards English in 
Taiwan are embedded and thus identifiable in the 
discourses produced by cultural institutions 
including the government and the education system. 
   As far as the ideology of English is concerned, 
the hypothesis proposed here is that there exists a 
system of ideas about the English language 
embedded in social practices of Taiwanese society 
through cultural institutions, e.g. the government. 
And discursive practices as the linguistic aspect of 
the social order play a significant role in the 
production and reproduction of the ideology of 
English. Under these assumptions, a discussion of 
CDA as research method, the rationale of text 
selection, and the procedure of text analysis are 
explained in this section. 
 
2.1 Critical Discourse Analysis as Research 

Method 
Critical discourse analysis (CDA), with a particular 
interest in the relation between language and power, 
regards ‘language as social practice’ (Fairclough 
and Wodak, 1997) and considers the context of 
language use to be crucial. Language as social 
practice is ‘a key instrument in socialization, and 
the means whereby society forms and permeates the 
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individual’s consciousness (Hodge and Kress, 1993: 
1).’ Hodge and Kress define the constructed 
consciousness of the society as ideology – ‘a 
systematic body of ideas, organized from a 
particular point of view’ (ibid, p.6). For CDA, 
ideology is regarded as an important means of 
establishing and maintaining power relations. The 
relationship of language and power where 
‘language mediates ideology in a variety of social 
institutions’ (Weiss and Wodak, 2003: 14) therefore 
is given considerable attention by CDA analysts. 
For language is not powerful on its own, rather it 
indicates, expresses, and even challenges power. It 
is thus important for CDA to investigate the 
expressions and manipulations of power by 
analyzing linguistic forms in context. 
   According to the aim and hypothesis of this 
research, that is, there is a need to investigate the 
role of discursive practice in the maintenance of the 
predominant status of global English and the 
ideological effects of discourses on the 
development of ELT in Taiwan. Here, CDA is a 
useful instrument for analyzing the relations 
between the English language, power and ideology 
and is therefore adopted for analyzing governmental 
discourses in order to investigate the cultural and 
ideological meanings of global English in Taiwan. 
 
2.2 The Rationale of Text Selection 
In terms of text selection, although every instance 
of language use can be a reflection of social order, 
some instances such as governmental documents 
are more influential due to the process of their 
production and consumption. The assumption here 
is that the texts created by official institutions can 
be regarded as manufactured and highly-circulated 
discourses which produce, reproduce or challenge 
the existing power relations in Taiwanese society 
and therefore are more influential and prevailing at 
the socio-cultural level. The selected text is an 
extract from a significant governmental document, 
Taiwan Six-Year National Development Plan, which 
represents the blueprint of national development 
from 2002 to 2008 and emphasizes the importance 
of English at national level. This text is selected 
because of its significant influence on Taiwan’s 
government policies and educational practices of 
English. 
 
2.3 Application of CDA Methods in this 

Research 
By employing Fairclough’s (1992, 1995, 2001a, 
2001b) analytical framework of CDA, Systemic 
Functional Grammar (Halliday and Matthiessen, 
2004), and discourse/text analysis, this research 
examines the features at the three levels of analysis 

in the selected texts: textual analysis (the stage of 
description), discursive practices (the stage of 
interpretation), and social practices (the stage of 
explanation). 
 
2.3.1 Textual analysis 

At the level of textual analysis, the focus is on 
content, form and textual organization. Therefore, 
by focusing on representations, social relations and 
identities, and cohesion and coherence (Fairclough, 
1995; Richardson, 2007), the stage of description 
includes three levels of analysis: lexical analysis, 
sentence structures, and textual structures. 
 
2.3.2 Analysis of discursive practices 
Discursive practice mediates between text and 
social practice and focuses on ‘how authors of texts 
draw on already existing discourses and genres to 
create a text and on how receivers of texts also 
apply available discourses and genres in the 
consumption and interpretation of the texts’ 
(Jørgensen and Phillips, 2002: 69). In other words, 
the interpretation of a text is not only constructed 
by the formal features of a text but also depends on 
background assumptions of the reader, ‘the 
members’ resource’ (MR) (Fairclough, 2001a:118). 
Therefore, the analysis of discursive practice 
involves not only an explanation of how a text is 
produced and interpreted but also ‘what genres and 
discourses were drawn upon in producing the text, 
and what traces of them are there in the text’ – 
intertextuality (Fairclough, 1995: 61). 
 
2.3.3 Analysis of social practices 
The analysis of social practices assumes a 
dialectical relationship between society and texts. 
At this stage, the MR is regarded as ideologies 
because they are associated with assumptions about 
culture, social relationships, and identities. It is thus 
important to investigate ‘what elements of MR 
which are drawn upon have an ideological 
character’ (Fairclough, 2001a:138). By focusing on 
processes of social struggles or relations of power, 
the analysis of social practices examines 
determinants and effects of discourse at three 
levels: societal, institutional and situational.  
 
3 Analysis of Text: Cultivate Talent for 

the E-Generation 
Text 1 (see Appendix A) is an extract of Taiwan 
Six-Year National Development Plan. With its title 
– Cultivate Talent for the E-Generation, the main 
idea of this project focuses on manpower. This 
project is the first of the ten projects of Taiwan 
Six-Year National Development Plan and is 
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designed to be implemented as an independent 
project. Text 1 is an extract from an English edition 
of Taiwan Six-Year National Development Plan 
which is provided by Government Information 
Office and available on both the Government 
Information Office Website (http://www.gio. 
gov.tw/taiwan-website/4-oa/20020521/2002052101.
html) and the Washington State Taiwan Office 
Website.  

In terms of textual analysis, Text 1 is 
preoccupied with manpower and development by 
wording including the nouns cultivation, talent, 
e-generation, manpower, development, abilities and 
the verbs cultivate, enhance, establish, expand, 
promote, integrate. Most sentences of the text are 
formulated in modality forms through non- 
modalized categorical assertions, e.g. ‘manpower is 
the basis of all development’ (in sentence 1). or 
through the use of modal auxiliary verbs, e.g. 
should (in sentence 2 and 5), will (in sentence 3), 
and must (in sentence 8). 

According to Fairclough (2001a), the use of 
modality is related to author’s authority or power in 
terms of relations between participants or the truth 
of a proposition. Non-modalized categorical 
assertions can be regarded as a form of modality 
that expresses the author’s strongest commitment to 
the truth of the proposition and that affirmatively 
supports a view of the world as transparent and 
self-evident. The modality forms used here 
represent a declarative mode, where the subject 
position of the author (i.e. the government) is the 
subject position of an information provider and the 
audience’s position is a receiver (Fairclough, 2001a: 
104-105). The forms manifest a commitment to the 
truth of the statements and to the implementation of 
policies. The authority and commitment of the 
government can also be identified through 
sentences in modality form with the government or 
the ROC as subject. 
   According to Fairclough (2001a:109-110), the 
content of the subordinate clauses (since…) are 
presuppositions. Two presuppositions can be 
identified in Text 1: ‘manpower is the basis of all 
development’ (in sentence 1) and ‘English is the 
language that links the world’ (in sentence 5). 
Through the use of nominalization, the basis of all 
development and the language that links the world 
are presupposed. By using relational processes, the 
relationship between the elements of the two 
sentences (e.g. manpower and the basis of all 
development) is set up with causality left unclear. 
These two presuppositions are treated as clear and 
undoubted facts or truths. However, if we closely 
examine these two presuppositions, they may be 
seen not as unquestionable truths but common sense 
assumptions. Manpower is of great importance for 

the development of a nation, especially economic 
development. However, it is questionable if the 
basis of all development is manpower. It is quite 
possible that all development refers to national 
development (since it is a presupposition in a 
project under Taiwan Six-Year National 
Development Plan) and therefore focuses on 
economic development according to Taiwan’s 
socio-historical background. English as the 
language that links to the world implies that 
English is the communicative instrument to interact 
with people, institutions and countries around the 
world. This presupposition is also related to 
sentence 2 in the first paragraph. The ROC should 
first enhance the abilities of its people in order to 
meet the future challenges of globalization and 
internationalization. The ability to master English 
or, in other words, the ability to link to the world is 
especially emphasized for facing the challenges of 
globalization and internationalization. However, it 
is not necessarily true that one cannot link to the 
world without the English language, and language 
is only one facet of the challenges of globalization 
and internationalization. 
   The linkage between national planning, 
manpower and English can also be identified 
through the analysis of discursive practice. The 
following discourses can be identified in Text 1: a 
discourse of national development and manpower; a 
discourse of the inevitability of globalization and 
internationalization; a discourse of English as the 
global language to link to the world. Manpower is 
considered the basis of national development and 
needs to acquire some skills required for facing the 
future challenge. Globalization mainly refers to 
economic globalization which is a process of 
integrating national economies into the international 
economy through trade, capital flows, foreign 
investment, migration and spread of technology. It 
can also be considered as the internationalization of 
everything related to foreign countries. The process 
of globalization and internationalization is not only 
regarded as an inevitable trend but also a challenge 
for Taiwanese society in the face of the competitive 
nature of the international economy. English as the 
global language is therefore treated as one of the 
required skills for connecting to the world and 
facing this future challenge. By combining these 
three discourses, a strong association between 
national development and the English language is 
constructed. 
   In the analysis of socio-cultural contexts, 
Taiwan Six-Year National Plan was proposed by 
DPP (Democratic Progressive Party) government in 
2002 – a midterm policy of DPP’s first four-year 
term of office (from 2000 to 2004) which intended 
to raise public support, by including almost all 
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important issues related to economic growth and 
national development. The promotion of English is 
presented as one of the elements for cultivating 
talent for the e-generation. Actually, English is the 
main focus of this project as articulated in the text. 
Accordingly, English will be promoted in two ways: 
by giving it an official status and by expanding its 
use in daily life. Although the statements are simple, 
the implications of these two methods of English 
promotion are considerable. They involve the 
development of Englishization nationwide; a 
change of English education; enhancing quality and 
quantity of English teachers; internationalization of 
universities and colleges; recruitment of foreign 
students and encouragement of studying overseas 
(MOE, 2005). 
   Furthermore, the significance of this project can 
especially be identified through other discourses in 
English education, for example, the Teachers’ 
Manual for English Language Teaching in 
Elementary and Junior High Schools, which 
provides teachers with directions and references in 
their teaching. It can be regarded as discourse 
following the aims and rationale of English 
promotion in this project. 
   
4 Discussion and Implications 
4.1 Discourse of English 
This research has analyzed how English is 
discursively presented in national policy. Common- 
sense assumptions in the text not only indicate the 
existing power relations and power struggles, but 
also sustain or change power relations. The 
underlying ideological assumptions of English are 
closely linked to the current trends in globalization 
or internationalization, the concepts of economic 
development, and competition. In addition, the 
importance of the modern state in the global 
capitalist system also has implicit effects on the 
discourse of English. It results in discourses such as 
national planning and manpower, and a political 
discourse that configures Taiwan in the world. They 
are drawn on for constructing the need for English 
at the national level. And through the mixture of the 
above mentioned discourses and some widely- 
accepted assumptions in the field of English 
language teaching such as ‘the younger the better’, 
the national and personal need for adequate English 
education is reinforced. These discourses can be 
regarded as dominant discourses of English, though 
subject to text selection in this research, reflecting 
prevailing assumptions of English in Taiwanese 
society. In other words, these discourses are used as 
‘background knowledge’ and thus constrain the 
production and interpretation of the discourse of 
English. 

4.2 Englishization as Globalization: A New 
Form of Modernization 

The national policy of English promotion in Taiwan 
can be further examined within the wider context of 
East Asia and the global world. Taiwan and other 
East Asian countries have experienced a rapid 
growth in the ELT industry and changes in national 
policy for improving national English ability since 
the 1990s (Ho and Wong, 2003; Nunan, 2003). For 
these countries, the rationale for promoting English 
and problems regarding English education are 
similar in many respects. Similar to the process of 
modernization in the late 19th and the 20th century, 
globalization and internationalization are the 
predominant themes in the late 20th and the early 
21st centuries. This process has also been seen as 
the so-called ‘Englishization’ of the world’s 
political, economic and social communications. It is 
assumed that this trend is necessary in today’s 
globalized world and perceived as instrumental in 
stimulating economic competition. In the 
competitive environment existing between 
countries such as China, Japan, South Korea and 
Taiwan, it is assumed that national levels of English 
proficiency can enhance human capital as a 
resource, and thus make the country more 
competitive. Similar to other East Asian counties, 
Taiwan faces the pressures of globalization and 
economic competition, and Englishization is 
adopted as a new, indispensable means for 
international competition in the globalized world. 
 
5 Conclusion 
In conclusion, it would be useful to consider the 
claim of Foucault (1988), that power is everywhere. 
The power of English can no longer be identified 
with a center-border dichotomy, i.e. the powerful 
native English speakers vs. the powerless non- 
English speakers. In the context of Taiwan, English 
is not imposed but spreads through global trends 
and the discourse of national plan. At the global 
level, this research argues that the spread of English 
can be regarded as a continuing manifestation of 
modernization which started in the late nineteenth 
century among East Asian countries. It aims to 
strengthen national politico-economic capability 
and to compete with Western powers and other 
countries in East Asia. In the case of Taiwan, the 
intention of improving the national level of English 
is simply to acquire the language, engage and 
become successful in global economic competition, 
and share the benefits. Through discourses 
regarding the necessity of English for Taiwanese 
society, the ideology of English consequently 
functions as part of the mechanisms involved in the 
global spread of English. 
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Appendix A  Cultivate Talent for the 

E-Generation- An Extract of Taiwan 
Six-Year National Development Plan 

1. Cultivate Talent for the E-Generation 

(1) The first project of the 6-year national development plan is the 
cultivation of talent for the e-generation, since manpower is the 
basis of all development. (2) To meet the future challenges of 
globalization and internationalization, the ROC should first 
enhance the abilities of its people. (3) Concurrently, the 
government will establish an environment for internationalizing 
learning. 

(4) This project emphasizes the ability to master foreign 
languages, especially English, and the use of Internet. (5) Since 
English is the language that links the world, the government should 
designate English as a quasi-official language and actively expand 
the use of English as a part of daily life. 

(6) In addition, physical health and culture is the foundation for the 
next generation of society. (7) Therefore, education in culture, art, 
sports, and civility is an important goal for the new government. (8) 
Since it is necessary for the entire society to enter the new era with 
the e-generation, we must make concerted efforts to establish a 
comprehensive life-long learning system, promote voluntary social 
services, and integrate learning resources, including those in the 
civil service system, to immerse ourselves in cultural, social 
transformation, and reconstruction. 

Text 1 Extracted from the English version of ‘Taiwan Six-Year National 
Development Plan’ (available at http://www.washingtonstate.org.tw/ 
English/taiwan-trade- economy/6-year-plan/ talent-e-generation.htm, accessed 
21 September 2005) 
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Abstract 
This study observes and examines how college 
students perform and perceive one-topic-for-each 
student presentation as a means of learning English. 
The 49 second year medical students enrolled in 
English reading and writing class in 2008 were given 
a single topic for each presentation in class as part of 
writing assignment. They were encouraged to be 
creative, informative and fun to induce class 
participation. A questionnaire was given to learn of 
students’ opinion on the presentation. Based on these, 
the data were analyzed to see if preparing and giving 
presentation was conducive for medical students. The 
results revealed that students wrote double length of 
the previous year writing assignment and 92% of 
them felt presentation on different topics was 
interesting and helpful for learning English. More 
than two-thirds of the students (69%) thought that 
preparing for their class presentation provided them 
with a chance to learn new vocabulary, expressions as 
well as knowledge in English. The results show that 
presentation on various topics can be used as a means 
of learning English for upper intermediate to 
advanced level students.  
 
Keywords 
One-topic-for-each presentation, Power Point, UCC 
 
1 Introduction 
Before the demand of the English language swept the 
nation as a requirement for globalization, having an 
ability to speak English well was often considered as 
higher status and elite group as stated in Shim’s 
(1994) study. However, as the world has become a 
big global village, competence in the English 
language seems like a must acquired skill regardless 
of individual’s major or interest.  

Being financially hit hard during the IMF era, 
the Korean government lead by former president 
Kim Dae-jung emphasized importance of the 
language. A decade later, the incumbent president 
Lee Myung-bak and his cabinet members seemed to 
be driven by reformative measures of accelerating 
the speed of the Korean people’s language 
competence, thus poured out plans like immersion 
program, more support for the native and bilingual 
teachers into teaching, and utilizing the military 
service period of the men, educated in the English 
speaking countries, as substitution for English 
teaching. Such measures have caused a national 
ripple and resistance from the people due to lack of 
thorough preparation by the experts and 
professionals in the field. Any kind of reform in 

English education seemed to cause more money 
spending on the private education market due to 
parents’ fear that their children might not have the 
edge in the language.  

At the upper level of education, English for 
Specific Purposes (ESP) has become a popular 
theme for the people who learn and teach majors 
other than English. Teaching at a medical college, 
ESP has been one of the research topics for the 
researchers. Medical students need to get by with the 
language as a lot of their textbooks are written in 
English, and they are demanded to publish and 
present medical papers in the language even after 
they graduate from medical college. Such 
phenomenon triggered the demand for English 
competence greater than ever. Accordingly, teaching 
the language in the way they are expected to use may 
serve the purpose of medical college English. As 
pointed out in Kim’s (2008) study, English ability is 
no longer a choice but a tool for survival. This seems 
so true especially for these professionals because of 
their Science Citation Index (SCI) research paper 
publication in English. 

This paper observes and examines an English 
reading and writing course of second year medical 
students. All students were asked to prepare a 
presentation on different topics similar to a research 
paper and present it in class. It was also intended to 
induce students’ participation in the English class. 
The student presentation turned out very interesting 
as each student created a praiseworthy one with 
unique Power Point materials and intriguing 
audio-visual clips relevant to his/her topic. The 
students agreed that the class was enjoyable and 
active. Presentation class provided them with a 
chance to learn English on their own to explain about 
the topic and be able to answer the questions their 
peers had with a close interaction between the 
presenter and the classmates.      
 
2 Literature Review 
2.1 Effective ways of English teaching 
As the demand and emphasis on communicative 
competence grew, fluency has become the objective 
of the English education. Once prevalent 
grammar-translation method, in some cases still used 
in classroom, was replaced with learner-centered 
way of communicative method partly because of the 
change in the national curriculum policies and 
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fulfilling the demand from the language users. Such 
communicative method included audio-lingual 
method in which students were exposed to the 
listening materials to improve listening and speaking 
skills.     

Toward the end of the 20th and beginning of 
the 21st century, computer technology became part of 
the English education. Kelm (1992) and Warschauer 
& Kern (2000) stated that since computer technology 
helps students to generate their own discourse in the 
target language, such as in English, with much more 
freedom than ever before, computer assisted English 
language instruction could be more learner-centered, 
allowing students to have multiple opportunities to 
participate in real-life communication in English. In 
recent years, many instructors rely on the visual 
materials as educational technology is highly 
desirable because it can help improve the 
effectiveness of English teaching (Park, 2004). A 
growing number of studies have explored ways to 
incorporate technology into language classrooms 
(e.g., Kim, 2002; Kim, 2003; Hong, 2003), 
especially by comparing two delivery modes: 
computer-mediated communication (CMC) and 
face-to-face instruction. Lee & Chang (2001) 
presented a model of CMC-based English teaching 
materials intended to improve adult learners’ 
communicative interaction skills. They claimed that 
CMC could provide an ideal learning environment 
for Korean learners who have some affective barriers 
to English language learning. 

As more native speakers of English were put 
into the English classrooms, more awareness for 
producing English similar to native speakers has 
grown among the non-native English teachers. To 
encourage using the target language in the classroom, 
teaching English through English (TETE) has 
become popular mode of teaching. Although TETE 
has been verified as effective, some Korean students’ 
affective barriers have not been overlooked. There 
are also some studies on TETE conducted in higher 
education setting (Jong-Bai Hwang, 2002; Eun-Ju 
Kim, 2002, 2003; Yo-An Lee, 2006). Jong-Bai 
Hwang (2002) looked into anxiety and achievement 
motivation of Korean college students enrolled in a 
content-based course for a period of semester. 
Hwang’s (2002) study examined how the students’ 
anxiety and motivation would change over time by 
using anxiety and motivation questionnaires (FLCAS 
& AMQ, respectively). The study found that the 
students’ anxiety decreased and that their utilitarian 
goal orientation increased over time. 

Chomsky (1988) stresses the importance of 
activating learners’ motivation and claims that “the 
truth of the matter is that about 99% of teaching is 
making the students feel interested in the material” 
(p.181). 

Schumann (1997) also asserts in his book, The 
Neurobiology of Affect in Language, that second 
language acquisition is primarily emotionally driven 

and emotion underlies most, if not all, cognition. 
Research on motivation (Covington, 1999; 
Heckhausen, 1991; Heckhausen & Kuhl, 1985; 
Husman & Lens, 1999; Karniol & Ross, 1996) has 
incorporated time elements into the motivational 
research paradigm. 

There are numerous factors involved in the 
second (foreign) language acquisition. The effective 
methods that take affective barriers of the EFL 
learners into account may be desirable for language 
teaching.  

As a measure for improving English 
competence of Korean teachers of English so that 
they can be fluent English teachers with all four 
skills, the Ministry of Education plans to include an 
intensive oral interview and writing test as part of the 
teacher certification exam beginning in 2009. 
. 
2.2 Presentation in English 
Even though efficient ways of teaching the language 
are adopted in the classroom, learners still need to 
produce their language (Swain, 1985, 1995; Swain & 
Lapkin, 1995). It obviously means that learners 
ought to use the language in the target form. Once 
they do, as pointed out in Izumi & Bigelow (2000), 
Pica, Holliday, Lewis, & Morgenthaler’s (1989) 
study, they become more observant not only in 
meaning of language but also in forms. 

While presentation may be a stressful task for 
learners who are not yet readily equipped with the 
skills of preparing, it can be an effective tool for 
upper intermediate to advanced level learners.  

As shown in Choi et al’s (2008) study that was 
done on developing English discourse competence 
through self-directed practices, the results showed 
the subjects became more confident in the language 
in the process of preparing for the weekly 
presentation session.  

The study explores the possibility of utilizing 
student presentation in classroom whether the upper 
intermediate to advanced level students benefit from 
preparing for class presentation and learn on their 
own in terms of new vocabulary, expressions, and 
knowledge in English as well as practice 
pronouncing unfamiliar words, where to pause, and 
even memorize the content of their presentation. 
 
3 Method 
3.1 Participants 
For the study a second-year English reading and 
writing class was observed. The total of 49 medical 
students were given a single topic for each at least 
two weeks prior to their presentation to prepare and 
present in class. The rationale for the two-week time 
was to let the students have sufficient time to do 
research to write a research paper and be ready for 
the class presentation. To encourage the students’ 
active participation, the presentation was given 15 
percent of the grade as medical students tended to 
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perform better when points or credit were given. 
Grading was based on creativity, content information 
and interesting presentation to attract the class 
members’ attention. Also as for an incentive, 
excellent presenters were awarded at the end of each 
month, March through May, as well as the ones with 
outstanding content.  

The length of the presentation was set for 10 
minutes each for 4 students a week. At the beginning 
of the semester, the length of the presentation was 
less than 10 minutes. But in a couple of weeks, the 
students seemed more absorbed in showing various 
visual materials from the Internet, UCC, and the 
Power Point, thus presenting in a more interesting 
way. Consequently, the presentation time gradually 
became longer. Some were enthusiastically 
applauded by their peers after the presentation and 
the class atmosphere was lively with more questions 
and answers afterwards. A few students mimicked 
the instructor’s lecturing style that brought a good 
laugh and some came up with witty remarks and 
answers at the end of their session. By the end of 
each presentation, the class seemed relaxed and 
contented.  
 
3.2 Data Analysis Procedure 
The topics were selected by the instructor based on 
the reading materials and current issues. Eighteen 
topics were given in March and the lists are as 
follows: Picasso, Taean oil spillage, great CEOs, 
earthquake, pets, global warming, newspaper, 
broadcasting, psychology, Sigmund Freud, Louvre 
Museum, Da Vinci Code, real estate speculation, 
credit card, Oprah Winfrey, Nobel prize, autism and 
great American anchors. In April, 16 topics were 
given such as materialism, Socrates, cross-over 
music, Ecstasy (drug), foreign legendary musician, 
hip-hop music and young generation, recycling, 
Korean legendary musician, famous Korean anchor, 
great musician and actor, religion & science, stocks 
& funds, pesticide, FTA, great inventors, and ballet. 
Then in May, 15 topics were given and the lists are 
as follows: 3Ds, social belief, weather forecasting, 
Asperger’s syndrome, Grameen Bank & Yunus, 
pneumonia, ideal government, genetics, great 
choreographer, impressionism, obsession, maniac, 
diet, and pollution. From these lists, the students 
selected the one they were interested in. After the 
presentation, the students’ papers were collected and 
reviewed. Several noticeable things were the marks 
indicating where to pause, stress, and how to 
pronounce certain words on the paper. It showed that 
the students did research, wrote papers in accordance 
with a format, and practiced to present it in class.  

During the month of March, 18 students 
presented their papers, and 16 in April and 15 in May, 
respectively. They were also given a questionnaire on 
the presentation at the end of the semester. Based on 
the content of the presentation and how well they 
presented it, two presenters were selected each 

month to be praised with an award written in English. 
Each presentation paper was then reviewed and 
counted how many words and sentences were used. 
The results of the questionnaire were also analyzed. 
 
4 Results and Discussions 
There were 20(40%) female and 29(60%) male 
students. They took the TOEIC by the end of the first 
year and their results showed that they were 
categorized as upper intermediate to advanced 
students with the mean score of 793 (806 for female 
and 780 for male students). The lowest was 715 and 
the highest 990. Table 1 and 2 are omitted. 
    Answers to the questionnaire on whether the 
presentation was interesting and useful and whether 
the presentation on different topic rather than the 
same-topic-for-all student presentation was more 
interesting, 40 students (92%) gave favorable 
answers and only 3 students (6%) were not sure. As 
shown in Table 4, majority of the students (80%) 
agreed that it was more effective than face-to-face 
lecture-only class.  
    Upon asked whether preparing for the 
presentation helps acquiring new vocabulary, 
expressions and knowledge in English, 30 students 
(69%) answered favorably. 
     
5 Conclusion and Implications  
Acquiring the English language takes time and effort 
on both teachers and learners. At the same time, 
students need to be motivated to learn the language. 
With an ever-more emphasis on the communicative 
aspect and other skills in the language, college 
English should include what students can benefit 
from.  

By observing a class conducted with student 
presentation on a single topic for each student, it was 
learned that the students could outperform in 
preparing their own presentation using the Power 
Point and UCC to create an interesting, creative, and 
informative presentation. For example, one student 
with a topic of global warming approached a rather 
heavy topic lightly showing cartoon clips, comic 
strips, and pictures to get the message across, and 
therefore, her presentation was easily connected to 
the class. Other topics such as the Korean B-Boys, 
and famous entertainers prepared the UCC clips of 
actual performance and such various audio-visual 
materials were indeed entertaining. The students 
actively participated by asking numerous questions. 
Also a student whose topic was Oprah Winfrey did a 
thorough research and delivered a very strong 
message on poverty, determination, and fame. 

However, the study has some limitations: The 
students’ improvement was not tested or measured in 
the current study. It was a descriptive study based on 
the presentation paper and student questionnaire. 
Also since students’ presentation skills are 
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considered a prerequisite for such an English 
presentation, implementing it may be limited. Some 
students were extremely shy and their eye contact 
and/or interaction with other students were 
non-existent. Even though the substance of the 
presentation was good, such a presenter made the 
class boring and students not pay attention. 

Overall, the reading and writing class 
otherwise can be somewhat boring, turned out to be a 
very lively and fun activity having student 
presentation. It was learned that upper intermediate 
to advanced level students benefit from such a class. 
These students felt that learning through presentation 
is effective and helpful.  

 
References 
Choi, S., Joh, J, & Lee, Y. (2008). Developing 

English discourse competence through 
self-directed practices of non-native English 
teachers. English Language & Literature 
Teaching, 14(2), 25-46. 

Chomsky, N. (1988). Language and problems of 
knowledge. Cambridge, MA: MIT Press. 

Covington, M. (1999). Caring about learning: The 
nature and nurturing of subject-matter 
appreciation. Educational Psychologist, 34, 
127-136.  

Heckhausen, H. (1991). Motivation and Action. New 
York: Springer. 

Heckhausen H., & Kuhl. J. (1985). From wishes to 
action: The dead ends and short cuts on the 
long way to action. In M. Frese & Sabini 
(Eds.), Goal-directed behavior: The concept 
of action in psychology. Hillsdale, NJ: 
Lawrence Erlbaum. 

Hong, S. (2003). Discussion ability development 
between CMC and on CMC group. English 
Teaching, 58(2), 227-248. 

Husman, H. & Lens, W. (1999). The role of the 
future in students motivation. Educational 
Psychologist, 34, 113-125. 

Hwang, Jong-Bai. (2002). L2 learners’ anxiety and 
motivation in an English-only content-based 
class. English Teaching, 57(1), 193-211. 

Izumi, S., & Bigelow, M. (2000). Does output 
promote noticing and second language 
acquisition? TESOL Quarterly, 34(2), 
239-278. 

Karniol, R. & Ross, M. (1996). The motivational 
impact of temporal focus: Thinking about the 
future and the past. Annual Review of 
Psychology, 47, 593-620.  

Kelm, O.R. (1992). The use of synchronous 
computer networks in second language 
instruction: A preliminary report. Foreign 
Language Annuals, 25(5), 441-454. 

Kim, Eun-Ju. (2002). Voices of learner from 
English-medium lectures. Journal of the 
Applied Linguistics Association of Korea, 
18(1), 145-163. 

Kim, Eun-Ju. (2003). A comparative study of 
academic oral interaction in English-medium 
lectures and Korean-medium lectures. 
English Teaching, 58(3), 3-20. 

Kim, S. (2002). Korean college students’ reflections 
of English language learning via CMC and 
FFC. Multimedia-Assisted Language 
Learning, 5(2), 9-28. 

Kim, Sung-Yeon. (2008). Five Year of Teaching 
English Through English: Responses from 
Teachers and Prospects for Learners. English 
Teaching, 63(1), 51-70 

Lee, Yo-An. (2006). Speaking proficiency of 
non-native English teachers: Construction 
multiple utterances. English Teaching, 61(3), 
189-212. 

Lee, Y., & Chang, J. (2001). CMC-based materials 
design to improve learners’ communicative 
interaction skills. Multimedia-Assisted 
Language Learning, 4(1), 20-56. 

Park. J. K. (2004). Needs analysis for developing a 
culture-focused teacher training course. 
English Language Teaching 16(2), 73-100. 

Pica, T., Holliday, L., Lewis, N., & Morgenthaler, L. 
(1989). Comprehensible output as an 
outcome of linguistic demands on the learner. 
Studies in Second Language Acquisition, 
11(1), 63-90. 

Schumann, J.H. (1997). The neurobiology of affect in 
language. Malden, MA: Blackwell. 

Shim, R. (1994). Englishized Korean: Structure, 
status, and attitudes. World Englishes, 13(2), 
225-244. 

Swain, M. (1985). Communicative competence: 
Some roles of comprehensible input and 
comprehensible output in its development. In 
S. Gass & C. Madden (Eds.), Input in second 
language acquisition (pp. 235-253). Rowley, 
MA: Newbury House. 

Swain, M. (1995). Three functions of output in 
second language learning. In G. Cook & B. 
Seidlhofer (Eds.), Principles and practice in 
applied linguistics: Studies in honour of H.G. 
Widdowson (pp. 125-144). Oxford: Oxford 
University Press. 

Swain, M., & Lapkin, S. (1995). Problems in output 
and the cognitive processes they generate: A 
step towards second language learning. 
Applied Linguistics, 16(3), 371-391. 

Warschauer, M., & Kern, R. (2000). Network-based 
language teaching: Concepts and practice. 
Cambridge: Cambridge University Press. 

 

Proceedings of the 14th Conference of Pan-Pacific Association of Applied Linguistics

28



A Japan Appropriate Teaching Model for Adult Learners 
 

William W. Baber1 

 
1Ritsumeikan University 

willbaber@yahoo.com 

 

Abstract 
In this paper I describe the pilot implementation of 
a classroom approach that is familiar to daily 
Japanese culture, unlike practices common to 
Communicative Approach (CA) teaching. This 
approach, drawn from Japan’s business world, may 
provide an antidote to the difficulty CA has faced in 
Japan. The pilot implementation involved small 
groups with a clear boss (kachou) responsible to the 
teacher for class functions as well as a short 
presentation and discussion. The model differs from 
CA group activities in that students are not peers – 
the kachou is hierarchically above the group 
members and the teacher above the boss. The 
resulting in-group pressure and group desire to 
achieve as a group are integral to the classroom’s 
motivation and management. The aspects in which 
this approach fits and conflicts with CA are 
discussed.  
 
Keywords 
Teaching approach; Japan higher education; TEFL; 
cross cultural; kachou 
 
Introduction 
Japan is home to a significant population of English 
teachers, about 5,000 in the Japan Exchange and 
Teaching program and almost 5,000 in the recently 
collapsed NOVA school and untold thousands more 
working in higher education, industry and other 
settings throughout Japan. These teachers often 
employ Communicative Language Teaching, or 
Communicative Approach (CA), in which students 
are encouraged to vocalize and interact in student 
centered situations (Ellis, 1996; McDonough and 
Shaw, 2003). In this approach, students vocalize 
target language as they are presented with it and in 
practices thereafter. As the students progress, they 
are expected to refresh and hone their abilities 
through repeated use, including especially verbal 
efforts. Yet students in Japanese classrooms 
generally avoid risky actions such as vocalizing 
unfamiliar phonemes, words, and phrases (Collins, 
1999). 
   Despite the establishment of CA practices in 

around the world, Japanese students do not appear 
to be excelling and indeed may be falling behind 
their counterparts in neighboring countries 
according to widespread perceptions.  
   Following this apparent failure, some 
consideration of alternatives to CA is in order. This 
report asks if there are Japanese teaching idioms 
that are more appropriate and culturally familiar to 
Japanese students and explores the application of 
one approach widely used in Japan business world. 
 
1 Literature review 
1.1 An inherent weakness? 
CA often founders in the classrooms of Japan 
(McVeigh, 2002; Sato, 2002; Usuki 2007). The 
cultural appropriateness of CA has been called into 
question by Ellis (1996) who found that CA must be 
adjusted to Far Eastern classrooms, and additionally, 
accepted. The issues to be overcome are not only 
for learners, but also teachers as pointed out by 
Kojima and Kojima (2005). In their writing, Kojima 
and Kojima conclude variously that “teachers 
should…” and “students will have to…” however 
they do not provide a cross cultural comparison or 
guide to how these shifts in behavior might occur. 
Collins (1999) suggests that the difficulties with CA 
in Japan arise from incompatibility with usual 
teacher roles, cultural values and other key points. 
Specifically, Collins refers to cultural barriers 
towards risk taking, in-class verbalization, 
challenging teachers and other elements vital to CA. 
Nonetheless, it seems that students and educators 
cannot reliably overcome these barriers. Other 
barriers to CA arise from the overpowering effect of 
the university entrance exams as students and 
teachers conform to that variety of English (Wada, 
2002) as well as insufficient teacher training (Sato). 
   In summary, it seems that CA is inherently 
flawed due to low cross cultural compatibility, 
relying on deep reaching mediation (Ellis, 1996) 
and the limited ability of students and teachers to 
negotiate acceptance of the approach in the 
classroom.  
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1.2 Corrections, alternatives to CA 
It may be that as Ellis (1996) and Bax (2003) 
suggest, CA can be improved, corrected or 
otherwise fixed. On the other hand, there may be 
alternatives that can be fruitfully employed with 
some classes and groups in higher education or 
other settings.  
   Corrections and mediations may bear significant 
fruit in the long term, but are not easily attainable in 
the short term. Therefore this paper will examine 
other alternatives. 
   In their 2005 article on indigenous traditions 
suitable for TEFL, Shin and Crookes suggested a 
search through historical and recent training 
patterns indigenous to Korea. Importing their idea, 
the subsequent discussion will consider a few 
Japanese teaching approaches found in modern day 
Japan. The first goal is to consider approaches that 
are familiar to learners, culturally accepted, and 
generally compatible with TEFL teaching goals and 
practices. Thus, we will avoid any discussion of 
teaching practices found in ancient Japan as these 
could be as alien to contemporary students as an 
approach imported from Mars. Further, this paper 
will not discuss the traditional training of deshi, 
sumo, or the sports world from all of which 
examples are to be learned or avoided.  
 
1.2.1 The Japanese business world 
The business world of Japan, however, provides a 
widely known and broadly experienced training 
process. After an initial large-group training period, 
new staff are absorbed into small groups led by an 
experienced kachou, or boss. The kachou and 
experienced workers as well as new staff sit in a 
compact group with clear sight and sound contact. 
Mistakes and successes are clear to all in the group. 
The new person observes closely the detailed 
activities of others and is guided as needed by the 
boss. New group members feel pressure from the 
boss and from peers to learn quickly and perform 
well. In common with other indigenous Japanese 
training models is the clear hierarchy among 
learners and distance to the trainer. 
   With some modification, this model is the 
subject of this study.  
 
2 Methodology 
For this study, the kachou approach was piloted 
with four classes, two large and two small, of 
business students at a private university in western 
Japan. There were some variations in application 
among the classes, but the overall experience was 
similar for all.   
   Outcomes of the classes were collected based 
on student feedback in questionnaires and open 

ended writing, teacher observations, and teacher 
self-reflection.  
 
 
2.1 Implementation  
The structure of the course was explained to 
students and the daily pattern continued through 
eight weeks. Anonymous feedback was collected at 
mid point and end of course from the 2 smaller 
classes. Non anonymous written comments were 
collected from the larger and smaller classes at 
various points throughout the semester. The smaller 
classes received instruction in use of English for 
managers including handouts to guide their 
speaking. Bosses were assessed for presentation to 
their group as well as for managing discussion with 
the group. Group members in the two larger were 
not assessed, but group members in the in two 
smaller classes were assessed.  
   The classes that included the kachou approach 
repeated the same pattern and timing eight of the 15 
weeks in the semester. After warm up activities, the 
students formed the same groups with a different 
boss each week. The kachou delivered a short 
presentation (2-4 minutes), being graded by the 
teacher on the second delivery. Thereafter the 
kachou lead the group in discussion about the 
presentation topic for several minutes, also being 
graded. The subsequent phase saw the kachou 
directing the students in various practices from 
pronunciation to writing to workbook materials. 
Between each phase, the bosses were called out of 
the groups to form a huddle with the teacher. In the 
huddle, bosses received brief evaluations, 
instructions, and materials for the students. The 
huddles were a time of intensive teacher-student 
interaction.  
   Between huddles, the students worked as 
directed by the bosses with the teacher walking the 
room to see that work was progressing. Where there 
was a problem, the teacher did not interact with the 
small group members, but only the boss. After the 
problem was identified and briefly discussed with 
the boss in front of the group, the boss was left 
resolve it. Bosses could resolve misunderstandings, 
errors or even student misbehavior such as chatting 
as expedient by their own devices.  
   Boss directed activities usually took one half to 
three-quarters of class time. After completing 
activities directed by the boss, the class pursued 
other activities from independent work to whole 
group activities. The boss position was transferred 
weekly and each student was a boss two times.  
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2.2 Student data 
Data collected from students included open ended 
non-anonymous responses to the teacher made in all 
four classes in this study. Typically these comments 
ranged from a few words to two sentences and 
covered all aspects of the classroom from content to 
points unrelated to the classroom work. The teacher 
responded to these comments briefly and 
individually. The two smaller classes completed 
anonymous questionnaires in addition to the above 
mentioned open ended comments.  
   Data include grades given for group discussions 
led by the student boss. The discussion grades 
reflect the quantity of speaking in the group 
discussions as well as the quality of those 
discussions in terms of target language, interaction 
among participants, and the boss’s management of 
the discussion. Discussions were graded by the 
teacher using scorecards and the grades were then 
transferred to a database. These grades indicate 
improvement over time during the semester. The 
improvement included quality of speaking by all 
participants and use of target language by boss and 
participants.  
   These data are necessarily subjective 
assessments by the teacher, despite being based on a 
rubric and thus represent a flaw in this study. 
 
2.3 Teacher data 
The data originating from the course teacher are 
self-reflective impressions. As such these 
impressions cannot be rigorously verified or 
compared with impressions or information from 
other staff or researchers. Future study should 
undertake analysis based on a multiple class and 
multiple teacher approach in order to successfully 
compare and interpret teacher impressions.  
 
3 Discussion 
The following discussion covers the outcomes of 
the kachou approach, then compares the kachou and 
CA approaches and finally considers their 
compatibility.  
 
3.1 Outcomes based on student data  
The outcomes of the approach as implemented were 
satisfactory to the teacher and to students in several 
respects, but lacking in other areas. Satisfactory 
results included the perception by students that the 
boss job was tough but doable. These sentiments 
are reflected in un-elicited written comments like 
these: “Be boss was tough!” and “I work so hard.” 
as well as “I talk a lot in English.” These comments 
were collected from non-anonymous open ended 
written communications with the teacher. 
Further outcomes based on anonymous student 

questionnaires will test the following null 
hypotheses: 
 

• students had no clear opinion positive or 
negative about the kachou-approach as 
suitable for Japanese students; 

• being boss was neither a positive nor 
negative experience; 

• group members did not provide or feel 
pressure on their members to perform; 

• group members did not support their boss’s 
efforts to be successful. 

 
Other questionnaire items explore impact of the 
kachou-approach on student motivation, autonomy, 
quality of classroom experience, and success in 
learning from other students. Additionally, the 
questionnaire explores student impressions of 
acting as a boss, a hierarchical position, in relation 
to their fellow students. 
 
 
3.2 Outcomes based on teacher observations 
Grades, collected chronologically, showed 
improvement on the part of all students, whether 
acting as bosses or participants. Grading was done 
by the teacher according to a rubric which the 
students had in hand, however grading is 
inseparable from the teacher’s perceptions of the 
moment, and necessarily was not objective.  
   More general teacher observations provided the 
following picture of authority and dynamics in the 
group. The bosses were supported in their efforts to 
direct and correct group members partly by the 
authority of simply being named the boss that week. 
Moreover, even shy and ineffective bosses were 
supported in their efforts by the small group 
members. The very members who were directed by 
the boss often took upon themselves the effort of 
ensuring that group members participated actively 
to complete their tasks. In short, the group 
developed its own pressure to succeed even if the 
boss was weak and applied this pressure to group 
members to continue activities, change behavior, or 
grapple with assignments.  
 
 
3.3 Compatibility of kachou and CA  
Understandably, teachers steeped in the ideas and 
use of CA will be cautious about reaching for a new 
system. However, the two approaches are not 
mutually exclusive and indeed overlap in many of 
the goals and actualities of the classroom. Overlap 
occurs as both approaches strive for meaningful 
communication, real life context, sense of 
achievement, student centered activities, intense s-t 
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interaction, enjoyment, effort to achieve task, sense 
of group, and socio-linguistic competence. 
   One key omission in the kachou approach is the 
direct pressure from the teacher toward students. 
This absence is because the effort to have students 
complete assignments, stay on task and the like is 
transferred to the boss and as well as the group 
itself. 
  Further there are four points that are more 
evident in the kachou approach including the 
pressure among students alluded to above.  
   Non-verbal communication is not encouraged in 
standard CA classrooms and, in a verbalizing 
environment, may be discouraged. The kachou 
approach, however, allows this kind of knowledge 
transmission. Tacit knowledge (Polyani, 1967) 
about how to complete tasks, behave, and interact 
thus are transferred without the direct intervention 
of the teacher and without codification.  
   While close observation skills are not 
discouraged in the CA classroom, the kachou 
seating plan makes the most of this behavior which 
seems omnipresent in Japanese classrooms, offices, 
and even public spaces.  
   Finally, the group develops a sense of 
responsibility towards each other. As suggested 
previously, the group develops a desire to manage 
the activities successfully together. The result is not 
only pressure on group members who underperform 
or misbehave, but also mutual supportiveness that 
results in learners helping each other to build 
competence and communication skill. 
 
 
4 Conclusions 
Comparison suggests there is a strong affinity 
between the Japanese business world’s training 
model and CA as it is generally practiced. The 
kachou model as presented here is modified 
somewhat to fit classroom needs in terms of space 
and number of learners. Because the group dynamic 
is based on pressures and desires for achievement 
common to groups in Japan, the approach does not 
stumble against disinclination towards verbal 
performance as does CA. Additionally, the teacher 
is less burdened with motivating the students 
because the group dynamic and hierarchy play to 
motivation patterns already established in Japan.  
 
4.1 Critique of kachou approach 
While the kachou approach provides motivation, 
structure, and familiarity, it does not strongly 
support the language and behaviors associated with 
the culture of the English language.  To some 
extent this weakness is ameliorated by discussion 
format and language content.  The discussion 

practice requires frank verbal interaction in a 
non-hierarchical and therefore non-Japanese 
business setting.  The phrases and language 
provided for use in the discussion, especially by the 
boss, are typical of an idealized supportive and 
constructive English speaking boss.  Ultimately 
these changes represent a modification of the 
kachou model to fit the needs of English speakers. 
   Next steps in researching and adapting the 
kachou model othe EFL classroom include more 
detailed review of existing knowledge about the 
kachou model in businesses. Furthermore, a study 
with two groups of classes, kachou and non-kachou, 
covering the same material and taught by different 
teachers remains to be designed and undertaken.  
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Abstract 
This study reports the construction, the 
implementation, and the evaluation of a web-based 
L2 speech evaluation system. The system 
implements the automatic speech evaluation in the 
following procedure; examinees read out the text, 
“The North Wind and the Sun” on their client 
computer, and their audio files are sent to the server 
computer which analyzes the audio files and 
replicates the evaluation scores given by human 
raters based on a prediction formula, and then, 
examinees receive their scores on their client 
computer. Because the system recognizes speech 
data based on Hidden Markov Model, certain 
amounts of speech data are required to train the 
model and obtain accurate results of speech 
recognition. Furthermore, learners’ speech data 
need to be evaluated by human raters. Therefore, 
the speech data of 101 Asian learners of English 
were collected, and their speeches were evaluated 
by human raters, and the correlations were 
examined between the examinees’ speech 
characteristics and their evaluation scores (Nakano, 
Kondo, and Tsutsui; 2008), because the system 
replicates the raters’ evaluation using learners’ 
speech characteristics. The read-out speeches given 
by the Asian learners were divided into three 
groups; high, mid, and low, according to the 
evaluation scores analyzed based on Neural Test 
Theory (Shojima, 2007). In this system, new 
examinees are given their evaluations based on the 
two speech characteristics of theirs. Their 
evaluations were done according to the average 
distance to the prototype of each category. In the 
evaluation of the automatic evaluation system, the 
degree of rating agreement among human raters and 
the automatic evaluation system was examined, and 
substantial agreement was obtained. 
 
Keywords 
Second language speech, Reading aloud, automatic 
evaluation system 
 
 

Introduction 
This paper introduces the construction, the 
implementation, and the evaluation of automatic 
Second Language (L2) speech evaluation system. In 
this system, the evaluations to be predicted were 
given by the trained raters, the raters and the 
evaluation items were scrutinized based on 
Multifaceted Rasch Analysis, and the learners’ 
speech characteristics to be analyzed were selected 
from the measures adopted in Applied Linguistics. 
The text which examinees read out was a fable from 
Aesop, “The North Wind and the Sun”, which 
consists of 113 words, five sentences. The 
evaluations to be given to examinees are categorical 
evaluation scores: A, B, and C. Therefore, the 
rankings were estimated based on NTT instead of 
the estimated ability in Multifaceted Rasch Analysis.  
As Shojima (2008) mentioned, a test is not an 
accurate tool to measure examinees ability. It is not 
capable of measuring examinees’ ability in interval 
scale, but it is capable of measuring examinees’ 
ability in ordinal scale at its best. For these reasons, 
the understandability of examinees and the 
capability of the test, categorical evaluations were 
adopted in this system. 
  In this paper, firstly the data used to build the 
system are described. Secondly, the scoring 
procedure, the speech recognition technology 
adopted in this system, the structure of the system, 
and the test-taking procedure are described. Lastly, 
the evaluation of the system is discussed. 
 
1 Data 
101 Asian learners of English participated in the 
recording of reading-aloud passage. They were 
forty Japanese, seventeen Chinese, nineteen Korean, 
six Filipino, ten Thai, four Vietnamese, and one 
Indonesian. They were either undergraduate or 
graduate students. Table 1 shows the key 
information of the participants. All the recordings 
were made in soundproof rooms in the universities 
which the participants belonged to. The participants 
were called in the room and given the instruction of 
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recording individually. In the recording, the 
participants gave their self-introduction to an 
interviewer and read out the text. After the 
recording, the participants were given a small gift 
for their participation. It took about ten minutes for 
each participant to complete the recording. 

The reading text, was a fable from Aesop, “The 
North Wind and the Sun”, which is so famous that 
the students at university level must know it. This 
passage was also used in the NIE corpus (Deterding 
and Ling, 2005), and is used in the phonetic 
description of the International Phonetic 
Association. 
 
Table 1: Key information of the participants in 
reading-aloud speech data 
 M SD Range 
Age 23.46 4.42 20 

11.88 5.41 29 Study of English (year) 

 
Six raters joined this evaluation, who participated 

in the rater training where they discussed the speech 
characteristics of L2 learners and watched the video 
of learners categorized based on Common 
European Frameworks of References (CEFR). The 
reliability of the raters was examined in the 
self-introduction speech evaluation data (Nakano, 
Kondo, Tsubaki, and Sagisaka: 2008). 

To evaluate the read-aloud passage, ten 
evaluation items were selected from the 
self-introduction speech evaluation. The six raters 
evaluated 101 learners’ speech with the fourteen 
items shown in Table 2. The raters evaluated the 
learners’ speech individually on an evaluation 
website. 
 
Table 2: Evaluation items in read-aloud passage 
Loudness Sound pitch 
Quality of vowels Quality of consonants
Epenthesis Elision 
Word stress Sentence stress 
Rhythm Intonation 
Speech rate Fluency 
Place of pause Frequency of pause 

 
The items are originally from Yashiro, Araki, 
Higuchi, Yamamoto, and Komissarov. (2001), and 
each item was thoroughly reviewed in order to 
make the items suitable in the evaluation of 
read-out speech.  Unreliable raters and items were 
deleted based on Multifaceted Rasch Analysis.  To 
delete unreliable raters and items, the scores of 
“infit” was adopted as the index. The score of infit 
“provides the size of the residuals, the differences 
between predicted and observed scores (McNamara, 
1996: 172). The acceptable range of infit is “the 
mean ± twice the standard deviation of the mean 
score statistics” in the case where the population 

exceeded thirty (McNamara, ibid: 182). In this 
analysis, neither raters nor items was not considered 
to be unreliable according to the criterion. 
  We investigated the relationship between the 
evaluation scores estimated by Multifaceted Rasch 
Analysis and the speech characteristics realized in 
read-aloud speech (Kondo, Tsutusi, Nakano, 
Tsubaki, Nakamura, and Sagisaka, 2007; Kitagawa, 
Kondo, and Nakano, 2007; Kondo, Tsutsui, Tsubaki, 
Nakamura, Sagisaka, and Nakano, 2007; Nakano, 
Kondo, and Tsutsui, 2008). The examined speech 
characteristics were number of nonlexical pause, 
number of silent pause, duration of nonlexical 
pause, duration of silent pause, mean length of run, 
number of syllable unneeded, pruned syllable per 
second, and the ratio of weak syllable to strong 
syllable. Through three pilot studies of correlation, 
we found the two independent predictors of the 
evaluation scores: the pruned syllable per second 
and the ratio of weak syllable to strong syllable. In 
the present study, the analysis was done by 
multi-regression analysis (stepwise method): the 
criterion variable is the evaluation score; and the 
predictor variables, the pruned syllable per second 
and the ratio of weak syllable to strong syllable. 
The significance of the model was verified (F(2, 98) = 
44.57, p < .01, adjusted R2 = .47). The correlation 
between the observed values and the predicted 
values is .69. Figure 1 is the scatter graph of the 
observed and predicted value: y-axis is the observed 
value and x-axis, the predicted value. 
 

 
Figure 1. The Correlation Between the Observbed 
Score and the Predicted Score 
 
2 Automatic evaluation system 
2.1 Introduction 
Through the correlation studies between the 
evaluation scores and the L2 learners’ speech 
characteristics realized in read-out speech, we 
found two independent predictors of the evaluation 
score: the pruned syllable per second and the ratio 
of weak syllable to strong syllable. In the 
correlation analysis, the evaluation score we 
adopted was an interval scale, which was calculated 
based on Multifaceted Rasch Analysis. An interval 
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scale was easy to handle for researchers in the 
analysis of the test score, but it is difficult to 
interpret the score of interval scale for examinees 
and, as Shojima (2008) mentioned, a test is not an 
accurate tool to measure examinee’s ability with 
interval scale. Therefore, in this system, we adopted 
categorical scores with three levels: A, B, and C, 
which were calculated based on Neural Test Theory 
(NTT). 
 
2.2 Analysis of evaluation scores 
The evaluation scores were analyzed based on NTT 
to estimate the examinees’ levels. The automatic 
speech evaluation system to be constructed here is 
the system to replicate the evaluations given by the 
human raters. Considering the reliability in the 
human rating and the accuracy of replication by the 
system, it is reasonable and proper that examinees 
are grouped into three levels which correspond to 
the criterion given by CEFR: basic user, 
independent user, and proficient user in terms of 
pronunciation and prosody. In this analysis, the 
levels are set up to three, and the fit of the data to 
the model is examined. 
  The examinees were group into three groups: 
thirty six proficient users, thirty one independent 
users and forty four basic users. Table 3 shows the 
test fit indices in NTT. The indices shown below all 
indicates the good fit of the data to the model in 
NTT. 
 
Table 3: Test fit indices in NTT 

Index Value 

 -237.655 
NFI -000.859 
RFI -000.859 
IFI -000.994 
TLI -000.993 
CFI -000.994 

RMSEA -000.021 
AIC -146.323 

CAIC -731.250 
BIC -574.376 

 
To examine the fit of data to the model in NTT, in 
addition to  statistics, several indices are 
available: the normed fit index (NFI), the relative fit 
index (RFI), the incremental fit index (IFI), the 
Tucker-Lewis index (TLI), the comparative fit 
index (CFI), the root mean square error of 
approximation (RMSEA), the Akaike information 
criterion (AIC), the consistent AIC (CAIC), and the 
Bayes information criterion (BIC). The model fit 
statistics depend on the number of levels which test 
developers set up. Hence, if we set up many levels 
such as thirty levels, the model fit statistics 
indicates better fit of the data to the model 

compared to the case where we set up small number 
of levels such as three. However, Shojima (2008) 
mentioned that because a test is not reliable enough 
to detect fine differences among the abilities of 
examinees’, the realistic range of levels is from 
three to twenty. Shojima (ibid) also mentioned that 
levels should be set up not only by the model fit 
statistics, but also based on test developers’ 
experience and the practicality of the test. 
 
2.3 The scoring procedure 
In Figure 2, the ranked speech data of the learners 
examined are identified with the values of pruned 
syllable per second and the average ratio of weak 
syllable to the strong syllable. The x-axis indicates 
the value of the average ratio of weak syllable to the 
strong syllable; and the y-axis, the values of pruned 
syllable per second. The values of the average ratio 
of weak syllable to the strong syllable are inverted 
(the plotted values are 1 minus the original values) 
for the clear picture. Although some outliers and a 
multi-occupied area by all the three ranks are found, 
the areas of each rank can be specified to some 
extent. The averages of the two values were 
calculated in each category, and plotted. The bigger 
indicators are the averages (prototypes) of the two 
values in each category. 
 

 
Figure 2: Scatter Graph for the Values of Pruned 
Syllable per Second and the Average Ratio of Weak 
Syllable to the Strong Syllable in Each Category 
 
A new examinee’s category is determined based on 
the Euclidean distances to the prototypes in each 
category. The distance to each prototype are 
calculated in the equation below: 
 

 
 
where p1 is the average of pruned syllable per 
second in a category, and x1, the pruned syllable per 
second of a new examinee’s; and p2 is the average 
of the ratio of the weak syllable to the strong 
syllable, and x2, the ratio of the weak syllable to the 
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strong syllable of a new examinee’s. Comparing the 
three distances of the new examinee’s values to 
each prototype: Rank A, B, and C, the examinee is 
given the category of the nearest distance. 
 
2.4 Speech recognition 
To measure the speech features of examinees’, the 
system adopts Hidden Markov Model Toolkit 
(HTK). HTK is a tool for Hidden Markov Modeling 
optimized for speech recognition. The procedure of 
the model training in HTK is depicted in Figure 3.  
Firstly, HTK codes the raw speech waveforms into 
sequences of feature. In this study, Mel Frequency 
Cepstral Coefficients were used. 
 

 
Figure 3: The Procedure of Model Training in HTK 
 
In the model training, because HTK requires 
prototype Hidden Markov Model (HMM), text 
labels for the speech data, and the pronunciation 
dictionary, the text labels were created. The 
phonetic description was done based on Jones 
(2003). For the initial training, as the speech data 
TIMIT Acoustic-Phonetic Continuous Speech 
Corpus (Garofolo, Lamel, Fisher, Fiscus, Pallett, 
Dahlgren, and Zue: 1993) were used to train the 
HMM. For adapting the model to L2 speech of 
Asian learners’ were used. In the process of the 
model training and adopting, HTK phone-aligns the 
target speech data based on the order of occurrence 
of the phones referring the text labels and the 
pronunciation dictionary. HTK runs through the 
model training several times to create robust 
HMMs. 
 

 
Figure 4: The Procedure of Forced Alignment in 
HTK 
 
  Figure 4 shows the procedure of the forced 
alignment.  In this procedure, HTK phone-aligns 
the speech data based on the corresponding text 
labels. 
 
2.5 Structure of the system 
The automatic L2 speech evaluation system to be 
implemented here is a web-based system where 
examinees read out the passage, “The North Wind 

and the Sun” on their client computers, the recorded 
speech data are transferred to the server computer 
where the data are analyzed, and the examinees 
receive the feedback from the server computer on 
their client computer. Figure 5 shows the procedure 
of this automatic evaluation. 
 

 
Figure 5: Procedure of Automatic evaluation 
 
The system records the examinees’ speeches using 
Java applet, JavaSonics ListenUp (Mobileer, Inc, 
2008). The recorded speeches are transferred to the 
sever computer and are stored. Then the speeches 
are converted to the HTK format and are analyzed. 
The results of forced alignment are edited to 
calculate the two indices, pruned syllable per 
second and the average ratios of weak syllable to 
the strong syllable. Then, based on the two indices, 
the examinees’ scores are calculated, and the 
feedback is sent to the examinees computer. All the 
processes are controlled by Perl scripts, including 
calling JavaSonics ListenUp and HTK processes. 
The processes of examinees’ side are done with a 
web browser (e.g. Internet Explorer, FireFox, and 
Google Chrome). 

Figure 6 shows the structure of the evaluation 
system. The recording procedure is done by Java 
applet stored in the folder, codebase, and the 
transfer and the retention of the speech file process 
is controlled by upload_x.cgi. The examinees 
record their speech sentence by sentence, and this 
process repeats five times. In each process, 
upload_x.cgi calls HTK to convert the speech 
file, phone-align the speech using the files stored in 
hmm. The converted speech file is stored in the 
directory mfcc; and the output file of the phone 
alignment, in the directory out. The output file of 
the phone-aligned speech is edited by 
upload_x.cgi and stored in the directory lab. 
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Lastly, eva.cgi calculates the two indices of 
speech characteristics and the distances to the 
prototypes stored in the information in the edited 
output file in the directory out. The program 
produces the evaluation and feedback to the screen 
on the client computer of the examinees’. The 
directory img contains the image file used in the 
webpage for examinees. The file 
instruction.cgi creates the instruction page; 
recx.cgi, each recording page; and 
testrec.cgi controls the test recording in the 
instruction page. The files data.dat and 
ques.dat store the information the examinees 
enter in the initial page. 
 

 
Figure 6: The structure of the evaluation website 
 
2.6 Test-taking procedure 
This section introduces the procedure of the 
automatic evaluation. Firstly, examinees access the 
evaluation website, enter their names, and answer 
the questionnaire. They submit their answers and go 
to the instruction page. 

Secondly, in the instruction page, the examinees 
receive the instruction on how to take the test, and 
practice using the application for recording. The 

whole passage to be read and the translation into 
Japanese are provided in this page. After the 
practice, they go to the recording page. In this test, 
they read out the passage, “The North Wind and the 
Sun” and record and submit their speech sentence 
by sentence. They record and submit their speech 
five times in total. Figure 7 shows the screenshot of 
the recording page. 

Lastly, after the examinees complete their 
recordings of the five sentences, they receive their 
own evaluation and their own feedback according 
to their level which the system estimates. 

 

 
Figure 7: Recording Page 
 
2.7 Evaluation of the system 
2.7.1 Participants 
Participants of this study were twenty Japanese 
learners of English and three raters. The raters were 
the Japanese language teachers of English who 
received rater training according to CEFR. The 
learners were Japanese undergraduate students. 
 
2.7.2 Methods 
The raters evaluated the twenty learners’ speeches 
according to the criterion, CEFR and gave the 
categorical evaluations: A, B, and C. We 
investigated the degree of agreement in the 
evaluation among the human raters and the 
automatic evaluation system based on Fleiss’ kappa. 
  Fleiss’ kappa is a measure of inter-rater reliability 
for assessing the degree of agreement when more 
than three raters evaluate performance using 
evaluation items with a fixed number of categories 
(Gwet, 2001). The interpretation of this index is 
somewhat controversial, because it depends on the 
number of raters, categories, and examinees. Table 
4 shows the interpretation of Fleiss’ kappa provided 
by Landis and Koch (1977). Though this table is not 
widely accepted, it can be adopted as one of the 
criteria in the examination of the degree of 
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agreement. 
 
Table 4: Interpretation of Fleiss’ kappa 

κ Interpretation 
< 0 Poor agreement 

.21 - .40 Fair agreement 

.41 - .60 Moderate agreement 

.61 - .80 Substantial agreement 

.81 - 1.0 Almost perfect agreement 
 
2.7.3 Results 
Table 5 shows the Fleiss’ kappa of this evaluation. 
We calculated the indices four times. In each time, 
one of the raters was excluded. By comparing these 
indices, the rater who lowers the degree of 
agreement can be detected. For example, the kappa 
in the second row indicates the rater agreement 
among Rater 1, 2, and the automatic evaluation 
system, excluding Rater 3. The kappa in the lowest 
row indicates the rater agreement among all the 
raters: Rater 1, 2, 3 and the automatic evaluation 
system. 
 
Table 5: Fleiss’ kappa 

Raters κ 
Rater 1, 2, and AES .70 
Rater 1, 3 and AES .60 
Rater 2, 3, and AES .60 
Rater 1, 2, and 3 .75 
ALL .66 

Note. AES stands for automatic evaluation system. 
 
3 Discussion and conclusion 
In this study, we reported the construction, the 
implementation, and the evaluation of the automatic 
L2 speech evaluation system. 101 speeches given 
by Asian learners of English were analyzed, and the 
trained raters evaluated their speeches based on 
CEFR. Then, the relationship between the speech 
characteristics and the evaluation scores was 
investigated. The system was built based on the 
relationship revealed in this study. 

As for the evaluation of the system, Fleiss’ kappa 
was adopted as the index of rater agreement. 
Though the agreement was the highest when the 
system was excluded from the raters, we obtained 
substantial agreement between the human raters and 
the system. 
  Perfect agreement is difficult to achieve in the 
performance assessment, as was indicated the 
Fleiss’ kappa among the three human raters (.75), 
but the scoring procedure, the test-taking procedure, 
and the correlation studies should be reviewed to 
improve the system. 
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Abstract 
The purpose of this presentation is to examine 
overt 1st person reference in the English 
translations of these Cabinet E-mail Magazines 
and compare this phenomenon of 
“ personification ”  with the original Japanese 
versions. It is common knowledge that Japanese 
subjects can often be ellipted and therefore no 
overt term is needed for example to refer to the 
1st person. In English, however, overt reference 
usually becomes obligatory. � � 
 
Keywords 
Overt reference, personification, ellipsis 
 
Introduction 
Natsume Soseki 1907 (Ikegami 2008):  

I have to confess that I find the device of 
personification simply unnatural and 
intolerable. (…) It is as if a monkey is 
trying to pretend to be a lord by putting a 
crown on its head.” 

It is common knowledge that Japanese agents can 
often be ellipted and therefore no overt term is 
needed for example to refer to the 1st person. In 
English, however, overt reference usually becomes 
obligatory. While in English elliptical styles in 
general seem to be linked to sociolinguistic values 
such as brusqueness, shared knowledge (solidarity), 
emphasis (power) and intimacy (Fowler 1985: 71), 
in Japanese, ellipsis usually occurs in what is 
referred to as unmarked situations. Ellipsis is likely 
to take place, when the referent can be identified 
through a grammatical construction, inferred from 
honorific mode or deictic expressions, understood 
through contextual cues or represents the 
(paragraph) topic. Person terms in Japanese 
comprise not only (so-called) personal pronouns, 
but also various other categories, such as 
(professional) titles, kinship terms, proper names, 
status terms, and so forth. 
 Against the background described above, 
this presentation presents a pilot study, which 
examines overt 1st person reference in English 
translations of a Japanese Prime Minister’s Cabinet 
E-mail Magazine launched by Prime Minister 
Koizumi, also known as “Lion Heart”, and 

compares this phenomenon of “personification” 
with the original Japanese texts. I pay particular 
attention to overt 1st person reference terms in the 
original Japanese E-mail Magazines and examine 
how their English translations accommodate 
intended meanings. I intend to demonstrate that 1st 
person references may be extremely complex and 
political terms, sometimes raising interpretive 
issues of who or what is being represented. There 
are, therefore, puzzling cases of ‘I’ or – in particular 
– ‘we’. 
 
1 Data 
In 2001 Japanese Prime Minister Koizumi launched 
a ”Cabinet E-mail Magazine” to “express (his) 
thoughts and learn what (his) compatriots are 
thinking”. This electronic service continues today 
as Prime Minister Aso’s Cabinet E-mail Magazine 
and was adopted also by Koizumi’s successors 
preceding Aso, namely Prime Ministers Abe and 
Fukuda. In addition to a Japanese version, the Abe 
Cabinet E-mail Magazine is currently available in 
English, Korean and Chinese. Interested readers can 
subscribe to the Magazine and have it delivered 
directly to their email addresses or read current and 
back number issues online.  

The data of this pilot study consists of 
twenty issues of the Cabinet E-mail Magazine, 
including five issues from each Prime Minister. 
Character and word counts are indicated in Table 1.  

 
Table 1: Analyzed data 
Prime 
Minister 

Analyzed 
Cabinet 
E-mail 
Magazine 
issue 
numbers 

Character 
count in 
Japanese 
original 

Word 
count in 
English 
transl. 

Average 
character/
word 
count per 
issue 

Aso 26-30 4,515 2,772 903/554 
Fukuda 42-46 6,937 2,975 1,387/595 
Abe 42-46 5,282 3,033 1,056/607 
Koizumi 246-250 7,805 4,101 1,561/820 
Total 20 issues 24,539 12,881 1,227/644 
 
2 Analysis of data 
Yamamoto (1999: 67) argues that the concept of 
animacy has a strong influence on the mind of any 
speaker in the process of language use and can 
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therefore be linked to varying “mind-styles”, a 
concept originally introduced by Fowler. Such 
mind-styles would characterize distinctive linguistic 
presentations of individual mental selves, hence 
allowing for example examination of the extent to 
which animacy influences the mind of English and 
Japanese speakers in their process of using these 
particular languages as native speakers. In this 
presentation the focus will be upon referential 
expressions in Japanese and English, two languages 
which are “expected to contrast strikingly in terms 
of epistemic attitude toward the expression of 
animacy and hence to represent two distinctively 
different types of ‘mind-style’ (Yamamoto 1999: 
71)”. 

The forms which animate expressions can 
take vary considerably, but this paper targets 
(ellipses and) overt expressions referring to the 1st 
person, including 1st person pronominal forms and 
common noun phrases. Analyzed forms are listed in 
Table 2. As case relations are expressed by 
postpositions in Japanese, only the encountered 
basic terms referring to the 1st person, 私 
wata(ku)shi ‘I’ and 私たち wata(ku)shitachi and 
我々  wareware ‘we’, as well as the archaic 
genitive waga (occurring only in わ が 国 
wagakuni ‘our country’) are listed for Japanese. 
 
Table 2: Overt reference to the 1st person 
Prime 
Minister 

I m
y 

m
e 

私  w
e 

ou
r 

u
s 
私

た

ち  

我

々  
わ

が 

Aso 34 7 0 9 16 1 1 0 1 6 
Fukuda 32 8 4 6 14 3 2 2 0 2 
Abe 78 39 2 14 13 9 1 3 0 1 
Koizumi 93 39 6 15 26 15 1 1 0 0 
Total 23

7 
93 12 45 69 28 5 6 1 9 

Tot. 1st 
pers. 
English 

44
4 

         

Tot. 1st 
pers. 
Japanese 

61          

 
As Table 2 demonstrates, Japanese allows 

predominant use of elliptical reference, whilst an 
exact overt 1st person term is usually required in 
English (61:444). Clearly this observation is 
nothing new, as the phenomenon of ellipsis – or 
non-occurrence – of overt reference is deeply 
engrained in the structure of Japanese. However, a 
closer look at the constructions, contexts and types 
of expressions in which these terms occur may 
prove to be more interesting. Since counting the 
exact number of ellipses vs. overt reference in 
Japanese texts or in comparison with English 
counterparts would contribute little to the 
discussion, it seems more illuminating to compare 
who or what is actually represented by terms 

referring to the 1st person in the examined texts. In 
the context of political discourse, representing a 
nation and targeted at a wide domestic vs. foreign 
audience, these choices are likely to shed light on 
how national identities are constructed – or, at least, 
how attempts to do that may be undertaken. For 
example, the exclusive vs. inclusive nature of 1st 
person expressions can obviously be strategically 
employed to enhance national sameness or 
uniqueness, or, in other words, differences or 
similarities with other national collectives.  

Slight differences in self-reference can be 
detected between the examined Prime Ministers. 
Proportionally, the English versions of Abe’s and 
Koizumi’s Email Magazines seem to employ 
slightly more singular 1st person agents (I) than 
those of Aso and Fukuda. Aso, on the other hand, 
appears to have a fondness for the fixed Japanese 
expression ‘our country’ (わが国  wagakuni), 
including a genitive marker, while other Prime 
Ministers would use the country name ‘Japan’ (日
本 Nippon/Nihon), for example. In the Japanese 
originals, Fukuda tends to employ singular overt 1st 
person reference proportionally even less frequently 
than the others, but it should of course be kept in 
mind that such overt self-personification is, overall, 
rather limited (45 occurrences in total). It must also 
be noted that, due to the limited number of Email 
Magazines analyzed in this pilot study, the claims 
offered here should not be considered to be fully 
representative of the respective Prime Ministers. 

To elaborate, the following section of this 
presentation concentrates on a comparison of overt 
1st person referents in the original Japanese texts 
and their English translations.  
 
2.1 Overt 1st person reference in original 

Japanese texts  
Although the characteristic of 1st person reference 
to strongly encode sentiency and potential 
intentionality of the writer generally triggers 
ellipsis/non-occurrence in Japanese, certain 
constructions and expressions in the analyzed Email 
Magazines do retain an overt term, as became 
evident in the preceding section. 

A first distinction could be made between 
clear structural contexts, which require the use of an 
overt term of reference, and those contexts, where 
the use of such terms is not (structurally) obligatory. 
Possessive constructions represent one type of 
grammatical context, where overt reference 
becomes compulsory. The analysis of our data 
further pinpoints the constructions displayed in 
Table 3 below, illustrated by the examples that 
follow. In these examples it is necessary to fill the 
‘slot’ preceding the constructions represented in the 
table with some kind of overt term of reference. 

Proceedings of the 14th Conference of Pan-Pacific Association of Applied Linguistics

40





In developing teacher assessment scales, the results 
of various past studies on the advantages and 
disadvantages of using holistic and analytic scales 
were referred to (Weigle, 2002). 

Next, the pilot test was conducted to validate 
the localized CDSs in three different orientations; 
those of users, curriculum constructors, and 
assessors. The actual teaching was done based on 
the syllabi covering the in-house CDSs, also using 
the student self-check lists and teacher assessment 
scales. The results of post-questionnaires, class 
observation and interviews with both students and 
teachers were used to further modify the CDSs 
(deductive validation). 
 
1.1 Inductive validation 
1.1.1 Pre-questionnaire to students and teachers 
     Approx. 300 students in the university’s 3 
placement levels (Basic, Intermediate and 
Advanced) answered the pre-questionnaire to check 
the appropriateness and difficulty level of each 
Can-do statement. Also 15 teachers who teach them 
were requested to check the validity of all the CDSs 
including appropriateness, applicability and 
difficulty level.  
     Based on the responses both from students 
and teachers, a series of modification was made to 
the original Can-do lists for 3 levels. 
1.1.2 Preparation of the piloting 

First, the curriculum was developed based on 
the Can-do objectives that include various genres of 
writing; narrative, expository, argumentative, and 
work-related functional ones. Then, the teaching 
material, in the forms of both existing textbooks 
and customized supplements were collected and/or 
produced. Secondly, student self-check lists and 
teacher assessment scales were developed for 
different genres of writing and for 3 different levels. 
Basically, the evaluative points in teacher 
assessment scales correspond to the items in the 
students’ check-lists, but extra attention was paid to 
make student check-lists easy and simple without 
the use of technical expressions (see examples: 
Table 1 and Appendix 1 both are created based on 
the same CDSs for expository writing). 
  
1.2 Deductive validation 
    A series of pilot test was planned strategically 
so that the piloting wouldn’t disrupt the present 
teaching as required the syllabus of each course. 
For each pilot test dealing with a different genre of 
writing, all the aspects of CDS-based curriculum 
were tested for its validity, reliability and feasibility, 
using both quantitative and qualitative analyses. 
 
 

2 The present experiment 
 

In this presentation, the validation results of 
one genre (unit) of our planned CDS-based 
curriculum, namely, “expository writing with good 
supports” was reported as a representative part of 
our on-going study.   
 
Table 1  
CDS-based teacher assessment sheet for the 
intermediate level (for expository writing unit) 
 
Ｗｒｉｔｉｎｇ Ａｓｓｅｓｓｍｅｎｔ Ｓｈｅｅｔ (for Ｉｎｔｅｒｍｅｄｉａｔｅ-level) 
 

＜１＝This student cannot do this at all ２＝poor ３＝fair ４＝good 5＝excellent＞ 
 
 
1. Organization 
This student can write either a long paragraph (more than 200 words) with clear distinction bet. 
topic sentence, supporting detail and conclusion(ending), or a short essay with clear distinction bet. 
introduction, body and conclusion. 

1--------2--------3--------4--------5 
 

2. Content 
This student can include sufficient knowledge/facts relevant to the thesis statement to keep readers 
interested. 

1--------2--------3--------4--------5 
 

3. Idea Development 
This student can develop ideas in a step-by-step manner from general to specific. 

1--------2--------3--------4--------5 
 
4. Cohesion/Consistency 
This student can establish cohesion between sentences and consistency among ideas in a short 
essay (or a long paragraph). 

1--------2--------3--------4--------5 
 
5. Quality of support and reasoning 
This student can use proper supporting statements/examples for the thesis at the paragraph level.

1--------2--------3--------4--------5 
 
6. Sociolinguistic control 
This student can use expressions appropriate to the topic, fulfill situational requirements and 
address the audience appropriately. 

1--------2--------3--------4--------5 
 
7. Grammatical control 
This student can use multiple-clause structures including simple subordinate clauses and those 
with simple relative pronouns. 

1--------2--------3--------4--------5 
 
8. Conjunctions/transitions/discourse markers 
This student can use typical conjunctions/transitions correctly.  

1--------2--------3--------4--------5 
 
9. Vocabulary  
This student can use high-frequency vocabulary understandable words and idiomatic language 
most of the time. 

1--------2--------3--------4--------5 
 
10. Mechanics 
This student can use correct punctuation most of the time. 

1--------2--------3--------4--------5  
 
2.1 Experimental Design 
2.1.1 Subjects and procedure 
     Nine classes of 3 different levels were used 
for the experiment with approx. 320 students. 
Teachers were provided with class objectives 
pertaining “expository writing with good supports” 
with teaching material. Each class was taught 
according the given plan for 4 times. The piloting 
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procedure is as follows. 
 
1. Students responded the self-check lists. 
2. Pre-writing test was given in the first class. 
3. 4 classes were taught based on the given 

objectives and using the teaching material 
provided. 

4. Post-wiring test was given in the last class (The 
topics given are of parallel nature for pre- and 
post-tests) 

5. Students responded the same self-check lists 
again. 

6. Teachers assessed the students’ pre- and 
post-writings using the given assessment sheets. 

7. Teachers responded open-ended post- 
questionnaire based on the actual teaching to 
the Can-do objectives and class observation. 

2.1.2  Analysis 
     The following statistical analyses were 
conducted and the overall project evaluation was 
done, reflecting teacher feedback and the interviews 
with selected students. 
 
1. Comparison between the students’ responses to 

the self-check lists before and after the 
instruction 

2. Comparison between the scores of teacher 
assessment of pre- and post-writing tests 

3. Correlations between students’ self-assessment 
(by self-check lists) and teacher assessment 
 

3 Results 
 

The following results were obtained so far. 
1. There were significant differences in the average 
scores of both student self-check list and teacher 
assessment given before and after the experiment. 
However, some items (CDSs) representing 
local-level aspects of writing, notably grammatical 
and vocabulary control, showed less differences 
compared to global-level items. 
2. Though significant improvements were exhibited 
by the students at all levels, those in the advanced 
class rated their own improvements less than the 
counterparts at intermediate and basic levels. This 
might be caused by their increased awareness, 
hence sensitivity to different aspects of writing. 
3. As to the students’ improvements obtained in 
terms of the scores of teacher assessment, 
lower-level students showed more improvements 
than higher-level ones.  
4. Though there was no significant difference 
among the scores of teacher assessment within the 
same level, the differences between pre- and post- 
student check lists (in other words, the 
improvements perceived by the students 
themselves) seem to have been affected by the 

teacher (who taught the class). 
 
4 Implications and future study 
 

We are now in the process of further 
modifying the “expository writing “ CDSs used in 
this experiment based on different insights gained 
by both quantitative and qualitative validation. 

The same process has been going on in other 
genres (units) of writing. The difficulty we have 
faced throughout this process of developing the 
“localized” CDSs and the curriculum/assessment 
scales based on them is the judgments of where to 
draw the line when different kinds of validity are in 
conflict with each other. 

Also, even greater challenge lies in the 
decision-making that encompasses the limitations 
deriving from feasibility/practicality and 
maximization of students’ interests, motivation and 
achievements. 
 
5 Appendices 
 
Appendix A  
Student check-list for expository writing  
(intermediate level) 
 

Student check list for expository writing  
(Intermediate Level) 

でき 
ない 

あまり
でき 
ない 

まあ
できる

できる

１ 明確にトピックセンテンス（主題文）、それをサポートする詳細や支

持文、結論文が区別された長いパラグラフ（２００語以上）が書ける 
○ ○ ○ ○ 

2 
 

thesis statement（主題）に関連した十分な量の知識や事実を、読み

手が興味を持つように組み込んで書ける。 
○ ○ ○ ○ 

3 自分のアイディア（内容）を段階的に、一般的なものから具体的なも

のへと発展（展開）するように書ける。 
○ ○ ○ ○ 

4 文と文をギャップがないようにつなぎ、文章全体についても一貫した

考え（主題）で書ける。 
○ ○ ○ ○ 

5 パラグラフレベルにおいて、thesis（主題）をきちんとサポートする

適切な支持文や例を使うことができる。 
○ ○ ○ ○ 

6 トピックやその文章の状況に合う適切な表現を使うことができ、読み

手に十分意図を伝えることができる。 
○ ○ ○ ○ 

7 簡単な従属節や関係代名詞を含む文（＝複数の節をもつ文）を書くこ

とができる。 
○ ○ ○ ○ 

8 典型的な接続詞やつなぎ言葉（＝高校で習う程度）を正確に使うこと

ができる。 
○ ○ ○ ○ 

9 一般的によく使われる（＝頻度の高い）単語やイディオムをたいてい

の場合使うことができる。 
○ ○ ○ ○ 

10 句読点（＝パンクチュエーションだけでなく、大文字の使用、段落の

最初を下げることなども含む）については、ほぼルールに沿って正確

に使える。 

○ ○ ○ ○ 
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Abstract 
The aims of the present study were (1) to 
empirically evaluate the validity of a newly 
developed readability index, Ozasa-Fukui Year 
Level, Ver. 2.1, by correlation analyses, and (2) to 
compare the readability data of fourteen Japanese 
EFL textbooks measured by the new index and by 
Flesch-Kincaid Grade Level.  The correlation 
analyses revealed that Ozasa-Fukui was the most 
powerful in differentiating the readability of 84 EFL 
sentences.  It also emerged that the coefficient 
between Ozasa’s criterion and Flesch- Kincaid was 
remarkably high - much higher than that of Flesch 
Reading Ease.  The comparative analyses revealed 
that Ozasa-Fukui was more powerful in 
differentiating Book 1 texts, and that 
Flesch-Kincaid was rather powerful in 
differentiating the texts of higher years. 
 
Keywords 
Evaluating validity, readability indices, Japanese 
EFL textbooks, Ozasa-Fukui Year Level, 
Flesch-Kincaid Grade Level 
 
Introduction 
In 2008, we developed the Ozasa-Fukui Year Level, 
Ver. 2.1 (hereafter, Ozasa-Fukui), a new readability 
index with its application software attuned for 
Japanese EFL texts. This new readability index   
is a non-linear function with four variables, 
sentence length, word length, textbook-based word 
difficulty and textbook-based idiom-difficulty.  It 
was developed, using the subjective readability 
evaluation of three sets of representative EFL 
textbooks of Japan as a dependent variable and the 
linear function of the four variables as an 
independent variable.  As an independent variable, 

the following expression (Diff) was used. 
 
Diff = 0.0993*words + 0.4232*syllables +  
1.0518*worddiff + 0.0612*idiomdiff + 0.1919 
 
In this development, a new readability criterion was 
employed, which was based on an assessment of 
916 textbook sentences by three experienced 
Japanese EFL teachers well familiar with the EFL 
textbooks and teaching at middle-grade schools in 
Japan.  The non-linear function thus produced 
proved to be the highest in explanatory power 
(r2=.8217) against the solutions of four non-linear 
methods (Ozasa, Fukui & Hosokawa, 2008; Ozasa, 
Weir & Fukui, 2008).  It was: 
 
NewDiff = 4.6579 *exp(-17.7116*0.3716^Diff) + 1 
[Diff = 0.0993 * words + 0.4232 * syllables + 1.0518 * 
worddiff + 0.0612 * idiomdiff + 0.1919] 
 
1 Aims of the present study 
With these findings as background, a new project 
was launched to evaluate the validity of the index 
through correlation analyses and comparative 
analyses.  
   More specifically, the present study aims (1) to 
evaluate the validity of the new index, Ozasa-Fukui, 
by correlation analyses, and (2) to measure the 
readability of fourteen Japanese EFL textbooks 
using the new index and Flesch-Kincaid Grade 
level  (hereafter, Flesch-Kincaid), and 
quantitatively compare the results. 
 
2 Two analyses 
2.1 Analysis 1 
In Analysis 1, coefficients of correlation were 
computed among the three measurements by 
Ozasa-Fukui, Flesch-Kincaid, and Flesch Reading 
Ease, and professional readability judgment of 84 
English sentences extracted from five Japanese EFL 
textbooks, Columbus 21 English Course, Vols. 1, 2 
and 3, junior high school English textbooks, and 

_______________ 
1The present study is funded by the Grants-in-Aid for Scientific 
Research ((c)1, No. 19520535) of the Japan Society for the 
Promotion of Science.  The authors wish to express their 
heartfelt gratitude for the financial support to the Japan Society 
for the Promotion of Science.  
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Voyager English Course, vols. 1 and 2, senior high 
school English textbooks.  The readability 
evaluator was the present first author (Ozasa), a 
specialist in Japanese TEFL, current author of 
junior high school English textbooks and former 
author of senior high school English textbooks. 
 
Table 1: Correlation among Ozasa’s Judgment, 
Ozasa-Fukui YL, Flesch RE and Flesch-Kincaid GL 

Ozasa’s O-F YL F RE F-K GL
Ozasa’s 1 0.9041 -0.4396 0.7137
O-F YL 0.9041 1 -0.5279 0.7743
F RE -0.4396 -0.5279 1 -0.916
F-K GL 0.7137 0.7743 -0.916 1

 
Table 1 shows the correlations with Ozasa’s 
judgment and Ozasa-Fukui, Flesch Reading Ease 
and Flesch-Kincaid.  As is clear in the table, the 
coefficient of correlation between Ozasa’s criterion 
and Ozasa-Fukui was the highest among the three 
correlations; the coefficients were 0.9041 between 
Ozasa’s criterion and Ozasa-Fukui, -0.4391 
between Ozasa’s criterion and Flesch Reading Ease, 
and 0.7137 between Ozasa’s criterion and Flesch- 
Kincaid.   
   These results clearly indicate that Ozasa-Fukui 
was the most powerful in differentiating the 
readability of selected 84 EFL sentences.  It is 
noteworthy that the coefficient between Ozasa’s 
criterion and Flesch-Kincaid was also remarkably 
high, much higher than that of Flesch Reading Ease, 
indicating a high validity of the index in measuring 
the readability of textbook English.   
 
2.2 Analysis 2 
Using this newly developed index (Ozasa-Fukui), 
and the widely used Flesch- Kincaid metric, the 
fourteen sets of textbooks were measured and 
analyzed.  In this analysis the textbook corpora 
were ‘cleaned’ by deleting irrelevant parts of the 
texts - conversation, poems, etc. - and by tagging 
irrelevant parts of the text  - titles, headlines, etc. - 
so that the system would not include them in its 
measurements. 
   The fourteen sets of English textbooks, each of 
which consisted of five textbooks, totaling 70 books, 
were as follows.  (The abbreviations in brackets 
are the textbook identifiers used in the present 
paper.) 

 
１）Sanders’ Union Readers（C. W. Sanders, 1861 - 63） 

[Union] 
２）New National Readers（C. J. Barnes, 1883-84） 

[National] 
３）English Readers: The High School Series（W. Dening, 

1887 [Dening]  
４）Seisoku Mombusho Eigo Tokuhon (Education 

Ministry English Readers) （Education Ministry, 
1889）[Seisoku]  

５）Standard Choice Readers（Shobido, 1902）[Choice] 
６）Kanda’s New Series of English Readers (Revised 

Edition)（N. Kanda, 1903）[Kanda NSER] 
７）The Globe Readers（Y. Okakura, 1907 [Globe] 
８）New English Drill Books（K. Kumamoto, 1907 [NE 

Drill] 
９）Girls’ Taisho New Readers（U. Tsuda & K. 

Kumamoto, 1916）[Taisho] 
10）The Standard English Readers（H. E. Palmer, 

1926-27） [Standard P] 
11）The Standard English Readers（T. Takehara, 1932 

[Standard T] 
12）Girls’ Pacific Readers（T. Sawamura, 1939) [Pacific] 
13）New Jack and Betty: English Step by Step (1,2,3) （K. 

Hagiwara, et al, 1952, New High School English (1, 
2) K. Hagiwara, et al, 1952）[Jack & Betty] 

14）Sunshine English Course (1,2,3) （T. Shimaoka, et al, 
1996）, Sunshine English Course (1,2) （S. Tsuchiya, 
et al, 1997）[Sunshine]  

 
Table 2 shows the results of the readability analysis 
of the fourteen Japanese EFL textbooks, measured 
with Ozasa-Fukui, while Table 3 lists the results of 
the readability analysis of the same corpora, 
measured with Flesch-Kincaid. 
 
Table 2:  Ozasa-Fukui Year Level (Books 1-5) 

Book 1 Book 2 Book 3 Book 4 Book 5
Union 4.32 6.96 6.46 6.87 7.04
National 3.45 4.64 5.38 6.37 6.80
Dening 6.37 6.50 6.45 6.66 6.95
Seisoku 3.13 4.13 6.33 6.93 7.32
Choice 3.37 4.83 5.85 6.27 6.73
Kanda NSER 1.64 3.00 5.02 6.87 6.46
Globe 3.30 5.01 6.31 6.06 6.18
NE Drill 2.10 4.11 4.97 6.13 6.42
Taisho 2.91 3.45 4.68 5.58 6.48
Standard P 3.05 6.40 6.53 5.82 6.70
Standard T 3.08 5.10 5.99 6.32 6.52
Pacific 2.35 4.00 4.64 5.41 6.77
Jack & Betty 1.90 2.90 3.91 5.12 5.53
Sunshine 1.38 3.09 3.66 4.91 5.23  

 
These tables seem to indicate that the measurements 
of both indices were generally effective in 
differentiating the readability of these textbook 
texts. In both of the measurements, the readability 
values increased progressively from Book 1 to 
Book 5 in eight textbooks, National, Seisoku, 
Choice, NE Drill, Taisho, Standard T, Pacific and 
Sunshine.  
   However, it should be noted that these results 
cannot be accurately compared since these two 
indices use their own scale, different from each 
other.  In order to overcome this deficiency, the 
values of the two measurements were statistically 
transformed into a standardized distribution of M=0 
and SD=1. 
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Table 3:  Flesch-Kincaid Grade Level (Books 1-5) 
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Ozasa-Fukui Year Level Standardized

Union

National

Dening

Seisoku

Choice

Kanda NSER

Globe

NE Drill

Taisho

Standard P

Standard T

Pacific

Jack & Betty

Sunshine

 

Book 1 Book 2 Book 3 Book 4 Book 5
Union 2.75 9.39 7.55 8.25 8.85
National 1.11 2.98 5.31 7.64 8.81
Dening 7.60 8.35 8.35 8.34 9.55
Seisoku 1.46 3.52 6.74 8.79 9.43
Choice 0.99 3.64 5.83 7.68 8.62
Kanda NSER 0.55 1.88 4.27 9.05 7.70
Globe 2.17 3.81 6.92 6.67 7.46
NE Drill 1.30 3.50 3.76 5.62 8.15
Taisho 1.02 1.62 3.79 5.53 7.84
Standard P 2.56 7.74 7.97 7.12 8.95
Standard T 1.58 3.94 6.06 7.46 7.88
Pacific 1.66 3.39 4.09 5.70 8.47
Jack & Betty 1.37 2.37 5.21 6.72 5.06
Sunshine 2.79 3.25 4.10 5.20 5.80  

Figure 2:  Readability Measurement of Ozasa- 
Fukui Year Level, Standardized 

  
Table 4:  Readability Measurement of 
Ozasa-Fukui Year Level, Standardized Flesch=Kincaid Grade Level Standardized
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Book 1 Book 2 Book 3 Book 4 Book 5
Union -0.51 1.16 0.84 1.10 1.2
National -1.06 -0.31 0.16 0.78 1.06
Dening 0.78 0.87 0.83 0.97 1.15
Seisoku -1.26 -0.63 0.76 1.14 1.38
Choice -1.11 -0.19 0.46 0.72 1.01
Kanda NS

1

E -2.21 -1.35 -0.07 1.10 0.84
Globe -1.16 -0.08 0.75 0.59 0.66
NE Drill -1.92 -0.65 -0.10 0.63 0.82
Taisho -1.40 -1.06 -0.28 0.28 0.85
Standard P -1.32 0.80 0.89 0.44 0.9
Standard 

9
T -1.30 -0.02 0.54 0.75 0.88

Pacific -1.76 -0.71 -0.31 0.18 1.04
Jack & Bet -2.04 -1.41 -0.77 -0.01 0.25
Sunshine -2.37 -1.29 -0.93 -0.14 0.06  

Figure 3: Readability Measurement of Flesch- 
Kincaid Grade Level, Standardized 

  
Table 5: Readability Measurement of Flesch- 
Kincaid Grade Level, Standardized 

Table 6 and Table 7 show the standardized 
readability measurements of the two readability 
indices of the Book 1 texts of the fourteen sets in 
question.  In order to compare the differentiating 
power of the indices, the fourteen textbooks were 
arranged in declining order and differences were 
computed between the neighboring textbooks.  For 
example, in Table 6, the -0.16 in the cell of the 
lowest row and the third column from the left was 
computed by subtracting the value of Kanda NSER 
(-2.21) from the value of Sunshine (-2.37).  In this 
analysis it was assumed that the more the number of 
greater differences there were, the more powerful 
was the differentiation power of the measurement.  

Book 1 Book 2 Book 3 Book 4 Book 5
Union -0.99 1.46 0.78 1.04 1.26
National -1.60 -0.91 -0.05 0.81 1.25
Dening 0.80 1.08 1.08 1.07 1.52
Seisoku -1.47 -0.71 0.48 1.24 1.47
Choice -1.64 -0.66 0.15 0.83 1.18
Kanda NSE -1.80 -1.31 -0.43 1.33 0.84
Globe -1.21 -0.60 0.55 0.46 0.75
NE Drill -1.53 -0.72 -0.62 0.07 1.00
Taisho -1.63 -1.41 -0.61 0.03 0.89
Standard P -1.06 0.85 0.94 0.62 1.30
Standard T -1.42 -0.55 0.23 0.75 0.90
Pacific -1.39 -0.76 -0.50 0.10 1.12
Jack & Bet -1.50 -1.13 -0.08 0.47 -0.14
Sunshine -0.98 -0.81 -0.49 -0.09 0.13  

    As is clear in these tables, with Ozasa-Fukui, 
eight differences were greater than 0.09, while with 
Flesch-Kincaid seven were greater, which suggests 
that Ozasa-Fukui might be slightly more powerful 
than Flesch-Kincaid, with the Book 1 measurement. 

Table 4, Table 5, Figure 2 and Figure 3 show the 
standardized readability measurements of the two 
indices.  Since these tables and figures use the 
same standardized scale, it is possible to compare 
the measurements of the two indices.  Intuitively, 
it seems that with Books 1 and 2, the Ozasa-Fukui 
measurement is more powerful in differentiation 
and, in contrast, with higher books, Flesch-Kincaid 
is more powerful than Ozasa-Fukui.  To get a 
clearer picture of the features, however, it is 
necessary to compare these data in detail 
methodically for each book. 

The sum total of the differences for each 
index was -3.16 and -2.60 respectively, which also 
implies that Ozasa-Fukui is more powerful in 
differentiation than Flesch-Kincaid.   
   It is also interesting to note that the 
measurement values of National and Sunshine for 
the two indices were remarkably different and this 
should be examined from a qualitative perspective.    
 
Table 6:  Book 1, Ozasa-Fukui Year level, 
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Standardized 
O-F Book 1
Dening 0.78

Union -0.51 -1.30

National -1.06 -0.55

Choice -1.11 -0.05

Globe -1.16 -0.04

Seisoku -1.26 -0.11

Standard T -1.30 -0.03

Standard P -1.32 -0.02

Taisho -1.40 -0.09

Pacific -1.76 -0.35

NE Drill -1.92 -0.16

Jack & Bett -2.04 -0.13

Kanda NSE -2.21 -0.16

Sunshine -2.37 -0.16  
 
Table 7:  Book 1, Flesch-Kincaid Grade Level, 
Standardized 

F-K Book 1
Dening 0.80
Sunshine -0.98 -1.78

Union -0.99 -0.01

Standard P -1.06 -0.07

Globe -1.21 -0.14

Pacific -1.39 -0.19

Standard T -1.42 -0.03

Seisoku -1.47 -0.04

Jack & Bett -1.50 -0.03

NE Drill -1.53 -0.03

National -1.60 -0.07

Taisho -1.63 -0.03

Choice -1.64 -0.01

Kanda NSE -1.80 -0.16  
 
Table 8 and Table 9 show the standardized 
readability data of the Book 2 texts of the fourteen 
sets measured with the two readability indices.  As 
is clear from the tables, seven differences were 
greater than 0.09 both with Ozasa-Fukui and with 
Flesch-Kincaid, which suggests that the two indices 
were equal in their differentiation for the Book 2 
measurement.   
   The sum total of the differences for each index 
was -2.57 and -2.87 respectively, which suggests 
that Flesch-Kincaid is slightly more powerful in 
differentiation than Ozasa-Fukui. 
   It is also to be noted that the measurement 
values of National were remarkably different 
between the measurements of the two indices, 
which should also be carefully examined from a 
qualitative perspective. 
   Table 10 and Table 11 show the standardized 
readability measurements of the Book 3 texts of the 
fourteen sets measured using the two readability 
indices in question.  As is clear in the tables, with 
Ozasa-Fukui, six differences were greater than 0.09, 
and with Flesch-Kincaid seven differences were 
also greater than 0.09, which suggests that 
Flesch-Kincaid is slightly more powerful in 

differentiation than Ozasa-Fukui, for the Book 3 
measurement.   
 
Table 8:  Book 2, Ozasa-Fukui Yea Level, 
Standardized 

O-F Book 2
Union 1.16

Dening 0.87 -0.29

Standard P 0.80 -0.06

Standard T -0.02 -0.82

Globe -0.08 -0.06

Choice -0.19 -0.11

National -0.31 -0.12

Seisoku -0.63 -0.32

NE Drill -0.65 -0.01

Pacific -0.71 -0.07

Taisho -1.06 -0.35

Sunshine -1.29 -0.23

Kanda NSE -1.35 -0.06

Jack & Bett -1.41 -0.06  
 
Table 9:  Book 2, Flesch-Kincaid Grade Level, 
Standardized 

F-K Book 2
Union 1.46
Dening 1.08 -0.38

Standard P 0.85 -0.23

Standard T -0.55 -1.40

Globe -0.60 -0.05

Choice -0.66 -0.06

Seisoku -0.71 -0.04

NE Drill -0.72 -0.01

Pacific -0.76 -0.04

Sunshine -0.81 -0.05

National -0.91 -0.10

Jack & Bett -1.13 -0.23

Kanda NSE -1.31 -0.18

Taisho -1.41 -0.10  
 
Table 10:  Book 3, Ozasa-Fukui Year Level, 
Standardized 

O-F Book 3
Standard P 0.89

Union 0.84 -0.04

Dening 0.83 -0.01

Seisoku 0.76 -0.08

Globe 0.75 -0.01

Standard T 0.54 -0.20

Choice 0.46 -0.09

National 0.16 -0.30

Kanda NSE -0.07 -0.23

NE Drill -0.10 -0.03

Taisho -0.28 -0.18

Pacific -0.31 -0.03

Jack & Bett -0.77 -0.46

Sunshine -0.93 -0.16  
 

The sum total of the differences for each index was 
-1.81 and -1.69 respectively, which suggests that 
Ozasa-Fukui is slightly more powerful in 
differentiation than Flesch-Kincaid.  Here the 
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conclusions obtained through the two kinds of 
analyses prove to be mutually contradicting as to 
differentiating power. 
   It is also to be noted that the measurement 
values of Jack & Betty was remarkably different 
between the two indices – a further point that 
should be examined from a qualitative perspective. 
 
Table 11:  Book 3, Flesch-Kincaid Grade Level, 
Standardized 

F-K Book 3
Dening 1.08
Standard P 0.94 -0.14

Union 0.78 -0.16

Globe 0.55 -0.23

Seisoku 0.48 -0.07

Standard T 0.23 -0.25

Choice 0.15 -0.08

National -0.05 -0.19

Jack & Bett -0.08 -0.04

Kanda NSE -0.43 -0.35

Sunshine -0.49 -0.06

Pacific -0.50 0.00

Taisho -0.61 -0.11

NE Drill -0.62 -0.01  
 
Table 12:  Book 4, Ozasa-Fukui Year Level, 
Standardized 

O-F Book 4
Seisoku 1.14

Union 1.10 -0.04

Kanda NSE 1.10 0.00

Dening 0.97 -0.13

National 0.78 -0.18

Standard T 0.75 -0.03

Choice 0.72 -0.03

NE Drill 0.63 -0.09

Globe 0.59 -0.04

Standard P 0.44 -0.15

Taisho 0.28 -0.15

Pacific 0.18 -0.11

Jack & Bett -0.01 -0.18

Sunshine -0.14 -0.13  
 
Table 12 and Table 13 show the standardized 
readability measurements of the Book 4 texts of the 
fourteen sets measured with the two readability 
indices.  As is clear from these tables, seven 
differences were greater than 0.09 both with 
Ozasa-Fukui and with Flesch-Kincaid, which 
suggests that Ozasa-Fukui is as powerful in 
differentiation as Flesch-Kincaid with the Book 4 
measurement.   
   However, the sum total of the differences for 
each index was -1.28 and -1.42 respectively, which 
suggests that Flesch-Kincaid is slightly more 
powerful in differentiation than Ozasa-Fukui. 
   It is also to be noted that the measurement 
values of NE Drill and Jack & Betty were 
remarkably different between the two indices– a 

further point that should be examined from a 
qualitative perspective. 
 
Table 13:  Book 4, Flesch-Kincaid Grade Level, 
Standardized 

F-K Book 4
Kanda NSE 1.33
Seisoku 1.24 -0.10

Dening 1.07 -0.17

Union 1.04 -0.03

Choice 0.83 -0.21

National 0.81 -0.01

Standard T 0.75 -0.07

Standard P 0.62 -0.13

Jack & Bett 0.47 -0.15

Globe 0.46 -0.02

Pacific 0.10 -0.36

NE Drill 0.07 -0.03

Taisho 0.03 -0.03

Sunshine -0.09 -0.12  
 
Table 14:  Book 5, Ozasa-Fukui Year Level, 
Standardized 

O-F Book 5
Seisoku 1.38

Union 1.21 -0.18

Dening 1.15 -0.06

National 1.06 -0.09

Pacific 1.04 -0.02

Choice 1.01 -0.03

Standard P 0.99 -0.02

Standard T 0.88 -0.11

Taisho 0.85 -0.03

Kanda NSE 0.84 -0.01

NE Drill 0.82 -0.03

Globe 0.66 -0.15

Jack & Bett 0.25 -0.41

Sunshine 0.06 -0.19  
 

Finally, Table 14 and Table 15 show the 
standardized readability of the Book 5 texts of the 
fourteen sets measured with the two indices.  As is 
clear from these tables, with Ozasa-Fukui, seven 
differences were greater than 0.09, and with 
Flesch-Kincaid five differences were greater than 
0.09. This suggests that Ozasa-Fukui is more 
powerful in differentiation than Flesch-Kincaid for 
the Book 5 measurement.   
   However, the sum total of the differences for 
each index was -1.32 and -1.66 respectively, which 
suggests that Flesch-Kincaid is more powerful in 
differentiation than Ozasa-Fukui.  This means that 
the two kinds of obtained data are contradictory to 
each other in terms of differentiation.   
   It is also to be noted that the readability values 
of Standard P were remarkably different between 
the measurements of the two indices, which should 
be meticulously examined from a qualitative 
perspective. 
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Table 15:  Book 5, Flesch-Kincaid Grade Level, 
Standardized 

F-K Book 5
Dening 1.52
Seisoku 1.47 -0.04

Standard P 1.30 -0.18

Union 1.26 -0.04

National 1.25 -0.01

Choice 1.18 -0.07

Pacific 1.12 -0.06

NE Drill 1.00 -0.12

Standard T 0.90 -0.10

Taisho 0.89 -0.01

Kanda NSE 0.84 -0.05

Globe 0.75 -0.09

Sunshine 0.13 -0.61

Jack & Bett -0.14 -0.27  
 
3 Conclusion and remaining issues 
In the present study, the coefficients of correlations 
were computed between Ozasa’s readability 
judgment (criterion) and the measurements of 
Ozasa-Fukui, Flesch- Kincaid and Flesh Reading 
Ease, and the results were compared among the 
four coefficients.  The results revealed that 
Ozasa-Fukui was the most powerful in differentiating 
the readability of the selected 84 EFL sentences.  It 
also emerged that the coefficient between Ozasa’s 
criterion and Flesch-Kincaid was remarkably high, 
much higher than that between the criterion and 
Flesch Reading Ease, suggesting a high validity of 
Flesch-Kincaid in measuring the readability of 
Japanese EFL textbook English. 
 
Table 16:  Summary of Analysis 2 

Book No of Diff Sum of Diff
1 OF OF
2 = FK
3 FK OF
4 = FK
5 OF FK  

 
Further, as is clear in Table 16, Analysis 2 revealed 
that Ozasa-Fukui was more powerful in 
differentiating Book 1 texts, and that Flesch- 
Kincaid was generally powerful in differentiating 
the texts of higher years.  In general, however, we 
could not quantitatively distinguish the two indices. 
   The analyses carried out in the present study 
were two-fold, a criterion based analysis and 
criterion-less comparison of the two types of 
measurements.  The criterion-based analysis 
succeeded in producing a clear-cut conclusion as to 
the relative efficiency of the three indices in 
question.  In contrast, the criterion-less 
comparison could not produce a persuasive or 
consistent conclusion as to the relative efficiency of 
the two indices analyzed. 
   In the next study, only one or two sets of 

Japanese EFL textbooks will be used as data, 
instead of fourteen sets of textbooks as in the 
present analysis, and will be closely analyzed both 
from quantitative and qualitative perspectives, with 
reference to the professional judgment of EFL 
teachers. 
   The time has come to provide our readability 
index for public use so that it may be freely used 
and evaluated by users around the world.  
Feedback obtained from these users could greatly 
enhance our new readability index. 
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Abstract 
In the present paper, we report a test of our 
assumption that three sets of historical EFL 
textbooks exhibit priority of grammatical over 
vocabulary consideration.  This test is performed 
by profiling the use of verb forms in the three 
textbook series.  Evidence of a managed 
application of verb forms across the volumes of the 
textbook series reflects a focus upon grammatical 
control in textbook design.  Coupled to our earlier 
results on vocabulary profiles, this corroborates our 
view that the considered textbooks exhibit an 
emphasis of grammar over vocabulary. 
 
Keywords 
Japanese EFL textbooks, historical linguistics, 
textual analysis, grammar control 
 
Introduction 
Japan has a long history of EFL teaching and has 
witnessed a variety of approaches to EFL textbook 
design (Ozasa & Erikawa, 2004).  From an 
historical perspective, we seek to determine 
whether there are discernible commonalities in the 
linguistic characteristics displayed by successive 
EFL textbooks.  This diachronic approach builds 
upon earlier work at the University of Hiroshima 
and the development of the Hiroshima Corpus of 
historical EFL textbooks (e.g., Weir & Ozasa, 
2007).  
   The present study contrasts three EFL textbook 
series used in Japan at three different historical 
periods.  The first series, Barnes' New National 
Readers, was published in 1883-84 and is taken to 
represent the ‘early’ period of ESL teaching in 
Japan. The second textbook series, Okakura, 
Yoshisaburo, The Globe Readers, was published in 
1907 and is taken to represent the ‘middle’ period 
of ESL teaching in Japan. The third textbook series, 
Jack and Betty: English Step by Step, was published 
in 1948 and represents ‘recent’ ESL teaching in 
Japan.  In the following, we refer to these 
textbooks as ‘National’, ‘Globe’ and ‘JandB’, 
respectively. 

Previously, we conducted a frequency analysis on 
the vocabulary in these textbooks (Weir and Ozasa, 
2008).  This used the Posit textual analysis toolset 
(Weir, 2007) in order to shed light upon the 
frequency of use for individual words and 
multiword sequences across the specified textbook 
series.  Based upon the high degree of hapax 
legomena (as summarized in Table 1), we noted that 
only a small proportion of words were considered 
important enough to merit frequent use.   
 
Table 1: Percentages of hapax legomena  

  National Globe JandB
1-gram 44.80 50.48 48.38
2-grams 76.68 79.84 76.49
3-grams 92.15 94.23 91.29
4-grams 97.99 98.76 96.62

 
One might assume that careful textbook design 
would address vocabulary coverage, as well as 
grammatical considerations. Furthermore, one 
might expect more frequent use of those words that 
were considered more important than others. Yet, 
the figures from Table 1 show that almost half of 
the individual words in each of the textbook series 
are used only once. This led us to propose that the 
word frequency profiles may result from priority of 
consideration to grammatical construction rather 
than vocabulary.  
   The present paper reports on our efforts to 
substantiate this view of the considered textbook 
series. 
 
1 Approach 
In seeking support for our view that emphasis upon 
grammar control may underlie the content of the 
considered textbooks, we sought to analyse verb 
form usage across each textbook series.  
Specifically, we look for telling variations in 
frequency of verb usage as evidence of a managed 
application of verb forms.  Such evidence reflects 
a focus upon grammatical control in textbook 
design. 
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For each book in each textbook series we analyse 
the frequency of specific verb instances (verb 
tokens), e.g. how many times ‘ran’ appears, and 
verb types (i.e., how many different verbs occur).  
These results are also classified by verb form (part 
of speech).  Seven verb forms are considered: base, 
past, past participle, gerund, present 3rd, present not 
3rd and modal auxiliary. 
   
Table 2: Summary data for Globe Book 1 

Input filename globe-1.txt
Total words (tokens) 1598
Total unique words (types) 452
Type/Token Ratio  3.53
Number of sentences 250
Average sentence length  6.39
Number of characters 8183
Average word length  5.12

 
For each book in a textbook series, the Posit textual 
analysis toolset provides extensive data including 
summary details of the input text as well as totals 
for part of speech (POS) form tokens and POS form 
types.  Tables 2 and 3 show such summary data for 
Book 1 of the Globe series. 
 
Table 3: Summary POS data for Globe Book 1 

 POS Types POS Tokens
Nouns 184 429
Verbs 105 298
Adjectives  63 110
Adverbs  37 107
Prepositions  22 119
Determiners  13 142
Personal pronouns  12 210
Possessive pronouns  6 38
Interjections 2 4
Particles 0 0

 
The Posit tools also provide more detailed 
information on each part of speech, such as the 
seven verb forms considered in this analysis.  
Table 4 shows the totals for types of each verb form 
in Book 1 of the Globe series. 
 
Table 4: Verb form type totals for Globe Book 1 

base_form 34 
gerund_form 2 
past_form 20 
past_participle_form 7  
present_3rd_form 15 
present_not3rd_form 23 
modal_aux 4 
total 105 

 
The most detailed level of data analysis provided by 
the Posit system indicates the number of tokens for 
each verb form.  A sample of this detail for Book 1 

of the Globe series is shown in Figure 1 (below). 
 

 
Figure 1: Detailed token data for Globe Book 1 
 
Each of the textbook series comprises five books 
and on the basis of such data for each book in each 
of the three textbook series, we look for evidence of 
grammar control.  Specifically, is there indication 
in the usage pattern of verbs across books in a 
textbook series to suggest verb management? 
 
2 Results 
2.1 Overall verb density 
The first step is to consider the overall density of 
verbs across the books of each textbook.  This is 
measured by determining a proportion of all verb 
forms against all word forms.  For National, this 
reveals the distribution shown in Figure 2, below.   
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Figure 2: Verb distribution for National 
 
The x-axis considers each book in turn while the 
y-axis (on a scale of 0% to 35%) measures the 
percentage of all word forms accounted for by the 
verb forms in the book.  In this case, we can note 
that the largest proportion of verbs appears in Book 
2 (34.1%), while the smallest proportion appears in 
Book 5 (29.4%).  Notably, we can determine that 
the maximum variation in verb proportion across all 
five books is only 5%. 
   Considering similar measures for Globe, we get 
the results shown in Figure 3 (below).  This 
indicates that the maximum density of verbs is 
29.9% (Book 2) and the minimum is 23.2% (Book 
1).  This exhibits a variation of 6.9%. 
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Figure 3: Verb distribution for Globe 
 
The overall verb density for JandB is illustrated in 
Figure 4 (below). 
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Figure 4: Verb distribution for JandB 
 
For the JandB textbook series, the maximum verb 
density is 31% (Book 4) and the minimum density 
is 19.7% (Book 1), giving a variation of 10.3%. 
   The point of these indications for verb density is 
to emphasise that the density is fairly consistent 
across the three textbook series, with an overall 
value for each series of ~30%.   This indicates 
that the verb density is not influenced by variations 
in the size of each textbook (measured by number 
of words). 
   Figure 5 (below) indicates the progressive 
increase in word tokens across the books in each 
series.  (The y-axis scale is 10,000 words per 
segment.)  All three textbook series, have more 
words in each successive book (as the books grow 
‘more difficult’), yet this has little influence on the 
verb density. 
   With this in mind, we move to consider the 
proportion of all verb types in each book against 
verb types for the seven verb forms (base, past, past 
participle, gerund, present 3rd, present not 3rd and 
modal auxiliary).  By noting the changing 
proportions of different verb forms against the total 
number of verbs in each book we can map any 
changes in emphasis (or de-emphasis) toward 
specific verb forms as we progress through books in 
any textbook series. 
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Figure 5: Tokens per book for each textbook series 
 
2.2 Verb form usage 
In order to gauge any changes in emphasis (or 
de-emphasis) toward specific verb forms, we graph 
the frequency of occurrence of our seven verb 
forms in each of the books (in each series) as a 
proportion of the total verb forms in each book.  
(We have used verb types, although the results are 
similar in nature using tokens instead). 
   The proportion of verb forms in each book of 
National is given in Figure 6.  The x-axis clusters 
the results for each of the five books in the series 
against our seven verb forms.  The y-axis indicates 
the percentage for each verb form against all verb 
forms, with a scale of 0% to 40%. 
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Figure 6: Verb form usage in National 
 
For National, several trends are distinct in this 
projection.  Firstly, some verb forms progressively 
diminish in their proportion from Book 1 through to 
Book 5 in the series.  This is true for the base form, 
present 3rd (with the exception of Book 1), present 
not 3rd, and modal auxiliary.  Secondly, one verb 
form (past) remains fairly constant across the five 
books.  Thirdly, some verb forms progressively 
increase in their proportion across the five books.  
This is true for the past participle and gerund forms. 
   The proportion of verb forms in each book of 
Globe is given in Figure 7.  As with National, 
several trends are distinct in the projection for 
Globe.  Firstly, some verb forms progressively 
diminish in their proportion from Book 1 through to 
Book 5 in the series.  This is true for the base form, 
present 3rd (with the exception of Book 5), present 
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not 3rd, and modal auxiliary.  Secondly, some verb 
forms have no clear overall increase or decrease.  
This is true for past and gerund.  Thirdly, some 
verb forms progressively increase in their 
proportion across the five books.  This is true for 
the past participle and gerund forms (although 
gerund has a spike in Book 2). 

For Globe, there is progressive reduction in 
proportion of base form verbs, present 3rd, present 
not 3rd, and modal auxiliaries from Book 1 to Book 
5.  Although the results are less 'smooth’ for this 
series, there are progressive increases in the 
proportion of past, past participle and gerund forms. 
   For Jack and Betty, there are clear reductions in 
the proportion of base form verbs, present 3rd, 
present not 3rd and modal auxiliaries from Book 1 
through to Book 5. The past form and gerund are 
fairly static across all books in the series.  At the 
same time, there is a progressive increase in the 
proportions of past participles. 
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   Worthy of additional note is the fact that the 
trends are largely similar across the textbooks.  
This is an interesting result given the different 
historical periods represented by these EFL 
materials.  Furthermore, the results may be 
indicative that lower proportions of base form, 
present and modal auxiliaries and higher 
proportions of past participles (and gerunds) are 
markers of EFL texts in general. 

Figure 7: Verb form usage in Globe 
 
The proportion of verb forms in each book of JandB 
is shown in Figure 8.  As with the other two 
textbook series, several trends are distinct for JandB.  
Firstly, some verb forms progressively diminish in 
their proportion from Book 1 through to Book 5 in 
the series.  This is generally true for the base form, 
present 3rd, present not 3rd, and modal auxiliary.  
Secondly, two verb forms (past and gerund) show 
no distinct trend across the five books.  Thirdly, 
the past participle verb form progressively increases 
in proportion across the five books. 

 
4 Summary 
We have considered the changing proportion of 
seven verb forms across the books of three 
historical Japanese EFL textbook series and found 
evidence of a managed application of verb forms 
across each of these textbooks.   There are 
discernible trends in verb usage and these trends are 
strong evidence of grammar control across books in 
each textbook series.    
   In addition, since each of the historical textbook 
series exhibits similar trends in verb usage, across 
sixty-five years, we take this as indication of an 
enduring view on the contribution made by 
differing verb forms to the complexity of EFL 
learning materials. 
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3 Conclusions 
Across each of our three textbook series we can 
recognise trends in verb usage.  For National, 
there is a progressive reduction in the proportion of 
base form verbs, present not 3rd, and modal 
auxiliaries from Book 1 through to Book 5.  At the 
same time, there is a progressive increase in the 
proportions of past participle and gerund forms. The 
present 3rd form also shows a decreasing pattern 
(with the exception of the change between Book 1 
and Book 2) while the past form is fairly static in 
proportion across the five books in the series. 
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Abstract 
The present study aims to investigate the 
distribution of textual relations performed by CAs 
(conjunctive adverbials) across different genres 
based on the corpus compiled in the AWTA project. 
In this study, forty-five pieces of articles, written by 
5 college students, with each student contributing 9 
articles of different genres in three years, were 
selected and analyzed in terms of the seven textual 
relations and six misuse patterns of CAs. The result 
shows that there exists a preferred distribution of 
textual relations signaled by CAs and free from 
genre time influences. This suggests that the ability 
to think logically for composing an article is in 
relation to cognition development, and that once the 
ability reaches its maturation it would not be 
subject to other factors. These obtained results can 
contribute to self-learning resources and teaching 
material design. For the former, the annotated data 
can provide authentic data for learners’ reference 
while, for the latter, the findings regarding CAs can 
offer a new perspective for teachers to teach writing 
and to arrange their teaching materials other than 
rhetoric approach. 
 
Keywords 
Conjunctive adverbials, English academic writing, 
Chinese speaker, corpus approach 
 
Introduction 
The dominance of English makes English writing a 
crucial platform on which people from different 
language backgrounds can communicate. From a 
research point of view, the ability to publish 
academic articles in English has become an 
indispensable skill for researchers in order to gain 
more circulation. Given the trend, it becomes 
mandatory for English majors to receive academic 
writing training in college. 

Due to the demand to teach English academic 
writing and cultivate this ability, many textbooks on 
writing are published, but it is found that most 
textbooks on writing concentrate on introducing 
various genres to learners, presupposing and 

contending conjunctive adverbials (hereafter, CAs) 
performing certain textual relations would be more 
prominent in certain genres (Connelly, 2006; 
Lannon, 2007; Morenberg & Sommer, 2008; Reid, 
2000). For instance, the words or phrases, such as 
firstly, next, and in addition, are thought to appear 
more in the process genre, indicating progressive 
relations in the text. However, while there are many 
mechanisms other than CAs able to convey 
different textual relations, few empirical studies 
were conducted to quantitatively prove whether the 
difference in the occurrence of CAs in different 
genres is at a significant level. 

In view of the research potential of CAs and their 
discourse application, the present study aims at 
investigating the distribution of textual relation 
performed by CAs and their misuse patterns across 
genres and time by answering the following three 
research questions: 
1. Does the distribution of textual relation 

performed by CAs vary according to different 
genres at a statistically significant level?  

2. Does the distribution of textual relation 
performed by CAs in written register vary 
according to different genres at a statistically 
significant level? 

3. Does the distribution of textual relation 
performed by CAs in spoken vary according to 
different genres at a statistically significant 
level? 

 
1 Classifying framework 
The significance of CAs lies in the fact that they 
direct the interpretation among sentences in text, 
which leads to the attempt to classify textual 
relations explicitly indicated by CAs. According to 
Halliday and Hasan (1976), additive, adversative, 
causal, and temporal were the four types of textual 
relations regulated, with various subdivisions in 
each type. Later, Quirk et al. (1985) revised 
Halliday and Hasan’s four-type system as a system 
of seven types, namely, listing, summative, 
appositional, resultive, inferential, contrastive, and 
transitional. In addition, Granger and Tyson (1996) 
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designated one more textual relation, corroborative, 
for the kind of CAs convey writers’ attitudes toward 
and comments on the previous text in the following 
text. 

The present study based its classifying 
framework for textual relations on Quirk et al’s 
(1985), except combing resultive and inferential 
into one category and including the corroborative 
textual relation. The merit of the framework is that 
most related studies took the same modified 
framework so that the study is reduplicable. 
Although the most related studies did not combine 
resultive and inferential into one category, the low 
occurring ration or even the zero occurrence 
(Altenberg & Tapper, 1998; Tankó, 2004) makes the 
category collapse have little impact on across-study 
comparison. Table 1 gives the definition and some 
examples of each kind of CA sorted by the textual 
relation it conveys. 

 
Given the preliminary classifying framework for 
textual relations performed by CAs,  the present 
study also take the issue of register into account. 
Take the following excerpt for example. Both 
sentences criticize the disadvantages of purchasing 
some patented software for teaching, with the CA 
besides serving the Additive relation to signal one 
disadvantage plus another. While the textual 
relation between the two sentences is correctly 
expressed, besides, in fact, is considered informal, 
and should be avoided in formal writing. 
 

If teachers want the students to buy the software from 
the publisher, it will cost students extra money. Besides, 
even if the students buy the software, teachers still can’t 
make sure that they make good use of it. 

 
Therefore, in this classifying framework, the use of 
CAs would be labeled based not only on the textual 
relation performed but also on the register of the 
CAs. 

2 Methodology 
The writing samples investigated and the analytic 
tools employed in the present study were based on 
the AWTA project (http://awta.csie.ncku.edu.tw), 
which aims at compiling a learner corpus providing 
inter-sentential information in hopes of developing 
automated discourse-correcting technology. 

Based on the learner corpus compiled in the 
AWTA project, 45 writing pieces by 5 college 
students were selected in this study for analysis, 
with one student contributing 9 pieces which belong 
to 9 different genres. The nine genres are 
Comparison-Contrast, Cause-Effect, Description, 
Definition, Narration, Classification, Multiple- 
Strategies, Argumentation, and Problem-Solving. 

After analyzing the selected data and tallying the 
counts, all the obtained figures were further 
analyzed via two-way within-subjects ANOVAs to 
answer the proposed research questions. A 
significant level of p<.05 was chosen. 
 
3 Results and discussion 
All the raw occurring counts of Cas were 
transformed into the occurring counts per 1000 
sentences. The purpose of the transforming the raw 
counts is to evade the influence stemming from 
different data sizes of different genres. 

By observing these data, it is found that there 
seems to exist a norm distribution of textual 
relations performed by CAs without differentiating 
registers and CAs in written register. In this 
distribution, the listing and contractive relations are 
the two most frequently occurring types of CAs 
while the summative and transitional relations are 
the two least frequently occurring types. The rest of 
the textual relations are in the middle. Although few 
textual relations are performed by spoken CAs, the 
listing relation appears to be the most frequently 
occurring kind in the spoken CA form. 
 
3.1 Does the distribution of textual relation 

performed by CAs vary according to 
different genres at a statistically 
significant level? 

After calculating a two-way within-subjects 
ANOVA, the results show that there is no 
interaction between textual relation and genre (F(48, 
192)=1.070, p=0.366) as well as no main effect 
from genre (F(8, 32)=1.697, p=0.137). However, 
there does exist a main effect from textual relation 
(F(6, 24)=10.476, p<0.05). 

With a closer look at which pair of textual 
relations have significant differences, the 
distribution of textual relations is found to conform 
to the norm of Listing (M=23.596, SD=6.625) and 

Table 1: Classification of Textual Relations of CAs 
Textual 
Relation Definition Example 

Listing Mark the next unit of 
discourse. 

First, in addition, 
then 

Transition-al Shift attention to another topic. now, in the 
meantime 

Appositive Provide an example or an 
equivalent. 

in other words, for 
example  

Summative Conclude the information. in conclusion, to 
summarize 

Resultive/ 
Inferential 

Mark the second part of the 
discourse as the result. 

accordingly, then, 
as a result 

Contrastive Show incompatibility between 
information. 

however, on the 
contrary 

Corrobora- 
tive 

Express attitudes toward or 
comments on the text. 

in fact, of course, 
actually 
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Contrastive (M=14.153, SD=2.199) being the most 
frequent. Resultive/Inferential (M=6.953, 
SD=0.610), Appositive (M=4.849, SD=1.369) and 
Corroborative (M=4.073, SD=0.917) occupying the 
second most frequent, Summative (M=1.200, 
SD=0.565) and Transitional (M=1.147, SD=0.512) 
are the least frequent. 

The reason of presenting the distribution with 
different compartments rather than in a linear 
sequence lies in the fact that these compartments 
differ significantly in terms of frequency but that 
there is no significant difference between textual 
relations within the same compartment. For 
example, the occurring frequencies of the listing 
and contrastive relations are, except the resultive 
relation, significantly different from the other 
relations and have the highest and second highest 
frequencies, yet the two are not significantly 
different from each other. 
 
3.2 Does the distribution of textual relation 

performed by CAs in written register 
vary according to different genres at a 
statistically significant level? 

Through a two-way within-subjects ANOVA, it is 
found that there is no interaction between textual 
relation and genre (F(48, 144)=0.969, p=0.537) as 
well as no main effect from genre (F(8, 24)=2.062, 
p=0.082). However, there does exist the main effect 
from textual relation (F(6, 18)=8.585, p<0.05). 

The results show that there is no distribution 
norm of textual relations of written CAs. Most of 
textual relations do not differ from one another to a 
significant level. Take the listing and transitional 
relations as an example. The former does not 
significantly differ from any textual relations while 
the latter only differs from the contrastive and 
resultive/inferential relations, which is very 
different from what happens in the distribution of 
textual relations of CAs without differentiating 
registers. 
 
3.3 Does the distribution of textual relation 

performed by CAs in spoken register 
vary according to different genres at a 
statistically significant level? 

The scarce occurrence of spoken CAs indicates it is 
not suitable for running statistical analysis because 
of many zero occurrences in textual relations. 
However, it is found through these raw figures that, 
in most genres, few textual relations are performed 
by spoken CAs except the listing and contrastive 
relations. Moreover, the occurrence of the 
contrastive relation is limited, with only one or two 
examples. It is the listing relation that appears most 

frequently in the spoken CA form. 
 
3.4 General discussion 
The obtained results examine whether the 
distribution of textual relations performed by CAs 
is under the influence of genre. After running a 
two-way ANOVA, it is found that genre has no role 
in impacting the distribution of textual relations 
performed by CAs, and it remains a norm 
distribution across genres. That is, Listing and 
Contrastive are the most frequent. 
Resultive/Inferential, Appositive and Corroborative 
are the second most frequent. Summative and 
Transitional are the least frequent, which 
corresponds to Field and Yip’s (1992), Liu and 
Braine’s (2005), Chen’s (2006) studies as well as 
Tankó’s (2004), Altenberg and Tapper’s (1998) and 
Shen’s (2006) studies. However, with a closer look, 
the distribution norm fails when written CAs are 
isolated for analysis, and only the listing relation is 
constantly performed by spoken CAs. 

This lack of genre influence might be in related 
to textual-relation-creating mechanism. Textual 
relations in text can be manifested by various 
mechanisms, such as discourse-organizing words. 
Moreover, CAs can be easily paraphrased by 
discourse-organizing words. (McCarthy, 1991; 
Winter, 1977; Yu, 2007). As shown in the following 
example, the CA in (1) can be paraphrased as the 
noun phrase in (2), and the listing relation is still 
conveyed. Thus, only focusing on the textual 
relations performed by CAs may not show 
dominant textual-discoursal organization in genres. 
 

There are many reasons causing global warming. 
1) Firstly, the amount of carbon dioxide is three times 

than it was. 
2) The first reason is that the amount of carbon 

dioxide is three times than it was. 
 
On the other hand, textual relations on their own 
present a constant distribution norm, suggesting 
there is a preference for employing certain textual 
relations. For example, the transitional and 
summative relations occur least frequently at a 
significant level. This is understandable in that the 
two relations serve opening and closing functions 
which only appear at the beginning and at the end 
no matter how long a textual unit is. 

Last but not least, although the distribution norm 
of textual relations is discovered in CAs, it is not 
true when CAs are divided into written and spoken 
registers. This may suggest that the distribution of 
textual relations is some natural development in 
cognition while register is learned through 
education. 
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4 Conclusions and implications 
The present study aims to investigate the 
distribution of textual relations performed by CAs. 
There are two major findings. Firstly, there is a 
distribution norm of textual relations performed by 
CAs free from influence of genre and time. It is 
inferred that the preference results from human 
cognition once the cognitive development is 
completed. Secondly, time has a role in impacting 
the use of CAs in different registers. Over time, the 
use of CAs in written register is increasing while 
that of CAs in spoken register is decreasing. 

Given these obtained results, the contribution of 
the present study is three-fold. Firstly, this study 
follows the specifications formatted in the AWTA 
project, which makes the analyzed data with 
annotations for CAs serve as authentic samples for 
learners’ reference and training data for developing 
automated discourse-detecting technology. 
Secondly, the results provide a new perspective on 
introducing CAs and the textual relations they 
perform. For instance, the distribution norm of 
textual relations performed by CAs across genres 
and time suggests that students are cognitively 
prepared to acquire and apply the type of language 
forms. The traditional textbook arrangement in 
which CAs are introduced by one textual relation 
after another in different genres is worthy of second 
thought. 

For further research on textual relations, it is 
suggested to enlarge the sample size and research 
scope for investigation. Although it is found there 
exists a distribution norm of textual relations 
performed by CAs, which is free from the influence 
of genres and time, some conditions may have a 
role in the obtained results. Firstly, to avoid 
instruction influence, only five participants 
qualified to submit their writing samples. 
Nevertheless, with such a small sample size, the 
inferential power may not be enough and thus 
undermines the results. Therefore, getting the 
results from a different statistic design with a large 
sample size to compare with the results in the 
present study may consolidate the findings. 
Secondly, the mechanisms to realize textual 
relations are by no means limited to the CAs 
investigated in the present study. Whether the 
distribution norm of textual relations found in the 
present study still occurs after including the derived 
and paraphrased forms of CAs (McCarthy, 1991; 
Winter, 1977; Yu 2007), such as preposition 
expressions with references and 
discourse-organizing words, is another direction for 
further research. 
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Abstract 
Many studies investigate the effects of native 
language on second language learning, which is 
restricted to segmental level. Japanese and English 
are typologically different in terms of prosodic 
properties. The salient common feature between 
English and Japanese lies in the accent, but it 
operates in different ways in these two languages 
The aim of this study is to examine the language 
transfer of Japanese speakers in English 
conversation in terms of suprasegmental area and 
discourse functional characteristics. One 
experiment involves two groups in this study 
–native American English speakers and Japanese 
speakers. The collected data is derived from CNN 
conversation. The experiment will investigate the 
prosodic differences between English and Japanese 
groups in post-nuclear position as well as temporal 
organization of function words in English 
conversation. As to discourse language, the 
experiment will make a comparison of reactive 
tokes as well as accent marking on topic. In 
addition, the extent of langue transfer in different 
proficiency of Japanese speakers in English 
conversation will be probed further. The results of 
this study reveal the langue transfer is relative to 
first language. The comparison between two 
languages provides several pedagogical 
implications. 
 
Keywords 
language transfer, accent, post-nuclear position, 
temporal organization reactive-tokes 
 
Introduction 
When learning Japanese and English, I find several 
differences, especially acoustic features, between 
these two languages. In the process of the second 
language acquisition or third language learning, it is 
not surprising that the native language would have 
the influence on the target language. This raises the 
motivation to conduct the research regarding 
language transfer to achieve better understanding 
for these two languages.  

Several acoustic features occurring in Japanese and 
English can be illustrated as follows. Firstly, 
Japanese is regarded as pitch accent language and 
the use of pitch to mark certain syllables in the 
speech, which is similar to English. However, 
English is stress accent language, characterized by 
higher pitch, longer duration and greater intensity, 
which distinguish from Japanese that is limited to 
the change of pitch from a H tone to a L tone 
around the accented syllable(Beckman and 
Pierrehumbert, 1986a: 256).Secondly, phonemic 
length contrast determines the lexical meanings in 
Japanese language, which does not exist in English 
since the duration only operates at the phonetic 
level by exhibiting the longer in stressed syllables. 
Thirdly, English is classified as a stress-timed 
language, in which the fundamental isochronous 
unit of timing is the stress foot, while Japanese is 
classified as a mora-timed language (Ueyama, 
2000: 9). 

This study explores the language transfer on 
acoustic features when Japanese speakers are 
interviewed in English conversation. Two groups 
involve native English speakers and Japanese 
speakers in order to examine their differences in 
terms of intonational structures and discourse 
language in conversation. There are three objectives 
intended to be achieved in this research. Firstly, 
make a comparison of these two groups on 
intonational structures aspect. I will focus on the 
point that Japanese speakers how to manipulate the 
vowel duration in post-nuclear position as well as 
the temporal organization of function words. 
Secondly, exhibit their different communication 
styles in two groups by probing into discourse 
functional characteristics, such as reactive-tokes, or 
the accent marking topic. Thirdly, discover the 
extent of language transfer on different proficiency 
of English, which ground on the notion that 
communication styles relative to cultural 
knowledge is difficulty to remove (Chang, 2007). 
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1 Literature review 
1.1 Intonational structure 
Accented considered the most salient similarity 
between English Japanese only differs in how word 
stress is realized in creating characteristic stress 
patterns of each language (Ohata, 2004: 10). 
English is stressed accent language so that stressed 
syllables exhibit the longer duration, change of 
pitch and greater intensity (Ueyama, 2000: 9). 
Whereas, Japanese accented words is merely 
characterized by the change of pitch. Accordingly, 
this difference distinguishes stress accent from pitch 
accent language (Japanese). The notion of stress 
accent in English contributes to the unstressed 
vowel “shwa /Ə/”, which is not correlated to 
Japanese. I think vowel duration may be difficulty 
items for Japanese to learn. According to the 
experiment conduced by Ueyama (2000), it 
indicates that advanced Japanese learners of English 
have trouble making the vowel duration different in 
post-nuclear position since advanced learners 
employ the fundamental frequency, which is 
correlated to Japanese lexical trait, as the tool 
beneficial for lengthening vowels. However, in 
post-nuclear position, fundamental frequency 
totally disappears in English so that advanced 
Japanese learner may encounter the problem of 
producing a durational contrast between stressed 
and unstressed vowels (Ueyama, 2000). I predict 
that fundamental frequency will have a positive 
transfer, while the vowel duration may be difficulty 
for all levels of Japanese people. Thus, I will 
compare different proficiency levels of Japanese 
learners of English after a contrastive focus in 
English conversation to confirm if this langue 
feature is the most challenge for every level of 
Japanese speakers in learning English.   

In case of English stress-timing, complex syllable 
structures tend to be regarded as stressed syllables, 
while simple structures, such as function words  
(CV) will be found in unstressed syllables. 
Therefore, English speakers tend to cliticize 
function words so that the duration of function 
words are reduced as unstressed syllables of content 
words. On the other hand, Japanese function 
morphemes should be attached to content words, 
which rightly received no accent.     
Japanese is mora-timed language so that the 
function morphemes are not be subject to 
shortening (Ueyama, 2000:110). I suggest this 
difference concerning with the temporal 
organization of function words may be neglected in 
classes, encouraging me to explore this subtle 
feature. 
 

1.2 Discourse functional characteristics 
As to discourse language in conversation, English 
speakers often feel that Japanese speakers are so 
irruptive since Japanese people like to provide more 
emotional supports when the speakers are in 
progress. The emotional support presents one type 
of back-channel feedbacks with the feature of a 
non-lexical vocalic form. Emotional support serves 
as a ‘continuer’, for purpose of revealing interest or 
claiming understanding, which frequently occurs in 
Japanese’s non-primary speakers. On the other hand, 
English non-primary speakers are more inclined to 
utter a short lexical phrase or word, such as ‘good’, 
‘really’ ‘exactly’, in conversation, called as 
Reactive Expression (Clancy, Thompson, Suzuki 
and Tao 1996). I suppose that the discrepancy of 
discourse functional characteristics in conversation 
reveals the contrast communication style, which is 
relative to cultural background knowledge. In my 
view, this aspect concerned with cultural 
perspective is difficulty to get rid of regardless of 
their English proficiency. This domain is exactly I 
want to discover.  

Beckman and Venditti (2000) find that Japanese 
have the tendency to utilize the NP-wa to 
re-introduce the topic again together with 
prominence by probing into the spontaneous speech 
of Japanese language corpus. On the contrary, 
English speakers view the re-introduced topic as old 
information without putting accent on it. Moreover, 
as the experiment about language transfer 
conducted by Wennerstrom (1996) indicated that 
Japanese group is prone to put equal prominence on 
each item notwithstanding the importance in 
discourse context. In response to the above finding, 
I think Japanese may have their communicative 
strategy to signal the relationship between old and 
new information, which entails more attention to 
examine. 
 
2 Method 
2.1 Subjects 
There are two groups participating in this study. 
One consists of two native English speakers who 
both grow from New York city. The other embraces 
two native Japanese speakers who exhibit different 
English proficiency in CNN interview conversation. 
Paris Hilton (female) , a famous American socialite 
and Howard Schultz (male), a chairman of 
Starbucks form American English group. Hamasaki 
Ayumi (female), a famous Japanese singer and 
Yoshizo Shimano (male), a CEO of bicycle 
corporation construct Japanese English group. 
Hamasaki Ayumi often engages code-switching in 
Japanese so that Ayumi is classified as beginning 
level, as compared to Yoshizo Shimano who has 
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2.3 Measurement better command of English in CNN interview 
conversation. Software Parrat was utilize to analyze the 

fundamental frequency and vowel duration. 
Fundamental frequency determines tonal 
organization, such as intonational structure. Vowel 
duration is manipulated in different ways in two 
languages. 

 
2.2 Data collection 
Data collection is mainly derived from the book 
“ Master Listening with CNN Nwes-- Interviews 
with Celebrities”, including American group 
subjects and Yoshizo Shimano. The CNN 
conversation of Hamasaki Ayumi is obtained from 
the internet: 

 
3 Data analysis 
3.1 Intonation structure 

 
The findings can be displayed in the figure 1, 2, 3, 
and 4. 

http://www.veoh.com/videos/e1749709ab7Nnnr. 
 

 Therefore, the data in this study are authentic. 
 

 
Figure 1. Male American English Speaker 

 

 
Figure 2. Male Japanese Speaker 
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Figure 3. Female American Speaker 

 

 
Figure 4. Female Japanese Speaker 

 
The results indicate Japanese speakers have 
difficulty producing a durational contrast in 
post-nuclear position. However, the change of pitch 
can be positively transferred in Japanese English. 
Advanced subject (Figure 2) is inclined to perform  
post-nuclear deaccentuation more reliably. This 
confirms the findings Ueyama (2000). As for the 
function words, Japanese speakers, especially, low 
level subject, tend to extend the duration of function 
words as compared to American English speakers. 
Therefore, we discern that the language transfer is 
highly relative to the influence of native language. 
 
3.2 Discourse functional characteristics 
Hamasaki Ayumi really provided more emotional 
supports, such as non-vocalic back-channels in 
conversation. By contrast, Yoshizo Shimano did not 

have an irruptive style as I predict, which may 
result from their different occupation. Hamasaki 
Ayumi is a famous singer so that she should exhibit 
her lively personality, whereas Yoshizo Shimano is 
a CEO so that he would be careful in personal 
conducts. Besides, I think this phenomenon can 
probably be explained by their educational 
backgrounds. As to the accent marking, I find 
Japanese speakers influenced by native language, 
they are prone to put the topic in the initial position 
of sentences with prominence. The topic is already 
mentioned in the previous. Consequently, I find that 
the language transfer is not restricted to the 
prosodic properties, which also contains the transfer 
from Japanese syntactic structure. Specifically, 
Japanese language involves the pattern “NP-wa” to 
re-introduce the topic, which is actually exhibited in 
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Japanese English. 
 
3.3 The extent of language transfer 
Advanced subject, Yoshizo Shimano, is more 
native-like since he could produce more contrast 
duration and do not perform the irruptive 
communication style. However, two Japanese 
speakers cannot have the ability to cliticize function 
words in English, especially low-level subject. 
 
4 Discussion and conclusion 
The study is aimed to examine the langue transfer 
of Japanese performed by Japanese speakers in 
English CNN conversation. The findings can be 
summarized as follows. Firstly, in the aspect of 
intonational structures, Japanese speakers 
regardless their English proficiency, have difficulty 
producing durational differences after contrastive 
focus. As to the change of pitch, advanced subject 
do well in suppressing F0 contrast after a 
contrastive focus than the beginning subject. 
Accordingly, the results can be supported from 
Ueyama’s experiment (2000). The reduced function 
words could be challenge for Japanese speakers, 
which reflect on the fact Japanese speakers, 
especially low-level subject (Hamasaki), tend to 
extend the duration of function words. This langue 
transfer phenomenon can be explained by the nature 
of Japanese language that is a mora-timed language. 
In addition, Japanese grammatical morphemes are 
suffixes certainly attached to words. Consequently, 
it poses the difficulty for native Japanese speakers 
to cliticize English function words (Ueyama 2000: 
121).  

Secondly, in the area of discourse functional 
characteristics, it is surprising that the advanced 
speaker do not reveal the irruptive style by offering 
emotional support in progress when interviewing. 
However, the Japanese communication style can be 
found in Ayumi’s conversation. I think this result is 
not inconsistent my hypothesis may come from the 
limitation of the sample sizes, background 
knowledge of subjects, such as their occupation, 
educational backgrounds and so on. The accent 
marking on the old information really occurs in 
Japanese English. As compared to advanced speaker, 
low level subject like to re-introduce the old 
information in the beginning of sentences with 
prominence. This sentence pattern is equal to the 
emphasize sentence –NP- wa, which exhibits the 
language transfer not only comes from the prosodic 
properties but also result from the syntactic 
structures. Compared to English speakers, Japanese 
subjects fail to display the wider pitch range in 
English intonation patterns. As Ohata suggested 
(2004), the narrow pitch movement of Japanese 

English may contribute to the misinterpretation of 
English native speakers. For instance, when 
Japanese speaker fails to lower the pitch at the end 
of a sentence, the utterance might be perceived as a 
continuation of the speech. This example of 
misinterpretation could be the most problems for 
Japanese learners in English communication. I 
consider this problem could occur in Taiwanese 
learners, which entails more attention to investigate.  
Thirdly, the degree of langue transfer would be 
more in low-level subject in terms of intonaitonal 
structures and discourse language. The most 
common as well as difficulty learning items should 
be the reduced the function words and duration 
contrast in post-nucleus position. I assume that the 
suprasemgmental features may be the ignored 
domains in Japanese English teaching. Moreover, I 
find that English speech performed by Japanese 
speakers may be staccato-like, which may be 
difficulty for American English speakers to 
comprehend. The fact of staccato characteristic 
influenced by their native language mora-timed also 
corresponds to Taiwanese English due to a 
syllable-timed feature in Mandarin. I suggest 
English instruction for Japanese as well as 
Taiwanese learners should emphasize the 
development of the awareness for stressed syllables, 
namely, loudness, vowel length and clarity, and 
pitch, and cultivate the ability of recognizing the 
stress-timed rhythm in English. 

Furthermore, even if the communication style is 
not so significantly influenced by native language 
when observing the advanced subject, I recommend 
the cultural knowledge should be incorporated into 
English instruction, which is really ignored in 
Taiwanese English teaching. Cultural knowledge 
introduced into English teaching would cultivate 
the students’ international perspective so that they 
can learn how to be tolerant different culturally 
communication styles. 
 
5 Reflections 
According to behaviorism, langue learning is a 
process of habit formation. When learning a new 
language, we are tried to get rid of the influences of 
native language or other familiar languages. This 
phenomenon reflects on my third language learning 
of Japanese. Sometimes, I am really afraid of my 
English pronunciation with Japanese accent. The 
notion of behaviorism reflects on the impression of 
the public that the master of Japanese will decrease 
the English proficiency, after all, there are many 
differences between these two languages, which 
raises the motivation to do this study regarding the 
langue transfer from Japanese on English learning.      
This study involving the comparison between 
English and Japanese improves better 
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understanding of these two languages. I am more 
aware of some similar features, such as accent, 
stress, how to manipulate in these two languages. I 
discern the language transfer of Japanese people on 
English learning from this research so that I can pay 
more attention to these language transfers from 
Japanese. Moreover, I learn the factors inducing 
these language transfers. This is to say I really 
achieve the comprehensive understanding of 
English and Japanese. In fact, learning English, I 
think it is difficulty to control the vowel duration in 
stressed or unstressed syllables, which also occurs 
in Japanese people since Japanese and Mandarin 
Chinese are not classified as stress-timed language. 
Through this research, I get several insights about 
how to control the vowel duration of English. On 
the other hand, when learning Japanese, pitch 
accent, a trait of accent word poses difficulty on me. 
I do not know how to mark the pitch accent on the 
word. Due to this research, I finally realize the pitch 
accent on Japanese word only involves the pitch 
change from a H tone to a L tone. I am really glad 
to be a graduate student in linguistics field so that I 
can take the course of English intonation analysis, 
which not only solve my English learning problems 
but also improve the understanding of Japanese. 

This study provides the differences of these 
languages, which is not confined to intonationl 
structure aspect. I also learn the discourse area in 
these two languages operates differently, which 
cause a contrast communication style. I think the 
discourse language aspect is relative to cultural 
background knowledge, which is hard to remove 
and often neglected in English teaching. Therefore, 
I suggest the discourse language should be 
incorporated into English teaching, enable students 
to discern the different communication styles and 
then learn to be tolerant. In fact, many English 
speakers feel Chinese people tend to be an inactive 
communication style as compared to Japanese’s 
irruptive style. In the future, I want to engage the 
international business secretary and thus the 
knowledge about different cultural communication 
style are beneficial for me to interact or 
communicate with people from all over the world 
smoothly. 
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Abstract 
This study examines the process by which the 
Japanese college students reduced their level of 
communication apprehension through their 
experiences of working as interns at an international 
conference. Data were obtained from the focus 
group meeting of nine Japanese students who 
volunteered to work as interns at the international 
conference in 2008. A 120-minute meeting was 
audio-recorded and transcribed. Using a content 
analysis approach (Krippendorff, 2004), the 
transcribed data were coded into meaningful units, 
which were categorized into concepts representing 
the participants’ psychological features. Elicited 
concepts such as perfectionism, competitiveness, 
and other-directedness were discussed as the 
possible causal factors of communication 
apprehension. Socio-psychological and 
anthropological studies on Japanese communication 
behaviors (e.g., Kuwayama, 1992; Lebra, 2004; 
Maynard, 1997) were examined for interpreting the 
data. As previous studies (e.g., Matsuoka, 2006) 
suggest, communication apprehension is regarded 
as the strongest antecedent to willingness to 
communicate, and some studies revealed that the 
Japanese communication apprehension is the 
highest amongst many nationalities including other 
East Asian countries; therefore, the teaching 
professionals should find the ways of reducing the 
Japanese learners’ levels of communication 
apprehension in order to raise their willingness to 
communicate. Therefore, this study has important 
pedagogical implications in reducing students’ 
communication apprehension in English.  
 
Keywords 
communication apprehension, content analysis, 
international conference. Japanese sense of self.  
 
1. Introduction 
In this global society, English has become an 
international ‘lingua franca’ and has been regarded 
as a necessary language for being a member of the 

international community. Even in such a milieu, the 
high degree of communication apprehension has 
impeded the communicative competence among 
Japanese learners of English.  

Communication apprehension, the mental 
construct defined as “an individual’s level of fear or 
anxiety associated with either real or anticipated 
communication with another person or persons” 
(McCroskey, 1977, p. 78), has been identified as the 
strongest factor in reducing the level of willingness 
to communicate among Japanese college students 
(Matsuoka, 2006). Communication apprehension is 
also identified as a psychological phenomenon 
called social anxiety. People experience this social 
anxiety whilst speaking in front of others, as Young 
(1991) has also observed. Accordingly, 
communication apprehension is likely to be a 
primary reason for the avoidance or disruption of 
communication. 

Using content analysis approach, meaningful 
codes or units were elicited and categorized into 
concepts which seem able to explain the Japanese 
sense of self.  These categorized concepts 
consisting of codes or units may explain the core 
mentality of Japanese learners or Japanese sense of 
self.    

The focal point of this study is to find out the 
way in which the experiences of being interns at an 
international conference were successful in 
reducing the levels of communication apprehension 
of serious learners of English were able to reduce 
the level of communication apprehension. 
 
2. Methods 
2.1 Participants 
Nine students majoring nursing at the national 
college participated in this study.  They helped the 
international conference as interns for three days in 
November in 2008.  Five of them were females 
and four are males.  Five of them (three: female; 
two: male) were the third year students, whose age 
ranged from 20 to 21; four of them (two: female; 
two; male) were the second year students whose 
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age ranged from 18 to 19.  The average age was 
19.67.  Four participants out of five third year 
students volunteered to work as interns in 2007, and 
they knew what they were expected to do. One first 
year student was a returnee and lived in the UK for 
three years; the other first year student was from the 
international high school where foreign students 
existed and English education was emphasized. All 
three female second year students had some 
experiences of traveling overseas. Two students out 
of the remaining four students helped at the 
conference in the previous year.  The rest of two 
students did not have any experiences of contacting 
native speakers of English outside of the classroom 
settings, and one of them (first year male student) 
confessed he had high anxiety in speaking English.     
   
2.2 Procedure 
Nine participants joined a 120-minute meeting, and 
the conversation there was audio-recorded and 
transcribed. The questions asked at this meeting 
included a) whether they had any changes in their 
communication behaviors in English, b) what sorts 
of difficulties or problems they had during the 
conference sessions, and c) how they felt in 
speaking English.  In a relaxed condition, they 
were expected to express their feelings, reflecting 
their experiences. 
 
2.3 Content analysis approach 
Content analysis is the research method making 
valid inferences from the text (Weber, 1990).  In 
order to make valid inferences, Krippendorff (2004) 
postulates that the following six points need to be 
addressed; a) data, b) definition of the data, c) the 
population of the data d) context, e) the boundaries, 
and f) the target of the inferences.   

The data for this present study were the 
transcribed text of the conversation at the 
focus-group meeting, and were defined as the 
experiences as interns at the international 
conference.  The population of the data was the 
Japanese college students who are eager to improve 
their communication competence in English.  The 
context was the international conference where the 
participants helped as interns.  The boundary of 
analysis exists in the contents affecting the 
participants’ communication behaviors in English. 
Lastly the target of the inferences was to explore 
the mechanism of reducing the Japanese learners’ 
communication apprehension. 

The inferences are made through coding in 
order that the latent meanings should be elicited 
from manifest contents.  Then the elicited codes 
are categorized into viable factors.   

A hypothesis is also required for content 

analysis.  The hypothesis of this study was “the 
participation as an intern at the international 
conference can reduce the level of communication 
apprehension.  
 
3. Findings and Discussion 
Several meaningful codes elicited from the data 
seem to develop the viable factors of reducing the 
communication apprehension levels. The frequent 
codes were ‘to gain many more opportunities to use 
English than in their usual lives’, ‘to understand the 
importance of communication even when the 
communication skills are not good enough’, ‘to 
gain confidence of speaking English after making 
themselves understand themselves’, and ‘to feel 
happy and confident in speaking English’.  In clear 
contrast to prior studies (e.g., Matsuoka, 2006), 
which revealed the Japanese overly conscious 
mentality toward outside world or other people 
(Kuwayama, 1992; Lebra, 2004, Maynard, 1997), 
these elicited codes may build up the promising 
factors reducing their communication apprehension 
levels.   

The viable factors from these codes should be 
‘positive attitudes towards using English’ and ‘self 
efficacy of speaking English’. Among others, these 
two factors should function effectively for Japanese 
learners to reduce their communication 
apprehension levels.   
 
4. Concluding remarks 
The results of the present study support the 
hypothesis that the participation as an intern at the 
international conference can reduce the level of 
communication apprehension’, and suggest that the 
Japanese sense of self manifested as the mentality 
of ‘other-directedness’ could be defeated should the 
optimal occasions of using English and 
experiencing the self-efficacy be given. 
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Abstract 
The present study aims to investigate Taiwanese 
college students’ perceptions of plagiarism. Data 
were collected through semi-structured in-depth 
interviews with students. In this study, it identified a 
variety of reasons why students may plagiarize. 
Most of the students participating in this study do 
not think plagiarism is a cultural issue. Rather, they 
regard it as a worldwide phenomenon. There are a 
number of factors that may lead to plagiarism, 
including the rapid evolution of information and 
communications technology making it much easier 
for students to copy and paste information via 
Internet, lack of adequate study skills and improper 
preparation particularly in poor time management, 
poor academic writing and referencing skills, lack 
of confidence to write in their own words due to 
difficulties and unfamiliarity with a foreign 
language, being under lots of pressure because of 
many too hard assignments, high expectations of 
gaining the best grade, utter laziness, individual 
differences etc. This study suggests that education 
plays a very important role in training and making 
students aware of the ethos and values of academic 
honesty and integrity, and the acknowledgement of 
sources of information as they relate to citing other 
people’s scholarly works. 
 
Keywords 
plagiarism; cultural; perceptions; Taiwanese 
 
Introduction 
Plagiarism, as defined in the Collins 
Dictionary and Thesaurus (1991) is “to 
appropriate, borrow, crib, infringe, lift, pirate, 
steal, thieve – from another work or author” 
(p. 753). The plagiarism in higher education 
is becoming a nerve-racking problem as such 
practices not only undermine the quality and 
standards of education but also contradicts 
the rule of intellectual property rights. Some 
studies have pointed out cultural factors as a 
cause why foreign students plagiarize and 

indicated that they have a dissimilar cultural 
understanding of plagiarism (Briggs 2003; 
Juwah, 2003). The concept that plagiarism is 
ethically wrong is a common view in 
academia. Kollich (1983) portrays how he 
pursued offending plagiarists like an 
avenging god and explains what they have 
done as deception. He regards the act of 
plagiarism as an offense and makes out the 
need for punishment against what he sees as 
a crime. In academia, plagiarism is viewed as 
academic dishonesty or academic fraud. It is 
related to the unwarranted claim to the 
plagiarizing author’s standing that is 
accomplished through false declaration of 
authorship.  
The emergence in concern with regard to plagiarism 
in higher education is underscored in a number of 
recent articles (e.g., Ashworth, Bannister, & Thorne 
1997, Carroll & Appleton, 2001, Errey, 2002). It is 
clear that there are different levels of understanding 
of plagiarism in different regions. These concerns 
are supported by some recent literature. Plagiarism 
is, however, not considered a problem in some other 
cultures. In some regions it may be acceptable, even 
flattering, to copy the work of experts. In some 
cases it is deemed more humble than boldly 
promoting their own viewpoints about something 
(Carroll & Appleton, 2001) and students who want 
to write something particularly clearly see 
paraphrasing the source as a strange thing to do 
when the source itself is written better than they 
could ever reword or rewrite it in their own 
language (Biggs & Watkins, 1996). The ethics of 
plagiarism is associated with the ideological 
standpoint of the ownership of texts. Scollon (1995) 
indicates that in the treatment of academic 
plagiarism there is an assumption of a common 
ideology of thinking which presupposes that the 
author is the only creator and originator of his/her 
texts. As a result, plagiarism is a violation against 
the author and accordingly viewed as ethically 
wrong. 
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1 Research design 
The present study sought to explore whether there 
are notable cultural differences in the student’s 
interpretations of plagiarism and to reflect on some 
of the implications for teaching practice. Twenty 
one college students from a national university in 
Taiwan participated in the study. An explanatory 
case study approach as described by Yin (1993; 
1994) was the methodology used in implementing 
the study. The aims of the study were to (1) explore 
students’ understanding of the term plagiarism; (2) 
identify the factors that may cause some students to 
plagiarize; (3) scrutinize and identify effective 
strategies and methods for conquering the factors 
that potentially cause students to plagiarize; and (4) 
build a knowledge base which would be helpful in 
informing the pedagogical guidelines and practices 
of coping with factors that cause students to 
plagiarize. The present study addressed the 
following questions: 
 
1. Do students understand the term of plagiarism 

and its influence on academic writing? 
2. What factors influence on how students 

understand plagiarism? 
3. For what reasons do students plagiarize? 
 
The investigation consisted of in-depth 
semi-structured interviews with the students in 
order to establish a broad understanding of the 
issues concerning plagiarism as perceived by them. 
The questions covered the students’ level of 
understanding of plagiarism, academic writing, 
referencing conventions and academic integrity, the 
consequences linked to plagiarism, and students’ 
prior educational background to help ascertain 
conceptions or misconception of plagiarism. 
Student participation in the interviews was 
voluntary and anonymity was ensured. All the data 
were transcribed verbatim, analyzed and reported. 
They were analyzed qualitatively. The results were 
presented in the form of qualitative comments. The 
students’ perceptions of plagiarism were the 
evidence to help illustrate points. 
 
2 Results 
The present study comprised of interviews 
with the students in order to ascertain a 
wide-ranging understanding of the issues 
concerning plagiarism. 
 
2.1 Students’ perception of plagiarism 
In the present study, most students mentioned that 
there is a need for greater understanding of 
plagiarism. Based on the interviews with students, a 
majority of them do think it is necessary to rewrite 

or use quotation marks to cite an author’s words 
even though the author is well known and respected. 
Hence it is an important step to avoid incidences of 
plagiarism. In addition, in academia, plagiarism is a 
serious offense that can lead to punishments such as 
a failing score on a particular assignment or for a 
course. Most of the students participating in this 
study do not think plagiarism is a cultural issue. 
Rather, they regard it as a worldwide phenomenon 
and plagiarism does not to seem be unique to 
students in Asia. 
 
2.2 Plagiarism in coursework 
In the present study, several students stressed how 
plagiarism is often unintentional owing to the way 
they make notes while researching and writing their 
essays. They elucidated that some students may 
gather plentiful electronic and non-electronic 
references whilst writing the notes they prepare 
when researching a particular essay question. In this 
way they indicated that it was easy to lose track of 
what is there own work and what is the work of 
others as they piece it together in their ultimate 
coursework submission. In this way students 
regarded some form of plagiarism as being 
unintentional. For instance, a student suggested that 
not completely referencing the patchwork could 
come about because of time constraints and / or the 
poor time management of research projects. He 
suggested that time is an issue saying that “most of 
the cases arise when students are lack of time, and 
merely do not have time to think about it.” 
 
2.3 Ability and Plagiarism 
The question of academic ability or 
competency in English and/or the topic was 
seen to be associated with understanding 
why some students plagiarize. On the basis 
of their insights gained in learning English, 
several students said that, by reason of 
English not being the first language, that 
“taking a bit here and there helps with 
gathering meaning across. It is difficult to 
paraphrase if you are not a native speaker.” 
Others also mentioned that there are only so 
many ways that issues could be written, and 
usually if an author had written something 
clearly and you agreed with it, then there 
was nothing wrong with copying this. As one 
student commented, “All the ways for saying 
something have already been said, and thus 
we have to use the same words. But this is 
about words and not concepts.” Academic 
writing may be particularly challenging for 
students who do not have a solid grasp of 
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English. 
 
2.4 Importance of Examinations  
All the students in the present study held the view 
that cheating in an exam is not acceptable. One 
reason for this is that as the exam is the final 
evaluation then students should have, “an equal 
chance to prove themselves, cheating is something 
that is immoral.” Another student agreed with this 
saying that people work hard for exams, and they 
are a very nerve-racking period, which results 
students in resenting others that take notes into 
exams or cheat to some extent. The other student 
also said that the teacher’s requirements are not as 
high with exams as they are with coursework, and 
thus students feel less stress to cheat. In addition, as 
has already been elucidated, exams often bear a 
much higher percentage than coursework, and as 
such the risk of being caught cheating in exams was 
seen as being substantial by students. Although 
another student echoed with the above views, she 
also added “teachers are well conscious of degrees 
of plagiarism in coursework – while an exam they 
feel that you should do it alone.” 
 
2.5 Technology 
Technology is an interesting theme to pursue when 
exploring plagiarism in coursework. One theme 
emerged, the role of the Internet in coursework.  

There is a perception that over the past decade 
there has been a rise in the incidences of plagiarism 
at schools. This is usually due to the increase in 
availability of material via the Internet. While 
plagiarism in scholarship has a long history, the 
ease of access to materials on the Internet, where 
articles come out as electronic text, makes it easier 
for students to copy and paste information directly 
into their assignment, thereby exacerbating the 
problem of plagiarism. Students mentioned they 
made use of the Internet mainly for finding 
information related to a particular academic topic. 
The issue of patching should be noted at this point 
as several students mentioned that some keep some 
windows open at one moment in time and copy and 
paste words and sentences into the essay they are 
working on. They acknowledged that this was 
unethical in terms of not clearly giving the credit of 
others’ work, or on the other hand, very tempting 
with regard to passing it off as their own work. This 
is said to be most likely among EFL students 
because of their levels of language proficiency, or 
among students having problems understanding 
material, or merely because of time pressures. 

 
2.6 Learning and plagiarism 

One interesting view that emerged amongst 

students was that plagiarism is inevitably 
intertwined with student learning and development. 
For example, a student commented that when 
students plagiarize work well, it often still 
necessitates an understanding of the topic, and 
therefore reveals a degree of learning, saying that: 

 
If you take all the words/sentences from 
other writers – then you need to do the 
work to assemble it together – you have 
learned and had a certain understanding of 
the subject matter, it is not merely copying. 

 
Some students supported this point of view, 

stating that being able to make an argument in a 
coursework, even though some of it was plagiarized 
from a variety of sources, showed some degree of 
learning. 

 
2.7 Motivations for Cheating  
One of the other reasons that may induce students 
to cheat in exams or to plagiarize during their 
coursework is owing to pressures arising from 
accomplishing a certain level of grades. Grades 
were seen by the students to be one of the major 
incentives behind cheating. The students mentioned 
that competition was somehow fierce at the school. 
For example, one student explained that it was 
particularly fierce and tough in certain subjects such 
as English and American Literature. He went on to 
explain that gaining a high grade is important if 
students want to gain entry onto studying abroad. A 
good grade is also important in terms of finding a 
decent job. Another student also indicated, “Grades 
almost mean everything when students have no 
prior work experience. Grades are also one of the 
very important things that companies judge them 
on.” 
 
3 Conclusion and Implications 
In conclusion, this study reveals that the practices 
we deem plagiaristic are the result of several 
diverse and complex influences. It is clear from 
the interviews that most of the students 
think there are no significant local and 
cultural differences in terms of the practices 
of plagiarism. On the one hand, the ideological 
basis of the concept of plagiarism (due to learning 
skills, language, time pressures, grades, coursework 
evaluation etc.) could potentially offer reasons why 
students may plagiarize. It is seems that the 
students agree with the generally accepted 
definition of plagiarism; that of stealing 
someone else’s words and sentences and 
passing it off as their own, is ethically wrong. 
Pedagogical models, assessment practices, 
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writing practices and institutional 
arrangements may place more weight in 
terms of teaching students how to avoid 
plagiarism. Teachers need to help students 
improve academic writing practices, 
referencing conventions, language, and study 
skills, thereby enabling them to increase 
their confidence, handle academic work 
better, and thus avoid incidences of 
plagiarism. 

Finally, this study, owing to its limited 
scope, is tentative indicative of the issues at 
stake that may be generalizable. There is 
still more work to do. For instance, more 
detailed qualitative studies of writing 
practices might help us to gain insights into 
how ‘cut and paste’ writing and patch writing 
are employed to make arguments. We need to 
realize what kind of learning is involved and 
how to develop teaching techniques to help 
the students go on to independent writing 
practices. We need to have a better 
understanding of the skill gap that EFL 
students get there. It seems that if we were 
serious about plagiarism, it would be 
indispensable for us to throw away the 
ideological stances and do more 
comprehensive research to understand the 
process of these practices. 
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Abstract.  
The use of gender-neutral language instead of 

gender-biased one is rapidly becoming important in 

the business and academic world. In fact, 

gender-neutral words such as “human being”, 

“person” and “chairperson” are commonly used as 

generic meanings in English-speaking countries, 

whereas the use of gender-biased words such as 

“man”, “he”, and “chairman” has been avoided 

recently.  

Therefore, it seems very important for us EFL 

teachers to equip our students with ways to avoid 

sexist language by teaching it in classrooms. 

Otherwise, our students may not be aware of such 

language and may even use it in English-speaking 

settings in the future. Therefore, in order to enable 

our students to skillfully interact in authentic 

situations, as EFL teachers, we should have a 

responsibility to equip our students with an 

understanding of gender-biased language and 

appropriate substitutions for such language.  

First, this paper explained why 
gender-neutral language should be used. 
Second, this paper reviewed exactly what 
gender-biased terms have been replaced by 
what gender-neutral terms in English-speaking 
countries recently (Myojin, 2004). Finally, this 
examines how much EFL learners are currently 
aware of gender-biased language by 
administering a questionnaire survey toward 
about 66 Japanese university students.  

Key words 
Gender-neutral language, Gender-biased terms, 
genetic pronoun, EFL classrooms 

 
Introduction 
Since our language and society reflect one another, it 

is quite important for us as communicators to 

recognize and respect change in the meaning and 

acceptability of words. Concern about the use of 

sexist language is part of our increased awareness 

that the perceived meanings of some words have 

changed as men and women’s roles in our society 

have changed.  

   The previous paper (myojin, 2004) investigated 

how gender-related English terminology has shifted 

lately as men and women’s roles in the society have 

changed. Overall, the results of the investigation 

indicate that nowadays, there seems to be quite 

remarkable concern about the meaning and 

acceptability of sexist words among both English 

speaking people. That is to say, as for the use of “he” 

and “man” as gender-neutral meanings, most of the 

English speaking subjects have been trying to avoid 

it by using several different alternatives. In addition, 

some compounds ending in -man such as 

cameraman, salesman and stewardess seem to be 

becoming dead words due to people’s deliberate 

effort to avoid those sexist words.   The findings of 

this study conclude that people are trying to change 

their language to accommodate concerns about 
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fairness to both sexes. As a consequence, the 

movement to reduce sexism in English has been 

becoming quite remarkable recently as men and 

women’s roles have changed in both societies. 

However, no research has investigated how much 

EFL learners are currently aware of gender-biased 

language. Therefore, this study examined how much 

EFL learners are currently aware of gender-biased 

language by administering a questionnaire survey 

toward first-year students at a university in Japan.    

 
1        Experiment  
The subjects consist of 66 1st-year students (58 

males and 8 females) at a technology university in 

Japan.  

The following are the questions in the 

questionnaire administered toward the students. 

Question 1  
"Choose an appropriate pronoun for (       ) in 
the following sentence from the choices below."  
Each student has (      ) own computer.  

1. his     2. her     3. his or her     4. their     

5. I don't know 

   

Question 2 

 "The - man compound words such as policeman, 

salesman cameraman, and stewardess have been 

dead words these days.  

Instead, police officer, salesperson, photographer 

and flight attendants have been replaced. Have you 

heard this fact before?"                
  

 
2        Results 
As for the answers for Question 1, “Which pronoun 

will you choose for (     ) in Sentence Each 

student has (         ) own computer?”, the 

numbers and the percentage of pronouns that were 

chosen are as follows:    

• his .................. 11 students (2 females) out of 

66 (17%) 

•her ................... 0% 

•his or her ......  21  (2 females)  (32%) 

•their ................ 32  ( 3 females) (48%) 

Furthermore, the following question was asked for 

the 11 students (17%) who chose his:  

 Q: Have you heard that his or her has been  

more and more used as a generic pronoun lately?  

Only one male student answered Yes for this 

question, whereas 10 students answered No.  In 

addition, as for the student who chose Yes; he was 

requested to choose one from the following:   

 1. I have heard about it, but still his seems better 

as a generic pronoun.  

 2. I have heard about it, but I had forgot it.  

 3. Other comments:  

He chose 1. from the above.  

Next, the following question was asked for those 

who chose her (0%) or their (48%) 

Q: Why did you choose it?    

The numbers of the students who chose the 

following answers are; 

•Their is the gender neutral  .............. 8/32 

students  

•Their has the meaning of "general person." ..... 2 

•Their has the meaning of "all the students." ..... 5 

•Their has the meaning of "plural." ............4 

•His excludes the meaning of "woman" ...............3 

( 2 chose Yes for Q II )  

•I don't know exactly why, but I felt .................... 4  

•Other reasons...................3 

• Blank...............................3  

 

The question below was asked for those who chose 

his or her (32%)  :Q: Have you heard that his or 

her has been more and more used as a generic 

pronoun lately?  

7 students (33%) (1 female) answered Yes, whereas 

14 (67%) (1 female) selected No.   
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Furthermore, the following two questions were 

asked for those 7 students who chose Yes for the 

question above. And the numbers of the students 

who selected answers for the questions are as 

follows;   

Q: When did you know?   

A:  •junior or senior high school ..... 6 

    •university   ........................  0  

    •don't remember  .................  1 

Q: How did you know?   

A:  •His or her was in a textbook and the teacher 

explained ......... 3 

    •His or her was in a textbook, but the teacher 

didn't explain,  and I found it 

myself ................ 1 

    •His or her was not in a textbook, but the 

teacher explained.... 2 

    •His or her was not in a textbook, nor did the 

teacher explain, but I found it myself by 

reading a newspaper .............1  

As for Question 2, that is:  

The - man compound words such as policeman, 

salesman, cameraman, and stewardess have been 

dead words these days. Instead, police officer, 

salesperson, photographer and flight attendants 

have been replaced (Myojin, 2004) Q: Have you 

heard this fact before?               

46 students (6 females) (70%) answered Yes, while 

20 (2 females) (30%) chose No.  

Moreover, the following two questions were asked 

for those who chose Yes; 

Q: When did you know?   

A:• junior or senior high school ..... 40 (87%) 

  • university ................................... 0  (0%) 

  • don't remember ....................  5  (11%) 

  • no answer ................................. 1  (2%) 

           

 Q: How did you know this fact?   

• It was explained in a textbook and the teacher 

explained ........9/46 

• It was explained in a textbook, but the teacher 

didn't explain, and I found it 

myself ........................3 

• It was not explained in a textbook, but the teacher 

explained.... 11 

• It was not explained in a textbook, nor did the 

teacher explain, but I found it 

myself ........................11 

• by reading a newspaper ........... 3 

•by TV ........................................ 1 

• I don't remember ....................... 2 

  • by cartoon ..................................1 

  • at a prep school ..........................1 

  • through daily life ........................1 

  • common sense ........................... 1 

•Others  .............. 2 

•No answer  .....................................10  

 

3        Findings 
Regarding the generic pronoun for “each”, 48% 

of the students chose "their", 32% "his or her", and 

17% "his". Nobody selected “her”. Overall, 88% of 

the students have never heard that “his or her” has 

been more and more used as a generic pronoun 

lately, whereas 12% of the students have heard 

before and most of them learned in high school. 

Although 67% of the students who chose “his or 

her” have never heard that it has been more and 

more used as a generic pronoun lately, they can 

imagine “his or her” seems preferable somehow. As 

mentioned earlier, almost half of all the 66 students 

chose “their”, but only 3 students clearly knew that 

“his” is a gender-biased pronoun and 10 students 

kind of noticed that “his” was not a good pronoun 

and that “their” seemed better because it includes 

the meaning of “gender neutral” or “general 

person”. However, the important thing is that 

almost half of the students who chose “their” didn’t 

seem to know that “their” is not a grammatically 

proper pronoun for “each”.  
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With respect to the –man words, as much as 

70% (46) of the students have heard; the - man 

compound words such as policeman, salesman 

cameraman, and stewardess have been dead words 

these days. Instead, police officer, salesperson, 

photographer and flight attendants have been 

replaced. Regarding the students who have heard 

the fact, 87% of them knew the fact in junior or 

senior high school. 43% of them said that this was 

because their teachers explained it. 26% mentioned 

that it was explained in the textbook. 24% of the 

students found it by themselves in various ways 

such as newspaper, TV and cartoon.   

 

4        Conclusion 
Overall, 88% of all the students have never heard 

"his or her" has been more and more used as a 

generic pronoun lately. Although 67% of them have 

never heard the fact above, they were quite 

sensitive about the gender language. That is, 67% 

of the students who chose "his or her" have never 

heard, but they are likely to imagine "his or her" 

seems preferable. In addition, 13 out of 32 who 

chose "their" felt in some ways that "his" did not 

seem to be an appropriate pronoun for "each".   

As for the –man words, unlike the results of the 

survey about the generic pronoun, as many as 70% 

of the students have heard that the -man words 

have been replaced by other words recently. 87% 

of them learned it in high school; in details, about 

half of them were explained by their teachers. In 

conclusion, as for the - man words, our EFL 

students were much more aware that they were 

gender-biased terms than "his or her". This seems 

to be because they have more chances to get the 

knowledge through their daily lives; for example, it 

is likely nowadays that we tend to avoid words like 

"stewardess" even in Japanese.  

It is true that recently many English-speaking 

countries have passed strict law prohibiting 

discrimination based on gender. As a consequence, 

quite a few organizations, especially, academic 

organizations prohibit gender-biased language in 

their writing and public speaking (Ferguson, 2004). 

Therefore, it seems very important for us EFL 

teachers to equip our students with ways to avoid 

sexist language by teaching it in EFL classrooms. If 

teachers don’t teach gender-biased language in 

class at all, their students may not be aware of it 

and may even use it in their careers of 

English-speaking settings. Then, it is possible that 

their offensive manners like that may not be 

acceptable, and may even end up reducing their 

chances of succeeding in the settings. Thus, in 

order to enable our students to skillfully interact in 

authentic situations, as EFL teachers, we should 

have a responsibility to equip our students with an 

understanding of gender-biased language and 

appropriate substitutions for such language.   
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Abstract 
Metaphors in everyday language are linguistic 
evidence showing us how native speakers in a 
culture conceptualize abstract concepts or 
experiences. Metaphors are also rich in Thai cancer 
discourse.   They are used as communicative tools 
when patients with cancer and doctors talk about 
having cancer which is a complex experience that is 
difficult to understand and share verbally with 
others.  This research investigates how Thai 
cancer patients and physicians conceptualize the 
disease through their metaphorical expressions. 
Conceptual metaphor theory (Lakoff and Johnson, 
1980) and the relations between culture and 
metaphor suggested by Kovecses (2002, 2005) were 
employed.  The data were cancer metaphors in 
both spoken and written cancer discourses produced 
by Thai patients with cancer and physicians.  The 
results illustrate some conceptual metaphors that 
are different from what previous works found in 
western culture. Some show how Buddhist and Thai 
agricultural culture influence their thought and 
metaphorical use. Moreover, some conceptual 
metaphors also show different perceptions between 
lays who have direct experience of cancer and 
experts who experience it scientifically. 
 
Keywords 
conceptual metaphor, cancer discourse, Thai, lay 
and expert 
 
Introduction 
According to Lakoff and Johnson (1980), 
metaphors are abundant in our everyday language. 
They are used systematically, conventionally and 
unconsciously by native speakers and their system 
reflects the way we understand more abstract 
concepts in term of other more concrete ones. In 
other words, some words from a more concrete 
domain e.g. verbs and nouns occur systematically 
without our awareness when we talk about another 
more abstract concept. For example, words from the 
domain of war always occur in natural speech when 
native speakers of English talk about argument. 

These linguistic realizations are pervasive in 
English and their system reflects conceptual 
metaphor “Argument is war” in cognition of 
English speakers.  

Metaphors are rich in medical and illness 
discourse as well. They are useful when physicians 
communicate about diseases and medicine 
(Fleischman, 1989; Ross, 1989) and when patients 
try to communicate to others about their subjective 
understanding of illness (Radley, 1993; Gibbs and 
Frank, 2002) The most common metaphor in 
medical discourse is war or military metaphor 
(Fleischman, 1989) while multiple metaphors are 
language tools when patients talk about their illness 
(Gibbs and Franks, 2002).   

As metaphorical use is related to native 
speakers’ experience and culture (Lakoff and 
Johnson, 1980; Kovecses, 2002), this research 
paper found that some cancer metaphors in Thai 
cancer discourse reflect conceptual metaphors about 
cancer that are  different from western culture. In 
addition, there are also some differences between 
patients with cancer and physicians who have 
different experiences and levels of knowledge about 
cancer.  
 
1 Methodology 
This research finds out conceptual metaphors from 
metaphorical use by patients and physicians in Thai 
cancer discourses. The variations of cancer 
conceptions between these two groups and between 
Thai and western cancer metaphors are also 
examined.  
 
1.1 Data collection 
Cancer metaphors used by Thai patients with cancer 
and physicians were drawn from both of their spoken 
and written cancer discourses. Spoken cancer 
discourses were collected at three hospitals in 
Bangkok. This research was approved by the ethic 
committees of each hospital. Some ethical 
documents and consent forms were also shown 
to both patients and physicians to ask for their 
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permission.  
 
1.1.1 Spoken cancer metaphors 
The researcher interviewed 70 patients with cancer. 
They are patients who were waiting for their 
doctors at five different out-patient departments 
(OPD), namely oncology, radiology, gynecology, 
orthopedic and surgical. 51 of them were females 
and 19 are males. Their ages range between 18-71 
years old and they suffer from different kinds of 
cancer. The researcher conducted a tape-recorded 
interview.  The open-ended questions adapted 
from Gibbs and Frank (2002) were used to 
encourage patients to talk freely about their cancer 
experiences. Each interview lasted between 1.46 - 
46 minutes; the total number of interview time is 
628 minutes.  

Some spoken cancer metaphors were also 
drawn from Doctor-patient conversation. 9 doctors 
agreed to be involved in this research. They are 
oncologist (1), surgeon (3), orthopedist (2), 
radiologist (2), and gynecologist (1). They allowed 
the researcher to record their conversation with 
cancer patients with MP3-recorder in their 
examining rooms. To get natural language data, the 
researcher did not stay in the room while recording. 

The sound recorded were transcribed into Thai 
written language. Spoken cancer metaphors were 
then drawn from transcribed patients’ interview 
discourses and doctor-patient conversation. 
 
1.1.2 Written cancer metaphors 
Patients’ written cancer metaphors were drawn from 
26 pocket books concerning cancer experiences 
written by Thai cancer patients. Some were also 
drawn from 27 articles about cancer experience of 
different Thai cancer patients in Chivajit, a famous 
alternative medicine magazine in Thailand. 
Physicians’ metaphors were collected from 34 
pocket books concerning cancer and its treatments 
and 36 cancer articles from a health magazine, 
Klai-mor, written by Thai doctor themselves.  
 To avoid perspectives influenced from other 
cultures, translations from other languages are 
excluded from this study. In addition, these 
physicians are both modern and alternative 
medicine doctors. Patients included those undergo 
modern treatment and alternative medicine. 
Therefore, their metaphorical uses represent 
understanding of cancer from both modern and 
alternative standpoints. 
 
1.2 Data analysis 
According to Lakoff and Johnson (1980) and Gibbs 
(1994), the researcher analyzes the collected data by 
using these two main criteria. First, conceptual 
metaphors are reflected from metaphorical 

expressions about cancer that are systematic and 
conventional. Second, metaphorical expressions 
include metaphors that are creative and less 
conventional but are influenced by the underlying 
conceptual metaphors in the first criterion. 

When problems in identifying certain 
metaphorical expressions or indicating their 
conventionality occur, the researcher  consult 
meanings in a dictionary and the use of these 
meanings in a corpus as suggested by Semino, 
Heywood, and Short (2004). The dictionary 
consulted in this research is the Thai National 
Dictionary (1999) and the corpus is Thai 
Concordance provided by Department of 
Linguistics, Chulalongkorn University. 
 Conceptual metaphors found in patients’ and 
physicians’ cancer discourses are compared 
between themselves and between Thai and English 
discourses. Influences of culture on cancer 
metaphors are also examined by using the idea of 
variations of metaphors in a culture and among 
cultures suggested by Kovecses (2002, 2005) 

 
2 Lays’ and Experts’ conceptions of cancer 

in Thai culture 
Cancer metaphors in Thai cancer discourses 
produced by Thai patients with cancer and 
physicians are words from six main domains which 
are germ, weed, animal, disaster, friend, and general 
object. They are used as metaphors systematically 
and conventionally in Thai cancer discourses and 
reflect six cancer conceptual metaphors shared in 
the cognition of patients and physician as shown in 
Table 1.  
 
Table1: Thai Lays’ and experts’ conceptions of 
cancer 
Conceptual metaphors Patients 

with 
cancer 

Physician

Cancer is a germ • • 
Cancer is a weed • • 
Cancer is a bad animal • • 
Cancer is a disaster • • 
Cancer is a friend • × 
Cancer is an alien object • • 

 
According to table 1, these six conceptual 

metaphors demonstrate similar ways of cancer 
conceptualization among patients and physicians. 
Both of them talk about cancer in terms of a germ, a 
weed, a bad animal, a disaster, and an alien object. 
Only friend metaphors are mostly found in patients’ 
language not physicians’  

Germ metaphors are found in the context 
about emergence of cancer in patients’ bodies. 
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Some verbs from germ domain like to infect, to 
culture, to incubate, to resist to a medicine and to 
spread are pervasive. Cancer is compared to 
infection and cancer cells are like germs that cause 
infection without patients’ notice. Weed metaphors 
are mostly used in the context concerning tumors. 
Cancer is unwanted weeds that grow up on their 
organ. Cancer cells are seeds that can be brought 
from its tree to other places or to other organs.  

Animal metaphors are frequently found in the 
context regarding metastasis. In this context, cancer 
is compared with a fierce animal that can move 
from a place to another by itself. Metastasis cancer 
cells are bad animals that bite human tissue and 
organs as their food. Disaster metaphors are found 
in the context about symptoms. As cancer always 
shows its symptoms when patients are in last stages 
of cancer, it is compared with disaster that comes 
quickly and destroys people’ lives. Symptoms are 
warning signals before a disaster and patients are 
victims who cannot escape or survive. 

Object metaphors are mostly found in the 
context of screening and treatment where cancer is 
compared with an alien object that can be put in and 
taken out of human bodies. They are alien object 
that need to be removed or taken out. In addition, 
we need to seek, search or find them because they 
are hidden somewhere in our bodies. 

Friend metaphors are mostly found in 
patients’ language not physicians. They occur in the 
context about chronicity of the disease. As a chronic 
disease, cancer is a friend who patients have to live 
with until the end of their lives. However, cancer 
can be both a good friend and unsolicited one who 
live in patients’ bodies. Patients’ bodies are houses 
where they live together. Patients are the house 
owners who want to live peacefully with a good 
guest who will not destroy their houses and disturb 
their daily lives.  

These metaphors are abundant in physicians’ 
language as well.  As experts, physicians employ 
the same group of metaphors which reflect the same 
conceptions of cancer, except friend metaphor. 
Physicians who know well that cancer is not an 
infectious disease use germ metaphors in the 
context of immergence and metastasis of cancer. 
They also communicate about metastasis by using 
animal metaphors.  

Weed, disaster and object metaphors are 
employed in the same contexts as in patients’ 
language. Friend metaphors are rarely used. 
However, it is interesting that friend metaphors are 
found in the language of physicians with cancer. 
These physicians employ friend metaphors in the 
context of chronicity as other patients do.  

 
3. Thai and Western conceptions of cancer 

Some metaphors may be universal and reflect the 
same conceptual metaphors among cultures. 
However, many metaphors are based on cultural 
considerations and cognitive process of various 
kinds. In addition, many are non universal and they 
show variation among languages and cultures. 
Kovecses (2005:4), 

In English cancer discourses, war metaphors 
are common among physicians and patients in 
western culture. (Gibbs and Franks, 2002; Gwyn, 
1999; Penson et al, 2004; Reisfield and Wilson, 
2004; Teucher, 2003) In their cognition, cancer is 
compared with an enemy that both of them need to 
fight or destroy. In Thai culture, it is found that 
cancer is compared with a friend whom patients 
have to live with until the end of their life. It is a 
good example of how thinking of cancer in a 
positive way is possible in Buddhist culture like 
Thailand where Buddhism is the professed religion 
of more than ninety percent of all Thais. 
 Semino, Heywood, and Short (2004) studied 
cancer metaphors in doctor-patients conversation 
from a hospital in the northern part of England. 
They found some interesting animal metaphors that 
are related to western culture. These metaphors 
reflect two conceptual metaphors, Cancer is a horse 
and Cancer is a hibernating animal. As animal is a 
common source domain that can be found in many 
languages (Kovecses, 2002), animal metaphors are 
also found in Thai cancer discourse. However, Thai 
patients and physicians talk about cancer in term of 
a fierce or bad animal in general, not any specific 
kind of animal. There are no words from the 
domain of hibernating animal which is a typical 
animal in cold area as western countries.   
 Weed metaphors is another cancer metaphor 
that seem to be unique to Thai culture which is 
basically an agrarian society. Plant is another 
common source domain mentioned by Kovecses 
(2002) too but it is not mentioned in previous 
research on cancer metaphor. In Thai cancer 
discourse, words from plant domain are pervasive 
as Thailand is abundantly blessed with natural 
resource and trees. Thais are familiar with the 
nature of plant around them as Thailand is located 
in a tropical zone where trees, and weeds can shoot 
or grow almost everywhere around them.  
  
4. Discussion 
Conceptual metaphors found in this study 
demonstrate shared understanding of cancer among 
Thai physicians and patients. They communicate 
about cancer by using the same groups or systems 
of metaphors. These metaphors reflect the same 
ways they conceptualize cancer concept, so that is 
why metaphorical communication among them is 
understandable or possible.  
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For patients, these conceptual metaphors may 
illustrate how they understand an unfamiliar 
complex concept, cancer, in terms other more 
concrete ones. However, for physicians, these 
conceptual metaphors might be evidences of how 
metaphorical understanding occurs with familiar or 
known concept as cancer is not a new or unfamiliar 
concept for these experts. In other words, they give 
us an idea that metaphorical understanding in our 
cognition might be able to occur with recognized 
but difficult to communicate concepts. Physicians 
may find it difficult to communicate this complex 
disease to patients and these metaphors are very 
handy for them to communicate with lays. Besides 
understanding cancer in scientific ways, physicians 
therefore also conceptualize cancer through other 
concepts that are sharable or communicable.  

Friend metaphors show how direct physical 
experiences of cancer influence patients’ thoughts 
as they are found only in the language of patients 
and physicians with cancer. The way this metaphor 
is rarely found in general physicians who do not 
have direct experience of having cancer may be 
evidence supporting how direct experience 
influence our metaphors and thought. 

Thai culture seems to have much influence on 
friend metaphor as well as it is not mentioned in 
previous research. As most Thai people are 
Buddhists, thinking about cancer in terms of a 
friend which is a positive way of thinking might 
have some influences from Buddhist belief such as 
beliefs about the truth of life. For example, most 
Buddhists know about the process of one’s life, 
birth, aging, illness, and death. Everyone will surely 
go through this process. No one could escape death. 
Cancer is in the fourth step of this process, illness. 
Therefore they can do nothing but accept the 
disease as any other kinds of life threatening may 
happen anywhere and anytime.  
     
5. Conclusion 
Cancer metaphors in Thai cancer discourses reflect 
six conceptual metaphors about cancer in Thai 
culture which are cancer is a germ, cancer is a weed, 
cancer is a bad animal, cancer is disaster, cancer is a 
friend and cancer is an alien object. All of them are 
found in the language of patients and physicians 
with cancer. Physicians have the same conceptions 
of cancer except friend concept. In addition, 
conceptions of cancer in terms of weed and friend 
seem to be unique to Thai culture as they are not 
found in previous research. 
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Abstract 
The audience’s comprehension and interpretation in 
multimodal communication are investigated by 
looking into four ads for the Beijing Olympics 2008. 
The ads creatively crafted the Games’ logo with 
brilliant pictures and colour symbolism to attract 
the audience’s attention, to initiate cognitive 
contextual effects, viz. pun, irony, metaphor and 
humour, and to perform various communicative 
functions thereafter. They convey too the prominent 
Chinese civilisation, exhibiting the aesthetic and 
cultural consumption, artistic commodification and 
identity politics reified within the symbolic domain 
of campaigning discourse. 
 
Keywords 
Advertising discourse, Chinese civilisation, 
emotions, implicature, multimodality, pragmatic 
inference, social cognition, visual rhetoric 
 
1 Introduction 
The studies on advertising language (in Taiwan) are 
mainly from marketing and advertising, and the 
researches from linguistic perspectives are minority, 
especially as compared to those in the United States, 
UK and Europe. This paper thus presents a 
qualitative study on four ads for the Olympics 2008, 
intending to explore the research aims listed below. 
Furthermore, as mentioned by van Leeuwen (2002) 
regarding visual communication, e.g. advertising, 
no matter in commercials or political campaigns, in 
print form or through other visual/sound effects, is 
no longer limited to directly selling products and 
has provided a site where emergent various 
interesting and appealing forms. One of the most 
significant features is that longer texts and/or 
storytelling in a literary style have largely been 
applied by many institutions and corporations 
intending in particular to construct certain cultural 
image, such as the advertiser/Mainland China 
discussed in this study. It weakly communicates a 
lot of messages, inviting the audience members as 
potential consumers to join the stories and 

interpretation process, and helps on the other hand 
to shape itself as a cultural landmark. 
 
2 Research questions 
This study attempts to investigate popular culture 
expressed in advertising discourse, and explores the 
ideology and power relations shaped in the ads by 
society and culture, and their possible effects on 
society and culture, trying to explain and render 
plausible interpretations to the following research 
questions: 
 
(1) What does the role of audience play in the 

interpretation process in media communication? 
How can she process and interpret the 
communicated information from advertiser? 

(2) How are diverse linguistic/communicative 
strategies and advertising appeals used to affect 
and persuade the audience, as the 
communicator/advertiser/enterprise attempts to 
build certain corporate image? 

(3) What cognitive effects with emotions could be 
perceived and inferred by different audience 
through the visual rhetorical strategies and 
‘communicative acts’ (van Leeuwen 2002) 
employed in institutional discourse/specialised 
communication? 

(4) What is the social meaning accompanying or 
behind language use? What competing 
ideologies and changing cultural values can be 
seen from advertising discourse, and further to 
shape social cognition? 

(5) How will the audience construct their cultural 
understanding through popular culture, e.g. 
advertising? 

 
3 Theoretical framework 
As mentioned above, the studies on language in ads 
in Taiwan from linguistic viewpoint are still few, 
while from multimodal perspective, they are far less. 
So this current study proposes a qualitative study on 
four captions for the Olympics 2008, in attempts to 
examine the research issues outlined above. 
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Analytical framework is based upon Sperber and 
Wilson’s Relevance Theory (1986/1995). Since 
proposed in 1986 by them, the implications of 
Relevance on communication and cognition have 
been widely applied in various fields, including 
literature, linguistics, psychology, political language, 
language education, advertising and film studies, 
etc. (Sperber & Wilson, 1986/1995: 255-6, 259-60). 
In Relevance, Sperber & Wilson define ‘optimal 
relevance’ from the hearer’s processing ability in 
terms of her1 processing effort and those possible 
effects: 
 
An utterance, on a given interpretation, is optimally 
relevant if and only if: 
(a) it achieves enough effects to be worth the 
hearer’s attention; 
(b) it puts the hearer to no gratuitous effort in 
achieving those effects. (Smith & Wilson, 1992: 5) 
 
Also they define Communicative Principle of 
Relevance and criterion of consistency with the 
principle of relevance as follows: 
 
Communicative Principle of Relevance 
Every act of communication communicates a 
presumption of its own optimal relevance. (Sperber 
& Wilson, 1995: 158) 
 
Criterion of consistency with the principle of 
relevance 
An utterance, on a given interpretation, is consistent 
with the principle of relevance if and only if the 
speaker might rationally have expected it to be 
optimally relevant to the hearer on that 
interpretation. (Smith & Wilson, 1992: 6) 
 
In Relevance, Sperber & Wilson mainly discussed 
the examples from word, phrase and sentence levels. 
While as Blakemore (1992: 165-6) analysed the 
example of irony, ‘irony is not always restricted to a 
couple of lines or a single utterance. In many cases 
it extends over a whole poem or story…’ in which 
ironical effects are achieved through processing a 
whole text or, a level of a more global organisation, 
i.e. macrostructure (van Dijk, 1977: 130). Thus, 
since the data for analysis in this study are in single 
integrated textual structures that I apply Relevance 
Theory to analyse larger units, from macrostructure 
level to see the relevance reached by the audience 
and diverse pragmatic functions. 
   Aside from pragmatic analysis, on the other 
hand, and also suggested by Sperber & Wilson 

(1995: 279), this paper further examines the 
sociocultural contexts to see the inseparable 
relationship between language use and social 
function, the major concern of the critical linguists 
(Fairclough, 1989, 1995a, 1995b): 
 
It is an approach which is, I believe, suitable for use 
in the sort of research into social and cultural 
change […] What in particular makes it suitable for 
such work is that it foregrounds links between 
social practice and language, and the systematic 
investigation of connections between the nature of 
social processes and properties of language 
texts……It is moreover a ‘critical’ approach to 
discourse analysis in the sense that it sets out to 
make visible through analysis, and to criticize, 
connections between properties of texts and social 
processes and relations (ideologies, power 
relations) which are generally not obvious to people 
who produce and interpret those texts, and whose 
effectiveness depends upon this opacity. 
(Fairclough, 1995a: 96-7) 
 
4 Data analysis 
In this section, I am dealing with the four ads for 
the Olympics 2008 respectively in the light of their 
picture by picture to deliver cognitive effects. Let 
us see caption (A) first: 
 
[A] 

 
From caption (A), the slogan reads as Aoyun re, 
rebian jingcheng! ‘Olympic Fever Heats All of 
Beijing,’ as the other campaigns do, simply and 
plainly expressing the atmosphere of hot and the 
mood of expectation. The picture, aside from 
proposing also echoes this feeling of heat. The 
sweet round dumplings are in a bowl with boiling 
water and vapour [sweetness is happiness!]. Besides, 
the dumplings signifies reunion and harmony for 

                                                  
1 In this paper I also consider the audience to be female, 
and the addresser to be male, in accord with Tanaka 
(1994: xv). 
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Chinese people/culture, the round bowl also support 
this point (round, pronounced as yuan, is a 
homophone of tuanyuan “reunion”). The dumplings, 
consumed during Chinese New Year, further 
enhance the meaning of reunion. Moreover, the 
symbol bat (bianfu in Mandarin Chinese) 
represents good luck and is symbolic of good 
fortune for its pronunciation fuqi. 
   Being examined from another level, this caption 
strongly implicates that ‘all the athletes and 
audiences from everywhere will reunion in year 
2008,’ a happy reunion with expectation and 
somehow though competition. Also, this caption 
weakly conveys and implicates the following series 
of messages: 
 
(1)  
We expect that all of you could participate in this 
world event. 
Come to join us to experience the Chinese culture. 
Chinese culture is far-reaching and longstanding. 
Come and try our passion and friendship. (We are 
friendly!)2 
Come to the Game, visit our beautiful scenery, try 
the Chinese gastronomy, taste our local specialty (, 
feel a different China). 
Look, the hotness of Olympics is spreading all the 
Beijing City. 
The Olympic fever represents our passion and 
expectation. 
[…] 
 
By using this multimodal communicative style 
involving visual rhetoric, the speaker could leave a 
wide space of interpretation to the audience 
(accompanying larger responsibility at the same 
time). Moreover, he would not communicate only 
the strong implicatures in (1), for in that case he 
might directly express in another way to save her 
processing efforts, as shown in (2) and (3): 
 
(2) We are waiting for you to participate in the 
Olympic Games. See you in 2008. 
(3) Come to join us, play the Game, and experience 
the Chinese traditional culture. 
 
As compared to (A), except the propositional 
content, the audience could not infer any weak 
implicatures from (2) or (3). 
   Sweet dumplings in (A) are one of the most 
prominent characteristics of Chinese culture and 
social norms/routines; in (B), another typical sweet 

snack — tanghulu (plum with hot syrup coating) 
comes into play, which is not so formal nor being 
positioned higher class as sweet dumplings’ 
inherent meanings: 
 
[B] 

 
Likewise, caption (B) conveys that mood of heat 
through the hot syrup and red colour. The hot syrup 
may also convey a state of liquid to implicate that 
the Olympics 2008 are fluent, moving and active, 
with the help of the chopstick, straightforward and 
speedy. Also, this ad (weakly) communicates the 
following possible implicatures: 
 
(4)  
It is (sociostereotypically) regarded that tanghulu is 
not so high taste (as sweet dumplings). 
(However,) we still wanna introduce it to you. 
Snacks (usually) signify sort of close relations with 
short distance. 
Beijing City and the host authority of Olympic 
Games 2008 welcome various groups of people to 
join the Game, and play the Game. 
[…] 
 
As mentioned above, not merely the formal icons 
are employed to promote the image for the host 
institution, Beijing City, but the foodstand on the 
street with much lower social meaning/connotation 
is applied in the campaign to introduce and promote 
Chinese culture and tradition as well. This can well 
shorten social distance amongst the different social 
groups/strata, from lower level, much lower social 
strata to higher level, the social elite [As compared 
to (A), this one] further (fairly weakly) implicates 
sociometaphorically that: 
 
(5) 
Chinese culture embraces different kinds of 
elements and flavours. 
Mainland China is wide-ranging and very generous. 
We welcome various kinds of people, including, say, 
street vendor, to the Game.                                                   
By doing so, we are considerate and generous. 2 The words in parentheses represent further optional 

explanation for implicatures and are relative to ‘degree;’ 
whereas a square bracket with dots inside […] means the 
indeterminacy of implicatures. 

A considerate and generous government is worthy 
of respect and support. 
[…] 
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Interestingly ironical here is that, if the audience 
could infer and derive these weak implicatures, it’s 
really incorporates politics into exercises. A salient 
humourous and ironic effect is best depicted in (C): 
 
[C] 

 
The slogan reads “Zhongguoren Jiu Ai Gao 
Yundong Ma! 2008 Jian” which is used as a pun 
and can be paraphrasably as follows: 
 
(6a) The Chinese people just love to make political 
movements. See you in 2008. 
(6b) The Chinese people love sports so much. See 
you in 2008. 
 
Along with the photo of Chairman Mao Zedong, the 
audience is not hard to associate (6a) with those 
drastic and great political movements happened 
decades ago. But after further processing against 
this ad for the Olympics, the audience will recover 
the contextual effects and abandon the previous 
inference. As for one meaning or two meanings 
being activated simultaneously by the speaker’s 
intention (cf. Tanaka, 1994), [especially considering 
the economic reform led/directed by Teng 
Xiaoping] it still needs further examination. 
   The problem of human rights in Mainland 
China has long been questioned internationally, 
notoriously lying in the event of Tiananmen Square 
on June 4th 1989. For Beijing authority and Chinese 
people, to get the host right is not very easy and 
being viewed as an opportunity to refresh and 
renew the negative impression by this world event. 
This can be evidenced from Chairman Mao’s 
friendly smile on the same Tiananmen Square with 
red wall, warm-hearted, informing the audience that 
that time has passed. Thus, in this way, such a 

communicative strategy provides multidimensional 
thoughts for audience. Moreover, the irony and 
humour soften the presumably political tension and 
unpleasant atmosphere. According to Sperber & 
Wilson, in recognition of irony (Sperber & Wilson, 
1995; Wilson & Sperber, 1992; Blakemore, 1992), 
which is a major source to trigger humour, it 
demands, first, an echoic element or an attributed 
thought; second, the speaker’s attitude of mockery 
or rejection. From the text and context here, we can 
retrieve an echoic element and attributed thought: 
 
(7) 
The speaker believes that the Chinese is supposed 
to be sport-loving, like those movements happened 
decades ago. 
The speaker believes that the Chinese people had 
made many political movements long time ago. 
 
And the speaker’s attitude of mockery can be 
expressed below: 
 
(8) Funny how it is for the people simply compare 
(serious and formal) political movements with 
physical exercises. 
 
With the trait of short phrases and hence ease of 
memory, the audience could easily memorise the 
language elements, the slogans, which are still 
widely used in advertising (in view of economic 
consideration, saving money for advertisers). Such 
advertising style of baldly demonstrating political 
claims and commercial appeals, however, may not 
necessarily be longer stayed in, or deeply influence, 
the audience’s mind. It possibly makes one getting 
tired and causes ‘memory fatigue’ during, say, a 
period of election campaign, though ‘language 
attacks’ among candidates and competitors are quite 
common, legitimate, reasonable and plausible 
within media, especially in the election arena. 
Multimodality, on the other hand, embracing ample 
semiotic codes, seems to be not so drastic but could 
be more humanistic and wide-angled. Here, I am 
not eliminating or underestimating the possible 
effects of advertising slogans, as illustrated in the 
related studies, but rather more emphasising on the 
richer and diverse contextual effects created by 
multimodal communication. Different triggers will 
bring the audience different effects in different 
contexts at different times and places. As for what 
communicative strategies are more ‘effective’ than 
others, it could be approached through two avenues: 
the first falls into a quantitative study to reach 
empirical findings; the other resorts to time factor, 
leaving the challenge of effectiveness to the 
dynamic relations between the speaker and hearer. 
The more the audience could accept, the longer and 
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more effectively the ads would work. Effectiveness 
results in social continuity, ineffectiveness leads to 
social change. This is a vital contribution to, and 
underlies, the dialectical relationship (Fairclough, 
1989, 1995a, 1995b) between sociocultural value 
structures and social practice, and is one of the core 
elements in the process of socialisation. 
   The last caption (D) adopts an actress of Peking 
(Beijing) opera to echo the fever of the Beijing 
Olympic Games: 
 
[D] 
 

Based on our common sense, the opera dress itself 
is hot and heavy enough, though in this picture 
there is not showing the lower part of the actress. 
Colour symbolism via the ruby red on the head and 
the make-up around the eyes is manipulated to 
strengthen the fever and heat. With the eyes of 
concentration and self-confidence, again, it tells the 
audience that ‘We are ready (for the champion),’ 
‘Be careful, we are not weak’…and so forth. 
   Both the male and female athletes, actors and 
actresses, can well be famous and outstanding. 
However, as illustrated in this series of captions for 
the Olympics, the advertiser only employed female 
roles (little girl and opera actress) to express the 
ambition and confidence of China towards the 
Game, giving rise to somewhat femininity to soften 
the severe competition. With only the lion to show a 
certain degree of masculinity. As for Chairman Mao, 
designed by NIKE, could be viewed as 
inter-/national figure to gain much more attention of 
the audience due to his fame and powerful 
influence. 
   Multimodal communication is much more 
interesting than baldly promote and sell products, 
services and images. By exploiting multimodality to 
shelter stronger measures and claims in political 
campaign and in commercial advertising to shift 
voter and buyer’s concern, leading directly the 

audience to a certain domain and line of thinking, is 
another linguistic strategy, or termed ‘macro-level 
hedging.’ The audience will be led to another 
domain of interpretation supplied by the visual 
dimension or the story lines, and is at least 
encouraged not to focus the seller’s motive. This is 
evidenced by the data analysed above. Vaguely 
communicating the main gist of Chinese culture, 
friends’ rapport and other ideological loadings, 
these ads place special emphasis on higher 
involvement (renqingwei [人情味 ] in Mandarin 
Chinese) and harmony, as compared to Western 
cultures, that are among the most prominent values 
within Chinese community and generally outweigh 
many others.  
 
5 Concluding remarks 
From the analyses in this study, we can know that 
the audience is active, rather than passive, in the 
interpretation process, where ‘relevance’ is crucial 
to the text/discourse interpretability. The audience 
would achieve her optimal relevance through the 
interaction of linguistic form, the shared cognitive 
environment of communicator and audience, and 
the ‘criterion of consistency with the principle of 
relevance’ (Wilson & Sperber, 1992). As 
demonstrated in this study, those strong and weak 
implicatures are resulted from the author’s (my) 
higher involvement and active processing. They are 
indeterminate and unlimited for inferencing, and 
might be processed further, as long as one is willing 
to process and thinks it is worthwhile, i.e. she will 
be rewarded with additional contextual effects, 
which would outweigh her processing efforts. 
Different audiences will receive different readings 
and interpretations, the ‘absolute levels’ are diverse; 
also, even the same audience will receive different 
readings and interpretations under different degrees 
of involvement and circumstances. However, they 
would reach at any rate the ‘optimal relevance’ for 
themselves. 
   Communicative strategies enrich interpersonal 
connection, which themselves enrich life. Mainland 
China released the four ads incorporating various 
images into the pictures, namely sweet dumpling in 
a round bowl, tanghulu ‘plum with syrup coating,’ 
smiling Chairman Mao at Tiananmen Square, and 
an actress of Peking opera. Instead of claiming 
‘come n’ join us to expect and welcome the 
Olympics 2008,’ they impress the audience through 
these four vivid pictures. If you couldn’t spare time 
to watch the Games, it doesn’t matter, but do 
remember we host the Beijing Olympics 2008 and 
enjoy the captions we designed for you. Sweet 
dumplings (Yuanxiao or Tangyuan) is inviting you 
that Beijing Olympics is like Chinese family 
reunion. An informal local snack is telling you the 
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Olympic fever is bloody running. A friendly smile 
of Chairman Mao is surprising you our politeness 
and friendship with the sense of humour yet without 
political tension. An opera actress with profession is 
informing you that ‘we are ready for those 
competitions,’ and is promoting another traditional 
cultural asset. Besides, colour symbolism is another 
important strategy to convey the sense of fever and 
ambition — red, along with yellow and blue, are the 
principal ones used in these captions. The advertiser 
(Mainland China) intends not only to reshape those 
long-established stereotypes, thus shorten the social 
distance between the East and the West as well as 
between consumer and advertiser in an amiable way, 
but to build specific cultural image through 
globalisation and might thus gain itself competitive 
edges. 
   Promotion of products, services and images is 
the ultimate goal of advertising. The selling motive, 
however, as illustrated in this study, has largely 
been hidden and melted by persuasion through 
multimodal communication in an ever increasingly 
prominent trend. Macro-level hedging via social 
metaphor is also initiated intertextually to shift 
consumers’ buying concern. This distance leaves a 
wider space to the audience’s imagining, as many 
other rhetorical strategies do, leaving an 
indeterminate domain of interpretation to the 
audience. While nowadays there are many speech 
contexts much freer, more open and direct than 
before, the competition between direct and indirect 
persuasion (e.g. multimodality, storytelling) is then 
a challenge to language users and time. This 
(competition) reflects one important property in 
mass media, the tools of ideological representation, 
being able to embrace competing forces. 
Advertising, lending itself as a symbolic domain of 
dominant ideologies (Lull 1995), incorporates 
fashion-driven discourse by reflecting social 
cognition and cultural patterns, it also invites the 
audience members as potential consumers to 
recognize these prominent values. It is 
socioculturally shaped but it also constitute 
sociocultural cognition, in ways that may be 
transformative as well as reproductive (Fairclough 
1995b: 34), thus maintaining the dialectical 
relationship between social structures and social 
practice. This functional and critical linguistic study 
of advertising texts heightens sensitivity to 
language and its (mis)uses, poses a preliminary 
stage to cross-cultural communication and 
interdisciplinary studies, which themselves 
constitute promising research issues to overcome 
the simplistic account of Eastern vs. Western 
cultures, and provides useful insights into a 
multitude of issues, including symbolic power, 
social stereotypes, changes in social trends and 

attitudes, group and ethnic identity, cultural identity 
and iconicity, verbal art, and gender. Comparative 
studies in terms of diachronic perspective and 
different genres are also research areas worthy of 
further investigation. 
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Abstract 
This paper provides a chronology of the 
development of English for Specific Purposes 
(ESP) course material for international economics 
students at Ritsumeikan University. At first, a brief 
outline will be provided of the events that led to the 
establishment of a small material development team 
for the Communication and Writing 3 (CW3) 
course for second-year students at the university. 
The paper then explicates the rationale which 
underpins the creation of the material and focuses 
on the assessment of the material by one group of 
CW3 teachers (n=7) and the subsequent revision of 
the material that culminated in the creation of a new 
CW3 text.  
 
The latter section of the paper examines the 
assessment of the revised CW3 material by two 
classes of international economics students (n=32). 
Data was collected through an online questionnaire 
and semi-structured interviews. The paper 
concludes with a brief introduction to the on-going 
development of an online Autonomy Resource 
Center (ARC), which is being created to support the 
CW3 course and other courses at the university. It is 
hoped that this paper will provide insight into the 
practical aspects of ESP material development.  
 
Keywords 
Autonomy, English for Specific Purposes, Material 
Development 
 
Introduction 
Selecting appropriate course material for students 
can be frustrating. For teachers who have English 
for Specific Purposes (ESP) classes this often seems 
an impossible task due to the dearth of suitable 
material which matches their students’ needs. This 
paper outlines how ESP material for international 
economics students at Ritsumeikan University was 
developed. The author focuses on the material 
creation process, the reaction of teachers and 
students to the material, and how the ESP material 
has been refined. 
 

1 Background 
In 2006 an international economics course was 
established at Ritsumeikan University’s Biwako 
Campus in Shiga prefecture, Japan. Apart from 
fundamental economics subjects taught in Japanese, 
students also take English classes. In the first two 
semesters first-year students take the following 
skills-based English courses; Reading 1 & 2;  
CALL (Computer Assisted Language Learning)   
1 & 2; Listening 1 & 2; Communication and 
Writing 1 & 2 (see Figure 1). For these courses 
teachers usually use standard skills-based texts, or 
skills-based software (CALL 1 & 2). However, the 
focus shifts to English for Specific Purposes in the 
second year. 
  
 

 
 
 
Figure 1: Four-semester overview 
 
After conducting a needs analysis with faculty 
members, a small team of English teachers within 
the economics faculty developed the ESP material 
used for the Reading 3 & 4 (R3 & R4) and 
Communication and Writing 3 & 4 courses (CW3 
& CW4). This paper focuses on the material created 
for the CW3 course. 
 
1.1 Fostering Autonomy 
An important consideration when creating the ESP 
material was the need to foster learner autonomy. 
Benson’s assertion that “those who lack autonomy 
can develop it given ‘appropriate support’” 
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(2001:2) is fully supported by the material 
development team. 
 
   Kohonen (1992) and Little (1996) stress that 
autonomy implies ‘interdependence’ and thus, 
learner autonomy is fostered not in isolation, but 
through social interaction. Therefore, a major 
consideration when designing our ESP material was 
the need to create innovative material which 
requires students to work closely together. 
 
 
2 Material Development 
It is very difficult to find existing material which 
exactly fits the needs of our students (Johns, 1990). 
After researching the existing ESP material for 
students of economics it was felt that none of the 
material addressed our students’ specific needs and 
material development teams for the R3/R4 and 
CW3/CW4 courses were formed. 
 
   The use of material which is authentic and 
promotes self-direction are two of the chief 
characteristics of an ESP course (Carter, 1983; 
Gatehouse, 2001). The need to develop our 
students’ English ability through exposure to 
authentic material and the promotion of learner 
autonomy are two important elements which 
underpin the CW3 course. Our aim is to help 
students develop the English skills which they will 
need in the future, such as the ability to write 
academic essays (or reports) on topics related to 
international economics, and to present their 
research findings through formal academic 
presentations. 
 
   Since no suitable ESP material could be found, 
the CW3 team designed and created a CW3 text 
which includes 20 academic workshops. These 
workshops focus on academic writing and academic 
presentations. The academic writing workshops 
provide guidance on topics such as essay structure, 
in-text citation and referencing, and proofreading. 
In the presentation workshops students are given 
advice on topics such as body language, eye contact, 
presenting research data, and answering questions. 
 
   In addition to the CW3 text, supplementary 
material was created for the course. Three 
economics professors agreed to be videoed while 
they answered questions on fundamental aspects of 
economics such as supply and demand, opportunity 
cost, and the causes of economic inequality. A DVD 
lecture series on economics was also added to the 
course to give students the chance to explore 
authentic material. Additional support material was 
created and piloted during the first semester. After 

the pilot stage was completed the CW3 material 
was distributed to all CW3 teachers. This included 
the CW3 text, course notes, professors’ DVD 
comments, DVD scripts, comprehension and 
discussion exercises, and listening tests. After using 
the CW3 material for one semester, teachers were 
asked for their feedback. Their responses allowed 
the material development team to refine the CW3 
material that had been created. 
 
3 Teacher Feedback 
Teachers who used the first CW3 text (n=7) were 
asked for their comments on the text and the 
support material at the end of the course. Their 
comments were collected using an online survey 
site (Surveymonkey.com) and were followed up by 
informal interviews. Their responses were analyzed 
using a grounded theory approach (see Radnor, 
2002). 
 
   An overwhelming majority of teachers (n=6) 
provided positive comments about the CW3 text 
and other material. However, they felt that the DVD 
lectures were more useful than the videos of the 
economics professors. The positive aspects of the 
supplementary material are summarized below: 
 

• Useful DVD material 
• Video material provided salient examples 

of good body language 
• Discussion questions facilitated class 

debate 
• Students appreciated seeing their professors 

speak English 
• Interesting to teach 

However, there was one teacher who said that the 
material was not useful at all and he stated that the 
material was far too difficult. His comments serve 
to highlight the fact that material creation cannot 
please everyone. 
 
4 Initial Refinements 
After analyzing the teachers’ feedback, the CW3 
text was rewritten and the support material was 
revised. The main refinements focused on making 
material for the CW3 text which was easier to use 
in class. Several practice listening tests were also 
created to give students listening support for both 
the formal DVD lectures and the TOEIC test.  
 
 
5 Student Feedback 
The refinements above culminated in the creation of 
a new CW3 text and support material. At the end of 
the 2008 spring semester, two classes of 
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international economics students (n=32) were asked 
for their feedback on the CW3 course and the 
material they used. The data was collected through 
an online questionnaire and semi-structured 
interviews. Analysis was conducted using a 
grounded theory approach.  
 
   The students’ comments about the course were 
generally very positive. In contrast to the English 
teachers, many students stated that they liked to see 
their Japanese professors speaking about economic 
themes in English as they found this extremely 
motivating. Their feedback on the CW3 textbook 
was also positive. Typical comments were as 
follows: 
 

• “The text is very useful for me to use 
English in future.”  

• “I can understand more than textbook of 
CW1 and CW2.” 

 
There was, however, mixed reaction to the formal 
DVD lecture material: 
 

• “The DVD lecture for note-taking is a little 
difficult.” 

• “The DVD lecture is too difficult!” 
• “We have to listen to the DVD carefully. It 

is nice for us.” 
• “The DVD lecture was very difficult, but I 

realize that I should study English more 
through that DVD, so that was good, I 
think.” 

 
It should be noted that the students with 
comparatively higher TOEIC scores were far more 
positive about the CW3 material (especially the 
DVD lectures) than the students with comparatively 
lower TOEIC scores. The students’ comments 
resulted in further refinement of the CW3 text and 
support material.  
 
6 Building the ARC 
Following the feedback from the teachers and the 
students it was clear that further material 
development was necessary. Many students 
commented that they want to review the DVD 
material in their own time after class. They also 
commented that they want to have online access to 
additional material which would help them improve 
their listening ability and their test-taking 
techniques. 
 
   The feedback from the teachers and students 
acted as the catalyst for the creation of an online 
autonomy supportive resource center (ARC). The 

conceptual framework for the ARC became a reality 
when the ARC research team was awarded a 
research grant by the Japanese Ministry of 
Education, Culture, Sports, Science and 
Technology (MEXT). With the help of MEXT 
funding, course material was created and designed 
using the Moodle platform.  Moodle was chosen 
because of its underlying social-constructivist 
philosophy (Moodle, 2009: para. 1). The Moodle 
platform allows course administrators and designers 
to control and develop the online environment. 
Through the ARC, CW3 students now have access 
to video content, listening tests, essay guidelines, 
TOEIC practice tests, and other online self-study 
material. Figure 2 provides an overview of the 
available ESP material for the CW3 course.  
 

 
 
 
Figure 2: ESP Material Overview 
 
 
The ARC is also being woven into two new CALL 
courses for first-year students. Through the 
integration of the ARC into these new courses 
students are being encouraged to take part in 
simultaneous online discussions and asynchronous 
online forums. It is hoped that these developments 
will lead to the creation of new ESP material aimed 
at providing further online support and, perhaps, 
even for a totally independent online course. 
 
7 Conclusion 
The development of ESP material requires time, 
funding, and dedicated colleagues. In order to 
create effective and engaging resources, educators 
need to be aware of the limitations of the material 
they create. Therefore, reassessment of the material 
through consultation with teachers and students is 
essential. By involving the stakeholders in the 
feedback process, material developers can provide 
innovative ESP material that teachers and students 
will use. It must be borne in mind that effective 
material development is an ongoing process. 
Considering the changing technological and 
pedagogical landscapes, we should constantly be 
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challenging ourselves to create even better material. 
 
References 
 
Benson, P. (2001). Teaching and researching 

autonomy in language learning. London: 
Longman. 

 
Carter, D. (1983). Some propositions about ESP. 

The ESP Journal, 2, 131-137. 
 
Gatehouse, K. (2001). Key Issues in English for 

Specific Purposes (ESP) Curriculum 
Development. The Internet TESL Journal, 
Vol. VII, No. 10. Retrieved May 2, 
2009 http://www.iteslj.org/ 

phy

 
Johns, G. (1990). ESP textbooks: Do they really 

exist? English for Specific Purposes, 9, 
89-93. 

 
Kohonen, V. (1992). Experiential language 

learning: second language learning as 
cooperative learner education. In Nunan, D. 
(ed.), Collaborative language learning and 
teaching (pp.14-39). Cambridge: CUP.  

 
Little, D. (1996). Freedom to learn and compulsion 

to interact: promoting learner autonomy 
through the use of information systems and 
information technologies. In Pemberton, R. 
et al (eds.), Taking Control: Autonomy in 
Language Learning (pp. 203-218). Hong 
Kong: HKUP. 

 
Moodle. (n.d.). Philosophy. Retrieved May 2, 

2009. http://docs.moodle.org/en/Philoso
. 

Radnor professional 
practice. Buckingham: OUP.  

 

 
, H. (2002). Researching your 

 

Proceedings of the 14th Conference of Pan-Pacific Association of Applied Linguistics

138

http://www.iteslj.org/
http://docs.moodle.org/en/Philosophy


Effects of Review Activities on EFL Learning  

 

Hsiao-fang Cheng1 & Nina Chiulan Lin2 
 

1Language Center, National United University, 2Department of Applied Foreign Languages, Takming 
University of Science and Technology 

1hfcheng@nuu.edu.tw; 2ninachiulan@yahoo.com.tw 

 
Abstract 
The utmost goal of foreign language instruction is 
aimed at helping the learner master the language. 
At the same time the learner shall become equipped 
with linguistic, pragmatic and social-linguistic 
competence. This study was done to explore if 
review activities in EFL classes should be 
mandatory for learners to learn the new knowledge. 
One hundred and fifty non-English majors 
participated in this study. They were divided into 
three groups, two as experimental groups and one 
as the control group. Group A received written 
review treatments whereas Group B received oral 
review treatments once every three weeks. Group C, 
the control group, did not receive any review 
activities after the lessons were taught. At the end 
of the semester, all the participants received a 
post-test on what they had learnt. The results 
showed that the participants in Group A (written 
review) and Group B (oral review), performed 
substantially better than the control group. A 
significant difference in gained scores was found 
between the control group and the experimental 
groups, indicating that providing review 
opportunities is both necessary and helpful for 
achieving the learning outcomes, i.e., the retention 
of new knowledge. Drawing on the finding, some 
pedagogical suggestions were made.    
 

Key words: review activities, linguistic 

competence, learning outcome 
 

1. Introduction 
Foreign language instruction is directed at 

helping students to gain linguistic competence in 
terms of phonology, vocabulary, syntax, and 
functions of the target language, and above all, 
pragmatic and socio-linguistic competence which 
is the use of the new knowledge in real-world 
communication (Hughes, 2003). In many foreign 
language learning settings, the target language is 
unfortunately not widely used in the community 
where the learning takes place. Foreign language 
learners receive instruction and are given 
opportunities to practice only in the classroom. 
Usually classroom instruction focuses on the forms 
and structures of the language within the context of 
communicative interaction. Indisputably, 
instruction becomes a series of cooperative 
activities between teachers and students (Yu, 2002). 
Teacher-student interaction promotes the 
acquisition and internalization of new language 
forms that are characteristic of EFL learning 
activities.  

In many EFL teaching situations, teachers tend 
to make professional decisions to ensure that 
learning takes place effectively and are expected to 
take control of the teaching processes in their 
classrooms (Nunan & Lamb, 1996). Learners seem 
to learn what has been taught; however, it is not 

Proceedings of the 14th Conference of Pan-Pacific Association of Applied Linguistics

139



certain that they learn everything that they are 
taught. Even though something is taught or made 
available for them to absorb, it does not mean that 
the learners will digest it right away. This is 
especially true for under-motivated non-English 
majors who study English as a subject instead of a 
language. They have not had a chance to use 
English for real-life communication; how can they 
progress to a level deeper than what has been 
presented to them? Therefore, what in-class 
activities should teachers provide to help students 
master the target language? Drawing on Output 
Hypothesis (Swain & Lapkin, 1995), Interaction 
Hypothesis (Long, 1996), and Noticing Hypothesis 
(Schmidt, 2001), the researchers attempt to 
investigate if it is mandatory to provide in-class 
review activities, either in written or spoken form, 
to promote learner’s learning outcome, and most 
important of all, what kind of review opportunities 
contribute the most to student’s learning 
performance.  

 
2. Literature Review 

Output Hypothesis (Swain & Lapkin, 1995) 
provides a detailed description of each component 
stage and depicts the interrelated and dynamic 
processes of language acquisition. The model 
proposes five stages during the learners’ conversion 
of input to output. Noticing Hypothesis (Schmidt, 
2001) stressed language awareness and language 
restructuring. In the course of interaction, learners 
learn to identify the differences between the input 
and their own output. Through practice they 
convert the noticed items into acquired items and 
restructure them in oral or written tasks -- they use 
them productively. In the early stages of L2 
development, ideas are separate units and the only 
link between them is their common reference to a 
given topic (Ellis, 1997). The result of restructuring 
is often reflected in what is known as U-shaped 

behavior (Gas & Selinker, 2001). U-shaped 
behavior refers to three stages of linguistic use. 
Error frequency follows a low-high-low pattern as 
development takes place. In the earliest stage, a 
learner produces some linguistic forms that 
conform to target-like norms (i.e., is error-free). At 
Stage 2, a learner appears to lose what was known 
at Stage 1. The linguistic behavior at Stage 2 
deviates from his native language form. Stage 3 
looks just like Stage 1 in that there is again correct 
target language usage (Ellis, 1990; Gass & Selinder, 
2001).  

Clark and Clark (1977) stated that exact 
wordings are only stored for very short periods of 
time and unless actively rehearsed, are lost very 
quickly. Schematization of knowledge occurs when 
learners are required to think about the material at a 
deeper level in terms of how concepts inter-relate 
(Herbert & Burt, 2003). Drawing on the U-shaped 
learning behavior, learners need to review the 
newly absorbed knowledge so as to convert it into 
generalized conceptual knowledge. Studies showed 
that good EFL learners pay close attention to the 
formal properties of the target language (Ellis, 
1994), attend to form and monitor one’ s own and 
others’ speech (Reiss, 1985), as well as pay 
attention to how the target language is used 
(Stevick, 1989). It is obvious that the more the new 
knowledge is schematized, the better the output 
results. However, what is the best method to 
enhance the schematization of new knowledge? 
Ding (2007) conducted an interview with three 
university English majors and documented text 
memorization and imitation as the most effective 
methods of learning English. In Ding’s study the 
participants are highly motivated in learning 
English, so they are willing to memorize the texts. 
For those under-motivated learners, whether rote 
learning is an appropriate and interesting method to 
motivate learning is worth pondering. Therefore, 
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the researchers, speaking from their personal 
experience, propose an alternative method -- 
in-class review activities after lecturing—with the 
prospect of promoting learner’s motivation and 
learning outcome. It is hoped that such activities 
can be good ways to improve learners’ 
comprehension and memory. 

The following research questions will be 
addressed. 

(1) Is it mandatory to provide review 
activities to enhance students’ learning 
outcome? 

(2) Which review activities, written or oral, 
contribute to the excessive acquisition of 
new knowledge? 

(3) What were students’ attitudes toward and 
their perceptions on the provision of 
review opportunities after oral teaching?  
 

3. Method 
3.1 Participants 

One hundred and fifty non-English majors 
participated in this study. Their average age was 
19.2 years. All of them had 8.1 years of learning 
English as a foreign language at school in Taiwan. 
None of them had been to English speaking 
countries. 

3.2 Instrument and Design 
Three contextualized dialogues on interviews 

and three short stories were utilized as teaching 
materials. A TOEIC practice test serving as pre-test 
and a criterion-referenced test based on the 
teaching materials were utilized to gather data for 
the investigation.  

The participants were divided into three 
groups based on their academic majors. The pretest 
results showed that the three groups in the study 
were indeed homogeneous in terms of English 
language ability (df=2, F=0.000, p>0.05). 

3.3 Procedures 

The three groups received a pre-test at the 
beginning of the treatment and a post-test. 
According to Wu and Lin (2000), the interval 
between each review cannot be too long or too 
short. It was decided that Group A and B be given a 
review opportunity once every three weeks. 
However, the control Group C did not receive any 
review activities. Group A received a written 
review; Group B received an oral review. In the 
thirteenth week all the subjects took the post-test 
without prior notice.  

Paired t-tests were used to analyze the results 
of a ‘before’ and ‘after’ treatment. After the 
post-test all the subjects completed a post-exercise 
survey concerning their attitudes toward and 
perceptions of the treatment. 

 
4. Results and Discussion 
4.1 Statistical Results and Discussion 

A one-way ANOVA analysis was applied to 
see whether a significant statistical difference was 
found in the post-test scores among the three 
groups. A significant statistical difference was 
found in the post-test scores among the three 
groups (F=12.933, df=2, p=0.000), indicating that 
the treatment did influence subjects’ learning 
outcome.  

The Scheffe test revealed that after the 
treatment there was a significant statistical 
difference between Group A and Group C as well 
as between Group B and Group C. These findings 
indicated that review opportunities, whether oral or 
written, did facilitate learner’s memory and output. 
Group A and Group B performed similarly, and that 
each of these groups performed better than Group 
C. This difference could be a result of practice 
effects for Group A and B as the material taught 
was repeated once every three weeks for a total of 
three times before the post-test. On the contrary, 
Group C did not have any review opportunities. 
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The mean score of Group A was somewhat 
higher than that of Group B, suggesting that written 
review activities appeared to facilitate the 
internalization of language or memory slightly 
better than oral review activities.  

Results of the paired t-tests showed that the 
gained scores in Group A and B between pre-test 
and post-test was statistically significant, indicating 
that learners in Group A and B truly progressed 
after the treatment. However, for Group C, no 
significant difference was found between the 
learners’ pre-test and post-test mean score 
(p=0.162), indicating that learners in Group C did 
not improve their English ability to a significant 
level after oral teaching. It can be inferred that 
giving instruction with subsequent review activities 
is necessary in EFL classes.  

To sum up, subjects receiving three review 
activities did perform better in the post 
achievement test, and it is concluded that review 
opportunities did facilitate the subjects’ memory 
and output. Research Question One and Two can be 
considered answered with the following statement: 
Review opportunities promoted subjects’ memory 
and output and written review activities appeared 
to facilitate better achievement. A possible 
explanation is that learners in the experimental 
group had chances at regular intervals to recall 
what had been taught, so new knowledge was less 
likely to be forgotten. It is likely that knowledge 
that had been reviewed several times could have 
been processed at a more profound level and then 
converted into intake and integrated into the 
learners’ developing foreign/second language 
learning system. Therefore, learners could 
successfully retrieve the needed knowledge in their 
output, leading to a higher performance outcome. 

It was also found that the performance result 
of Group A showed evidence of U-shaped behavior. 
The average score of the first review test was 83; 

the second review test 63; the third test 62 and the 
post achievement test 71. A backsliding 
phenomenon, i.e. deviated output, was found in the 
second and third review tests. But in the 
post-achievement test, the members of this group 
tended to produce more target-like responses as 
they had in the first test. 

4.2 Results of the Post-exercise Survey  
Question 1 was “Do you think providing 

review activities in class after oral teaching help 
you remember what had been taught? Why?” All 
the participants in the experimental groups stated 
that reviewing the learned material regularly and in 
different formats did help them a lot. Ninety-six 
percent of the participants admitted that they would 
not have reviewed the lesson on their own after 
instruction; therefore, the review opportunities 
helped them recall the newly acquired knowledge 
when they were about to forget. They further 
mentioned that they could remember the content 
better than the syntactic structures and vocabulary. 
To master the linguistic forms, they needed to 
practice several times.  

All the participants in the control group 
admitted that they would not have reviewed the 
lesson on their own if they did not have a quiz on 
what they had learned. They agreed that they could 
learn well under a little pressure and believed that 
review opportunities if given would have promoted 
their learning outcome. 

Question 2 was “Why didn’t you perform 
substantially better in the post-test?” All 
participants in the control group stated that they 
could not remember very well what had been 
taught in class because the interval between 
instruction and post achievement test had been too 
long. Ninety-six percent of them mentioned that 
they had only a vague idea about the content and 
they could not remember the detailed information, 
the syntactic structure or vocabulary, because they 
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did not review what was taught immediately after 
class.  

 

5. Conclusion  
    This study has provided some relative 
answers to improving learning outcomes. The 
results revealed that reviewing what had been 
taught at regular intervals after instruction 
promoted learners’ performance and written review 
facilitated better recall of information taught than 
oral review. No review activities available after the 
instruction led to poor retention of information 
taught. It was found that U-shaped learning 
behavior and practice effects did occur in the 
process of learning. Generally speaking, learners 
had positive attitudes toward review activities after 
oral teaching and preferred reviewing in different 
formats.  

 
6. Pedagogical Implications 

The practical goal of this study is to 
investigate whether providing review opportunities 
in class is likely to enhance learning outcomes. 
Drawing on the results of this study, some 
pedagogical implications are proposed.     

First, it is necessary to provide review 
opportunities after lecturing. Second, providing 
review opportunities in different formats avoids 
boredom and promotes some measure of success 
and motivation. Third, the most appropriate 
number of reviews ranges from two to three times, 
time permitting. If time is not available, as 
U-shaped behavior suggests, reviewing the new 
information at least once is mandatory. 

There was only one group of Chinese 
technical college students participating in this study. 
The results presented in this paper cannot be taken 
as conclusive and definitely do not allow for 
generalization.  
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Abstract 
 

The purpose of this study is to find out the 
factors of teaching stresses from native English 
teachers who are working at a Korean university. 
These days, college English education managed by 
inviting native English teachers becomes popular. 
In this situation, it is important to figure out how to 
increase efficiency of English education conducted 
by native English teachers. Therefore, as one of the 
methods to manage native English teachers, this 
survey focused on the teaching stresses by taking a 
survey toward 26 native English teachers who 
engaged in N university. 

 
 

Introduction 
 

This study set its focus on stress of native 
English teachers when they could feel in their 
teaching. To investigate the stress, this study took a 
survey toward 26 native English teachers working 
in N university in Korea. Main purposes of this 
study can be suggested as following;  

 
1. To find out amount of teaching stress of 

native English teachers and divide the stress 
into factors by factor analysis. 

 
2. To divide the participants into groups by their 

personal background and figure out trend of 
stress 

 
 
1. Literature Review 
 
1.1. Current Situation of the inviting native  

English teacher program. 
 

Native English teachers have been working in 
Korea since 1976. At that time, about 200 young 
English speakers from USA, who were affiliated 

with America Peace Corps, were dispatched to 
middle and high schools all around Korea. After 
that, through the Fulbright program of 
Korean-American Educational Commission, about 
30 English natives with certain qualifications 
(under 30 with B.A. degree) had dispatched to 
schools in Korea every year since 1992. In 1997, 
with the Plan of Inviting & Utilizing Native English 
Assistant Teachers was established by Ministry of 
Education, the program has conducted actively 
since 1998. 
Looking into the number of invited Native 

teachers in Korea per each year, the number of 
teachers has rapidly soared until 1997. As Korea 
began to be under management of International 
Monetary Fund(IMF) from 1997, the number of the 
natives decreased. After recovering economical 
crisis, as demands for improving English 
communication abilities began to elevate, the 
number of native English teachers was also 
increased and it reached to 2,294, officially 
registered in EPIK(Ministry Of Education & 
Human Resources Development, 2007). 
However, beyond officially registered Native 

English teachers, there were more English natives 
who individually came to Korea with the purpose of 
teaching English conversation. In 2006 the number 
of unregistered native English teachers was 12,560, 
which accounted for 91.5% of all the natives with 
E-2 Visa and about 10,000 more than that listed in 
EPIK at the same year, (Ministry Of Education & 
Human Resources Development, 2006a; 2006b). In 
addition, there were 29,263 natives without E-2 
Visa, who staying in Korea with the purpose of 
teaching English conversation and that was about 
16,000 more than the number of aforementioned 
data. Thus, much more English natives were 
expected to work in Korea as English teachers. 
Recently, there were 35,457 native English teachers 
who dwelled in Korea in 2008(Korea Immigration 
Service, 2008). 
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1.2 Current Situation of managing native  

English Teachers 
 

Looking into the management guideline for 
native English teachers, which provided by 
EPIK(Ministry Of Education & Human Resources 
Development, 2005), while it mainly mentioned 
external conditions such as invitees’ qualification, 
residence, salary and working hours for the 
program manager, it didn’t contain internal 
information such as difficulties which native 
English teachers would face with in their daily life 
and stress when they would feel in teaching. 
Referring preceding studies dealing with teachers’ 
stress (Blasé, 1986; Koh & Kim, 1994; Mark & 
Richard, 1991a, 1991b; Shin, 2004), they presented 
that teachers’ stress affected teaching and 
relationships between students and teachers. Based 
on the result, it can be elicited that native English 
teachers’ stress is not only one of the main factors 
which influence their teaching, but also related to 
the efficiency of the inviting native English teacher 
program. 
 
 
1.3 Teaching Stress 
 

Teaching stress, change of teacher’s 
psychological stability with physiological change, 
happens as a result of teacher’s activities. Also, it 
means the stress when teachers recognize outside 
demands as threats to their psychological stability 
or their self-esteem.  

Kyriacou and Sutcliffe(1978) suggested that 
teachers feel stress due to students’ motivation to 
study, school, work, students’ insincere attitude to 
teachers, students’ disorder, working conditions, 
troubles with colleagues, quality of classes. Also, 
Litt and Turk(1985) pointed out that when teachers 
encountered a problem threatening their present 
situations, they feel stress and negative feelings if it 
requires much more ability than what they 
originally have. 

Considering aforementioned results, teachers’ 
stress influences negative effects not only on 
themselves, but also on the relationships between 
students and teachers(Kelly & Berthelson, 1995; 
Kim & Shin, 2000). 

Since studies on native English teachers’ stress 

have not conducted widely, it is hard to apply the 
results of studies mentioned above, which mainly 
set their focuses on kindergarten teachers, to this 
study. However, main elements, which influence 
teachers’ stress, suggested in the studies,  
Students’ Attitude(Kyriacou & Sutcliffe, 1978) and 
Great Pressure for Teaching and Extra 
Work(Korean Federation of Teachers' Association), 
are supposed to be commonly applied to all the 
people working in education field regardless of the 
age og their students. 

Therefore, based on the results supporting that 
teachers’ stress affects huge influence on teachers’ 
teaching and the relationships with students, it can 
be possibly predictable that native English teachers’ 
stress also can influence their teaching. 

 
 

2. Methodology 
 

A survey was carried out with 26 native English 
teachers engaged in N university in Korea to find 
out stress factors in their teaching. The 
questionnaire was consisted of questions selected 
from preceding studies(Caplan, Cobb & French, 
1975; Davison & Cooper, 1983; Kim, 1991; Kim, 
1997) dealing with teachers’ stresses and working 
stresses. Questions about teaching stress were 
collected from Kim(1991)’s and Kim(1997)’s 
studies. Questions related to teaching were selected 
among questions asking working stresses gathered 
from studies of Caplan et al. (1975) and Davison 
and Copper(1983). After deleting similar questions 
from all the collected questions, the questionnaire 
was consisted of 56 questions.   

 

 
3. Results and Discussion 
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<Figure 1>, which presents results of the 
survey, shows eight categories of teaching 
stresses(student, supervisor, environment, 
coworker, treatment, teaching ability, physical 
and psychological) sorted by factor analysis. 
Average of all the questions was 1.49 which 
means that participants hardly felt stress in 
their teaching. Reason behind this could be 
found in participants’ unique background. All of 
them worked in same university managed by 
Christian foundation. So, they are all 
Christians and most of them had strong 
passion in their teaching. Consequently, the 
reasons why the participants felt little stress in 
their teaching can be found in their religious 
background and working motivation. 

Participants felt the highest stress in the 
teaching ability factor(3.23). It means that 
most of participants recognized their 
insufficiency and were not satisfied with their 
teaching ability. Quick and Quick(1984) 
insisted that the acceptable stress can facilitate 
tension and efficiency in working and take the 
positive role. Based on that, stress of teaching 
ability can be sorted as a positive stress. 
Therefore participant didn’t feel much stress in 
their teaching except a positive stress, teaching 
ability’ which encourage participants’ tension 
and motivation in their teaching. 

 
 

To find out differences of the teaching stress 
tendency according to personal backgrounds, the 
participants were divided into 2 groups in 
accordance with 5 categories(sex, age, period of 
residence in Korea, teaching experience, salary).  

As each Category was consisted of two groups, 
the number of groups was 10. <Figure 2> presents 
the results of the teaching stress tendency. Criteria 

for age, period of residence, and salary was set 
based on average of the participants(age=40; 
residence period=4 years; salary=2,100thousand). 
In case of teaching experience, since there were 
huge differences among all of the participants, 
accumulative number of the participants was 
applied as a criterion.  

Comparing the teaching stress of each group, the 
group of male(sex), under 40(age), under 4 
years(period of residence), and under 6 
years(teaching experience) felt higher stress than 
other groups. In case of salary, someone who got 
more salary felt more stress because salary was in 
direct proportion with the time of class.  

 
 

4. Conclusion 
 

Summing up the results, categories of teaching 
stress could be sorted as student, supervisor, 
working environment, coworker, treatment, 
teaching ability, physical and psychological factors 
by factor analysis. Among the categories, stress of 
teaching ability showed the highest point(2.68) and 
stress of treatment showed the lowest point(1.48). 
Analyzing differences of stress tendency between 
two groups   in each category, which were divided  

 
 

by the participants’ personal background, stress 
tendency became higher when participants were 
younger, had shorter residence period, less teaching 
experience. Only salary was in indirect proportion 
with the stress. 

Inviting native English teacher program requires 
a lot of costs to provide them with habitation, 
airline fee and monthly salary. Therefore, to 
produce decent output of this program, it is needed 
to carry out studies focused on how to raise 
efficiency and quality of this program. Based on the 
results of this study, this researcher set two research 
goals to expand domain of this study.  

<Figure 2> differences of teaching stress 
tendency according to personal backgrounds 
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constructing sociocultural and individual aspects of the self
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Abstract
Pang (2005) examines a cluster of English 
constructions under the rubric partitive-self 
constructions. The primary function of these 
constructions is to single out a certain aspect of 
a person’s self for comment, evaluation, and/or 
reflection, whether by the person herself or by 
others. Two such constructions are the ‘N in me 
V-ing’  and ‘my N V-ing’ constructions. This 
paper argues that  these constructions also fulfill 
their identity-construction function differently. 
Looking at  the types of nouns which typically 
participate in these constructions and the 
interaction between the nouns and their 
determiners, I propose that these constructions 
are basically complementary. They function as 
resources for constructing and asserting different 
aspects of a person’s self. ‘N in me V-ing’ tends 
to assert/construct more socioculturally based 
aspects of a person’s self, whereas ‘my N V-ing’ 
tends to assert/construct  more individual-based 
aspects of a person’s self.

Keywords
par t i t ive-se l f cons t ruct ions ; se l f - ta lk ; 
sociocultural and individual identities; 
Construction Grammar

1 Introduction
Pang (2005) identifies a cluster of constructions 
in English which he calls partitive-self 
constructions. Constructions being symbolic 
items, in that they are not meaningless syntactic 
patterns, but have symbolic properties inherently 
associated with them (Lakoff 1987; Langacker 
1987; Goldberg 1995; Taylor 2002; inter alia), 
the primary pragma-semantic function of this 

cluster of constructions is to draw attention to a 
certain part of a discourse participant’s self 
(typically the speaker herself1) which the 
speaker considers relevant to the communication 
at hand. Examples are:

(1a) It is his arrogance speaking.
(1b) Grrrr. (Yes, that was my stomach talking.)
(2a) That’s the purist in me talking.
(2b) thats the fangirl in you speaking.
The constructions can be broadly divided 

into two main types, according to the structure 
of the nominals, i.e., whether it consists of a 
possessive determiner such as my, her, etc., as in 
(1), or a postnominal locative with a personal 
pronoun such as in me, in him, etc., as in (2). 
These are given the rubrics of the ‘my N V-ing’ 
and ‘N in me V-ing’ constructions (Pang 2005).2

By focusing the hearer’s attention on that 
part of the discourse participant’s self (in 
particular the speaker herself), the speaker 
signals to the hearer that  it  is that aspect of the 
person to which he should predicate what is 
being said, rather than the person as a whole. 
Any evaluation the hearer might have of what  is 
said by the discourse participant  should thus be 
made with this “caveat” in mind. These aspects 
of the speaker being attended to can range from 
the social or professional roles which she 
instantiates to her emotional or physical states. 
The invited inferences are thus:

• the discourse only represents what the 
speaker thinks in the capacity of a certain 
social or professional persona, or as a result 
of being under the influence of certain 
physical or psychological experiences;

• by isolating the focal aspect for reflection, 
the speaker is indicating that  she herself is 

1 In this paper, to avoid sexist language, I have adopted the practice of using the feminine to refer to the speaker, 
agent, experiencer, etc., and the masculine to refer to the hearer, patient, etc., in the case of indeterminate gender, 
after Sperber & Wilson (1986).

2 Other constructions in the cluster having basically the same cognitive and pragma-semantic properties include 
those instantiated by utterances such as The devil in me made me do it and It was my head that said, “Don’t be 
silly!”
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aware of the possible ramifications of the 
discourse, and

• if it  can be perceived as potentially 
disagreeable to the hearer, her awareness 
includes that as well. 

One basic pragma-semantic function of these 
constructions is thus to distance the discourse 
participant from what is being said.

Further to Pang (2005), which discusses the 
overall constructional, cognitive-grammatical, 
and pragma-semantic properties of the 
construction-cluster, this paper focuses on the 
types of nouns which tend to participate in the 
two constructions, i.e., the types of nouns which 
are differentially attracted (in the sense of 
Stefanowitsch & Gries 2003) to the N-slots in 
[DET:POSS N] and [the N in PRO:PER]. It 
turns out that  [DET:POSS N] tends mostly to 
attract nouns designating psychophysical states, 
e.g., my hangover, your paranoia, my maternal 
instinct, while [the N in PRO:PER] tends mainly 
to attract nouns designating sociocultural/
professional roles and constructs, e.g., the 
cynicism, the environmentalist, the accountant. 
Based on these findings, I will argue that

• the ‘my N V-ing’ construction tends to 
serve the function of asserting/constructing 
an aspect  of the person’s self which is more 
individual-based; whereas

• the ‘N in me V-ing’ construction tends to 
serve the function of asserting/constructing 
an aspect  of the person’s self which is more 
socioculturally based.

That is to say, although both constructions serve 
the overall purposes of identity-construction and 
identity-enactment, they tend to do so in 
different  domains and hence attend to different, 
viz. sociocultural vs individual, aspects of a 
person’s self. Thus, the two are basically in a 
quasi-complementary relation.

2 The data
2.1 Methodology of data collection
The data reported in Pang (2005) were collected 
from the Internet using the Google search 
engine (www.google.com). Searches were 
conducted on all the paradigmatic combinations 
of the variables in the constructions. For 
example, for the ‘my N V-ing’ construction, 
searches were made with strings consisting of 
combinations of {this/that/these/those/it} {‘s/is/
are/was/were} {my/your/his/her/our/their} {*} 
{speak-/talk-/say-/tel l-}ing}.  The same 
procedure was used for the ‘N in me V-ing’ 
constructions. The sampling size for each was 
70. For the present paper, this search was 

replicated in the first  half of 2009. Although 
content on the Internet has certainly changed 
since 2005, results from the current  collection 
indicate that, though individual items might 
appear or disappear, the overall noun-type 
distribution tendencies have largely remained 
the same, across all relevant combinations of the 
variables, i.e., the possessive determiner (my/
your/his/her/our/their) and the noun in ‘my N V-
ing’, and the noun and the personal pronoun 
(me/you/him/her/us/them) in ‘N in me V-ing’.

Furthermore, a separate search using a larger 
sampling size of 250 each (consisting of the first 
250 unduplicated hits) was conducted for the 
strings [this is my N talking] and [this is the N in 
me talking]. This is for the purpose of gaining a 
more comprehensive picture of the noun-type 
distribution of the constructions. For calculating 
the respective incidence of the nouns and noun-
types, head noun lemmas are counted in the case 
of complex nominal structures, e.g., eco-friendly 
side. The first-person singular variable was 
chosen because it is found to be more frequently 
attested than the other variables (cf. Pang 2005). 
The ensuing discussion will thus be illustrated 
with 1sg examples collected from this search.

2.2 Operational definitions
The scheme used in Pang (2005) for classifying 
the types of nouns which participate in this 
construction-cluster denotes the following 
domains:

• Mental. These include psychological, 
emotional, and affective states, e.g., ego, 
fear, intuition, typically with a more acute 
sense of subjective experientiality;

• Physical. These include body parts and 
bodily conditions, e.g. heart, head, 
sickness, hangover;

• Sociocultural constructs. These include 
reified/personified constructs such as Irish,
2 demon, Christ, Buddha, and abstract 
constructs such as pessimism, values, 
morality, hopelessness;

• Sociocultural roles (which the current 
paper replaces with the more general term 
of ‘sociocultural personæ’). These include 
kinship, ethnic, ideological, institutional, 
and professional personæ, e.g. mother, 
realist, cynic, psychiatrist;

• Artifacts functioning as metonyms, e.g. 
medication, suits, Unix.

The current paper adds a sixth domain which 
pertains to nouns denoting personal experiences, 
history, and abilities, etc. In establishing 
operational definitions for these category labels, 
Pang (2005) notes that there is some difficulty in 
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categorizing nouns other than those designating 
physical states, physiology, and artifacts-as-
metonyms, for several reasons. On the one hand, 
nouns designating psychological states/
constructs are often ambivalent  when they 
appear in different constructional and/or 
discoursal contexts. For example, pride could be 
referring to an abstract construct when 
appearing in an utterance like That was the pride 
in him talking, but  could arguably be referring to 
a mental state in That’s his pride talking just 
now; not him. On the other hand, an abstract 
construct and an agent  attributed with that 
construct present a different  problem because of 
their mutually defining relation: “Such an agent 
(e.g. a pessimist) would have to embody, and 
hence instantiate, the construct (e.g. pessimism) 
to be so deemed, while conversely speaking, the 

construct pessimism cannot be defined or 
conceptualized without appealing to a human 
agent  that embodies it” (Pang 2005: 8). To 
resolve the issue, Pang’s (2005) categorization 
appeals to foregrounding as a criterion: “Where 
the designatum as a coherent body of belief(s) 
about a particular aspect of the socioculture’s 
worldview is foregrounded, the noun [is] 
considered a ‘sociocultural construct’ (e.g., 
cynicism); where the type of person as an 
individual intentional agent who instantiates 
such a construct  is foregrounded, it [is] 
considered a ‘sociocultural persona’ (e.g., 
cynic); and where the state/experience which an 
individual intentional agent  is undergoing is 
foregrounded, it [is] categorized under 
‘mental’”. (Pang 2005: 8).

Table 1. Incidence of head nouns in [my N]
incidence nouns

13 heart
7 experience; side
5 gut; brain; self; instinct;
4 inexperience; background; bias; ignorance; ego; intuition; OCD; paranoia; memory;
3 hormones; butt; syndrome; ghost; upbringing; nature; subconscious; anger; logic; mind; 

emotion; depression; lawyer;
2 flesh; youth; age; degree; sense; anxiety; soul; spirit; disorder; imagination; blood; 

Americanness; Scorpio; eye
1 head; penis; pregnancy; boner; illness; body; ass; face; anesthesia; beard; sickness; stomach; 

dying; hangover; taste buds; MBA; roots; MFA; class; knowledge; prowess; creativity; 
teenybopper; birthday; persona; voice; jealousy; frustration; conscience; grief; kink; naivety; 
insecurity; unbelief; pettiness; skepticism; cynicism; belief; thinking; idiocy; fetish; crush; 
stupidity; filter; excitement; consciousness; personality; hindsight; fever; exuberance; shame; 
curiosity; perfectionism; neurosis; fear; addiction; trekkie; fan; fiancé; behaviorist; Daemon; 
fanboy; dh; realist; twin; affinity-build; student; hat; pessimist; mom; therapist; dad; fanboyism; 
bachelorhood; fandom; geekgasim [sic]; Capricorn; house; node; ideology; Americanism; 
prudishness; child; religion; worldview; practice; Te; ethics; perspective; rights; baggage; 
partisanship; generation; privilege; Rheumy; pouch; mask; wallet; ball; dolly

3 Results
3.1 Noun-type distribution of [my N V-ing]
All six types of nouns mentioned above (2.2) are 
found for this construction. Table 1 lists the head 
noun lemmas attested according to incidence. In 
terms of frequency, ‘mental’, ‘personal history/
ability’ and ‘physical’ nouns predominate 
(31.6%, 26.8%, and 20% respectively). 
‘Sociocultural construct’ and ‘sociocultural 
persona’ nouns are much less frequent by 
comparison (11.6% and 7.6% respectively), and 
‘artifact-as-metonym’ nouns are rare (2.4%) (see 
Table 2). A Chi-square goodness-of-fit  test 
shows the results to be highly significant 
(χ2=97.23, df = 5, p<0.0001).

3.2 Noun-type  distribution  of [the N in me 
V-ing]

Table 3 lists the head noun lemmas according to 
incidence. The predominant noun-type found is 
‘sociocultural persona’ nouns: as much as 92%. 
The other noun-types, viz. ‘sociocultural 
construct’, ‘mental’, ‘personal history/ability’, 
and ‘artifact-as-metonym’ nouns are rare by 
comparison (2.4%, 1.6%, 2.4%, and 1.6% 
respectively). No ‘physical’ nouns are attested. 
(Table 4). A Chi-square goodness-of-fit test 
shows the results to be highly significant 
(χ2=1022.1, df = 5, p<0.0001).
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Table 2. Noun-type distribution of [my N]
noun type incidence (N=250) percentage

A mental 76 30.40%
B personal history/ability/trait 67 26.80%
C physical 51 20.40%
D sociocultural construct 32 12.80%
E sociocultural persona 20 8%
F artifact-as-metonym 4 1.60%
χ2 = 93.34, df = 5, p<0.0001

Table 3. Incidence of head nouns in [the N in me]
incidence nouns

7 geek
6 mom/mum
5 cynic
4 teacher; nerd; guy; girl;
3 homer; gamer; American; optimist; idealist; designer; theorist; teenager; director; engineer; 

fan; lawyer; pessimist
2 snob; fanboy; libertarian; kid; feminist; hunter; fangirl; conservative; newbie; philosopher; 

Nazi; therapist; boy; person; artist; linguist; New Yorker; developer; student; perfectionist; 
techie; writer; editor; midwest;

1 animator; Tableeghi; Angeleno; mechanist; filmmaker; trader; dancer; musician; misfit; 
anthropologist; catcher; pig; pragmatist; CEO; Indian; towel-head; producer; historian; 
behaviorist; poet; gearhead; proofreader; Republican; bellydancer; archivist; bitch; Pollyanna; 
educator; consumer; surgeon; Bakla; techno-dork/DJ; publisher; marketer; dreamer; librarian; 
Michigander; scout; photographer; Gabriel; rescuer; marine; spender; Scrooge; caregiver; 
naturopath; Canadian; buff; realist; critic; virgin; howard stern; capitalist; supporter; base; 
hippy; counter; chicken little; planner; Jew; fop; fanatic; Californian; commuter; singer; adult; 
player; Italian; tree-hugger; reader; mobile-phile; westerner; Buddhist; hand; sadist; luvvy; 
wife; skeptic; Tim Hortons; chauvinist; druid; whore; romantic; Gen X-er; Chinese; atheist; 
bartender; primal; yankee; manager; advertiser; Kathy Lee Gifford; brother; dealer; Thespian; 
freak; man; academic; perv; attorney; psychologist; woman; dad; fogey; gen-Y; diver; 
rehabilitator; shipper; major; servant; lover; Oklahoma; 21st century; Friday; peteru; PES; 
pvp; hipster runoff; Google; OCD; comparison; OC; monster; lady; customer; college; sloth; 
burn-out; ignorance

Table 4. Noun-type distribution of [the N in me]
noun type incidence (N=250) percentage

A mental 4 1.60%
B personal history/ability/trait 6 2.40%
C physical 0 0%
D sociocultural construct 6 2.40%
E sociocultural persona 230 92%
F artifact-as-metonym 4 1.60%

χ2 = 1022.1, df = 5, p<0.0001

4 Discussion
4.1 Individual- vs  socioculture-based 

attributes
Schematically, the ‘my N V-ing’ and ‘N in me V-
ing’ constructions can be represented as follows:

(i) [DEIC COP NOMINALIZATION[NP[DET:POSS N] 
Vverbal-ing]]

(ii)[DEIC COP NOMINALIZATION[NP[the Ni in 
PRO:PERi] Vverbal-ing]]

In terms of form, they appear to be in a 
minimal-pair relation, the contrastive segments 
being the NPs [DET:POSS N] in ‘my N V-ing’, 
and [the Ni in PRO:PERi] in ‘N in me V-ing’, 
e.g., This is my mother talking vs. This is the 
mother in me talking. The two, however, also 
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appear to be contrastive in terms of their 
meaning-making function which falls out of the 
difference in the dominant  type(s) of head nouns 
they attract, viz. ‘mental’, ‘physical’, and 
‘personal history, etc.’ nouns in the case of ‘my 
N V-ing’, and ‘sociocultural persona’ nouns in 
the case of ‘N in me V-ing’. The contrast 
becomes even more salient  when we further 
group these noun-types into two megatypes 
along the line of individual- vs. socioculture-
based attributes. That  is to say, whether the 
noun-types pertain to attributes or aspects of the 
person which can be considered to be more 
individual, subjective, or specific to the person 
(i.e., not likely to be shared or replicated by 
another), or whether they pertain to attributes or 
aspects of the person which can be considered to 
be more socioculturally-derived, and hence not 
as specific to the person (in the sense that others 
may share or replicate that attribute or aspect  as 
well, mutatis mutandis). For example, a person’s 
anger (disbelief, despair, etc.) is an emotional 
state which she (and she alone) can subjectively 
experience. In contrast, anyone can potentially 
be a geek, and the socioculture that the person is 
in has a certain idealized cognitive model 
(Lakoff 1987) of what  constitutes a ‘geek’: 

typical behaviors, thinking style, certain typical 
interpersonal shortcomings, etc.

Looking at the six types of nouns, the 
‘mental’, ‘physical’, and ‘personal history, etc.’ 
nouns can reasonably be considered to designate 
more individual-based attributes. Emotional, 
psychological, and cognitive experiences, and 
physiology and physical features are unique to 
the individual; for the individual, they are 
private, subjective, and proprietary. With 
‘personal history, etc.’ nouns, this is self-
ev iden t . ‘Soc iocu l tu ra l pe r sona ’ and 
‘sociocultural construct’ nouns are by definition 
socioculture-based.

In summary, therefore, leaving aside 
‘artifact-as-metonym’ nouns for the moment, the 
other five noun-types can be further grouped 
into the two megatypes as follows: ‘individual-
based’ nouns include ‘mental’, ‘physical’, and 
‘pe r sona l h i s t o ry / ab i l i t y / e t c . ’ , wh i l e 
‘sociocul ture-based’ nouns encompass 
‘sociocultural persona’ and ‘sociocultural 
construct’ nouns. The incidences of these two 
megatypes in ‘my N V-ing’ and ‘N in me V-
ing’ (together with those of ‘artifact-as-
metonym’ nouns) are shown in Tables 5 and 6  
respectively.

Table 5. Megatype distribution of [my N V-ing]

noun type incidence (N=250) percentage
individual-based (A+B+C) 194 77.60%
socioculture-based (D+E) 52 20.80%
artifact-as-metonym (F) 4 1.60%

χ2 = 234.27, df = 2, p<0.0001

Table 6. Megatype distribution of [the N in me V-ing]
noun type incidence (N=250) percentage

individual-based (A+B+C) 10 4%
socioculture-based (D+E) 236 94.40%
artifact-as-metonym (F) 4 1.60%

χ2 = 419.74, df = 2, p<0.0001

The results show that ‘individual-based’ 
nouns predominate in ‘my N V-ing’ (77.60%), 
while ‘socioculture-based’ nouns predominate in 
‘N in me V-ing’ (94.40%). Again, a Chi-square 
goodness-of-fit test  shows the results to be 
highly significant  (χ2 = 234.27, df = 2, p<0.0001 
and χ2 = 419.74, df = 2, p<0.0001 respectively).

Thus, in addition to being a minimal pair in 
syntactic form, the two constructions also stand 
i n q u a s i - c o m p l e m e n t a r i t y. T h e y a r e 
complementary because ‘my N V-ing’ primarily 
attracts individual-based nouns, while ‘N in me 
V-ing’ primarily attracts socioculture-based 
nouns. However, they are quasi-complementary 
because they attract the megatypes of nouns that 

they do only predominantly but  not  exclusively. 
There are some ‘socioculture-based’ nouns 
attested for ‘my N V-ing’ (20.8%), and 
conversely, some ‘individual-based’ ones 
attested for ‘N in me V-ing’ (4%).

I have not  considered ‘artifact-as-metonym’ 
nouns so far, but  it  is in fact instructive to do so. 
Although at first blush, artifacts are necessarily 
products of a culture, these nouns cannot  readily 
be grouped under the ‘socioculture-based’ 
megatype. Consider the four attested for ‘my N 
V-ing’: mask, wallet, crystal ball, dollies. Mask 
stands for something paraphrasable as ‘the 
speaker’s public self’, wallet stands for 
something like ‘the speaker’s judgment  as to 
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what counts as a good bet’, crystal ball stands 
for ‘prediction’, and dollies is what  the speaker 
projects her wishes onto instead of admitting 
them to be her own. If they were to be 
reclassified based on what they stand for, mask 
would arguably come under ‘personal history/
ability/trait/etc.’, wallet, crystal ball, and dollies 
under ‘mental’, which would add them to the 
‘individual-based’ megatype. On the other hand, 
the four attested for ‘N in me V-ing’: PES, pvp, 
hipster runoff, and Google, all stand for 
sociocultural personæ. PES  (pro-evolution 
soccer) stands for ‘player/enthusiast  of PES’, 
pvp (player-vs-player) stands for ‘someone 
engaging in pvp’, hipster runoff stands for ‘host/
user of the blog hipster runoff’, and Google 
stands for ‘user of Google’. If reclassified, these 
would then add to the ‘socioculture-based’ 
megatype.

Thus, it  can be seen that  even ‘artifact’ 
nouns, which are ostensibly sociocultural in 
nature, conform to the quasi-complementary 
meaning-making propensities and preferences of 
the two constructions.

4.2 Salience  of person vs salience of 
construct/persona
Besides manifesting in the (mega)types of nouns 
which the constructions differentially attract, 
such division-of-labor in meaning-making is 
also evidenced by the different  focuses of 
attention which the two different NP  structures 
effect. This has to do with the interaction 
between the nouns and their determiners, i.e., 
how the nouns are grounded (in the sense of 
Langacker 1987, 1991; inter alia). Recall that 
the schematic structures of the two NPs are 
[DET:POSS N] and [the Ni in PRO:PERi]. The 
salient  difference between them is that the 
former is specified by a possessive determiner: 
the identity and identification of the referent  is 
effected with reference to a person (the 
discourse participant) who is the referent’s 
Possessor. In contrast, the latter is specified by a 
definite article in the first instance, its more 
exact identity and identification only effected 
through a postnominal locative phrase.

This structural difference has pragma-
semantic import on two counts. Firstly, in the 
case of [DET:POSS N] (specifically [my N] in 
terms of the data examined in this paper), the 
possessive determiner is the only and obligatory 
device allowing the hearer to successfully 
identify the NP-referent. On the one hand, there 
is no other information which can help the 
hearer to conceptually “locate” the NP-referent. 
On the other hand, this sole piece of information
—that the NP-referent is a Possession of the 

discourse part icipant—is not opt ional 
information. For instance, That’s my headache 
talking is grammatically acceptable, but *That’s 
headache talking is not. As information, it is 
intrinsic and germane to the NP-referent’s 
identity: The entity belongs to nobody else but 
the discourse participant. 

In the case of [the Ni in PRO:PERi] 
(specifically [the N in me] for this paper), 
however, the discourse participant is only 
conceptualized as an abstract  or virtual 
“location” where the NP-referent  can be 
“located”. In other words, the NP-referent gets 
its particular identity by virtue of where it  is 
located in an abstract  or, some might say, 
metaphorical sense, as opposed to the more 
intrinsic POSSESSION relation which obtains 
between the discourse participant and the NP-
referent in [my N]. Because the postnominal 
locative phrase is a modifier, its designatum is 
not the only available information available to 
the hearer for identifying the referent, nor is it 
obligatory. Thus, grammatically speaking, That 
was the cynic talking is as acceptable as That 
was the cynic in me talking, although they may 
be propositionally different, to be sure.

Discussing the concept of POSSESSION in 
language, Langacker (1991) notes that although 
the concept  prototypically pertains to the 
relations of part/whole, kinship, and ownership, 
a variety of other relations can also be 
designated by possessive constructions, e.g., “an 
unowned possession (the baby’s crib); 
something manipulated (my rook); something at 
one’s disposal (her office); […]a transient 
l o c a t i o n ( m y s p o t ) ; [ … ] a n d s o o n 
indef in i te ly” (Langacker 1991: 169) . 
POSSESSION, he therefore argues, in its most 
schematic and abstract  form simply represents a 
conceptualization process whereby the entity 
designated as the Possession is conceptually 
accessed via the entity designated as the 
Possessor, because it lies within the Possessor’s 
‘dominion’. Langacker (1991: 547) defines 
‘dominion’ as “[t]he set  of entities (or the region 
comprising them) that  a particular reference 
point  allows one to establish mental contact 
with”. In other words, the Possessor functions as 
the reference point by which the Possession 
becomes mentally accessible to the hearer, 
because the Possession falls within this 
conceptual region anchored by the Possessor.

Thus, the second pragma-semantic import 
falling out  from the structural differences 
between the two NPs is this: [My N], insofar as 
it  specifies the NP-referent with a possessive 
determiner, turns on the conceptualization of the 
discourse participant as the reference point, 
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which has high cognitive saliency. The discourse 
participant as an individual is what  grounds the 
conceptualization of the NP-referent  (Langacker 
1991: 168–175). In contrast, with [the N in me], 
mental contact with the noun-referent does not 
obligatorily depend on having the discourse 
participant as a reference point. Here, the 
discourse participant  only provides additional 
(albeit highly useful, informative, and relevant) 
information for identifying the noun-referent  in 
the form of a search domain (cf. Langacker 
1991: 177). What is attended to here, in the first 
instance, is the construct or persona (which, in a 
way, is ultimately a construct) which the 
socioculture has an idealized cognitive model 
(ICM) for.

Furthermore, both Langacker (1991: 169f) 
and Taylor (1996: 205f) discuss the Possessor in 
a possessive construction in terms of topicality, 
and posit  that the Possessor has the special 
status of a local topic, i.e., a kind of topicalized 
element  “at the nominal (as opposed to the 
clausal) level” (Langacker 1991: 177–178). 
Thus, in [my N], the speaker qua individual is 
the local topic which serves to anchor the 
conceptualization of the NP-referent. In a 
similar vein, then, one could also argue that, at 
the nominal level, not the discourse participant 
qua individual, but the sociocultural persona/
construct is the local topic which serves such 
anchoring purpose in [the N in me]. In other 
words, the ‘my N V-ing’ construction is 
primarily about the discourse participant qua 
individual subject, while the ‘N in me V-ing’ 
construction is primarily about the discourse 
participant qua instantiation of that sociocultural 
construct/persona.

4.3 Token- vs type-reference
This complementarity as resources for focusing 
the hearer’s attention on either the speaker’s 
more individual-based or socioculture-based 
aspects of her identity is further evidenced by 
the type of reference that  the two NPs make. 
[My N], by virtue of the grounding properties of 
its possessive determiner discussed above, has 
unique reference to a singular, definite, and 
specific token: the discourse participant  (or 
more precisely, that aspect  of the discourse 
participant’s identity). When the speaker says 
That was my paranoia talking, it  is her 
particular paranoia that she is referring to, and 
no one else’s. It  is a subjective psychophysical 
state of hers as an individual subject.

In contrast, [the N] without the postnominal 
locative has non-unique, non-specific, generic 
reference to a type; unique and specific 
reference in this case needs to be facilitated by 

the addition of the locative. When the speaker 
says That was the disciplinarian in me talking, 
she is referring to the sociocultural persona of 
‘disciplinarian’ in the first instance; it  happens 
that one aspect of her self instantiates that 
persona. Pang (2005) discusses in greater detail 
how [the N] is best understood to have generic, 
categorial reference rather than specific and 
definite reference, as is the case with [my N]. 
One reason is that the noun-referent  of [the N] 
does not even have to exist  in reality (although 
of course, it  may), but  only in virtuality. For 
example, someone who has never been a mother 
in actuality can still say of herself, That was the 
mother in me talking, referring to the ‘maternal 
instinct’ in her. Or for that  matter, a man who 
considers himself a person with a (strong) 
‘maternal instinct’ could conceivably also say 
the same about himself, perhaps in a moment  of 
“camping it  up”. Reference is thus made to a 
virtual entity—what  Langacker (2004) calls a 
discourse referent—which because of its 
virtuality, is most likely to be constructed from 
the ICM of the sociocultural construct/persona 
in question.

That [my N] refers to a specific token while 
[the N] refers to a generic type is, to a certain 
extent, also borne out by the difference in 
requirement  made on the hearer of actual 
knowledge of the NP-referent. With [my N], 
especially with human terms such as therapist, 
successful interpretation of the utterance 
requires knowledge of the referent on the part of 
the hearer. For example, the intended 
implicature of This is my therapist talking 
cannot be meaningfully worked out by the 
hearer if he does not know the speaker’s 
therapist, what kind of person they are, or how 
their personality is relevant to the current 
discourse (other than perhaps the minimal 
illocutionary point  of ‘hedging’ which the hearer 
would get from knowing the general pragma-
semantics of the construction). It requires more 
specific knowledge because it makes reference 
to an individual-based aspect of the speaker’s 
identity.

With [the N], because it refers to a generic 
type in the first instance, knowledge required for 
successful interpretation is primarily of the 
generic kind. It  is the sociocultural aspect of the 
speaker’s self that is brought to bear here. 
Theoretically, to a degree, an interpretation can 
be worked out using what knowledge the hearer 
has of the sociocultural construct/persona 
referred to, even in the case where the hearer 
might  not have specific knowledge of how the 
speaker instantiates the type. To be sure, 
equipped with such specific knowledge, the 
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hearer will be able to formulate a richer 
interpretation.

5 Concluding remarks
It is a fundamental tenet  of Cognitive 
Linguistics that any linguistic expression is a 
symbolic unit  (Langacker 1987). Specifically, 
within Cognitive Linguistics, various theories 
taking a Construction Grammar approach to 
syntactic phenomena (Lakoff 1987; Langacker 
1987, 1991; Goldberg 1995; Taylor 2002; inter 
alia) argue that  syntactic patterns are more often 
than not constructions in the sense that they 
have very specialized selectional, distributional, 
structural, and pragma-semantic properties, 
which make, for example, the two sentences 
That was my painkiller talking and That was my 
dog barking syntactically “identical” but 
constructionally very different. Two such 
constructions are investigated in this paper: the 
‘my N V-ing’ and ‘N in me V-ing’ constructions, 
and it  is argued that  the two constitute quasi-
complementary resources for constructing, 
asserting, or affirming more individual, 
subjective, and “personal” aspects of a person’s 
self on the one hand (‘my N V-ing’), and more 
sociocultural and “generic” aspects of a person’s 
self on the other (‘the N in me V-ing’) (see also 
Pang 2005).

Firstly, the two constructions preferentially 
attract different types of nouns to their N-slots, 
which can be broadly distinguished as two 
megatypes according to whether they pertain to 
more individual-based  or socioculture-based 
aspects of a person’s self. The findings can be 
summarized as follows: ‘my N V-ing’ attracts 
predominantly ‘individual-based’ noun-types 
and ‘the N in me V-ing’ predominantly 
‘socioculture-based’ noun-types.

In addition, the structural properties of the 
two NPs also contribute to their functional 
quasi-complementarity. [My N] is grounded by a 
syntactically obligatory possessive determiner 
which expresses a POSSESSION relation between 
the speaker and the aspect  of self in question. In 
contrast, [the N in me] is grounded by a definite 
article in the first  instance, and only a LOCATION 
relation is posited between the aspect  of self in 
question and the speaker by a syntactically non-
obligatory locative phrase. This results in a 
difference in topicalization: the “starting point” 
of the conceptualization process. The 
conceptualization of [my N] is anchored to the 
s p e a k e r q u a i n d i v i d u a l , w h i l e t h e 
conceptualization of [the N in me] is anchored to 
the ICM of the sociocultural persona/construct 
concerned.

Finally, successful interpretation of examples 
of the two constructions draw on different  types 
of knowledge. ‘My N V-ing’ requires more 
specific knowledge of the NP-referent, 
especially if it  is a human one. ‘N in me V-ing’, 
by comparison, requires more generic, cultural 
knowledge of the construct  or persona which the 
NP-referent instantiates.
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 Abstract  
 
Substantial literature on L2 learning focuses on 
students' motivation as a major factor in success 
or failure to master the L2, but less attention has 
been paid to the brain bases of L2-learning 
proficiency. Yet even among monolingual 
language acquirers there is evidence from the 
fields of Neurolinguistics and Speech-Language 
Pathology that there are differences in rate and 
mastery of L1 acquistion which are related to 
subtle differences in brain structure  A small but 
growing L2 literature focuses on the relationship 
between dyslexia--a brain-based difficulty 
learning to read despite normal intelligence and 
appropriate teaching and social-economic 
circumstances-- and difficulties with second 
language acquisition (e.g., Sparks et al., 2006, 
Ijalba, 2007).  A smaller body of literature focuses 
on brain bases of exceptionally talented L2 
learners (e.g., Novoa et al., 1988, Schneiderman 
and Desmarais, 1988). In this paper we review 
how Geschwind and Galaburda's (1985) 
neuroimmunological theory would explain the 
extreme ends of L2-learning ability, focussing on 
data from two projects we have been involved 
with: a study of immigrant children acquiring L2 
English in elementary school (Humes-Bartlo et al., 
1988) and a study of immigrant adult Spanish 
speakers acquiring L2 English (Ijalba, 2007). 
 
Keywords:  dyslexia, talent, L2-learning 
 
 Introduction 
 
Most individuals believe that every child learns a 
first language equally well, but speech-language 
pathologists know that there is a small subset of 
children who, while they do not have any obvious 
brain damage, and while they have normal 
exposure to language in their childhood 
environment, have markedly more difficulty than 
other children acquiring the sound-system, or 
morphological intricacies, or lexical items, or, 
when they are in school, learning to read. The 
former group –those with difficulties acquiring 
language generally, are said to have Specific 

Language Impairment; the latter group, those 
whose language difficulties do not surface until 
they are confronted with learning to read, are 
labeled “dyslexic” in the U.S. and 
‘developmentally dyslexic’ in Great Britain. 

In countries like the United States and Japan, 
where many individuals can live most of their 
lives using only the dominant language, most 
children who have Specific Language Impairment 
will acquire their country’s dominant language 
eventually, even if at a somewhat slower pace 
than their typically-developing counterparts. 
Some may continue to manifest difficulties as 
they are taught to read. For these individuals, it 
will not be surprising if learning a foreign 
language poses difficulty. However for others 
who showed no marked difficulty with acquiring 
oral language yet have difficulty in learning to 
read -- the dyslexics—it is not immediately 
obvious that they should have difficulties with 
learning a foreign language. This is especially true 
because with the right training, most dyslexics 
will learn to read in their first language.  

There is actually a substantial literature on the 
brain bases of dyslexia, which will be a focus of 
interest in our paper. It would appear that there 
are a number of cognitive causes underlying 
dyslexia, perhaps interlinked across different 
subtypes of the syndrome. Individuals with 
dyslexia, as a group, tend to have difficulty with 
general processing speed, and/or phonological 
processing speed and working memory, relative to 
typically developing readers. They have difficulty 
with tasks which require them to manipulate 
phonemes and they have difficulty with rapid 
lexical retrieval, although in daily life their speech 
may be normal. The brain regions that have been 
implicated in dyslexia –by post-mortem studies 
(Galaburda and Livingstone, 1993) and by 
imaging studies include areas of the temporal and 
parietal lobes, the planum temporale and the 
magnocellular portion of the visual system.  That 
is to say, brain regions involved in processing 
phonemes, lexicon, and visual features are 
somewhat different in individuals with dyslexia as 
compared to those with typical language 
development. We will elaborate further on this 
topic later in this paper. 
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Whereas in normally developing individuals 
there is an asymmetry favoring the left 
hemisphere, in individuals with dyslexia there is 
increased symmetry such that the left and right 
hemisphere are more proportional (Galaburda and 
Livingstone, 1993; Galaburda et al. 1994). One 
such area is the planum temporale, an area in the 
temporal lobe extending from deep in the Sylvian 
fissure to the posterior border of Heschl’s gyrus. 
This area is considered to be part of the secondary 
auditory cortex (Shapleske et al., 1999), a finding 
which is consistent with the type of slight 
language processing deficits individuals with 
dyslexia are known to have, with many believing 
that phonological processing deficits being at the 
core of the disorder, even though people with 
dyslexia have refined enough phonological skills 
to learn their first language and sound like native 
speakers.   

Two other brain areas also show different 
processing in dyslexics compared to non-
dyslexics. One sees decreased activation of the 
angular gyrus and a concomitant increase in 
activation in the inferior frontal gyrus –Broca’s 
area-- while reading (Shaywitz and Shaywitz , 
2001). This finding is consistent with individuals 
with dyslexia having difficulty mapping the 
graphic components of language (letters) to the 
sounds of the language (phonemes), which result 
in both phonological and word identification 
deficits.  At the same time, the overactivation in 
Broca’s area seen when people with dyslexia are 
reading may be an attempt for these individuals to 
compensate for their phonological deficits and 
word identification problems.  So the general 
belief that “everyone learns their first language 
just fine”, one must conclude, is not true for a 
subset of children, perhaps as many as 20 percent. 

By contrast with the general belief concerning 
how ‘everyone’ learns their first language, when it 
comes to learning a second, or ‘foreign’ language, 
however, at least in North America, it is generally 
understood that, just as with any course (math, or 
science, or art), some students will perform better 
and others worse. Most teachers would assert that 
the students who do not do well in a given 
scholastic class are just not working hard enough. 
For a non-academic class like art or physical 
education, however, the same teachers would 
easily agree that some children are simply 
inherently more talented than most, and, perhaps, 
that some are inherently less talented than most. 
We will argue that there are brain-related reasons 
to believe that the same is true of individuals at 
the extremes of second-language learning, and 
that these brain-related reasons are related to 
dyslexia, at least in the case of those individuals 

who have particular difficulty learning a foreign 
language. 

Our data come from a set of studies carried out 
by ourselves and others. In particular, we consider 
three group studies that together suggest that there 
is a particular brain configuration or set of 
configurations that can make learning a second 
language difficult, and perhaps as well, another 
set that may make it particularly easy. 

Consider the abilities that are required for 
learning a second language: picking up a new 
sound system of distinctions and ways of ordering 
phonemes in words, linking a new set of words to 
meanings, picking up ways in which syntax and 
morphology signal words’ roles in sentences, 
perhaps quite differently from the ways they do in 
the first language, perhaps only minimally 
differently, but differently nevertheless. 

 
Talented L2 Learners 
 
Talented L2 learners seem to undertake such tasks 
effortlessly. They have a relatively good ‘ear’ for 
distinguishing L2 phonemic contrasts and speak 
with a relatively good accent early on. Vocabulary 
items are able to stick in their minds with little 
practice, as are idiomatic phrases. Of course most 
children can do these things without thinking –
that may be their advantage—in a second or third 
language if they are exposed to it naturally. What 
is interesting is that even post puberty –the age 
Lenneberg (1967) posited that the brain loses the 
plasticity to acquire a new language –there are 
individuals who can learn a new language 
exceptionally well.  

In the data from the doctoral dissertation study 
of the second author (Ijalba, 2007), we can see 
that such individuals who are better than average 
L2 learners share a subset of cognitive abilities 
that underlie their excellent foreign-language 
learning. Namely, in a group of 60 adult Spanish-
speaking learners of English as a second language, 
six individuals provided self-ratings and were 
rated by their teachers as relatively “good English 
language learners” (rather than “average or poor 
English-language learners”).  When these 
individuals, whom she called Good English 
Language Learners, were tested on a variety of 
language and reading tasks in their native 
language, they proved to perform better than the 
otherwise-matched poor English-language 
learners.  For example, they were better in 
receptive vocabulary in Spanish and English, in 
the reading of nonwords, in the reading of 
sentences and in the recognition of correctly 
spelled words.  The Good English Language 
Learners were also better than Poor English 
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Language Learners in their performance on rapid 
automatized naming tasks.  For example, they 
retrieved familiar words in their native language 
more rapidly than the Poor English Language 
Learners when presented with the visual stimuli 
(i.e., they were to name as rapidly as possible a 
series of blocks of color that were presented in 
rows).   

The overall differences in reading and language 
performance in their first language, Spanish, that 
were found between these two groups were 
always significant for the TIME to complete the 
task:  decoding (reading aloud of nonwords), 
reading of sentences (reading silently and 
completing the sentences by selecting the best 
target word), orthographic decision (picking out 
correctly spelled words) and rapid automatized 
naming tasks (colors, objects and letters).  In other 
words, Good English Language Learners read 
faster and more accurately than Poor English 
Language Learners. In sum, in this set of Good 
Language Learners, we were able to see 
differences from Poor Language Learners who 
had never been diagnosed as dyslexic on precisely 
those abilities that distinguish dyslexics from non-
dyslexics. 

In another study (Novoa et al., 1988), we 
worked within a different model, asking about the 
components of  “foreign” language-learning 
aptitude as they might relate to a theory of the 
neurobiology of talent. In this case study, the first 
author and her colleagues demonstrated that a 
particularly talented L2 learner did not perform 
any better than normal on a battery of musical 
abilities (thus demonstrating that the lay-person’s 
belief that those with a ‘musical ear’ are the better 
L2 learners is false) nor on a task that requires 
making explicit one’s understand-ding of 
grammar (the Words in Sentences test of the 
Modern Language Aptitude Test (MLAT)). He 
did perform in the top 10% of the normal scale on 
several tests of abstraction abilities, for code-like 
tasks, verbal and visual spatial abilities. 
Interestingly, we demonstrated that in a number of 
characteristics, such as being a twin and a left-
hander, he fell into the cluster of phenomena that 
Geschwind and Galaburda (1985) had linked to a 
variety of talents, albeit in that series of articles 
they made no mention of L2-learning talent. 

One further study that must be mentioned 
concerning particularly good L2 learners is that of 
Humes-Bartlo (1989). She studied immigrant 
children entering the U.S. and being placed in so-
called “bilingual” classrooms to learn English 
along with their other subjects. Each year they 
were tested at the end of the year to see if they 
had acquired sufficient English to be moved into 

English-only classrooms. Some children took 
many years to pass the test: the best language 
learners, however, passed out of the bilingual 
classes to enter the monolingual classes in fewer 
than three years. So even in childhood there 
appears to be substantial inter-individual 
variability in second-language learning. 
Interestingly, those who were best at L2 learning 
scored less well, as a group, on learning 
mathematics. Thus one might posit that those 
brain structures useful for learning a second 
language and those useful for learning basic 
mathematics are distributed differentially in the 
population (or, one could argue, though we doubt 
it, that the two abilities rely on the same brain 
substrate which, if used for one of the two is then 
less available for the other.) 

 
Those who Learn L2 with Difficulty 
 
The literature on individuals who learn a second 
language with difficulty is growing. One sizable 
body of literature comes from the series of studies 
by Ganshow and Sparks. They focus on young-
adult students in U.S. colleges and universities 
who are required to take a “foreign” language, but 
have great difficulty passing the course. They 
have concluded that such students have difficulty 
with phonological tasks, English spelling, 
syntactic measures (both oral and written) and in 
math calculation (Ganschow et al., 1991) when 
compared with students who do not experience FL 
learning difficulty. In a recent paper, Sparks and 
colleagues (2006) reported on a longitudinal study 
of younger L2 learners.  In this study, 54 students 
were tested over a 10 year period, beginning in 1st 
grade, to determine best native language 
predictors of FL proficiency. Their findings 
suggest that at the beginning of 1st grade, the 
Reading Readiness Test and the Formal Reading 
Inventory were the best predictors of FL 
proficiency eight or more years later.  However, 
by the end of 1st grade, vocabulary also 
contributed as a predictor.  Similar findings were 
found at the end of the 2nd grade, Reading 
Readiness, the Formal Reading Inventory and 
vocabulary continued as the best predictors of 
later FL proficiency.  By the end of 3rd grade, the 
Test of Word Spelling was added as an important 
predictor.  A composite measure that included 
reading and spelling was found to be the best 
predictor when children were older.  Therefore, by 
the end of 5th grade, the best FL proficiency 
predictor was the Woodcock Reading Mastery 
Proficiency Test (WRMT-R), a measure of native 
language reading that includes decoding of 
nonwords, word identification and reading 
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comprehension.  The overall findings of this study 
thus clearly indicate that native language reading 
and spelling skills in the early years of schooling 
contributed statistically to the variance in overall 
FL proficiency eight or more years later (Sparks 
et al., 2006).     

A second major study in this field more 
specifically indicates dyslexia as the cause, or 
intermediary cause, of difficulty in L2 learning. 
That is the same dissertation study mentioned 
above in which Ijalba (2007) asked what might 
account for the difficulty some adult Spanish-
speaking immigrants report in learning English as 
a second language. Ijalba divided her 60 
participants into those who themselves judged 
themselves worse (or better) than other English 
learners and whose English teachers agreed. She 
then excluded those participants who had had less 
than 12th-grade education, so that “learning 
opportunity” would not account for the 
differences among the groups. In this way, she 
found a population of seven particularly poor 
learners,  six particularly good learners, and 17 
average learners who were matched for non-
verbal IQ, who had all been in the U.S. for the 
same number of years (eight years on average) 
and who had studied English for the same number 
of years (three years on average).  Interestingly, 
on the neurolinguistic and neuropsychological 
tests she gave them, her particularly poor L2 
learners—though none had ever been diagnosed 
as dyslexic-- showed problems IN THEIR FIRST 
LANGUAGE, SPANISH, with precisely those 
abilities which dyslexic adults, even those who 
have eventually mastered reading, have: rapid 
lexical retrieval, spelling, and reading aloud. (The 
only task they did not show significantly worse 
performance was on the phonemic awareness task, 
in which participants had to delete the initial 
sound in target words and decide what the new 
word sounded like, perhaps, we speculate, 
because this task was not challenging enough; the 
poor learners performed at 92% correct but might 
have performed worse on a task like Spoonerisms, 
in which they would have been required to swap 
the consonantal onsets in two words (e.g.,  “ball, 
take” to come up with the words “tall, bake”) 

Both the studies of Sparks and Ganshow, and 
that of Ijalba, then, are consistent with a theory 
that brain-based problems of dyslexia are linked 
with poor L2 learning, EVEN IF THE POOR L2 
LEARNERS WERE NEVER DIAGNOSED AS 
DYSLEXIC. The reasons, that they may never 
have been diagnosed as dyslexic, we posit, are 
many. They may have grown up in a place, or 
time, when a diagnosis of dyslexia was not 
possible, or the schools may have preferred to 

avoid such diagnoses to avoid the costs of special 
tutoring for such students. Or the students may 
have started school late enough to have caught on 
to reading without any special remediation. Or 
they may have been learning to read a language 
with a relatively transparent, one-to-one letter-to-
phoneme correspondence system, like Spanish, 
that might pose relatively few problems, even for 
individuals with some degree of dyslexia, though 
they might remain slower readers than most (as 
Ijalba discovered her poor-L2-English learners did 
when reading in their L1 Spanish as adults with a 
mean age of 35). 

A single theory that may link the phenomena 
we discuss in this paper together we alluded to 
above: the theory of Geschwind and Galaburda 
(1985) that noted the startling clustering in some 
families of a set of neurological factors such as 
dyslexia and left-handedness (or, more strictly 
speaking, non-right-handedness).  Geschwind and 
Galaburda were the first to point out differences 
in brain asymmetry between normal and dyslexic 
readers, a finding that years later was documented 
first through the work of Galaburda and is 
sustained by current research that more 
specifically points to parietal-temporal-occipital 
associated areas or a network that may be 
deficient in dyslexic individuals (Shaywitz and 
Shaywitz, 2001; Paulessu et al. 2001; McCrory, 
2003). These neuroanatomical differences 
between dyslexics and typical readers are likely 
linked to the increased incidence of left-
handedness that has been reported among 
dyslexics and their families. While it is unclear 
precisely how left-handedness is related to the 
lateralization of language functions, language 
impairment and dyslexia, the link has been 
identified in a number of studies. Lamm and 
Epstein (1999) for example have linked left-
handedness –especially in boys-- to POOR 
foreign-language learning in a sizable sample of 
Israeli middle-school children. And T. Bever has 
linked familial left-handedness even in right 
handers to poor grades in foreign-language 
learning in U.S. colleges (personal 
communication, 2009). 

How, one must ask, can left-handedness be 
associated BOTH with exceptionally good and 
exceptionally poor second-language learning? 
That is the question that remains to be answered.  
The theory of Geschwind and Galaburda is most 
crucially an observation about the clustering in 
families of certain neurological factors 
(handedness, dyslexia, talents) with 
endocrinological ones (such as maleness). In light 
of such epidemiological data, there is no reason 
that particularly talented and untalented 
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individuals would be found in the same families 
as those with inherited left-handedness. Certain 
aspects of the links make sense: brain areas 
responsible for aspects of language crucial for 
learning a foreign language (i.e., phonology and 
lexical retrieval) appear to differ between 
dyslexics and typical readers. People with the 
symptoms of dyslexia in fact are 
disproportionately represented among those with 
difficulty learning foreign languages. Left-handers 
as a group –and if Bever is right, even the 40% of 
right-handers with left-handed family members--  
have different underlying lateral organization for 
language compared to right-handers (and, 
according to Bever, precisely those right-handers 
with no left-handed family members).  

Geschwind and Galaburda (1985) hypothesized 
that the phenomena they reported to be clustered 
in families arose during the fetal stage of 
development, perhaps particularly in the 3rd month 
when lateral dominance and endocrinological 
systems are developing. How, precisely, the brain 
differences we’ve reported between dyslexics and 
typical readers play out when it comes to learning 
a foreign language, however, remains to be 
explained. What is clear, however, is that we must 
continue to search for the brain-based 
explanations for how it is that  “everyone” 
(eventually) learns to speak their first language, 
and virtually everyone learns to read their first 
language –eventually—but some people have 
great difficulty learning a foreign language, 
particularly after early childhood. 
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Abstract 
The aim of the present study was to assess the 
prevalence of voice problems in the general 
population of Chinese university teachers, and 
explore whether their voice problems affected their 
daily life, their social life and their work. A voice 
strain and voice handicap index questionnaire was 
administered to university instructors of English (N 
= 156) in six Chinese universities. Results indicated 
that voice strain is prevalent among Chinese 
university instructors. The respondents’ 
self-perceptions revealed that voice strain was 
significantly correlated with their job and their daily 
activities. 
 
Key words: voice strain; vocal disorder; factor 
analysis; multiple regression; MANOA 
 
1. Introduction 
    Vocal disorders are very common 
occupation-related disease in teachers, though it has 
never been given enough attention in China. 
According to Sonnenberg (2005), teachers represent 
the largest group of professional voice users, and 
are among those individuals at greatest risk for 
developing vocal problems. Orr et al. (2002) state 
that “One of the problems confronted in the 
teaching profession is the maintenance of a healthy 
voice. This basic pedagogical tool is subjected to 
extensive use, and frequently suffers from overload, 
with some teachers having to give up their 
profession altogether” (p. 106). However, the 
occupational health care of professional voice users 
is surprisingly undeveloped compared to the 
attention given to occupational hearing disorders or 
many other occupational symptoms (Rantala, 

Vilkman &Bloligu, 2002).  
Teachers are considered an at risk population 

for vocal problems. This risk has been attributed to 
those factors such as vocal abuse and misuse due to 
the vocal demands of teaching, the poor acoustic 
environments in which teachers work, 
environmental conditions of school facilities, the 
lack of vocal education and training, length of 
career, types of teaching, and even factors related to 
the individual’s emotional state such as stress and 
anxiety (Mattiske, Oates & Greenswood, 1995). 
Sapir et al. (1993) also argue that several factors 
contribute to this risk: the professional demands 
placed on the voice, unsuitable acoustic working 
environments, lack of voice training, individual 
voice characteristics and psychological factors such 
as stress and anxiety. Vocal misuse refers to voicing 
behaviors that contribute to the development of 
laryngeal pathologies, such as nodules, cysts, and 
polyps (Stemple et al., 2000). Often vocal misuse 
behaviors become vocally abusive, resulting in a 
greater likelihood of trauma to the laryngeal 
mucosa (Colton & Casper, 1996). Some examples 
of vocally abusive behaviors are: shouting, loud 
talking, screaming, persistent coughing and throat 
clearing, etc. (Stemple et al., 2000).  
    Unfortunately, vocal education and training are 
not a standard part of most curricula in normal 
universities or teacher-training programs. Teachers 
often enter the workforce and begin their careers 
with limited knowledge of the vocal mechanism, 
vocal hygiene, and effective voice use.  According 
to Smith et al. (1997), teachers are continually 
exposed to upper respiratory infections, putting 
them at great risk for developing illnesses that 
adversely affect their vocal mechanism. Here the 
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development of laryngeal pathologies includes 
those illnesses like nodules, cysts and polyps 
(Sonnenberg, 2005). The need to develop a more 
extensive understanding of voice strain among 
university instructors during loading (talking at 
work), and the need to develop occupational voice 
care among teachers have motivated this study. 
Thus, the aim of this study will address the 
following questions as research questions: 1. How 
closely is voice strain associated with teachers’ 
social life and their job? 2. Do gender and different 
age cohorts affect teachers’ self-perceptions of 
voice problems?  

 
2. Method 
2.1 Participants 
    Teachers from six research universities in 
China (They are: Dalian University of Technology, 
Dalian Maritime University, Dongbei University of 
Finance &Economics, Dalian Medical University, 
Dalian Nationalities University and Changchun 
University of Technology) participated in the study. 
The participants (N = 156) were all instructors of 
English, who were recruited based on the fact that 
university instructors of English are assumed to be 
taking up heavy loadings of teaching responsibility, 
and they have to teach all years round. Therefore, 
they are representative of university instructors in 
China. Among the 156 instructors, 35 were males, 
and 120 were females (with one data missing). The 
average age was 35.81 (N = 155 with one data 
missing, SD = 7.819), the youngest was 24 years 
and the eldest was 56 years. In addition, the average 
year of teaching was 12.21 (N = 156, SD = 8.458), 
the shortest was 1 year of teaching, and the longest 
was 43 years of teaching. The average teaching 
hour per week (N = 147 with nine data missing, SD 
= 3.722) was 13.84, the minimum was 4 teaching 
hours per week, and the maximum was 24 teaching 
hours per week. Finally, 19% (N = 30) of the 
respondents (N = 156) reported that they had 
received voice training, and 20% (N = 31) of the 
respondents (N = 155 with one data missing) 
reported that they had received voice therapy.  
 
2.2 Procedure 

    Babbie (1995) observes that questionnaires 
need to be carefully developed, tested and debugged 
before they are administered on a larger scale. 
Initially, therefore, a pilot study was carried out 
among 10 university instructors of English from 
Dalian University of Technology. This was 
principally to determine the reliability of the 
questionnaire and to reveal any difficulties or 
ambiguities in question wording. The reliability test 
showed that Cronbach’s coefficient alpha on Voice 
Strain scale was 0.67 (N = 10), which was judged 
adequate. Based on Hinton’s criteria (2004), it was 
regarded as internally moderately reliable for the 
purpose of this research. The Voice Handicap Index 
scale consists of thirty items. Cronbach’s 
coefficient alphas on the scale were 0.93 (N = 10), 
which was regarded as internally highly reliable for 
the purpose of this research.  
    Thus, each scale of the questionnaire has a 
very good internal reliability and consistency. The 
findings indicate that the internal reliability of each 
of the scales is acceptable, and the items that finally 
make up each scale are internally consistent, which 
shows that the items measure the two dimensions. 
 
2.3 Measures 
    The participants were given the structured 
self-completion questionnaire (Voice Strain and 
Voice Handicap Index Questionnaire: VSVHIQ), 
which consisted of two scales. In Voice Strain Scale, 
the researcher designed all the 13 items. In Voice 
Handicap Index Scale, 30 items were drawn from 
Jacobson et al.’s (1997) VHI Scale. Respondents 
were asked to circle one number to correspond with 
each statement, indication how frequently they have 
the same experience in a 7-point Likert-type format 
(1 = never, 7 = always).  
    After the questionnaire was administered on a 
large scale, the reliability test was conducted again. 
The reliability test showed that Cronbach’s 
coefficient alphas on Voice Strain scale were 0.85 
(N = 147 valid), which was judged internally highly 
reliable for the purpose of this research according to 
Hinton’s criteria (2004). The Voice Handicap Index 
scale consists of thirty items. Cronbach’s 
coefficient alphas on the scale were 0.96 (N = 151 
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valid), which was regarded as internally highly 
reliable for the purpose of this research. Therefore, 
the items that finally make up each scale are 
internally consistent, which shows that the items 
measure the two scales. 
 
3. Results 
    In order to summarize and analyse the data 
collected, some specific statistical techniques were 
employed (using SPSS14.0). Factor analysis was 
conducted first to organize the variables on each of 
the two scales by determining which variables were 
related and which were not, so that the variables 
that are related are regrouped together, under a 
factor. Thus, the variables were reduced to a 
number of factors representing underlying 
dimensions of the two scales. Simple Regression 
analysis was run in order to work out how closely 
voice strain was associated teachers’ social life and 
their job. Finally, MANOVA was carried out in 
order to find out any characteristic differences 
between the two groups’ (group 1: males; group 2: 
females) self-perceptions of the variables on each of 
the two scales (Voice Strain and Voice Handicap 
Index). 
 
3.1 Summarizing Data 
    A principal components factor analysis with 
varimax rotation method to reduce and summarize 
the scales, especially to determine which of the 
items were most useful in measuring each of voice 
strain scale and voice handicap index scale. The 
factor analysis conducted on each of the two scales 
resulted in three-factor solution based on visual 
inspection of eigenvalues with the scree test (Cattell, 
1966). The factor analysis that was run on voice 
strain scale with factors rotated to orthogonal 
structure, had produced three factors, and scree test 
(Cattell, 1966) clearly indicated the presence of 
three factors in the matrix as well. As can be seen 
from Appendix I, three factors were indicated as an 
overall summary of the results across the sample (N 
= 156), relating to perceptions of the voice strain 
dimension. Factor 1, “Voice Strain”, explained 
38.90% of the variance (eigenvalue = 5.05) and was 
composed of items indicating “voice strain”. Factor 

2, “Job Impact”, explained 12.05% of the variance 
(eigenvalue = 1.56) and was composed of items 
indicating “job impact”. Factor 3, “Strain 
Reduction”, explained 7.86% of the variance 
(eigenvalue = 1.02) and was composed of items 
indicating “strain reduction”. Items loading > 0.45 
are listed under their tentative factor labels.  
    The factor analysis that was run on voice 
handicap index scale was a three-factor solution as 
well because the original scale was composed of 
three factors (Jacobson & et al., 1997). The first 
factor, “Functional Issues” measuring the impact of 
the respondent’s voice disorder on daily activities, 
explained 50.97% of the variance (eigenvalue 
=15.29). The second factor, “Physical Issues” 
measuring self-perceptions of laryngeal discomfort 
and voice output characteristics, explained 8.24% 
of the variance (eigenvalue = 2.47), and the third 
factor, “Emotional Issues” measuring the 
respondent’s affective responses to the voice 
disorder, explained 4.13% of the variance 
(eigenvalue = 1.24). Items loading > 0.45 are listed 
under their tentative factor labels.  

 
3.2 Multiple Correlation Analysis on Perceptions of 
Voice Strain and Voice Handicap 
    In answering Research Question1 (How 
closely is voice strain associated with teachers’ 
social life and their job?), a multiple regression 
analysis was run. Summary statistics from the 
stepwise multiple-regression analysis on the sample 
are presented in Tables 3.1 and 3.2 (see Appendix 
B). Results from the regression using Voice Strain 
(labeled as Voicestrain) and Job Impact (labeled as 
Jobimpact), and Strain Reduction (labeled as 
Strainreduction) on Voice Strain scale, Physical 
Issues (labeled as Newhandicap2) and Emotional 
Issues (labeled as Newhandicap3) on Voice 
Handicap Index scale as the independent variables, 
and Functional Issues (labeled as Newhandicap1) as 
the dependent variable, indicated that in Model 3 
Newhandicap3, Voicestrain and Newhandicap 2 
explained 71% of the variance in the teachers’ 
self-perceptions of Newhandicap1 (functional 
issues). The results of the ANOVA (see Appendix 
B) showed that the regression model 3 explained a 
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significant amount of the variance in the dependent 
variable Newhandicap1 with F (3, 135) =112..366, 
p < 0.005 (R Square = 0.71). Thus, in Model 3 
Newhandicap3 (emotional issues), Voicestrain 
(voice strain) and Newhandicap 2 (physical issues) 
(p < 0.005) were found to be significant predictors 
of Newhandicap1 (functional issues), which made 
statistically positive contributions to explaining the 
dependent variable. 
    Tables 1 and 2 (see Appendix A) illustrate the 
descriptive statistics and the correlation coefficients 
for the seven variables entering the equation (1 DV 
and 6 IDs). The results of the Correlation Matrix 
also indicated (see Appendix A) that voicestrain 
was significantly correlated with strainreduction 
(drinking water during lectures, or taking breaks 
more than an hour) (r = 0.43, p< 0.005), 
newhandicap 2 (physical issues) (r = 0.51, p < 
0.005) and newhandicap 3 (emotional issues) (r = 
0.40, p < 0.005), and jobimpact (impact of voice 
strain on job) (r = 0.55, p < 0.005). In addition, an 
examination of the mean scores across the sample 
(see tale 3.3) revealed that the respondents scored 
high on voicestrain (M = 4.08, SD = 1.405) and 
strainreduction (M = 4.77, SD = 1.257), which 
means that voice strain is prevalent among Chinese 
university instructors, and they tended to believe 
that drinking water during lectures and taking 
breaks more than an hour between lectures help 
reduce their voice strain.  
 
 3.3 Gender and Age Effects on Perceptions of 
Voice Strain and Voice Handicap 
    To investigate research question 2 (Do gender 
and different age cohorts affect teachers’ 
self-perceptions of voice problems?), a two-way 
MANOVA analysis was calculated. The MANOVA 
was a 2 X 4 factorial design comprising the 
independent variables of gender (males versus 
females) X age group (group 1: 20-29; group 2: 
30-39; group 3: 40-49; group 4: 50-59). The gender 
group and the age group were both 
between-subjects factors. It was intended to assess 
the effects of the two independent variables, one at 
a time, on the six dependent variables Voicestrain, 
Jobimpact, Strainreduction, and Functional, 

Physical and Emotional Issues. The overall 
differences were studied first. Results are illustrated 
in Appendix C. Of interest to this analysis are the 
results for gender and age group, and gender X age 
group interaction. The accepted benchmark for 
significance assessing claims in is Wilks’ Lambda 
with eta being a measure of how strong the effects 
are. Results (see Appendix C) revealed that there 
were no significant differences in the dependent 
variables across the gender groups (males: N = 35; 
females, N = 120), and age groups (group 1: N = 42 ; 
group 2: N = 65; group 3: N = 36; group 4: N = 12), 
with Wilks’ Lambda (6, 126) = 0.985, p > 0.05, and 
with Wilks’ Lambda (18, 356) = 0.892, p > 0.05, 
respectively . Thus, significant multivariate effects 
for gender and age group were not obtained (i.e. a 
significant F > 0.05). As indicated in the table, 
according to the generally accepted criteria (Cohen, 
1988), Eta for gender and age group indicate that 
these are not  strong or large effects with Partial 
Eta Squared = 0.015 and with Partial Eta Squared = 
0.038, which explained either 1.5% or 3.8% of the 
variances in the dependent variables scores 
explained by gender and age group. Moreover, the 
overall analysis showed that there was no 
interaction effect (Wilks’ lambda (18, 356) = 0.840, 
p > 0.05). Therefore, these effects will not be 
discussed any further in the following study, since 
no significant multivariate effects were found for 
gender and age group. 
 
4.  Discussion and Conclusions 
    The aim of the present study was to assess the 
prevalence of voice problems in the general 
population of Chinese university instructors, and 
explore whether their voice problems affected their 
daily life, their social life and their work, and how 
closely they were correlated with each other. 
Results of the multiple-regression analysis on the 
sample revealed that the university instructors’ 
self-perceptions of Newhandicap3 (emotional 
issues), Voicestrain (voice strain) and Newhandicap 
2 (physical issues) dimensions were significantly 
positively correlated with their self-perceptions of 
Newhandicap1 (functional issues) dimension. It 
was found that emotional issues (the respondent’s 

Proceedings of the 14th Conference of Pan-Pacific Association of Applied Linguistics

166



affective responses to the voice disorder), voice 
strain and physical issues (self-perceptions of 
laryngeal discomfort and voice output 
characteristics) were the best and useful predictors 
of the functional issues (the impact of the 
respondent’s voice disorder on daily activities), 
which means that the more often a teacher 
experiences emotional issues, voice strain and 
physical issues, the more often he/she experiences 
functional issues. The findings also revealed that 
voice strain is prevalent among Chinese university 
instructors, and they believe that they have to drink 
water when they lecture, and that taking breaks 
during lectures more than an hour helps reduce their 
voice strain.  Moreover, the findings showed that 
voice strain was significantly correlated with job 
impact, which means that the more often a teacher 
experienced voice strain, the more impact it exerted 
on his/her job.  These findings are significant 
because they seem to have provided evidence for 
answering the first research question. 
    In answering Research Question 2, we found 
that there were no significant main effects for 
gender factor (males vs. females) and age factor 
(age group 1, age group 2, age group 3 and age 
group 4). In other words, both gender and age 
cohorts made no any significant differences in 
self-perceived voice strain, strain reduction, job 
impact, and functional, physical and emotional 
issues based on the scores gained in the respondents. 
Interestingly, the statistical analyses and results 
revealed no differences between the four age 
groups’ self-perceptions of voice strain and job 
impact, which has been one of the research focuses 
in the present study. 
    Some findings in this study were significant. 
For instance, the respondents reported that they 
often experienced voice strain during/after lectures, 
which suggested a need for preventive voice 
programs (such as voice care/hygiene, and voice 
training) within teacher-training students or 
in-service teachers training programs, which may 
help increase teachers' vocal endurance and ability 
in such a challenging profession. In addition, 20% 
of the respondents (N = 31) reported that they had 
had previous voice therapy, which further supported 

the finding that voice strain in university instructors 
is prevalent. In short, it may be inferred that voice 
strain in teachers does affect their jobs and daily 
activities based on the respondents’ self-perceptions. 
Thus, the research has reached its proposed research 
purpose. 
    However, several limitations of the present 
study should be noted and addressed in future 
research. For example, all constructs in this study 
were assessed with paper-and-pencil measures. 
Although this is defensible in the early phases of a 
research program, future studies should seek the use 
of a therapy approach for teachers that includes 
treatment techniques to improve vocal hygiene 
habits. Moreover, the sample size should seek to 
concentrate on the respondents’ sample scope, thus 
it will be more representative of the whole 
population of Chinese university instructors.  
    Furthermore, this study strongly suggests that 
teachers may benefit from vocal educational 
training and prevention programs to raise their 
awareness of potential voice problems and to 
promote vocal health, so that the qualities of their 
teaching and social life may be improved. 
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Abstract 
Language learning strategies play a 
prominent role in learning a second 
language. Students need to self-direct 
learning in general and language learning in 
particular, by using different strategies in 
the process of learning. To take 
responsibility for their learning, learners 
should develop independent language 
learning strategies and in order to do so they 
may need some help from their teachers at 
the first steps. In the last decades there has 
been an increasing interest in vocabulary 
strategies because they are found to 
facilitate second/foreign language 
vocabulary learning and recall. Using a 
broad range of strategies through their 
vocabulary learning process, students can 
become more proficient. The present study 
investigates the effects of memory strategy 
instruction along with learning through 
context on the vocabulary recall of Iranian 
EFL learners. The study also explores 
whether there will be any difference in the 
use of memory strategies of the learners as a 
result of such instruction.  
 
Keywords 
Memory, strategy, contextual learning, 
vocabulary recall 
Introduction 
Language learning strategies have long been 
the subject of research. They help learners to 
learn independently when the teacher is 
physically absent (Hurd & Lewis, 2008). 
Because of the centrality of lexical knowledge 
to learning a language research into the 
effectiveness of various types of vocabulary 
learning methods have been of considerable 
value to second language learning research. 
In the last few decades there has been an 
increasing interest in vocabulary learning 

strategies because they are found to facilitate 
second language vocabulary learning.  
According to Nunan (1999) many language 
learners are not aware of the strategies 
underlying their learning tasks. Also 
research shows that more strategy use often 
leads to higher levels of proficiency in 
language learners (Oxford and Ehrman, 
1995).  
According to Oxford (1990) self direction is 
essential in the active development of adults' 
abilities in learning. O’Malley and Chamot 
(1990) acknowledged the link between 
strategic competence in language learning, 
learner autonomy and successful outcomes 
on the physical absence of a teacher. Hence, 
the notions of independence, autonomy and 
control in learning experiences play an 
increasingly important role in language 
education.  
According to Oxford (1990) independent 
language learning (ILL) reflects a move 
towards more learner-centered approaches 
viewing learners as individuals with needs 
and rights, who can develop and exercise 
responsibility for their learning.  
Concern for the individual learner and for 
learner choice, control and responsibility has 
been a pervasive influence on language 
learning and teaching for more than three 
decades and is central to the idea and 
practice of independent language learning. 
As Benson and Lor (1999) emphasize the 
expectation that language learners can be 
independent, and that this is an important 
attribute and goal, underlies much of the 
writing on learner autonomy such as works 
on self-access learning, self-directed learning 
and different forms of online learning such as 
tandem partnerships explained in Hurd et al. 
(2001).  
Dörnyei (2005) argues that the most effective 
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way of developing favorable attitudes 
towards independent learning is for teachers 
to prepare language learners to think about 
their needs and objectives and then to learn 
how to structure their learning. 
Ellis (1994) believes that there is a 
relationship between independence and 
autonomy. Ellis (1994) sees autonomy in the 
context of language acquisition as involving 
an ability to operate independently with the 
language and use it to communicate personal 
meanings in real, unpredictable situations. 
In the aggregation, researchers consider 
independent learning as a particular context 
for learning, and as an approach to learning 
as a goal of education (Ulitsky, 2000).  
 
1. Learning Strategies 
Various taxonomies of learning strategies 
have been proposed by different researchers 
in the past two decades. O’Malley and 
Chamot (1990) distinguish between 
metacognitive, cognitive and socio-affective 
strategies. Oxford (1990) proposed Strategy 
Inventory for Language Learning (SILL) 
which consists of direct strategies (including 
memory, cognitive and compensation 
strategies) and indirect strategies (including 
metacognitive, affective and social 
strategies).  
According to Oxford (1990) language learning 
strategies are commonly defined as the 
operations or processes which are consciously 
selected and employed by the learner to learn 
the TL or facilitate a language task.  
Studies on learning strategies have focused 
on two broad domains: the strategies 
learners use, and ways of enhancing 
independent language learning through 
strategy training and strategy development. 
This concept can be analyzed from two 
perspectives namely: Strategy use in 
independent language learning as well as 
strategy development and language learning 
as explained in Paige et al. (2004). 
These studies show how learners develop 
creative language use strategies to build a 
rich interface with the learning context, how 
strategy use functions as a means of 
matching learning needs with affordances of 
the context, and changes in strategy use over 
time (Paul, 1990).  
In order to deploy self-management 
strategies, learners need to know how they 
learn best, and need to have the necessary 

procedural skills to set up optimal learning 
conditions.  
One domain of studies about strategies 
concerns ways of enhancing ILL 
(independent language learning) through 
strategy training and strategy development. 
In these studies researchers explore ways of 
best providing strategy instruction for 
particular independent language learning 
environments, the role of the teacher in that 
process and the relationship between 
feedback and strategy development. The 
issue of implicit learner training in strategies 
was touched on in the work of Yang (1999). 
He concludes that learning a language 
through the distance-learning mode is a 
challenging task and the feedback we offer 
students may be crucial to them in terms of 
helping them to improve their learning 
strategies. The overall aim is to provide 
opportunities for learners to manage their 
independence in optimal ways, by acquiring a 
series of strategies and skills that will enable 
them to work individually.  
Research on the use of vocabulary strategies 
has revealed differences among learners in 
terms of their strategy use. Successful 
vocabulary learners were found to be active 
strategy users who were conscious of their 
learning and took steps to regulate it, 
whereas poor learners displayed little 
awareness of how to learn new words or how 
to connect new words to old knowledge 
(Sanaoui, 1995). According to Gu (2005) 
successful learners intentionally select, 
consciously monitor and evaluate the 
strategy they use for the fulfillment of their 
aim. The unsuccessful, on the other hand, 
employ learning behaviors similar to their 
peers without being conscious but also 
without having an aim.  
 
2. Research Questions and Hypotheses  
The present study thus aimed at 
investigating the effects of memory strategy 
instruction along with learning through 
context on the vocabulary recall of Iranian 
EFL learners. The study also explores 
whether there will be any difference in the 
use of memory strategies of the learners as a 
result of such instruction. The following 
research questions were addressed in this 
study.  
1. Will there be any difference between the 

students who have memory strategy instruction 
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along with contextual learning and those who 
only have contextual learning in terms of their 
vocabulary knowledge? 

2. Will there be any difference in the memory 
strategy use of the experimental students after 
the memory strategy instruction? 

 
Based on the above mentioned questions the 
following null hypotheses were proposed and 
tested: 
1. There will be no difference between the students 

who have memory strategy instruction along 
with contextual learning and those who only 
have contextual learning in terms of their 
vocabulary knowledge. 

2. There will be no difference in the memory 
strategy use of the experimental students after 
the memory strategy instruction. 

 
3.    Method  
3.1. Participants 
One hundred forty five B.A. students 
studying EGP (English for General 
Purposes) at Ghaemshahr University 
participated in this study. The ages of the 
participants ranged from 17 to 27. Following 
randomized matching method based on their 
scores on a teacher-made vocabulary test the 
students were assigned to experimental and 
control groups. Based on this procedure 43 
matched pairs were found between the two 
groups. These matched pairs of students 
were selected for the purpose of the study to 
assure the homogeneity of the subjects in the 
two groups with regard to vocabulary 
knowledge.  
 
3.2. Instruments and Data Collection 
Procedures 
Data for the present study were collected by 
means of a multiple choice vocabulary 
knowledge test prepared by the researcher. 
The test consisted of 30 items which aimed 
at assessing the level of vocabulary 
knowledge of students. The words or phrases 
to be tested were selected from among the 
target vocabulary course book. The 
vocabulary was selected from the 7 units to 
be covered during the study. The test was 
piloted on 30 students who took the same 
EGP course and the reliability of the test 
was estimated to be 0.79.  
In order to find out the memory strategies 
used by the students at the beginning and 
end of the study, students in the 

experimental group were given the Memory 
Strategy Questionnaire (Appendix) adapted 
from Atay and Ozbulgan (2007) as a pretest 
and posttest. Students were told they could 
choose more than one strategy on the 
Memory Strategy Questionnaire. 

 
3.3. Materials and Instruction 
Both groups used the same course book, i.e., 
General English Through Reading 
(Baradaran and Mosallanezhad, 2003). The 
typical flow of the instruction of a unit was 
as follows (see Table. 1 for a sample of one 
week's instruction): first students read a text 
then they answered different post-reading 
activities, e.g., answering comprehension 
questions, matching. Both groups had 1.5 
hours of English a day, two days a week.  
 
Table 1. A Sample of one Week's Instruction 

Week 1 Control group Experimental 
group 

Day 1  Introduction to 
the course 

Introduction to 
the course 
Introductory 
lesson on 
vocabulary 
learning, modeling 
of all memory 
strategies 

Rest of the week 
 1.5  hour a day  

Reading the 
text, guessing 
meaning of 
unknown 
words, doing 
post-reading 
activities, e.g., 
answering 
questions, and 
matching 

1 hour a day 
Reading the text, 
guessing meaning 
of unknown words, 
doing post-reading 
activities, e.g., 
answering 
questions, and 
matching 
Half an hour a day
Memory strategy 
instruction  

 
On the first day of the program students in 
the experimental group were given an 
introductory lesson about vocabulary 
learning. The researcher first talked about 
the importance of vocabulary knowledge in 
language learning and discussed different 
ways of vocabulary learning, i.e. implicit and 
explicit. Then she moved on to vocabulary 
strategies and focused on the memory 
strategies in Atay and Ozbulgan's (2007) list. 
First the researcher modeled each strategy 
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for the students giving different examples for 
it. For example the teacher asked one 
student to carry instructions such as follows: 
1. Try to imagine the word that I say in English 

and its Persian meaning. 
2. Try to imagine yourself interacting with the 

object while saying its name. 
3. Show a kind of physical movement that 

represents that object or concept. 
 

On the following day, after having regular 
instruction, the teacher distributed the 
handout of memory strategies to students 
and practiced the strategies with in class. For 
the rest of the study, i.e., 12 weeks, the 
experimental group students looked at the 
target words from each unit and practiced 
applying the strategies in class to memorize 
the words and their meanings. They 
discussed the strategies that most suitably 
helped them to learn and retain the words in 
memory with the class. For example one 
student said that he learned a word by 
relating it to a word in her mother language 
that had a similar pronunciation. Another 
student said that he memorized a list of 
unrelated words by grouping them together 
in a sentence which seemed to be ridiculous 
or strange. Sharing and discussing their 
strategies, they helped each other with 
vocabularies.  
 
3.4. Data Analysis 
To determine whether there is any difference 
between the two groups in terms of 
vocabulary knowledge at the end of the study, 
a paired t-test was applied. The MSQ 
(memory strategy questionnaire) was 
analyzed by means of taking frequency 
counts of each strategy in the pre- and 
post-tests.  
 
4. Results  
Analysis of the MSQ (Memory Strategy 
Questionnaire) administered in experimental group 
both before and after the treatment showed the 
frequency of each strategy used by the students. 
Although there was a little difference between the 
number of strategies reported to be used by 
individuals in pretest and the number of the 
strategies used in posttest, but the frequency of the 
strategies used by the whole experimental group 
remained noticeably unchanged. These strategies are 
arranged in table 2 according to their reported 
frequency in a descending order (i.e. strategy 14 in 

Appendix is the most frequently used strategy while 
strategy 6 in Appendix is the least frequently used 
strategy): 
Table 2. Frequency of the Strategies Used by 
Experimental Group 
 Strategies Arranged Based on Their Frequency
14. Imaging word's form 
12. Saying new word aloud when studying 
13. Imaging word's meaning 
9. Studying the spelling of the word 
2. Associating the word with its coordinates 
1. Connecting the new word to a previous personal 
experience 
11. Connecting the word with its synonyms and 
antonyms 
7. Paraphrasing the word's meaning 
4. Using physical action when learning a word 
10. Grouping words 
3. Using semantic maps 
8. Underlining initial letter of the word 
5. Grouping words together within a storyline 
6. Using scales for gradable adjectives 

 
 

This indicates that explicit teaching of memory 
strategies does not always lead to more frequent use 
of the strategies.  
 
The results of the paired t-test between experimental 
and control group posttest did not show any 
significant difference between the groups in terms of 
their vocabulary knowledge gain scores (see Table 
3). 
 
Table 3. Experimental and control group Posttest 
and Pretest Means* (M), Standard Deviations (SD), 
and their Differences (t) 

 Pretest Posttest t df p 

M  SD M  SD 

Exp. 10.86 5.70 11.71   5.47 0.77 84 <0.05

Cont. 10.69   6.73 

* The maximum total number was 30 
 

Although mean of the experimental posttest shows 
an improvement over the mean of the experimental 
pretest (11.7143 vs. 10.8604 respectively) and 
although the mean of the experimental group is 
higher than the mean of the control group posttest 
(11.7143 vs. 10.6933 respectively), but the 
computation of t-test (t=0.7716, p<0.05) revealed 
that this difference was not so significant to be 
attributed to the effect of experimental treatment.  
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5. Discussion 
The present study aimed to investigate the 
effects of memory strategy instruction along 
with learning through context on the 
vocabulary knowledge of EFL students and 
compare these with those of contextual 
learning alone. The result of the study 
showed that the there was no significant 
difference between the vocabulary recall of 
experimental and control group students at 
the end of the instructional period. During 
the instructional period, both groups studied 
the same course book which exposed learners 
to the target vocabulary in several contexts. 
While the control group learned the 
vocabularies only through context, 
experimental group received memory 
strategy instruction in addition to contextual 
learning. During the instructional period the 
teacher provided the students in the 
experimental group with different memory 
strategies and encouraged them to use these 
strategies to memorize new vocabularies. 
Experimental group students were shown 
explicitly how the strategies work. The 
teacher herself modeled each strategy 
providing student with different examples.  

Although it seems that strategy 
instruction in the current study was not 
successful but might be due to a number of 
intervening and uncontrolled variables such 
as learners' cognitive style or their preferred 
stabilized strategies that they have adapted 
and used for a long period of time in their 
leaning behavior.  

One of the interesting features of this 
study was the requirement of practical use of 
strategies inside the classroom because when 
one student shared his memory strategies 
with the class others learned how to apply 
that strategy. 

Results from the MSQ showed that 
'imaging word's form' and 'Saying new word 
aloud when studying' were the most 
frequently used strategies among Iranian 
EFL learners, unlike learners in other 
studies such as Atay and Ozbulgan (2007) 
who regarded 'connecting the new word to a 
previous experience' and 'using semantic 
maps' as the most frequent strategies.   

One of the factors that caused control 
group students to perform as good as 
experimental group students might be that 
they were highly motivated to learn new 
word. Moreover the present study assessed 

the short term effects of memory strategy 
instruction on learners' vocabulary recall and 
the result of the same study might be quite 
different in a longitudinal study 
investigating the long term effects of memory 
strategy instruction on vocabulary recall. 
Future research is needed to clarifythese 
points.   
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Abstract 

The integration of technology into education has 

expanded methodological options for EFL teaching 

and learning. Providing visual supports, which is 

more relevant to what people usually do in their 

daily communications, does significantly enhance 

EFL listening comprehension. However, do visual 

supports promote EFL listener’s self-confidence in 

their own listening ability? This study was done to 

investigate whether the listener’s self-confidence 

increased as the auditory stimuli were accompanied 

with visual supports. A listening test presented with 

three different modes, audio-only, listening stimuli 

with still pictures, and video listening were utilized 

to collect data. Listener’s self-confidence was 

measured by their responses on a 6-point scale after 

completing every comprehension question. The 

results showed that no significant difference on 

self-confidence was found as the visual aids were 

progressively increased; i.e. visual supports did not 

necessarily promote listener’s self-confidence in 

his listening ability. However, listener’s 

self-confidence was highly correlated with their 

listening performance. The more confidence they 

had in answering the questions, the more questions 

they answered correctly. Drawing on the results, 

some pedagogical implications are proposed. 

 

Key words  

self-confidence; mode of presentation; motivation; 

listening performance 

1. Introduction 

Motivation is a concept that explains why 

people behave as they do rather than how 

successful their behavior will be. According to 

Csizer and Dornyei (2005), L2 motivation contains 

seven components: integrativeness, instrumentality, 

vitality of the L2 community, attitudes toward the 

L2 speakers/community, cultural interest, linguistic 

self-confidence and milieu. Those motivational 

factors affect the effectiveness and success in the 

classroom to a great extent (Horwitz, 1986). 

Self-confidence, one of the motivational 

constituents, reflects a confident, anxiety-free 

belief that the mastery of a L2 is well within the 

learner’s capabilities. Learners believe that they 

have the abilities to reach goals or finish tasks 

successfully (Csizer & Dornyei, 2005). Drawing on 

Clement’s (1980) theory, the main antecedents of 

self-confidence are the quality and quantity of 

social contact. It is particularly a function of the 

beliefs conveyed by one’s environment and one’s 

attitude toward the L2 culture.  

Clement, Dornyei, and Noels (1994) argued 

that attitudinal factors were an important 

motivational basis for L2 acquisition and behavior. 

A self-confidence process becomes the most 

important determinant of attitude and the amount 

of effort exerting on L2 learning. Positive attitudes 

would orient the individual to seek contact with the 

target language. To the extent that the contact is 

relatively frequent and pleasant, self-confidence in 
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using the L2 would develop as anxious affect 

would decrease. Research shows that students with 

little anxiety are satisfied with their current level of 

English proficiency, and thus with high 

self-perceptions of L2 competence, they become 

positive and frequent contact with English. 

Research has suggested that anxiety and 

self-perceptions of L2 competence may be 

determinants of L2 achievement even in contexts 

where opportunity to use the L2 with members of 

the L2 community is lacking. To sum up, 

self-confidence, leading to motivated behavior, 

would motivate learners to learn the target 

language and find the course easy (Clement, et al, 

1994). In this study, it is more like a basic learner 

disposition of trust in one’s ability to answer the 

listening question accurately. 

Feyten (1991) stated that forty-five percent of a 

person’s total communication is spent in listening, 

which is critical in general human communication 

and in academic settings. Getting students ready to 

deal with natural, communicative situations is an 

important function of classroom-listening activities 

(Krashen, 2002). With the development of high 

technology, the widespread use of computer-aided 

multimedia has facilitated foreign language 

learning, especially listening, to a great extent. 

Multimedia in its simplest form is the combination 

of two or more media such as text, images, and 

sound. Numerous studies have documented that 

static visual aids reduce cognitive load and enhance 

the learners’ listening comprehension (Cheng, 2003; 

Mousavi, low, & Sweller, 1995; Park, 1998; Ruhe, 

1996). Videos with full motion pictures, exposing 

students to authentic context and providing cultural 

contexts for the language, promote listening 

comprehension (Swaffar & Vlatten, 1997). To sum 

up, visual supports did significantly improve 

listening comprehension. Drawing on the research 

result, the listening items in the Test of English as a 

Foreign Language (TOFEL) include visual 

accompaniments--still photos, drawings or pictures 

to verbal stimuli. It is hoped that the listening test 

can accurately assess listener’s listening 

proficiency in the real-life communication context.  

 As stated above, visual supports enhance 

listening comprehension which might lead to the 

improvement of self-confidence in mastering the 

target language. It is generally believed that the 

more comprehension listeners obtain, the more 

self-confidence they will have in the course of 

listening. Therefore, it is worth pondering if visual 

aids, such as facial expressions or speech-related 

gestures, improve listener’s self-confidence. This 

study was designed to investigate if visual supports 

would enhance listener’s self-confidence. The three 

different modes of presentation employed in this 

study were audio listening without visual support, 

audio listening in conjunction with multiple still 

pictures indicating the turns of the speakers, and 

video listening with full-motion images. Since 

self-confidence in the language learning context is 

usually assessed with measures of perceived 

proficiency at the time of testing, participants were 

required to indicate their confidence level after 

completing each listening question. 

 

2. Method 

2.1 Participants 

One hundred and sixty-five seventeen to 

nineteen-year-old non-English majors served as the 

subjects, all of whom enrolled in the fall semester, 

2007. They were divided into three groups based 

on their academic majors. According to the 

homogeneity of variance assumption, the listening 

proficiency of all the groups had to be equal prior 

to treatment; otherwise, the t-statistic would be 

meaningless (Peers, 1996). Therefore, an 

intermediate level listening pretest was 

administered before the experiment. These three 
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groups were homogenous in listening 

comprehension proficiency at the p<0.05 (df= 2, 

F=107; p<0.899) level of significance. Their 

English ability was at intermediate level with their 

reading better than their listening. 

2.2 Procedure 

A printed test of nine multiple-choice items 

with questions and alternatives, phrased in the 

target language, was given before viewing or 

listening. After completing the test items, 

participants were required to indicate the 

confidence level in their response. The statistical 

analyses for the data were carried out with SPSS X. 

The repeated-measures one-way ANOVA was 

applied to analyze the three main variables, using 

Scheffe’s test comparing the mean score gained 

from the three different modes of presentation.  

3. Results 

No significant difference was found for 

self-confidence when the presenting modes were 

different (df=2, F=19.89, p<0.75). Though the 

difference was non-significant, participants were 

somewhat more confident when the auditory 

messages were presented with still pictures (Mean 

2.96). They had less confidence in listening to 

audio-only texts (Mean 2.68).  

In terms of listening performance, 

participants performed the best in still picture 

listening, then listening with full-motion 

images whereas audio-only listening came the 

last (df=2, F=23.378, p<0.05) (Cheng, 2003). 

The mean scores of both the still picture 

listening and the video listening were 

significantly higher than that of the audio-only 

listening, indicating that listening in 

conjunction with pictures was easier for the 

subjects.  

The mean score of the still picture listening, 

however, was somewhat higher than that of the 

video listening in terms of listening performance 

and self-confidence. Such finding indicated that 

full-motion pictures, providing authentic 

communication context and paralinguistic aspects 

of communication (Altmanm 1989), do not 

necessarily promote learner’s achievement (Cheng, 

2003) and self-confidence. 

This study also found that self-confidence 

positively correlated with listening outcome. The 

higher the participants scored, the more confident 

they became. A negative correlation between 

self-confidence and listening anxiety was found. 

The less anxious the participants were, the more 

confidence they had. Even though videos with full 

motion pictures give redundant and additional 

information, they did not substantially promote 

learner’s confidence in their own listening 

proficiency.  

 

4. Conclusion and Suggestions 

To summarize, the results of this study show 

that modes of presentation significantly influence 

the learner’s listening performance but slightly 

affect his/her linguistic self-confidence. Audio-only 

listening is the most difficult presenting mode and 

visual aids somewhat enhance listener’s 

self-confidence. There was only one group of 

Chinese technical college students participating in 

this study. The results presented in this paper 

cannot be taken as conclusive and definitely do not 

allow for generalization. This study should be 

repeated with other groups of different age, 

language proficiency, or language background to 

examine whether the conclusions are the same as 

those in this study.  
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Abstract 
Concerning English education, there have been 
three buzzwords recently. One is “EIL”1, which 
means English as an International Language, and 
another one is “ELF”2, meaning English as a 
Lingua Franca. Also, there is “World Englishes”, 
which was suggested by Kachru (1992)3. As these 
terms suggest, it has been said that English is not 
only for native speakers of English but also for 
non-native speakers. The number of L2 speakers 
will soon reach and surpass the number of native 
speakers of English, and most students will be 
studying English not to interact with native 
speakers, but to access information in English and 
to interact with other non-native speakers.  
 
Recently, in Japan there has been a great increase in 
the number of English immersion schools called 
“Super English Language High Schools (SEL-Hi),” 
and interested parties have started to emphasize the 
importance of English as a communication tool. In 
addition, the Japanese government is planning to 
introduce English classes to elementary schools 
from 2011. Furthermore, in December 2008, the 
Ministry of Education, Culture, Sports, Science and 
Technology in Japan (MEXT) announced a draft 
version of new teaching guidelines for senior high 
schools, which would require for the first time that 
English classes, in principle, be conducted in 
English. This will be implemented in the 2013 
scholastic year. In this paper, based on this current 
movement, I want to look at the problems of 
English education in Japan today, mainly focusing 
on a SEL-Hi and consider what the future of 
English education in Japan holds for English as an 
International Language.  
 
Keywords 
SEL-Hi, MEXT 
 
Introduction 
In Japan, the government has promoted English in 
the national school curriculum. Since 1989, Oral 

                                                  

                                                 
1 See McKay (2002) 
2 See Jenkins (2007) 
3 See also Jenkins (2003) 

Communication (O.C.) classes in senior high school 
English classes have been conducted by a native 
English speaker or a native English speaker and a 
Japanese teacher. These classes, which are held 
only once a week, have not been as successful as 
the government had planned.  
In January 2000, an advisory commission to the late 
Japanese Prime Minister Obuchi published a report 
in which it suggested that English should be 
adopted as the second official language of Japan. In 
July 2002, with the progress of globalization, the 
Ministry of Education, Culture, Sports, Science and 
Technology (MEXT) presented a five-year strategic 
plan aimed at cultivating “Japanese with English 
Abilities” 4 . To promote the creation of schools 
which could serve a leading role in English 
education, senior high schools focusing on English 
education have been designated, since 2002 as 
“Super English Language High Schools (SEL-Hi).” 
Consequently, “to develop students’ basic practical 
communication abilities such as listening and 
speaking, deepening the understanding of language 
and culture, and fostering a positive attitude toward 
communication through foreign languages”, a 
Course of Study for Foreign Languages was 
announced in 2003. 
 
1. SEL-Hi 
One of the major changes of the English education 
system in Japan is the designation of a significant 
increase in the number of English immersion 
schools called “SEL-Hi”. Academically, teachers 
and parents have started to emphasize the 
importance of English as a communication tool. In 
SEL-Hi’s, schools are given the resources and 
permission to prioritize English. In this 
environment, students are more likely to learn not 
only English itself but also get a wider array of 
international experiences and ideas. Let me describe 
one of the SEL-Hi curricula here (Table 1, see the 
next page): 
 
 
 
 
 

 
4 See MEXT (2002) 
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Table 1 Curriculum of a SEL-Hi in Kanagawa5 
Class name 1st yr 2nd yr 3rd yr
English Ⅰ 4 
English Ⅱ 4 

O.C.Ⅰ 2 
O.C.Ⅱ (3)  

International 
Understanding   2  
International 

Relations  (2)  
Traditional Culture (2) 

Reading 4 
Writing 3 

Step-up English (3) 
Rapid Reading (2) 
Current English (2) 

Total 6 6 (+7) 7 (+7)
NOTE: The classes in parenthesis are electives. 
      
There are about 30 students in a class and all the 
students learn English depending on their English 
level. There are 19 mandatory English classes. In 
addition, there are 14 more electives. This is not a 
university affiliated school; therefore, elective 
English classes specifically focus on university 
entrance exams. In advanced level classes, English 
is the primary language to be used when teaching 
English.  
Compared to other non-SEL-Hi schools such as a 
female girls’ school which offers many English 
classes as electives, there are more English classes 
offered in the former school.6 The total number of 
English classes students can take at school is 
dependent upon the school they attend. For example, 
in a private boys’ school in Tokyo, there are fewer 
compulsory classes and no electives. 
  
All the students in this SEL-Hi must take the 
TOEIC BRIDGE7 every year. This test was 
developed for beginning level to lower-intermediate 
level learners of English. In 2005, before they were 
not designated as a SEL-Hi, the average score in the 
test including listening and reading was 57.5 and 
56.6, making the total average score 114.1 out 
of 180.  
And the average score of the same students who 
were taught for three years under the SEL-Hi 
project was 124.4, which means that the students’ 
average score was 10 points higher. On the other 
hand, according to a 2007 DATA & ANALYSIS 

report supplied by TOEIC, the average scores for 
the TOEIC BRIDGE over the last three years (FY 
2005 to FY 2007) were 116.5, 116.4, and 117.1, 
respectively. Tables 2.1 and 2.2 below show the 
details.  
 
Table 2.1 SEL-Hi Average Score 

 
 
 
Table 2.2 Overall Average Score 

 
 
NOTE: Table 2.2 shows all the examinees’, including company 
workers, government and municipal officers, average score. 
 
As you can see from these results above, the 
average score for this particular SEL-Hi is not 
much different compared to other examinees. 
Although we can see that both listening and reading 
scores did go up, I believe their scores, especially 
listening, should be much higher since in SEL-Hi, 
English classes are mainly conducted in English. 
Therefore, in the next section, based on the data 
above, I want to think about the prospects for future 
English education in Japan. 
 
2. Prospects for English Education in Japan 
The Japanese government has been interested in 
language policy recently. It is planning to introduce 
English classes to elementary schools from 2011. 
Furthermore, in December 2008, the MEXT 
announced a draft version of new teaching 
guidelines for senior high schools, which would 
require for the first time that English classes, in 
principle, be instructed in English. This will be 
implemented in the 2013 scholastic year. Altering 

                                                  
5 Numbers in the table represent classes for week. 
6 See Kumaki 2009 
7 This test was developed to measure the basic 
communicative English language proficiency of 
beginning learners. 
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the Japanese way of English education, which has 
been primarily focused on grammar, 
English-to-Japanese translation and 
Japanese-to-English translation will take a long 
time, but it is not an unrealistic fantasy. Using 
English in everyday life in Japan can be very 
difficult and there is a widespread belief that 
Japanese people have struggled to master the 
English language. 
 
Based on the guidelines that the MEXT set, I am 
going to focus on the methods of teaching English 
to senior high school students in English in Japan.  
To begin with, let me compare and contrast the 
current English curriculum with the future English 
curriculum guidelines, which start from the year 
2013 for senior high schools in Japan (Table 3): 
 
Table 3 New and Current English Curricula 
New curriculum 

(draft) 
no.  

of classes
Current  

curriculum 
no. 

of classes
Comm. E Basic 2 Oral Comm.Ⅰ 2 

Comm. E Ⅰ 3 Oral Comm.Ⅱ 4 
Comm. E Ⅱ 4 EnglishⅠ 3 
Comm. E Ⅲ 4 EnglishⅡ 4 

E Expression Ⅰ 2 Reading 4 
E Expression Ⅱ 4 Writing 4 
E Conversation 2   

Total 21 Total 21 
 
This table shows that the number of subjects that 
the MEXT plans to implement from 2013 is 
unchanged from the current system. Instead, there 
are more classes whose titles contain the keyword 
“communication.”  
A listening exam was introduced in 2006 for 
candidates of the National Centre Test for 
University Admissions; however at present, 
teaching styles are still very teacher-centered. As 
Wray (1999) describes, there are almost no 
opportunities for students to discuss, provide their 
opinions, or do group problem solving. It is mainly 
because English classes at senior high schools focus 
on helping students to pass the university entrance 
examinations. The majority of university entrance 
exams focus on grammar, reading, and writing 
skills. Furthermore, there are a large number of 
students in a class. The average student / teacher 
ratio is 40:1. This ratio does not allow the teachers 
to interact with the students individually. As a result, 
while students can leave school able to read and 
write English to some extent, few end up being able 
to speak the language. 
 

3. Future English Education in Japan 
In this section, based on what was discussed thus 
far, I want to consider what Japanese English 
scholars and teachers can do for future English 
education in Japan. The table below (Table 4) 
indicates some suggestions for English Education in 
Japan: 
 
Table 4 Suggestions for English Education in Japan 

Classroom 
Language 

Besides the grammar points and 
translation, English should be 
used more in the school. 

Students’ Options

Each school should offer more 
optional English classes which 
students can select in terms of 
their own purposes and their 
English level.  

Connection with 
Other Subjects 

Link English classes to other 
subjects. 

Focal Point 
In addition to grammar 
knowledge, communication 
skills should be encouraged. 

Teacher-student
Interaction 

1) It is essential to reduce 
class-size.  

2) Students should be taught in 
groups of 15 to 20. 

Teachers’ English 
Proficiency 

Teachers need to improve their 
language ability. 

Teachers’ L1- L2 
Carryovers 

1) With ALTs, students have 
opportunities to use natural 
English with NSs of English. 

2) Utilize more Team-Teaching 
classes. 

Government 
Policy Change Have long-range targets / goals.

Curriculum 
An integrated English 
curriculum from primary to 
senior high school is necessary.

University 
Entrance 

Examination 

Need to alter the dominating 
influence of written university 
entrance exams. 

 
(1) In Japan as of today, teaching English entirely in 
English is a difficult goal to achieve. However, 
besides grammar points, English can be used more 
to teach classes.  
 
(2) Besides studying English as a compulsory 
subject, as some of the schools have already done, 
from senior high schools, each school should offer 
more optional English classes which students can 
select in terms of their own purposes. Currently, it 
seems to me that there is no connection between 
subjects. One possible solution to making English 
meaningful for students is to link it to other subjects, 
such as history and science in English. 
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(4) Teachers should be given more space and time 
to think through improvements in what they do and 
to be able to engage with students individually. To 
do that, it is essential to reduce the class size. 
Teaching about 40 students at the same time is far 
from satisfactory. Students should be taught in 
groups of 15 to 20 depending on their levels. 
  
(4) If students want to learn more, there should be a 
greater range of options. Offering only 3 or 4 
English lessons a week is not nearly enough. At 
such frequency, it is difficult for the students to 
remember what they learned in the previous lesson, 
making it difficult for them to feel confident when 
speaking in or listening to English. Once they leave 
school (in fact, the English classes), students in 
Japan do not have many chances to interact in 
English. Mostly, it is because the majority of 
Japanese people can live in Japan without using 
English at all. This status-quo implies that this 
society offers little or no English support outside of 
class time to help reinforce what children learn in 
school.  
 
(5) Expose students to the “native speaker 
produced” sounds. Scovel (2000) states that the 
CPH (Critical Period Hypothesis) is a myth; he 
claims that in the areas of lexicon (or vocabulary) 
and pragmatics, adults are superior learners to 
children in a second language (126). He states one 
advantage younger learners have is in phonology 
(128). From this point of view, unlike adults, 
students may be able to achieve “native-like 
pronunciation”. MEXT addresses that “making use 
of assistant language teachers (ALTs)” whose native 
language is English should positively be adopted 
(MEXT, 2003a). MEXT hired ALTs and reported 
that approximately 8,400 ALTs worked at public 
schools between 2001 and 2002.  
With ALTs, students have opportunities to use 
natural English with native speakers of English. 
Also, ALTs can introduce their cultures by 
cooperating with Japanese English teachers in 
classes and may help to motivate students who see 
language as more than grammar-oriented 
instruction. 
However, there is no requirement of having a TEFL 
or TESL certificate to be an ALT. I am not saying 
that having a teaching certificate is essential, but 
speaking English as a first language should not be 
sufficient to be a teacher of English. As a matter of 
fact, it is clearly stated that “TEFL qualification is 
helpful, but not required” in the Japan Exchange 
and Teaching (JET) programme website 
(http://www.mofa.go.jp/j_info/visit/jet/index.html). 
Moreover, as the coffers of local governments have 

begun to dwindle in recent years, many schools 
have switched from JET programme ALTs to 
outsourced cheaper private companies, which 
makes it even more difficult to find a qualified 
language instructor in the public and private school 
system. 
 
(6) In Japan, on the other hand, as for teacher 
quality, a high level of English proficiency is not 
necessarily required. Teachers need to have basic 
grammar knowledge of English, but having skillful 
conversation abilities is not tested. 
MEXT (2003a) would like to upgrade the teaching 
abilities of English teachers. For example, MEXT 
(2002) offers domestic training for 2,000 teachers 
per year and short and long overseas training to 
approximately 150 people. It also establishes the 
teaching qualifications: 550 points of paper TOEFL, 
730 points of TOEIC. In addition, Kawamura 
(2004) states that MEXT would like to introduce a 
teacher certificate renewal system. I believe that 
this is a crucial step in revitalizing English language 
education in Japan. Language proficiency is crucial 
for all language educators. 
 
(7) If more Japanese language teachers were able to 
speak English at a level where they can conduct a 
language class mostly in English, team teaching 
instruction (TT) would be more effective. Unlike 
native speakers of English, Japanese teachers of 
English can benefit from drawing on their own 
experience as language learners. Through careful 
planning with a native English speaking teacher, 
collaborative teaching actually saves time by 
drawing on both individual and collective strengths. 
English teachers at senior high schools in Japan 
would teach their classes in English and limit the 
use of Japanese to the explanation of complicated 
grammar. 
 
(8) English is going to be an obligatory subject at 
elementary schools from April 2011. The new 
classes, officially titled Foreign Language Activities 
is going to be implemented for fifth- and 
sixth-graders, or 10- to 12-year-olds, requiring 
schools to run 35 periods a year. 
   In addition, the MEXT released the draft of 
revised curriculum guidelines for senior high 
schools, which will go into effect from fiscal 2013. 
The new guidelines have two goals: coping with the 
diversification of high schools and improving 
students’ scholastic ability. In the new teaching 
guidelines it is said that the high school English 
should be taught primarily in English. 
   On the other hand, so far there have not been 
many changes in the junior high school English 
curriculum. What is necessary for the future English 
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education in Japan is not the separated educational 
system but the integrated one. 
 
(9) Although the National Centre Test for the 
University Admission implemented the Listening 
test to their exam from 2006, oral tests are mostly 
absent. Unless the current university entrance exam 
is modified to a more communicative test, the focal 
point of the school curriculum will not be changed. 
 
Conclusion  
English education in Japan is in transition. 
Everyone knows the importance and necessity of 
English; however there are very few people who 
can master and use English effectively after 
learning it for many years in school, even after the 
Listening Test was implemented in the National 
Centre Test in 2006. The focal point of English 
education in Japan is to memorize as many 
sentences and words as possible for the university 
entrance exam. But the essential point of learning 
English is to use it as a tool to communicate with 
others.  
Learning from what the Japanese government has 
done so far, there are still steps that can be taken in 
the Japanese education environment. First of all, 
Japanese teachers of English need to improve their 
English speaking ability. Secondly, students should 
be given more opportunities to immerse themselves 
in an English environment. Each school should 
upgrade their teaching system and offer students 
more opportunities to use English. Teaching 
English in English can be one solution for that. For 
those who want to further their English studies, 
there should be more diverse elective English 
classes.  
Learning English in English could broaden their 
perspectives, but I feel it is pointless to teach in 
English if the format of university entrance 
examinations remains unchanged. Unless the 
requirements of entrance exams are changed, in fact 
unless the whole system of English education is 
changed, I do not see the point of trying to teach in 
English.  
An integrated English curriculum from primary to 
senior high school is necessary to produce students 
who can speak English. 
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Abstract 
This paper provides a brief comparative 
perspective of the bilingual education policy 
and practices in the United States and 
Malaysia. Particular issues examined include 
the following: the social context of bilingual 
education in the two countries, challenges 
faced by teachers, their classroom practices 
and support provided. A key assumption was 
that such a comparison could provide us with 
a better understanding of conditions and 
factors that might make for more effective 
bilingual education practice in the Asian 
context.  

 
Introduction 

In many countries, bilingualism is 
implemented through the education system 
which gives rise to varied forms of bilingual 
education. Reasons for the implementation of 
bilingual education may vary from one 
country to another. In the United States, 
bilingual education has been implemented to 
meet the educational needs of children from 
immigrant families. In Malaysia, the recent 
change in language policy in Mathematics 
and Science education is seen as an effort to 
meet challenges posed by globalization. In 
this paper, I would compare the bilingual 
education policy and practices in the United 
States and Malaysia. Particular issues 
examined include the following: the social 
context of bilingual education in the two 
countries, challenges faced by teachers, their 
classroom practices and support provided. It 
is my hope that such a comparison could 
provide us with a better understanding of 
conditions and factors that might make for 
more effective bilingual education practice in 
the Malaysian context. 

 
This paper describes briefly the 

bilingual education in the United States and 
the different types of programs offered. The 
paper then presents the background on the 

Malaysian language policy and its impact on 
the education system. The final part of the 
paper discusses the challenges faced by 
teachers and their classroom practices. 

 
Bilingual Education in the United States 

In the USA, both English as a second 
language and bilingual education programmes 
have been historically and politically 
connected to immigration and the integration 
of immigrants into a predominant English-
speaking environment. One of the earliest 
bilingual education programmes in the USA 
began during the 1840s as a result of non-
English speaking immigrants entering the 
country. However, in the late 19th and early 
20th centuries, restrictive laws prohibiting 
instruction in other than English brought this 
educational practice to a halt due to anti-
immigrant sentiment. However, renewed 
interest in bilingual education developed with 
the 1960s civil rights movement. In 1968, 
Congress passed the Bilingual Education Act, 
also known as the Title VII of the Elementary 
and Secondary Act. Under the act, English 
language learners must be kept in an adequate 
program until they can read, write and 
comprehend English well enough to 
participate meaningfully in mainstream 
classes. 

Bilingual education in the United 
States is manifested in a variety of programs. 
All bilingual program models use the 
students' native language, in addition to 
English, for instruction. Students in bilingual 
programs are grouped according to their first 
language, and teachers must be proficient in 
both English and the students' native language. 
The most popular form of bilingual education 
is the transitional bilingual education 
program. In this program, the medium of 
instruction is in both the native language and 
English for a period of three years. The levels 
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of instruction in English increase while the 
native language decreases and students are 
exited from the programme when they reach a 
given criteria. The main goal of this model is 
to mainstream students to English-only 
classrooms. 

Another favoured program in the 
United States is the Structured English 
Immersion. In this program, English is taught 
through the content areas. Structured 
immersion teachers have strong receptive 
skills in their students' first language and have 
a bilingual education or ESL teaching 
credential. The teacher's use of the children's 
first language is limited primarily to 
clarification of English instruction. Most 
students are mainstreamed after 2 or 3 years. 

In two-way bilingual programs, 
language minority students from a single 
language background are placed in the same 
classroom with language majority (English-
speaking) students. Instruction is provided in 
both English and the minority language. In 
some programs, the languages are used on 
alternating days. Others may divide the use of 
the two languages by academic subject. 
Native English speakers and speakers of 
another language have the opportunity to 
acquire proficiency in a second language 
while continuing to develop their native 
language skills. Students serve as native-
speaker role models for their peers. Two-way 
bilingual classes may be taught by a single 
teacher who is proficient in both languages or 
by two teachers, one of whom is bilingual. 
The goal of this program is to develop 
proficiency in the students’ native language 
(L1) and in a second language (L2). 
 
 
 
The Malaysian Context 

Malaysia has a different language-in-
education policy than the one in the United 
States. The Malaysian Education system has 
undergone major changes in the last few 
decades. Malaysia has a long tradition of 
English medium education as a result of the 
British colonial influence. Prior to the 
Education Enactment Bill (1971), English 
was the primary language and Malay, the 

secondary language. With the passing of the 
Education Enactment Bill (1971), English 
medium schools were phased out and Malay 
became the medium of instruction in all 
national schools, and of university education 
by 1983. This change in language policy has 
been driven by a nation-building agenda. It 
has been argued that through the medium of a 
common language national unity would be 
fostered. 

However, 20 years after the 
implementation of Malay as a medium of 
instruction in schools, concerns were 
expressed about the English language 
proficiency of school leavers and graduates 
entering the workforce. In Malaysia, English 
language is often associated with economic 
competitiveness and employment. More than 
44,000 public university graduates were 
unemployed largely due to their poor 
command of English (The Straits Times, 
Singapore, 2 June 2002). The root of this 
situation could be attributed to the fact that 
when a language like English is not fully used 
as a medium of academic discourse, the 
students’ mastery of it cannot be expected to 
attain a level it would have reached had the 
language concerned be used as a medium of 
instruction (Asmah Hj Omar, 1996).  
Although English was retained as a second 
language in the national education system, it 
is only viewed as a ‘subject’ in the school 
curriculum as the rest of other subjects, with 
the exception of languages, is conducted in 
Malay.  

As the Malaysian government aspires 
to achieve developed nation status by the year 
2020, a large-scale national-level policy 
initiative involving a shift in the language of 
mathematics and science instruction in 
national schools from Malay to English has 
been carried out. This policy shift is a 
“pragmatic response to the inevitable 
challenges of technological advances and 
globalisation, and linked to the fear in the 
falling standards of English” (Martin, 2005). 
Hence, in January 2003, Malaysia 
implemented a major change to its education 
policy whereby the English language is to be 
introduced as the medium of instruction for 
Mathematics and Science. This change in 
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language policy had an impact on bilingual 
needs and practices in the education system. 

The Malaysian bilingual education 
program can be categorized as an “enriched 
second language program” (Genesee, 1987). 
According to Genesee (1987), “at least 50 
percent of instruction during a given academic 
year must be provided through second 
language for the program to be regarded as 
immersion”. Unlike in the United States 
where the second language is used as a 
medium of instruction beginning in Grade 3, 
it starts as early as Primary 1(Grade 1) in the 
Malaysian education system. Only 
Mathematics and Science subjects are taught 
through a different medium of instruction, i.e 
English.  Students are expected to gain 
English language proficiency after 11 years of 
instruction at primary and secondary level.  

In most bilingual programs in the 
United States, participation is by parental 
choice, or, as in the case with late immersion, 
by parental and student choice. Unlike in the 
United States, bilingual education in Malaysia 
is prescribed by the government. The 
education system is centrally controlled by 
the Ministry of Education where the 
curriculum is designed to have coherence, 
balance, progression and continuity. Thus, 
students are all at the same academic level—
usually progress as a cohort group beginning 
with little or no L2 proficiency. The 
compulsory nature of the program means that 
the parents of the students are usually well 
informed about educational issues, and are 
generally committed to the importance and 
relevance of learning English as a second 
language.  

In Malaysia, English is considered as a 
second language which is seen as prestigious 
and recognized as valuable by the community. 
In many parts of Malaysia, proficiency in the 
English language depends largely on 
geographical location and socio-economic 
status. In rural areas, students make little use 
of English outside school where limited 
opportunities are available. 

In contrast, English is the language of 
the majority of the population and the 
medium of instruction in schools in the USA. 
Students’ native language may be given an 
inferior status. Students are expected to gain 

proficiency enough to enter mainstream 
classes in one year. English language learners 
must be provided appropriate help to 
overcome language barriers until they attain 
academic achievement equivalent to average 
native English speakers. The focus is on 
learning the target language through content 
teaching rather than on teaching the language.  

Challenges  

Malaysian experience 

The implementation of English as a 
medium of instruction for Mathematics and 
Science in the Malaysian context is not 
without its challenges and problems. One of 
the challenges faced by the teachers is their 
lack of competence in English (Pandian and 
Ramiah, 2004; Chan and Ain Nadzimah, 
2005). In addition, these teachers also face the 
challenge of managing the language 
development of their students with respect to 
their subject matter. Teachers have to cope 
with the double demand of grappling with the 
language and transmitting content in a new 
medium of instruction. However, the 
prevailing language support mechanisms do 
not meet their needs. Most Mathematics and 
Science teachers in Malaysia did not have 
specialized training in L2 methodology. 
Therefore, the need for effective language 
enrichment teacher development in Malaysia 
is crucial. In order to successfully implement 
the new language policy, it is particularly 
important to have highly trained teaching staff. 
Well-trained English medium teachers would 
have a significant influence on the cognitive 
and affective growth of students whose 
primary language is other than English. 

 One of the efforts that has been carried 
out by the Ministry of Education is to 
organise a course known as ETeMS (English 
for Teaching Mathematics and Science), for 
teachers of Science and Mathematics. This 
was the first support step in helping these 
teachers cope with the new medium of 
instruction. Nevertheless, it was only an 
urgent interim measure to ensure that these 
teachers have some basic capacity to use 
English as the medium of instruction 
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(Facilitators Notes, ETeMS Module, 2002). In 
addition, each school was supplied with a 
teachers’ kit and learning kit consisting of 
multimedia software in the form of compact 
discs (CDs) to help teachers improve their 
language proficiency and help them teach 
their students in class. 

Apart from that, a programme called 
the “Buddy System” was introduced. Under 
this programme, mathematics and science 
teachers are encouraged to meet regularly 
with a peer who is proficient in the English 
language, also known as a ‘critical friend’ in 
order to strengthen their command of the 
language. This was deemed important as 
exposure to the language and feedback on 
their attempt to use the language is 
fundamental to the development of their 
proficiency in the language (Hedge, 2000). In 
addition, teachers are also expected to educate 
themselves to a large extent by meeting 
regularly with their colleagues teaching 
science in order to help them improve their 
proficiency in the language of science as well 
as teaching methodology. 

 The need for sustained teacher 
development activities in this context is 
crucial. Governing curricula bodies such as 
the Curriculum Development Center, State 
Education departments and teacher educators 
must provide further supporting programs to 
these teachers to acquire the linguistic tools 
and content specific instructional strategies to 
help them teach effectively. 

US experience 

One of the main concerns regarding 
bilingual education in the US is the lack of 
qualified teacher. Over the last five years, 
many EL teachers had little or no professional 
development designed to help them teach 
these students, and the quality of training was 
uneven. Although the number of ESL students 
in US public schools has increased 
dramatically in the past decade, teacher 
education programs have not greatly adapted 
their curricula to accommodate these 
demographic shifts. Thus, teachers of ESL 
students have not received the appropriate 
training necessary to work with these students.  

Along with the availability of 
qualified teachers comes the question of 
availability of educational materials and 
resources. Teachers were challenged by the 
lack of tools to teach, including appropriate 
assessment materials and instruments. Many 
classrooms lack textbooks written in a way 
that made the material accessible to ELLs and 
culturally relevant teaching materials (Yeh et 
al., 2002; Gandara et al, 2005). 

Another great challenge faced by 
teachers in bilingual programs is the varying 
language proficiency abilities among their 
English language learners. Teachers 
expressed frustration with the wide range of 
English language and academic levels often 
found in their classrooms. Trying to address 
the different academic needs of learners in the 
same classroom can create daunting tasks for 
the teachers. 

In addition, teachers found difficulty 
to communicate with students’ families and 
communities. Teachers’ inability to speak the 
parents’ language and parents’ inability to 
help their children with homework often 
limits the support that can be given to the 
students. 

However, the US bilingual programs 
do benefit from the vast number of research 
and years of experience in implementing a 
variety of bilingual programs. Among the 
successful classroom practices utilized are the 
content based instruction, Sheltered 
Instruction and Cognitive Academic 
Language Learning Approaches. 

Content-Based Language Instruction. 
In this approach, bilingual teachers use 
instructional materials, learning tasks, and 
classroom techniques from academic content 
areas as the vehicle for developing language, 
content, cognitive, and study skills. The 
second language is used as the medium of 
instruction for mathematics, science, social 
studies, and other academic subjects. 
Instruction is usually given by a language 
teacher or by a combination of the language 
and content teachers. 
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Sheltered Subject Matter Teaching. 
This approach involves adapting the language 
of texts or tasks and use of scaffolding 
strategies (demonstrations, visuals, or 
cooperative work) to make instruction more 
accessible to students of different English 
proficiency levels. This type of instruction is 
given by the regular classroom or content 
teacher, or by a language teacher with special 
expertise in another academic area (Brinton, 
Snow, & Wesche, 1989). 

Sheltered Instruction. Here, a content 
curriculum is adapted to accommodate 
students' limited proficiency in the language 
of instruction. This model was originally 
developed for elementary foreign language 
immersion programs to enable some portion 
of the curriculum to be taught through the 
foreign language (Genesee, 1987). It is 
commonly used in immersion and two-way 
bilingual programs (Met, 1991) and has been 
adapted for use in second language programs 
with large numbers of limited English 
proficient students of intermediate or 
advanced English proficiency. 

Cognitive Academic Language 
Learning Approach (CALLA). This approach 
integrates language, content, and learning 
strategy instruction into a transitional ESL 
approach for students of intermediate or 
advanced English proficiency (Chamot & 
O'Malley, 1987). CALLA emphasizes active 
learning, in which students are given the skills 
and opportunities to take an active role in 
their own learning. 

Summary and Conclusions 
 

Analyses of the challenges and 
experiences of bilingual teachers in both 
countries provide strong implications for 
professional development. For example, 
teacher development efforts must address how 
to seek effective ways to accommodate 
varying students’ academic experiences and 
language abilities.  

Teacher training endeavours may be 
tailored to discuss many specific pedagogical 
strategies and practices when working with 
bilingual students, such as how to facilitate 

students’ simultaneous acquisition of 
academic content and English language and 
literacy. 

Staff development programs could 
offer teachers encouraging support, such as 
providing them with appropriate teaching 
material and resources, promoting 
collaboration among teachers as well as with 
parents, and developing techniques for 
teaching the English language more 
effectively and efficiently. These training 
efforts will not only enhance teaching practice 
and knowledge, they will also provide 
teachers with the appropriate support and 
services necessary to improve the quality of 
bilingual education. 

Parental involvement is instrumental 
in contributing to the academic success of 
bilingual students. Support and 
encouragement of several people including 
teachers and parents could help students to 
succeed in their academic program. However, 
the language barriers of the parents could be 
the reason that hinders them from getting 
involved in their children’s learning. Thus, 
bilingual teachers are in a unique position of 
being able to communicate with these parents 
in their native language about the importance 
of parental involvement and the ways in 
which they can participate in their children’s 
education.  

 
To summarise, immersion 

programmes were originally established to fill 
a need in the United States society for better 
English as a second language programmes. 
Assuming similarities between first and 
second language learning in children, parents 
and educators believed that by providing 
young children with a rich and 
comprehensible input of the target language 
in school, high levels of proficiency in that 
language would result.  

 
Of course, Malaysian’s solutions will 

be different because its starting point is 
different. However, the cycle of discovery of 
successful approaches to second language 
teaching might well be the same. Like any 
innovation, it takes time and a lot of work 
remains to be done to ensure the success of 
the policy implementation. 
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Abstract 
In this paper we try to clarify the concept of 
internalization and indicate the gap between 
teaching and learning. Two adult classes and 
primary fourth, fifth and sixth graders participated 
the researches. We assume the results indicate the 
students’ inner knowledge. 
 
Keywords 
internalization, interlanguage internal 
knowledge 
 
Introduction 
Teachers are always concerned with the result of 
teaching. It is not often the case that teachers are 
satisfied with the result. Some may regret the 
materials they chose. Another may complain the 
surroundings such as class size, hours of instruction, 
variety of the academic ability of students and so 
forth. These factors are indispensable to teaching. 
Furthermore, we must not miss the concept of 
internalization. To begin with, we define the idea of 
internalization and try to show the result of the 
internalization. 
 
1 Internalization 
Piaget (1970/2007) classifies people’s conduct in 
two ways, actions in narrow sense and other actions 
such as blinking and yawning. Actions in a narrow 
sense includes two different actions, internal action 
(=thinking) and external action (=behavior).  
According to Piaget, thinking is construed as 
internalized external action. When people can do 
one thing without any help, those actions are 
assumed to be internalized. 

1.1 Interlanguage 
Selinker(1972) introduced the term ‘interlanguage’ 
which is used to refer to both the internal system 
and to the series of inter connected system (Ellis, 
1994). If the interlanguage shows the learners’ 
internal knowledge, the result of the same test may 
show the different state of internalization. 
 
1.2 Basic Questions 
Two adult groups (foreign students-A , 
university students-B) answered fifty basic 
questions based on the grammar in the 
authorized textbook for junior high first graders. 
A are from China and studied English for one 
year as beginners using the authorized textbook. 
The result of A indicates that forty-five- hour 
instruction for one year is not enough to have a 
good foundation in English (Figure 1). 
Meanwhile, it seems to be natural that almost 
all B students could get full marks (Figure 3). 
 

 
Figure 2: Frequency Distribution-A 
 

 

 
                 internal action(thinking) 
         action 
conduct          external action(behavior) 
         other actions 
            (Piaget,1970/2007 p.93) 
 
 Figure 1: analysis of conduct 

 Figure 3: Frequency Distribution-B 
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2 English Quiz  
To compare primary students’ inner knowledge of 
English, fourth, fifth and sixth graders answered 
more than forty questions. According to the 
homeroom teachers, they do not learn how to read 
at school. Therefore those questions can be 
answered easily if they are able to read words in 
English. Others are listening questions. They are 
from two different tapes based on two different 
picture books which are not familiar with them. The 
purpose of the quiz is to examine how the students 
respond to unfamiliar factors. 
 
2.1 Reading 
The first question is to fill the blanks with capital 
letters alphabetically. Next question is to match 
capital letters to small letters. Others are to match 
pictures and words. Figure 4 indicates that the 
students increase the scores (fourth graders-23.14, 
fifth graders-26.3, sixth graders-32.48) as they get 
older. Compared to the differences in detail, the 
students could answer better as they get older 
(Figure 5). 
 

 
Figure 4:Average Scores-primary  
       Students 
 

 
Figure 5: Frequency Distribution-primary  
        students 
 
2.2 Listening 
Listening questions are to check whether or not 
they can catch the words in the story.The first one is 
to number the word along the narrative line. The 

second one is to choose the word that is not 
included in the story. Tapes they listened were made 
for native speakers of English. They were not 
modified for learners.It is likely that diffeculty is 
similar both for fifth graders and sixth graders 
(Figure 6). 

 
Figure 6: Average Score on Listening  
 
 
3 Discussion 
The results of basic questions show that repeated 
practice is essential. Even though teachers and 
students think they finished certain factors, it does 
not mean those factors are not internalized. In this 
respect, A-students seem to require more time to 
realize what they learned. 

The results of primary students indicate that there 
are differences among different ages. Although 
students are not familiar with questions, the number 
of six graders who got better scores is bigger than 
younger students. One of the reasons may be the 
amount of time of English lessons. Older students 
have more time to be exposed to English not only at 
school but at their homes. The other reason may be 
due to their development. Children’s behaviors are 
influenced by their cognitive development. In this 
respect, older students can understand the meaning 
of the questions better and guess what they are 
supposed to do. 

 
4 Suggestions 
In this paper, we reveal that immediate 
understanding does not always lead to true 
learning. On the other hand, primary students 
tell us that they acquire something that they do 
not learn explicitly. The results suggest that 
teachers are supposed to notice the concept of 
internalization and try to find alternative way of 
teaching 
 
4.1 References 
Conform to the styles of the Publication Manual of 
the American Psychological Association. Citations 
in the text appear in parenthesis as (Author, year) or 
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Appendix A 
 

基礎問題 
      

        名前： 
2．次の文の(    )のなかから正しい語を選び、その語 
を○でかこみなさい。 
  (1) You (aren’t, don’t, doesn’t) like coffee. 
  (2) Mike can (play, plays, playing) basketball. 
  (3) Do you (get, gets, getting) up early? 
  (4) Does she (get, gets, getting) up early? 
  (5) (Is, Does, Are) your mother a teacher? 
 
 (7) (Me, We, Our) study English. 

 (6) This is (I, my, me) bag. 

  (8) (You, His, He) name is Jack. 
  (9) I (do, does, am) playing soccer. 
  (10) She’s (cooks, cook, cooking) now. 
 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Appendix B 

英語クイズ 
年   組           

１）アルファベットが順にならんでいます。抜けているところに【   】の中から順番にふさわしい文字を選び（   ）の中に書

き入れましょう。  
  A  B  C  (    )  E  F  G  (    )  I  J  K  (    )  M  N  O  (    )  Q  R  S  (    )  U  V  W  X  Y  Z  
       【H    D    T    L    P】  
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 5) テープの英語を2回聞きましょう。絵をよく見て、聞こえた話にふくまれる言

葉の順番を(1～6)の中に書きれ入れましょう。 

（ ）（ ） （ ）

（ ） （ ） （）
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Abstract 
This research examines the main data of the 
second task-based writing performance test. The 
same task-based writing test used in the pre-testing 
was conducted on the participants comprised of 20 
university students. Each of forty scripts was scored 
by five identical teacher raters who displayed 
acceptable levels of consistency in the pre-testing.  

Along with the findings of the pre-testing, the 
results suggest that the students ability was 
effectively measured using these tasks and raters. 
The FACETS analysis showed that the difficulty of 
the two tasks and the impressionistic scoring were 
equivalent. The interrater correlation coefficients 
between pairs of raters were high, and the raters 
displayed acceptable levels of consistency with 
themselves. There were, however, significant 
differences between raters in terms of severity. A 
bias analysis research was conducted in 
rater-subject interactions and in rater-task 
interactions. These analyses indicated that three of 
the five raters were significantly biased towards 
certain types of subjects, and these raters’ bias 
patterns were unique. The equivalence of task 
difficulty may indicate that task development based 
on the construct-based processing approach could 
be reliable and valid to estimate students’ writing 
ability. The modified scales associated with the five 
rating categories and their specific written samples 
were shown to be mostly comprehensible and 
usable by raters, and demonstrated acceptable fit. 
However, there is still room for argument about the 
reliability and validity of assessment tasks and 
rating scales. 
  
Keywords 
writing performance, task-based assessment, bias 
analysis 
 
Introduction 

In Japan English language has been traditionally 
taught with a focus on accuracy, and indirect 
measurement is widely used in the field of 
assessment. There seems to have been a paradigm 
shift from accuracy-oriented to fluency-oriented 
writing instruction, but no significant changes have 
occurred in assessment of writing. Judging from the 
present state of teaching and assessing writing in 
Japan, it would be meaningful to develop scoring 
procedures for writing performance assessment in 
place of traditional indirect tests of writing. This 
study is motivated by such an urgent need for 
improved assessment of writing, which is 
conducted in order to develop a task-based writing 
test for Japanese learners of English.  

 
1. The Study 
1.1 Purposes and research questions 
In order to examine the degree of reliability and 
validity of the task-based writing performance test, 
the following are focused on: raters’ severity, 
interactions with writers’ abilities and task 
difficulties, the reliability of elicitation tasks and 
rating scales, and the measure’s validity.   

The specific research questions are as follows: 
1) Is student ability effectively measured? 
2) Are teacher-raters equally severe? 
3) How much do tasks that are designed to be 
equivalent actually differ in difficulty? 
4) How well do scales conform to expectations 
about their use? Do raters use all parts of them, and 
use them consistently? 
5) Do individual raters score a particular group of 
subjects more harshly or more leniently? If so, what 
are the sub-patterns of ratings in terms of 
rater-subject interaction for each rater? 
6) Do the raters score particular tasks more harshly 
or more leniently than others? If so, what are the 
sub-patterns of ratings in terms of rater-task 
interaction for each rater? 
7) To what extent, statistically, is the task-based 
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writing test a reliable and valid measure? 
 
2.2 Test participants and materials 
The data for this study were 40 scripts (20 scripts 
for each of two tasks) collected from 20 
undergraduate students (6 males and 14 females) 
who took an English teaching methodology course 
in the first semester of 2008. The subjects were 14 
second-year and 6 third-year students from the 
faculty of global policy management and 
communications. All of the subjects were native 
speakers of Japanese with an intermediate level of 
English language proficiency.  

The TBWT was conducted in the 
computer-assisted learning room. The time limits 
for Task 1 and Task 2 were 20 minutes and 10 
minutes, respectively. After finishing the tasks, 
each student was required to submit an essay using 
a web-based essay evaluation service, Criterion. 
They had to finish writing the essay within 30 
minutes. The prompt was as follows: People attend 
college or university for many different reasons (for 
example, new experiences, career preparation, 
increased knowledge). Why do you think people 
attend college or university? Use specific reasons 
and examples to support your answer. 

 
2.3 Scoring materials and procedure 
In order to give raters a shared understanding of the 
construct of writing ability as defined by the test 
writers and reduce the differences or biases caused 
by variation among raters, the TBWT scoring guide 
was edited for this testing. The first section is the 
background of the TBWT. The second section is the 
explanation of assessment tasks. The third section is 
the implementation method of the testing. The 
fourth section is comprised of the rating scales and 
written samples accompanied by detailed 
commentary on each sample at five levels, 1-5. 

Each of the forty scripts was scored by five 
raters, who were all experienced Japanese high 
school teachers of English. They were all native 
speakers of Japanese, and they shared similar 
backgrounds in terms of qualifications of ten or 
more years of teaching experience. They displayed 
acceptable levels of consistency with themselves in 
the pre-testing conducted in January, 2008. Both 
scripts and scoring guidelines were given to the 
raters by mail at the end of July, 2008. Each of the 
five raters rated the entire set of forty scripts and 
sent them back by the end of August, 2008. They 
were instructed to rate the 20 scripts of Task 1 first, 
and then to rate the 20 scripts of Task 2. Finally, 
they were asked to rate each of the participants’ 
writing proficiency based on the total impression at 
five levels, 1-5. 

2.4 Data analysis 
Tables 1, 2 and 3 show the descriptive statistics for 
the scores of the two test tasks and the 
impressionistic scoring. Since the average of the 
inter-rater coefficients for each scoring is relatively 
high (0.76, 0.83, 0.81), the five raters appear to be 
of acceptable reliability. 

 
Table 1: Descriptive statistics of scoring Task 1 

Rater 1 2  3  4 5 
Mean 3.20 3.10 3.50 2.85 2.40 

SD 0.87 1.30 1.00 1.19 0.91 
Min. 2.0 1.0 1.0 1.0 1.0 
Max. 5.0 5.0 5.0 5.0 5.0 

 
Table 2: Descriptive statistics of scoring Task 2 

Rater 1 2  3  4 5 
Mean 2.95 3.10 3.05 2.65 2.85 

SD 0.97 1.37 1.20 1.19 0.96 
Min. 1.0 1.0 1.0 1.0 1.0 
Max. 5.0 5.0 5.0 5.0 5.0 

 
Table 3: Descriptive statistics of impression  

Rater 1 2  3  4 5 
Mean 3.10 3.20 3.25 2.85 2.50 

SD 0.88 1.20 1.13 1.23 1.57 
Min. 2.0 1.0 1.0 1.0 1.0 
Max. 5.0 5.0 5.0 5.0 5.0 

 
Table 4: Descriptive statistics of different scoring  

 Task 
1 

Task 
2 Impression Criterion 

TWE 
N 100 100 100 20 

Mean 3.01 2.92 2.98 2.40 
SD 1.12 1.16 1.14 0.94 
Min. 1.0 1.0 1.0 1.0 
Max. 5.0 5.0 5.0 4.0 

 
Table 4 reports results for each test task, the 

impressionistic scoring and the scores of Criterion, 
including its mean and standard deviation. The 
mean scores for all variables are very close, ranging 
from 2.92 to 3.01. The alpha coefficients for the test 
tasks and the impressionistic scoring were 
calculated. Using Davies’ cut-off (.90) as an 
acceptable level of internal consistency on a 
high-stakes test, each Cronbach’s α would meet 
the point: .9386, .9582 and .9570 for Task 1, Task 2 
and impressionistic scoring, respectively. 

The correlation coefficients between the scores 
provide a preliminary estimate of the parallel-form 
reliability of each test task. As seen in Table 5, the 
correlation coefficients between each task and the 
impressionistic score fall in a range of .778 to .910, 
which are all significant at the 0.01 level. The 
correlation between the two test tasks (.778) is, 
however, slightly lower than the established 
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estimate of reliability (.80). Table 6 also shows that 
the two tasks and impressionistic scoring correlate 
positively with the scores of Criterion (p<.01). The 
highest correlation is between the Criterion score 
and Task 2 (r=.708), followed by that between the 
Criterion score and Impression (r=.703) and finally, 
between the Criterion score and Task l (r=.621).  

 
Table 5: Pearson correlation coefficients  

 Task 1 Task 2 Impression
Task 2 .778**   

Impression .910** .903**  
Criterion .621** .708** .703** 
Note: **all correlations significant at 0.01 level. 

 
There is a possibility that the test data can be 
influenced by errors of measurement resulting from 
variation in rater harshness and test tasks, as well as 
by the nature of the rating scale used and by the 
range of ability of the subjects who are being 
assessed. Therefore, it was necessary to use 
statistical models which take into account all of the 
factors that might affect a student’s final score. 

The analyses for the present study were done 
using FACETS version 3.63 (Linacre, 2008). To 
examine the measurement characteristics of this 
testing, the data was specified as having three 
facets, namely, the ability of the subjects, the 
difficulty of tasks and the severity of raters. The 
partial-credit model was chosen because the scoring 
criteria for the rating scales were qualitatively 
different. 

 
3. Results 
3.1 FACETS summary 
Figure 1 shows a summary of all facets and their 
elements. They are positioned on a common logit 
scale, which appears as “measure” in the first 
column. The second column shows the severity 
variation among raters. The most severe rater (ID: 
3) is at the top, and the least severe rater (ID: 5) is 
at the bottom. The third column shows the ability 
variation among the 20 subjects. The subjects are 
ranked with high ability at the top (ID: 9) and low 
ability at the bottom (ID: 11). The fourth column 
shows the difficulty variation among tasks. The 
most severely scored task (Accuracy) is at the top 
and the least severely scored task 
(Communicability) is at the bottom. The last three 
columns graphically describe the three rating scales. 
Each of the two tasks and the impressionistic 
scoring has their own scale. The most likely scale 
score for each ability level is shown. 

 
3.2 FACETS analysis 
1)  Is student ability effectively measured? 
As shown in Figure 1, subject ability estimates 

range from a high of 5.94 logits to a low of －5.92 
logits, indicating a spread of 12 logits in terms of 
students’ ability. Subject separation value was 6.85, 
meaning that populations like the students in this 
study can be spread into about seven levels.  The 
reliability index was .98, which demonstrates it is 
possible to achieve reliable ability scores. 
 

 

-------------------------------------------------------------
|Measure|+Raters|+Subjects|+Tasks           | S.1 | S.2 | S.3 |
-------------------------------------------------------------
+   6 +       + 9       +                 + (5) + (5) + (5) +
|     |       |         |                 |     |     |     |
|     |       |         |                 |     |     |     |
|     |       |         |                 |     |     |     |
+   5 +       +         +                 + --- +     +     +
|     |       |         |                 |     | --- | --- |
|     |       |         |                 |     |     |     |
|     |       | 12  18  |                 |     |     |     |
+   4 +       +         +                 +     +     +     +
|     |       | 6       |                 |     |     |     |
|     |       |         |                 |  4  |     |  4  |
|     |       |         |                 |     |  4  |     |
+   3 +       +         +                 +     +     +     +
|     |       | 7       |                 |     |     |     |
|     |       |         |                 |     |     |     |
|     |       | 14      |                 |     |     |     |
+   2 +       +         +                 + --- + --- + --- +
|     |       | 13      |                 |     |     |     |
|     |       | 2       |                 |     |     |     |
|     |       |         |                 |     |     |     |
+   1 + 3     + 1       +                 +     +     +     +
|     |       | 19      |                 |     |     |     |
|     | 2     |         |                 |     |     |     |
|     | 1     | 10      | Accuracy        |  3  |  3  |  3  |
*   0 *       *         * Impression      *     *     *     *
|     |       |         | Communicability |     |     |     |
|     |       |         |                 |     |     |     |
|     | 4     | 15  17  |                 |     |     |     |
+  -1 +       +         +                 +     +     +     +
|     |       | 8       |                 |     |     |     |
|     | 5     |         |                 | --- | --- | --- |
|     |       |         |                 |     |     |     |
+  -2 +       +         +                 +     +     +     +
|     |       |         |                 |     |     |     |
|     |       | 20  3   |                 |     |     |     |
|     |       |         |                 |     |     |     |
+  -3 +       +         +                 +     +     +     +
|     |       |         |                 |     |  2  |     |
|     |       |         |                 |  2  |     |  2  |
|     |       | 5       |                 |     |     |     |
+  -4 +       +         +                 +     +     +     +
|     |       |         |                 |     |     |     |
|     |       |         |                 |     |     |     |
|     |       |         |                 |     |     |     |
+  -5 +       +         +                 +     + --- +     +
|     |       |         |                 | --- |     | --- |
|     |       | 16  4   |                 |     |     |     |
|     |       |         |                 |     |     |     |
+  -6 +       + 11      +                 + (1) + (1) + (1) +
-------------------------------------------------------------
|Measr|+Raters|+Subjects|+Tasks           | S.1 | S.2 | S.3 |
---------------------------------------------------------------

Figure 1  FACETS summary 
 
2) Are teacher-raters equally severe? 
The severity span between the most severe rater and 
the most lenient rater was 2.38 and the difference, 
based on fair average scores, is 0.65 of one grade in 
the scale. The reliability of the separation index 
(which indicates the likelihood to which raters 
consistently differ from one another in overall 
severity) was high (.92). The chi-square of 62.8 
with 4 df was significant at p<.00 and, therefore, 
the null hypothesis that all raters were equally 
severe must be rejected. There was a significant 
difference in severity among raters. On the other 
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hand, no raters were identified as misfitting: fit 
values for all raters were within the range of two 
standard deviations around the mean (0.90±[0.17
× 2]). In other words, all raters behaved 
consistently in the scoring. 
 
3) How much do tasks that are designed to be 
equivalent actually differ in difficulty? 
The analysis of the two test tasks and 
impressionistic scoring shows that no significant 
variation in difficulty exists among them. Raters are 
considered to be self-consistent in scoring, and the 
tasks do not appear to separate the subjects to a 
significant degree meaning that the difficulty of the 
two tasks and the total impression of the tasks can 
be considered equivalent. An estimate of the item 
discrimination was computed according to the 
“Generalized Partial Credit Model” approach. 1.0 is 
the expected value, but discriminations in the range 
0.5 to 1.5 provide a reasonable fit with the Rasch 
model (Linacre, 2007, p.132). 
 
4) How well do scales conform to expectations 
about their use? Do raters use all parts of them, 
and use them consistently? 
Linacre (1997) has proposed guidelines for a rating 
scale: (1) average category measures should 
advance monotonically with each category, (2) 
outfit mean-squares should be less than 2.0, and (3) 
the step difficulty of each scale should advance by 
at least 1.4 logits and by no more than 5.0 logits.  

Table 6 shows the rating scale statistics for 
accuracy. Since higher category scores are intended 
to reflect higher measures, the average category 
measures are expected to rise. All outfit 
mean-squares are less than 2.0, meaning that each 
of the five categories has expected randomness in 
choosing categories. All increases in step difficulty 
fall within 1.4 and 5.0, which does meet (3).  
 

Table 6: Rating scale statistics for Accuracy 
Category 

Score 
Average 
Measure 

Outfit (mean 
square 

Step 
Difficulty

1 -5.77 .9  
2 -2.69 1.1 -5.28 
3  .26 1.4 -1.54 
4 2.87 .8 1.96 
5 4.95 1.0 4.86 

 
Table 7: Rating scale statistics for Communicability 

Category 
Score 

Average 
Measure 

Outfit (mean 
square 

Step 
Difficulty

1 -5.35 1.2  
2 -3.04 1.6 -4.97 
3  .26  .9 -1.49 
4 2.74  .6 1.98 
5 4.97   .7 4.49 

 

     Table 7 shows the rating scale statistics for 
communicability. All outfit mean-squares are less 
than 2.0, which meet (2). All step difficulty 
increases fall within 1.4 and 5.0, which does meet 
(3).  

Table 8: Rating scale statistics for Impression 
Category 

Score 
Average 
Measure

Outfit (mean 
square 

Step 
Difficulty

1 -5.87 .7  
2 -3.19 .5 -5.13 
3  .55 .7 -1.65 
4 2.96 .7 2.27 
5 5.05 .8 4.51 
 

Table 8 shows the rating scale statistics for 
Impression. Average measures advance 
monotonically with each category. All outfit 
mean-squares are less than 2.0. All step difficulty 
increases fall within 1.4 and 5.0, which does meet 
(3).  
 
5) Do individual raters score a particular group of 
subjects more harshly or more leniently? If so, what 
are the sub-patterns of ratings in terms of 
rater-subject interaction for each rater? 
There were a total of five significantly biased 
interactions among Rater 1, Rater 3 and Rater 5. 
The three raters’ views are summarized, and 
indicate that each rater had a unique rater-subject 
bias pattern as follows: 
・Rater 1 becomes harsher on accuracy when the 

number of words are exceeded and the script 
lacks an organizing principle and development.  
Rater 1 becomes more lenient when the script 
demonstrates linguistic accuracy. Rater 1 
becomes harsher on communicability when the 
written items are similar, and its number is 
limited. Rater 1 becomes more lenient when the 
script displays adequate communicative effect. 

・Rater 5 becomes more lenient on accuracy when 
there are a number of words and the script 
demonstrates clear organization with a variety of 
linking devices.  Rater 5 becomes harsher when 
the script displays a lack of organizational skills. 
Rater 5 becomes harsher on communicability 
when the written items are similar, and its 
number is limited. Rater 5 becomes more lenient 
when the script displays adequate communicative 
effect. 

・Rater 3 becomes harsher on accuracy when the 
script displays a lack of organizational skills, but 
becomes more lenient when the script 
demonstrates communicative effect. 

 
6) Do the raters score particular tasks more 
harshly or more leniently than others? If so, what 
are the sub-patterns of ratings in terms of rater-task 
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interaction for each rater? There is also evidence that detracts from the 
measure’s validity. Table 10 shows the resulting 
correlation coefficients for the relationship between 
each of three raters’ scores and the Criterion score, 
and they were statistically significant (p<.01) for 
Task 1, Task 2 and impressionistic scoring. This 
result supports the validity of the task-based writing 
test including these three scores. 

There were two interactions with a significant bias 
out of the entire 15 interactions. The interactions 
that displayed a significant bias were distributed in 
one rater (Rater 5), which indicate that Rater 5 is 
harsher on communicability and more lenient on 
accuracy. 
 Bias/Interaction: 1. Raters, 3. Tasks
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4. Discussion  

 The findings suggest that the TBWT scoring guide 
may have contributed to the reduction of biased 
interactions, but training for certain raters with 
his/her unique bias patterns might still be required. 
It was assumed that the scoring guide gave raters a 
shared understanding of the construct of writing 
ability as defined by the test writers, and thus the 
scoring guide may effectively reduce the 
differences or biases caused by variation among 
raters. However, as previous research suggests, 
training and experience improve agreement among 
raters (Shohamy et al., 1992; Weigle, 1994). 
Lumley (2002) suggested that trained teacher raters 
garner the benefit of training by simply coping with 
the demanding task, shaping their natural 
impression to what they are required to do, and 
using the scale to frame the descriptions of their 
judgment of a text. This view of the function of 
training suggests that training plays an important 
role in influencing raters’ behavior, so it may 
contribute to the variation in frequencies of biased 
interactions. 

 
 
 
 
 
 
 
 
 
7) To what extent, statistically, is the task-based 
writing test a reliable and valid measure? 
(1) Reliability 
All raters displayed acceptable levels of consistency 
with themselves, but there were significant 
differences between raters in terms of severity. The 
difference, based on fair average scores, is 0.65 of 
one grade in the scale, suggesting that there would 
be no impact on scores awarded in an operational 
setting. The analyses of the two tasks and the 
impressionistic scoring show that no significant 
difference occurs between the tasks and the 
impressionistic scoring. The scoring forms do not 
appear to separate the subjects to a significant 
degree. This means that in normal operations the 
three scoring forms can be considered equivalent.  

From the results of the present study using 
FACETS, three implications are drawn. First, five 
teacher raters were found to be self-consistent in 
scoring 20 different subjects’ writing performance. 
However, there were relatively small but significant 
differences in overall rater severity. In addition, 
three of the five raters had a unique bias pattern 
toward a certain type of text. Fit statistics analysis 
of the raters in this study suggested that training for 
a certain rater with his/her unique bias pattern could 
have a major impact on rating behavior, meaning 
that the rater facet does not necessarily represent a 
problematic or validity-threatening part of the 
testing process.  

(2) Validity 
An estimate of the item discrimination was 
computed according to a “Generalized Partial 
Credit Model” approach. 1.0 is the expected value, 
but discriminations in the range 0.5 to 1.5 provide a 
reasonable fit to the Rasch model (Linacre, 2007, 
p.132). All the estimates fall in this range (0.90, 
1.05, 1.37), which indicates that the randomness in 
the three sets of data fit the Rasch model. The two 
tasks and the impressionistic scoring were, 
therefore, of relevance to dependent data 
acquisition.  

Second, the 5-point scales were found to 
demonstrate acceptable fit, and seemed to be a more 
reliable tool in determining the estimate of subjects’ 
writing ability. The scales associated with the five 
rating categories and their specific written samples 
were shown to be mostly comprehensible and 
usable by raters. However, it must be said that the 
raters in this study were all participants in the 
pre-testing. Raters tend to increase their internal 
consistency in assigning ratings as they gain 
experience (Weigle, 1998). Whether new teacher 

 
Table 10 Inter-rater correlation coefficients between 
raters’ scores and the Criterion score 

Rater 1 2  3  4 5 Avg.
T1 .71 .70 .65 .63 .60 .66
T2 .74 .71 .67 .70 .79 .72
IS .74 .78 .70 .72 .68 .72

Note. T1=task1; T2=task 2; IS=impressionistic scoring 
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raters are self-consistent in scoring the same writing 
samples with the rating scales must be observed and 
confirmed in further studies. 

Finally, one source of score variance in the 
writing performance test, task, was negligible in 
terms of difficulty. The assessment tasks used in 
this study provided reasonable fit to the Rasch 
model. This result implies that task development 
based on the construct-based processing approach 
could be a reasonably solid basis to estimate 
students’ writing ability, and those tasks may draw 
valid inferences to their writing performance. 
 
5. Conclusion 
In the present study, the results showed that the 
students’ ability was effectively measured using the 
developed elicitation tasks and five teacher raters, 
and that all raters displayed acceptable levels of 
consistency with themselves. There were, however, 
relatively small but significant differences among 
raters in terms of severity. The bias analyses also 
indicated three of the five raters were significantly 
biased towards certain types of subjects, and these 
raters’ bias patterns were unique. These findings 
suggest that the TBWT scoring guide may have 
contributed to the reduction of biased interactions, 
but training for certain raters with his/her unique 
bias patterns might still be required. 

The FACETS analysis for this study showed 
that the difficulty of the two tasks and the 
impressionistic scoring were considered equivalent, 
which provided reasonable fit to the Rasch model. 
The equivalence of task difficulty may indicate that 
task development based on the construct-based 
processing approach could be reliable and valid to 
estimate students’ writing ability. The rating scales 
associated with the five categories and their specific 
written samples were shown to be mostly 
comprehensible and usable by raters, and 
demonstrated acceptable fit. However, there is still 
room for argument about the reliability and validity 
of assessment tasks and rating scales. 
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Abstract  
In second language education, researchers 
indicate that task-based teaching has been 
recognized as the latest methodological 
realization of communicative pedagogy. How 
can this approach be applied in EFL elementary 
classrooms? What are teachers’ perceptions of 
applying information gap activities in 
elementary classrooms? This study sets out to 
explore about the above questions. It reports a 
project led by the researcher to guide a group of 
teachers to incorporate information gap activities 
in their English teaching for their professional 
knowledge development. It investigates 
teachers’ perceptions and experiences of 
applying information gap activities in EFL 
elementary classrooms during their learning to 
teach in Taiwan. A questionnaire was 
administered to collect the data. It draws 
conclusions from the aspects of teaching a 
second language in terms of linguistic and 
pedagogical considerations. It finds that 
teachers’ experiences of applying information 
gap activities in EFL elementary classrooms 
make them believe that information gap 
activities can help students reinforce vocabulary 
and grammatical structures, allow students to 
use linguistic forms and functions in a 
communicative way, and increases more student 
engagement. It offers suggestions for TESOL 
training programs to adopt a similar training 
approach to help teachers to gain practical 
experiences of applying a theory into practice.  
 
Keywords  
information gap activities, EFL, task-based 
instruction  
 
1. Introduction  
As Littlewood (2007) points out “educators and 
governments in Asian countries are intensively 
addressing the need to increase the number of 
people in their population who can communicate 
effectively in English” (p. 243). In order to 
achieve this goal, national policies and 
syllabuses have been moving towards  

 
communicative  language teaching (Littlewood, 
2007; Nunan, 2003). More recently, as Nunan 
(2003) indicates, teachers are urged to  
move on from earlier forms of CLT and 
introduce task-based language teaching in Asia 
(e.g., Hong Kong, Korea, and China). 
Task-based teaching has been recognized as the 
latest methodological realization of 
communicative pedagogy” (Hu, 2005).  

During the past decades, in keeping up with 
the trend of initiating English programs in 
elementary education, most Asian countries have 
implemented one-to-two English instruction 
periods into their curriculum (e.g., Taiwan, 
Japan, and Korea). For example, in Taiwan the 
Grade 1-9 Curriculum was implemented in 2001. 
Following this new curriculum, English courses, 
embedded in language arts, were officially 
implemented for fifth and sixth graders with two 
periods of instruction per week. Later, in 2003, 
one 40-minute period of English course per 
week was officially implemented for third and 
fourth graders. According to the curriculum 
guidelines, the goal of English education 
generally focuses on developing students’ basic 
communicating competences, cultivating their 
English learning interests and habits, and 
introducing international culture and social 
customs. This is just an example of EFL context 
in Taiwan. Other Asian countries might have 
different polices.  

However, rarely have researchers discussed 
how communicative approach is applied in 
elementary education. Literature on 
communicative approach has been discussed 
prevalently in high schools and universities. 
Little is known about how teachers can use 
communicative activities in EFL elementary 
classrooms. In order to gain insight into this 
topic, this study investigates teachers’ 
experiences and perceptions of applying 
communicative activities in their teaching. It 
describes a project led by the researcher in an 
inservice teacher training course, which guided a 
group of teachers to incorporate information gap 
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activities in their English teaching for their 
professional knowledge development. 
 
2. Literature review 
Why are information gap activities chosen? An 
information gap activity involves the exchange 
of information among participants in order to 
complete a task (Larsen-Freeman, 2000). As 
Pica (2005) indicates, the information gap task is 
“characterized by several features: Only one 
outcome or answer is considered possible, 
appropriate, or correct, and reaching it requires a 
verbal exchange of information among task 
participants” (p. 341). This type of activity came 
from task-based teaching (Ellis, 2003; Nunan, 
2004), which Richards (2005) explains as an 
extension of the CLT movement and which 
Littlewoods (2004, 2007) regards as a 
development within the communicative 
approach, to develop learners’ communicative 
competence. It focuses on meaningful 
interaction while drawing students’ attention to 
language forms (Long & Crookes, 1993). As 
Willis and Willis (2007) point out, a focus on 
form means that “teachers isolate one or two 
specific forms, specific grammatical structures 
or functional realizations, and identify these as 
the target forms” (p. 4). Also, learners know that 
“by the end of the teaching sequence, often 
contained in a single lesson, they will be 
expected to produce these forms with an 
acceptable level of accuracy” (p. 4). Thus, 
task-based teaching “aims primarily at helping 
learners get ready to use the language in real-life 
situations” (p. 131). In addition, in form-focused 
work, learners “work on recognizing or 
manipulating the forms of the language in a 
number of ways: conscious raising, recall, 
extension, correction, and exam practice” (p. 
133). 

Pica (2005) in her review article discusses 
the contributions of information gap tasks as 
seen from our learning, teaching, and research 
perspectives, describes the issues and challenges 
we have faced in integrating and implementing 
them, and presents an approach that we have 
developed for designing information gap tasks 
both as authentic activities for teaching and 
learning and as reliable instruments for research. 
Teachers and researchers have shown that 
information gap activities have the following 
advantages: (a) They can reinforce vocabulary 
and a variety of grammatical structures taught in 
class; (b) They allow learners to use linguistic 
forms and functions in a communicative way, (c) 

These activities bring the language to life for 
learners, (d) Learners have the opportunity to 
use the building blocks of language we teach 
them to speak in the target language, and (e) 
Learners have to be involved in their learning, 
and not as passive instruments who seem to get 
knowledge from others, but as active individuals 
who practice what they learn.  

Based on the above advantages, in order to 
actively engage students in speaking activities 
based on a communicative approach, teachers 
can design information gap activities for 
students to practice speaking English. Following 
Pica’s (2005) perspectives on learning, teaching, 
and research and other researchers’, this study 
hopes to add examples to the literature of 
task-based communicative language teaching. 
 
3. The study 
The main purpose of this study is to explore 
inservice teachers’ perceptions of applying 
information gap activities in elementary 
classrooms. These teachers volunteered to join 
an English teacher certificate program offered by 
the researcher’s university, funded by the bureau 
of education in their county. In order to be a 
qualified English teacher, the Ministry of 
Education in Taiwan requires the bureau of 
education in every county or city to hire teachers 
who possess both an elementary teacher’s 
certificate and an English teaching qualification. 
This training program was offered to help 
inservice teachers to be qualified as English 
teachers in this county. In this program, there 
were ten TESOL training courses, each of which 
lasted for 36 hours. The focus group consisted of 
twenty-one inservice teachers, eighteen females 
and two males, all coming from the same county 
as the researcher’s.  

The present study used the data from one 
of the courses taught by the researcher, which 
was about designing English teaching and 
learning activities and materials. In this course, 
participants were required to complete two main 
assignments, which were to plan two lessons by 
incorporating information gap activities and 
designing the worksheets, and then to teach the 
lessons to a chosen class in their schools. They 
chose the lessons from the textbooks their 
students were using. During their teaching, they 
videotaped their lessons and took snapshots. 
Then, they shared their teaching video clips, 
snapshots, and reflections with the peers during 
their mid and final presentations. After each 
presentation, they gained insights and comments 
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from the researcher and peers. Last, they wrote a 
paper to reflect and report what they had learned 
from the experiences.   

The main portion of the data in this study 
came from a post-course questionnaire (See 
Appendix A). The questionnaire was designed 
by the researcher. It consists of 14 items 
measuring teachers’ perceptions of applying 
information gap activities, using a 5-point Likert 
scale (1: strongly disagree, 2: disagree, 3: neutral, 
4: agree, and 5: strongly agree). It was 
administered to the twenty present participants 
at the end of the course; 18 respondents returned 
the questionnaires. A response rate of 90% was 
achieved.       
 
4. Results  
4.1 An example 
Figure 1 is an example of an information gap 
activity designed by one of the participants. It 
presents a basic format of worksheet A and B, 
each of which has parts of information missing.  
 

  
 
Figure 1: An Example of the Worksheets 
 
The sentence structures and pictures were 
adopted from students’ textbook. The sentence 
structures are: What is your______ doing? 
He’s_____. She’s _____. Learners have to work 
with a partner and to use the sentence structures 
to get the information to fill in the blanks.  
 
4.2 The data  
Table 1 shows teachers’ years of teaching in 
elementary schools.  
 
Table 1: Teachers’ Years of Teaching  
Years of Teaching Number 
0-5 years 
6-10 years 
11 plus years 

3 
10 
5 

Total 18 
 

Three participants are novice teachers, 
teaching less than five years. Ten participants 
have been teaching for more than 5 and less than 
10 years. Five participants have been teaching 
more than 10 years. The average of the 
participants’ teaching year is 10. 

Items 1 to 6 ask about participants’ 
perceptions of how information gap activities 
can help students’ English learning in the aspects 
of vocabulary, sentences, speaking, meaningful 
communication, and structures. The results are 
shown in Table 2. The means of the six items are 
above 4, indicating that participants agree that 
applying information gap activities can help 
students learn English better.  
 
Table 2: How Information Gap Activities Can 
Help Students’ English Learning   
Items M 
1. …learn vocabulary better  4.1 
2. …practice saying sentences better 4.4 
3. …practice speaking more English 4.5 
4. …have the purpose of practice English 4.2 
5. …have meaningful communication   4.2 
6. …learn English structures better     4.2 
Note: The elipsis means the information has been 
omitted. 

 
Table 3 presents the results of Item 7 to 

Item 14. They show teachers’ feelings and 
experiences of teaching with information gap 
activities, the difficulties of using pairwork, their 
opinions about applying this type of activity to 
teach lower graders, the time they spent in 
designing the activities, and whether they would 
value this type of activity in their future teaching. 
All the results show teachers have positive 
experiences in applying this type of activities sin 
their teaching. However, they needed to spend a 
lot of time and efforts designing this type of 
activity.      
 
Table 3: Teachers’ Perceptions of Teaching with 
Information Gap Activities  
Items M 
7. Ss did not like my teaching with IGA 1.8
8. IGA can’t attract ss’ … to learn Eng 2 
9. …difficulties grouping ss… 1st IGA    2.4
10. …difficulties grouping ss… 2nd IGA   2.1
11. …not suitable for lower graders 3.2
12. I won’t use IGA in my future teaching 2 
13. … spend a lot of time designing IGA 3.8
14. I will design IGA in my future teaching 4.4

 
Item 7 asks, “My students did not like my 

teaching with information gap activities.” The 
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mean of this item is 1.8, which indicates that 
teachers thought students liked their teaching 
with the activities. Item 8 asked, “Information 
gap activities can’t attract students’ interests to 
learn English.” The mean of this item is 2, 
indicating that teacher disagreed with this 
statement. Examining Items 7 and 8, the study 
finds that teachers’ perceptions of students’ 
feedbacks about the teaching of information gap 
activities are positive.  

Item 9 asks, “I had difficulties grouping 
students to do the first information gap activity.” 
Similarly, Item 10 asks about the difficulties in 
the second activity. The means of the two items 
are 2.4 and 2.1, respectively, indicating teachers 
did not have difficulties in grouping students.    

Item 11 asked, “I think information gap 
activities are not suitable for lower graders.” The 
mean is 3.2, indicating teachers did not agree 
with this statement. Item 12 asked, “I won’t use 
information gap activities in my future teaching. 
The mean is 2, showing they did not agree with 
this statement. Item 14 asks a similar question, 
“I will design information gap activities in my 
future teaching.” The mean is 4.4, showing that 
teachers are likely to design the activities in their 
teaching.  

Item 13 asks, “I need to spend a lot of time 
designing information gap activities.” The mean 
is 3.8, showing teachers slightly agree with this 
statement.  
 
5. Discussion  
Firstly, information-gap activities include a 
tremendous variety of techniques in which 
learners are either to convey or to request 
information. They give learners opportunities to 
practice using both the language forms of asking 
and answering. Linguistically, they draw 
learners’ attentions to “focus on forms.” They 
reinforce vocabulary and grammatical structures 
taught in class, and they allow learners to use 
linguistic forms and functions in a 
communicative way (Pica, 2005). As EFL 
elementary learners have limited exposure to 
interactive language learning contexts and 
instruction hours per week, this study shows that 
teachers find information gap activities not only 
can help elementary students have the necessity 
of communicative interaction but also attract 
their attention to linguistic forms as well (Willis 
& Willis, 2007) . Thus, teachers think that this 
type of activity can help learners be equipped 
with linguistic forms better.   

Secondly, information gap activities 

require pairwork. Did the teachers have 
difficulties grouping the students? The results of 
this study show teachers are capable of dealing 
with this type of situation. One possible reason 
might be that most of the teachers are veterans 
and they have more sophisticated skills in 
classroom management. In this study, teachers 
did not show they had difficulty using pairwork. 
As this study engages inservice teachers in the 
research, other studies that engage novice 
teachers or pre-service teachers might yield 
different results.   

Thirdly, modern second language teaching 
approaches emphasize learner-centered 
classrooms. Using pairwork or groupwork 
activities to engage learners in learning are 
common. Task-based instruction also 
emphasizes learner-centered instruction. As Paul 
(2003) talks about learner-centered classrooms, 
he notices that many Asian EFL learners do not 
have the language ability to work on complex 
projects in groups, but he suggests that “at least 
they are able to do simpler activities where they 
are cooperating together” (p. 30). He thus 
recommends some possible activities that 
teachers can encourage children to cooperate 
with each other. One of the activities is the 
puzzle project, which I think has the same 
meaning to promote cooperative learning in 
doing information gap activities. In an 
informatin gap ctivity, in order to complete each 
assigned speaking task, learners have to 
collaborate with the partner to solve the problem. 
Information gap activities require learners to be 
active learners, not as passive knowledge 
receivers. In order to help the young learners to 
be active participants in speaking activities, 
teachers have to pay more attention to provide 
language supports for students. The information 
gap activity can provide sufficient language 
supports for learners to practice speaking before 
they can speak freely. It thus increases more 
student engagement. In addition, in pairwork, 
the learner may engage with “more capable 
others (teachers, advanced peers, etc.), who may 
provide assistance and guidance” (Oxford, 1997). 
Thus, this type of activity creates more 
opportunities for EFL learners to have more real 
experiences for using English for 
communication. It may contribute to increasing 
the number of people who can communicate 
effectively in English (Littlewood, 2007; Nunan, 
2003).   

Lastly, for second language teachers and 
researchers, this study presents an example of 
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applying and adapting task-based approach in an 
EFL elementary context (see Littlewood, 2007). 
It demonstrates how teachers can apply a 
language teaching approach into a real 
classroom practically. It advocates that only if 
teachers are well-equipped with the knowledge 
of modern language teaching approaches, will 
they be able to confidently move forward in 
their teaching career successfully. I thus argue 
that a solid and fundamental TESOL training 
program is imperative to promote teacher 
efficacy. Furthermore, providing an opportunity 
for teachers to conduct a lesson and demonstrate 
their teaching in a training course like the ones 
proposed in this study can help trainees to 
develop their professional knowledge and learn 
how to apply theories into real teaching practice.       
 
6. Conclusion 
This study investigated teachers’ perceptions and 
experiences of applying information gap 
activities in EFL elementary classrooms during 
their learning to teach in Taiwan. It has 
demonstrated an example of putting theory into 
practice based on task-based instruction in favor 
of communicative approach. In sum, it draws the 
conclusions from the aspects of teaching a 
language in terms of linguistic and pedagogical 
considerations. It finds that teachers’ experiences 
of applying information gap activities in EFL 
elementary classrooms make them believe that 
this type of task can help learners achieve better 
language accuracy and fluency, creates more real 
communication opportunities for learners, and 
increases more student engagement.  

In conclusion, second language teachers 
are continually exploring pedagogical means for 
educating more successful language learners. 
This study finds by maximizing the classroom 
opportunities for learners to practice speaking 
through communicative activities such as 
information gap activities, we can get our 
learners to develop not only linguistic fluency, 
but also accuracy. Moreover, inviting teachers to 
apply a teaching method in the training course 
helps them know how they can apply the 
language teaching approach to their real 
teaching context, which also promotes their 
professional knowledge development.  

Thus, this study suggests that TESOL 
training programs can follow this line of 
research and training method to help teachers 
gain authentic experiences of applying theories 
into practice. In the training, TESOL trainers and 
researchers can provide opportunities for the 

trainees to explore about the language teaching 
principles, to explore about the process of 
engaging learners, and to reflect and share their 
learning results. By setting up a sound training 
program, we can help more teachers to go 
smoothly in their teaching career, which will 
then benefit more successful EFL learners.        
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7.2 Appendices 
 
Appendix A. The Questionnaire 
Items Mean 
1. Information gap activities can 

help students learn vocabulary 
better.  

4.1 

2. Information gap activities can 
help students practice saying 
sentences better. 

4.4 

3. Information gap activities can 
help students practice speaking 
more English. 

4.5 

4. Information gap activities can 
help students have the purpose 
of practice speaking English. 

4.2 

5. Information gap activities can 
help students have meaningful 
communication with peers.   

4.2 

6. Information gap activities can 
help students learn English 
structures better.     

4.2 

7. My students did not like my 
teaching with information gap 
activities. 

1.8 

8. Information gap activities can’t 
attract students’ interests to learn 
English. 

2 

9. I had difficulties grouping 
students to do the first 
information gap activity.    

2.4 

10. I had difficulties grouping 
students to do the second 
information gap activity.    

2.1 

11. I think information gap 
activities are not suitable for 
lower graders. 

3.2 

12. I won’t use information gap 
activities in my future teaching.  

2 

13. I need to spend a lot of time 
designing information gap 
activities. 

3.8 

14. Once in a while, I will design 
information gap activities in 
my future teaching.  

4.4 
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Abstract 
Greetings are a typical part of many conversations, 
yet for less confident language learners they may 
represent a particular challenge, either resulting in a 
feeling of success or of failure. More proficient 
learners, however, may feel limited by basic 
greetings and want to learn and use a wider range of 
greetings. There were three main reasons for 
focusing on greetings: they preface much 
person-to-person interaction; success or failure in 
their use may directly impact learner motivation; 
and, finally, greetings may be effectively taught.    
    This research is conducted with students in 
two provincial Japanese universities, for most of 
whom there is little or no contact with English 
speakers outside the classroom. We decided to 
focus on two types of learner: false beginners with 
little ability or confidence in using English and 
more able and confident students majoring in 
English. Our study involved the administration of a 
questionnaire in which students were asked to rate 
preferences regarding greetings to be used outside 
class, or to be learned or practiced in class. 
Following in-class focus on the learning and 
practice of greetings over a two-three week period, 
the same questionnaire was administered a second 
time.    
 
Keywords 
Pragmatic competence, failure, greetings 
 
1 Introduction 
Especially at beginner or false-beginner level, 
communicating in a foreign language outside the 
classroom can be a high risk venture. Attempts at 
communication, or even simple greetings, may 
easily result in misunderstandings and confusion, 
and cause the learner to be discouraged. On the 
other hand, successful conversations in the target 
language, however short, may be exhilarating and 
motivating experiences. 
    The EFL teacher has two main roles with 
regard to out-of-class communication: in class, to 
prepare students to cope with these language needs 

and, out of class, either to greet and have short 
conversations with the students in English or to 
facilitate such conversational opportunities. This 
second role is of particular importance in 
environments in which there are few other English 
speakers or opportunities to use the target language. 
In order for teachers to fulfill these roles 
satisfactorily, we need to know what our students 
already know, and to know what they need or want 
to know. We focused on greetings, partly for their 
crucial role in short conversations, and partly 
because we felt that awareness raising and teaching 
in this area were most likely to produce tangible 
results. 
    This research is conducted with university 
students in two provincial universities in Japan, for 
most of whom there is little or no contact with 
English speakers other than their teachers outside 
the classroom. In order to gain some understanding 
of the range of knowledge and preferences of 
students at university level, we decided to focus on 
two types or levels of English learner: false 
beginners with little ability or confidence in using 
English; and students majoring in English who are 
more able and confident about using the language.  
    Our study involved the administration of a 
questionnaire in which students were asked to rate 
preferences regarding greetings to be used outside 
class, or to be learned or practiced in class. 
Following in-class focus on the learning and 
practice of greetings over a two-three week period, 
the same questionnaire was administered a second 
time.    
 
1.1 Outline 
Following the Introduction, in the Literature 
Review we will consider issues relating to greetings, 
such as cultural issues, pragmatic failure, adjacency 
pairs, and the teachability of pragmatic competence 
in this area. We will then report our research, 
together with research questions and results, before 
going on to report our findings. Finally, based on 
this preliminary study, we will offer suggestions for 
English teachers’ use and teaching of greetings both 

Proceedings of the 14th Conference of Pan-Pacific Association of Applied Linguistics

207



in and out of the language classroom. 
 
2 Literature Review 
Greetings, as many dictionaries implicitly testify, 
typically do not mean something. “Hello”, for 
example, does not mean something; rather, it is 
used in a particular context to acknowledge 
someone's presence, with intonation and body 
language often conveying the speaker's attitude 
regarding that person's presence. 
    While the speech act of greeting is as familiar 
to Japanese speakers as it is to English speakers, the 
range of greetings and responses available in each 
language, together with the pressure to perform, 
may render this seemingly simple act complex and 
confusing.  
    The choices available in greeting and response 
types leads us to three related areas of research: 
language and culture; adjacency pairs, and 
pragmatic competence or failure. Finally, we will 
address the question of whether pragmatic 
competence, specifically relating to greetings, is 
something that can be taught.  
 
2.1 Language and culture 
Our starting point in focusing on similarities and 
differences is similar to the goal stated by Brown 
and Levinson (1987: 56), “to show that superficial 
diversities can emerge from underlying universal 
principles and are satisfactorily accounted for only 
in relation to them”. Indeed, it is often the failure to 
identify the universal in differently expressed 
greetings that causes confusion. Yamada (1997: 49) 
gives the following example: “When Americans ask 
each other “What’s happening?” they don’t really 
mean for you to give them a complete summary of 
what has happened to you since you last saw them. 
Unless you are good friends and have a chance to 
sit down and chat, a greeting like, “What’s up?” is 
treated as a conventional expression like “How are 
you?”   
    As Stephens (2003) points out, learners of 
Japanese are just as likely to be misled by the 
surface meaning of greetings in that language: 
“Like the English greeting “How are you?” the 
Japanese equivalents odekake desu ka (“Are you 
going out?”), kaimono desu ka (“Are you going 
shopping?”) or dochira made desu ka (“Where are 
you going?”), are not requests for information and 
do not require a direct answer”. This situation, 
leading to pragmatic failure, is described by 
Thomas (1983) as “the inability to understand what 
is meant by what is said”. Such pragmatic failure 
with greetings may have dire consequences for the 
whole conversation.  
 
2.2 Adjacency pairs 

An issue related to the surface reading of greetings 
is that of the extent of freedom of choice of 
response to greetings. Schegloff and Sacks (1973) 
describe how adjacency pairs, such as greeting and 
response, are not fixed word-for-word exchanges, 
but that the response must be chosen from one of a 
few types of second pair parts. Both Yamada (1997: 
49) and Stephens (2003) point out the relative fixity 
of greeting response types in Japanese as compared 
with English, and suggest the consequences that it 
may have for successful communication. Yamada 
explains this as follows: “The Japanese prefer favor 
conventional greetings to responses, while 
Americans prefer ones that are more individualized. 
This does not mean that American responses are 
altogether original, but that a variation from “Fine 
thank you, and you?” is considered more interesting 
and more hip – in short, preferable” (1997: 49).  
 
2.3  Pragmatic failure 
Japanese learners’ selection of such dispreferred 
responses is found not only in direct cultural 
preferences but also in classroom learning of 
greetings and responses which may leave many 
with the perception that “Fine thank you, and you?” 
is the only acceptable response to “How are you?” 
Stephens, again, addresses the issue of teacher 
responsibility to help learners overcome these 
problems: “Pragmatic failure must be addressed by 
the teacher because of the danger of creating 
misunderstanding. If the speaker's intent is not 
communicated accurately [...] misunderstanding 
may ensue” (2003). 
 
2.4 Teachability of greetings 
This issue of teacher responsibility, finally, brings 
us to the question of whether pragmatic competence, 
specifically that relating to greetings, will either be 
transferred from the learner’s L1 or acquired 
through observation of, and interaction with, 
speakers of the target language. In other words, that 
it does not require attention in the language 
classroom. Kasper (1997) has addressed this 
question in detail. As she points out, “some 
pragmatic knowledge is universal, and other aspects 
may be successfully transferred from the learners’ 
L1”. She also notes that learners often fail to take 
advantage of this and transfer L1 pragmatic 
knowledge for application in the L2. This may be 
especially true of peoples, and languages, which are 
commonly seen as being very different from each 
other, as Japanese and Americans or the Japanese 
and English languages are. The tendency to literal 
interpretation of greetings rather than a recognition 
of shared pragmatic value, is a case in point.  
    As for opportunities for learning through 
contact with target language speakers, this is only a 
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realistic option if such contact exists outside the 
passive media of television and cinema. Where it 
does not, the responsibility for addressing areas of 
likely pragmatic failure remains with the teacher. 
This brings us to the question of whether pragmatic 
routines such as greetings can be effectively taught. 
Kasper (1997), following a review of research into 
teaching areas of pragmatic competence, concludes 
that pragmatic routines can indeed be successfully 
taught to  foreign language learners with lower 
levels of proficiency. This conclusion leads us to 
our study, in which through awareness-raising and 
direct teaching or practice we aimed to do precisely 
that. 
 
3. Research and Results 
Our study was focused on Japanese language 
learners' knowledge of, and attitudes towards, 
greetings used in English. We addressed three 
questions through our research: 
 1. With which English greetings would our 
learners prefer to be greeted outside class? What 
variation is there for different proficiency level 
classes? 
 2. Which greetings do they want to learn or 
practice? What variation is there for different 
proficiency level classes? 
 3. What change in responses are there following 
in-class focus on greetings? 
 
3.1  Instruments, participants, and teaching 
The research instrument, a basic questionnaire (see 
Appendix A), required the students to rate a set of 
24 English greetings according to whether they 
would wish to be greeted with these outside class, 
and to whether they wished to learn or practice the 
greetings in class. Specifically, for each greeting, 
participants were first asked to indicate the 
frequency with which they would want the greeting 
to be used to address them outside class, choosing 
between Sometimes, Often, and Never. Then, for the 
same set of greetings, participants were asked for 
each greeting whether they wanted to learn or 
practice the greeting in class: Learn, Practice, or 
Not do. To avoid the first question having an undue 
influence on answers for the second, questionnaires 
were folded in half so that only one question or the 
other would be visible at one time. The survey was 
administered one more time, around four weeks 
later.  
    A total of 86 participants, mostly aged 18 to 21, 
took part in the study: these included classes of 
Nursing students, of Pharmaceutical Sciences 
students, and of English Department students. The 
reason for including groups of students with 
different majors was not so much concerned with 
their particular field of study as with the varying 

levels of ability, motivation, and interest in English 
typical of students in each field.     
    For these participants the study comprised the 
two administrations of the survey described above, 
and focused teaching informed by the first survey 
results in the three weeks between the surveys. 
Specifically, the teaching involved explicit 
explanation and practice of response choices both 
for familiar greetings such as "How are you?" or 
"How are you doing?" and for greetings less 
commonly encountered in the language class, such 
as "What's up?" or "Holding down the 
fort?"      .       
 
3.2 Results 
Sets of data drawn from the two surveys are 
presented below in Tables 1 and 2. Table 1 shows 
general participant preferences for out-of-class use 
of greetings for each group of participants 
according to their major at university as expressed 
both prior to the classroom focus on greetings (Pre) 
and at the end of the study (Post), while Table 2 
provides data for preferences for in-class teaching 
and practice of the greetings.   
 
3.2.1 Out-of-class preferences 
As Table 1 shows, there was considerable 
difference for overall preferences among the groups 
of participants, with English Department students 
selecting Often or Sometimes for a total of over 
90% of greetings as compared with around % for 
Nursing students and 57% for Pharmaceutical 
Science students. Regarding differences between 
the first and second administration of the 
questionnaire, there was very little difference 
overall.  
 
Table 1: Greeting preferences for out of class 

  Pharmacy Nursing English
Pre Often No. 135 245 187 

  % 19.4 27.6 43.3 
Post Often No. 256 331 207 

  % 38.1 36.3 47.9 
Pre Some- No. 479 516 212 

 times % 68.8 58.2 49.1 
Post Some- No. 384 488 186 

 times % 57.1 53.5 43.1 
Pre Never No. 82 126 33 

  % 11.8 14.2 7.6 
Post Never No 32 93 39 

  % 4.8 10.2 9.0 
Note: Asterisk for figures not available when submitted 
 
In addition to the figures above, it is worth looking 
at the most and least popular greetings for teachers 
to use with students outside class. The top five 
greeting for each participant group was as follows: 
Pharmaceutical Sciences: Hi!, Hello!, How are 
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you?, Nice day, isn’t it?, and How are you doing? 
Nursing: Hi!, Hello!, How are you?, Nice day, isn’t 
it?, and How are you doing?. 
English: Hi!, Hello!, How are you?, How are you 
doing?, and Nice day, isn’t it?.  
The least popular greetings were: 
Pharmaceutical Sciences: How’s the family?, 
Holding down the fort?, Keeping out of trouble?, 
Keeping up with your studies?, and Getting much 
sleep lately?. 
Nursing:  
English: Keeping out of trouble?, How’s life been 
treating you?, How’s the family?, Getting much 
sleep lately?, and Holding down the fort?. 
 
Table 2: Preferences for in-class learning and 
practice. 

  Pharmacy Nursing English
Pre Learn No. 313 392 * 

  % 45.0 46.7  
Post Learn No. 306 245 141 

  % 51.0 30.0 32.6 
Pre Prac- No. 335 370 * 

 tice  % 48.1 44.0  
Post Prac- No. 257 500 273 

 tice % 42.8 61.3 63.2 
Pre Not do No. 48 78 * 

  % 6.9 9.3  
Post Not do No 37 71 18 

  % 6.2 8.7 4.2 
Note: 1. Asterisk denotes figures not available at time of 
submission 
 
The top three greetings for learning were as 
follows: 
Pharmaceutical Sciences: Holding down the 
fort?What’s new with you? How are you holding 
up? 
Nursing: How’s life been treating you?, Holding 
down the fort?, and How are you holding up?. 
English: How’s life been treating you?, Holding 
down the fort?, and How are you holding up?.  
For practicing, these were the most chosen 
greetings: 
Pharmaceutical Sciences: Hi!, How are you?, and 
Hello!. 
Nursing: Hello!, Nice day, isn’t it?, and How are 
you doing?. 
English: Hello!, What’s new?, and How are you?.  

We will now go on to consider these results in 
detail.  
 
4. Discussion 
We will begin by returning to address the three 
questions raised earlier. As we do this, we will 
consider why we obtained the results we did, and 
include any further data that may be relevant to 
these questions. 

   
1. With which English greetings would our 

learners prefer to be greeted outside class? What 
variation is there for different proficiency level 
classes?  

As we saw in the Results section above, the 
largest number of participants selected the most 
familiar and basic greetings as those with which 
they would prefer to be addressed on campus: Hi!, 
Hello!, How are you?, Nice day, isn’t it?, and How 
are you doing? The same few greetings were, 
surprisingly, most popular among all three groups 
of participants, including the more confident and 
capable English Department students. However, a 
closer look at the figures shows that the high 
response rates of Often and Sometimes for the 
majority of greetings for these participants resulted 
in the near universally Often rated being counted as 
most popular; in other words, less confident 
participants within this group had the “voting 
power” to relegate other greetings to the not quite 
so popular level. Another valid interpretation of the 
data may be to consider that participants would 
consider the everyday greetings they selected as 
suitable to be used, literally, every day, while less 
familiar greetings were less familiar precisely 
because they are used less frequently. This 
impression may not be accurate, and based on 
classroom or textbook-mediated exposure to 
English, since, at least for native speakers of their 
age, greetings such as “What’s new?” or “What’s 
up?” may be used at least as frequently as the more 
prosaic “How are you?”. 

The gap between Often and Sometimes was 
often greater in Pharmaceutical Science and 
Nursing groups, suggesting that while they felt 
ready for the most familiar of greetings, they 
generally did not wish to be greeted with the other 
greetings about which they were not confident. 
Finally, regarding the Pharmaceutical Science 
students, one interesting response was the 
popularity of the less common greeting “How’s 
your health?”. While in the world in general, this 
might be seen as a less common greeting, or a more 
specific one, in the world of health care it is 
certainly an everyday greeting; it is precisely this 
world for which this group of participants is being 
prepared.  
 
 2. Which greetings do they want to learn and 
practice? What variation is there for different 
proficiency level classes? 
    As is clear from their answers, the majority of 
participants differentiated between learning and 
practicing. As a rule, unfamiliar or unusual 
greetings were identified as ones that most 
participants wanted to learn:  
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How’s life been treating you?, Holding down the 
fort?, and How are you holding up?. 
This raises a couple of issues. It may be perfectly 
reasonable that language learners are drawn to 
language that they do not know yet. At the same 
time, it is important for learners to have a sense of 
the words and phrases they need to learn out of all 
the whole target language.  
3. What change in responses are there following 
in-class focus on greetings? 
    There was surprisingly little change in this 
area, most probably due to the short length of the 
learning period of this study. Generally, though, 
responses suggested increased interest and 
confidence in using greetings that were previously 
less well known. 
 
5. Conclusion 
This study has been of value largely in bringing to 
our attention the importance of greetings, and in 
identifying greetings that learners want to know. 
Teachers need to be sensitive to these questions so 
as to do the best for their learners both in and out of 
class.  
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Appendix A. Title of Appendix A.  
学生のみなさんへ 
次のアンケートへの協力をお願いします。英語のあいさつに関する 2 種類の質問に答えてください。こ

れはテストではなく、成績に関係するものではありませんが、授業の内外で教師の参考にさせてもらい

ます。協力ありがとうございます。紙を半分に折って始めてください。   Tim Hawthorne 
 
教室外(例えばキャンパス内、食堂など)で、あな

たは次のどのあいさつを外国人の英語の先生か

らしてもらいたいと思いますか？ 
下の欄にO, S, Xから選んで書き入れてください。 
O＝Often  

(よくこのあいさつをしてもらいたい） 
S＝Sometimes  

(時々このあいさつをしてもらいたい) 
X ＝Never   

(ぜったいこのあいさつをしてほしくない) 
 
_____ What’s up? 

_____ Hi! 

_____ How’s it going? 

_____ What’s new? 

_____ How’s life been treating you? 

_____ How are you doing? 

_____ How are things going? 

_____ How have you been? 

_____ How’s the family? 

_____ Nice day, isn’t it? 

_____ How are you getting along? 

_____ Staying busy? 

_____ Keeping out of trouble? 

_____ Getting much sleep lately? 

_____ Hello! 

_____ Holding down the fort? 

_____ How are things with you? 

_____ How are you? 

_____ Keeping up with your studies? 

_____ How’s your health? 

_____ How are you holding up? 

_____ How are you getting on? 

_____ How are your classes? 

_____ What’s new with you? 
 
 

 
教室内で、あなたは次のどのあいさつを教えてもら

いたいですか？または練習したいですか？ 
下の欄に L, P, X から選んで書き入れてください。 
L＝Learn    

(授業でこのあいさつを習いたい。まだ知らな

い) 
P＝Practice  

(授業でこのあいさつを使う練習をしたい。もう 
知っている) 

X＝Not do  
(授業でこのあいさつを習いたくない、練習 
したくない) 

_____ What’s up? 

_____ Hi! 

_____ How’s it going? 

_____ What’s new? 

_____ How’s life been treating you? 

_____ How are you doing? 

_____ How are things going? 

_____ How have you been? 

_____ How’s the family? 

_____ Nice day, isn’t it? 

_____ How are you getting along? 

_____ Staying busy? 

_____ Keeping out of trouble? 

_____ Getting much sleep lately? 

_____ Hello! 

_____ Holding down the fort? 

_____ How are things with you? 

_____ How are you? 

_____ Keeping up with your studies? 

_____ How’s your health? 

_____ How are you holding up? 

_____ How are you getting on? 

_____ How are your classes? 

_____ What’s new with you? 
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Abstract 
In the development of learner speech, we expect 
both the decreasing interference of native 
phonology and the increasing acquisition of target 
phonology. We examine how these two types of 
phonological interaction occur as the learner 
proficiency increases.  

For this study, we collected 2672 word data of 
L1 English, L2 English, and L1 English loanwords, 
which were elicited from 124 Korean adult learners 
of American English and 23 native speakers of 
Korean and English. Learners were tested for the 
listening proficiency in terms of a standardized test 
TOEIC as a covariance unit, and scaled into five 
ranks. We measured the acoustic features that are 
relevant to the phonological phenomena in Korean 
and English. We focused on l-alternation in Korean 
and deaspiration rule in English. 

Our results show that the learner speech resists 
the native phonology interference in significantly 
earlier stage of second language acquisition than the 
stage when the target phonology is acquired. 
Furthermore, the error rate drops drastically after 
instruction to indicate that an explicit instruction is 
effective to phonological acquisition of the learner 
speech. 
 
Keywords 
English loanwords into Korean, Korean learner 
speech of English, English rule of de-aspiration, 
Korean rule of l-alternation, learner speech, 
loanword phonology 
 
1  Introduction 
Will easier or harder be the elimination of native 
phonology than the acquisition of target 
phonology? Previous studies show that there are 
varying degrees of acquisition rate in L2 speech, for 
easier elimination of vowel insertion by L1 
interference (Park & Kim, 2008), easier acquisition 
of stress assignment rules of L2 (Kim, 2005), and 
difficult acquisition of vowel reduction in L2 (Kim, 
Flynn & Oh, 2007). The discrepancy in results 
observed between tasks may be resolved by 

studying the comparative rules in L1 and L2 
alternation. To answer these, we make a working 
hypothesis that to resist L1 phonology interference 
is easier than to acquire the L2 phonology of 
alternation. 
 
(1) HYPOTHESIS 1: Learner speech avoids the 
native phonology interference faster than the 
acquisition of target phonology rules. 
 
The answer to the question of native versus target 
phonology transition may depend on the 
developmental aspects of learner speech, because 
studies have shown that learner speech 
progressively assimilate to the value of the target 
speech (L2) as the proficiency increases (Han, 
2006; Kim et al., 2006). In other words, there is a 
possibility that learner speech in its early stage is 
similar to the form of L1 or loanword phonology, 
and later develops toward the target value as L2 
fluency increases. We thus make another working 
hypothesis that resisting L1 phonology interference 
is easier than acquiring the L2 phonology of 
alternation. 

 
(2) HYPOTHESIS 2: According to the increase of 
the L2 proficiency, the learner speech resists L1 
phonology interference and acquire the L2 
phonology of alternation. 

 
Hypothesis 2 can be confirmed if a cross-sectional 
or longitudinal study in learner speech shows a 
developmental transition of decreased insertion and 
deletion in L2 words. 

The hypothesis on developmental enhancement, 
however, is controversial in literature, as Scovel 
(1988) claims that adult learners improve 
insignificantly in foreign pronunciation. We, 
therefore, investigate our second question: Whether 
or not learner speech develops from the form of 
loanword phonology toward the form of target 
speech. 

We investigate the developmental enhancement 
by using both a cross-sectional and longitudinal 
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methods. The longitudinal method is to test 
cognitive and affective factors in adult language 
learning -- such as the role of attention and the 
importance of motivation in learning, as Schmidt 
(1995) claims, “In order to acquire phonology, one 
must attend to phonology” (Schmidt, 1995: 17). 

 
2.1  Speech materials 

The following sections test these two 
hypotheses by means of a set of acoustic and 
perceptual phonetic experiments. 
 
2  Method 
In order to accomplish our objective, we 
administered the phonetic experiment that 
comprises four sub-experiments on native and 
learner speech in cross-sectional and longitudinal 
studies. The four sub-experiments are on: 1) Korean 
native speech of English loanwords in Korean 
context, 2) English native speech of the English 
loanwords in English context, 3) Korean learner 
speech of the English loanwords in English context 
by a cross-sectional study, 4) Korean learner speech 
of the English loanwords in English context by a 
longitudinal study. Each sub-experiment used 
different sets of speech materials, participants, and 
the data acquisition steps. 

Three types of speech materials and the recording 
lists were used: 1) recorded L1 Korean speech 
materials of English loanwords in Korean context, 
2) recorded L1 and L2 English speech materials of 
English words in English context, 3) listening test 
materials in English for Korean learners to serve as 
co-variance reference to the development in speech 
production. 

The listening test materials were the listening 
component of Test Of English for International 
Communication (TOEIC). Two TOEIC listening 
tests were used as a standardized test to recognize 
the improvement of listening comprehension before 
and after instruction. 

For recorded speech materials, the native and 
learner participants read words in isolation, and 
those embedded in English or Korean contexts. 
Table 1 is the recording list, in which underlined are 
the segments to contrast for L1 and L2 rule 
application. The Korean context is romanized 
according to the Official Romanization System of 
Korean. 

 

Table 1: Recording list for L1 and L2 rule application in L2 English words, spoken by L1 Korean speakers. 

 
Words in Table 1 are subject to the phonological 
alternation of Korean and English segments. For 
Korean rules of liquid alternation, Korean has a 
single phoneme for liquid phones, that becomes [r] 
in onset and [l] in coda of a syllable (e.g., [r] 
for light and [l] for tile). The phoneme triggers the 
assimilation of sonorants, to make the input sound 
sequence nl to either [nn] or [ll] (e.g., only). The 
phoneme is expected to become a geminate lateral 
[ll] in an onset cluster as in the word slide (Official 
Loanword Transcription Regulations, Art.6, sec.1). 

In comparison, English rules of alternation in 
Table 1 show various kinds of aspiration alternation. 
Stop consonants in English are not aspirated in an 
unstressed syllable as in apple, or after an onset [s] 
as in screen. 

The recording lists in columns (a) and (c) were 
used to obtain L1 Korean speech materials of 
English loanwords in Korean context, while the 
lists in columns (a) and (b) were to obtain L1 and 
L2 English speech materials of English words in 
English context. 
 

2.2  Participants 

Research participants consisted of 11 Korean native 
speakers who read English loanwords in Korean 
context, 12 native speakers of American English 
and 124 Korean learners of English who read the 
English loanwords to Korean in English context. 

All native speakers spoke the General 
American English, while learners the Standard 

L1 and L2 
phonology 

(a) 
Words in isolation 

(b) 
Words in English context 

(c) 
Words in Korean context 

Korean 
rules of 
liquid 
alternation 

1. light [r] 
2.only [nn / ll] 
3. plate [r] 

1. We like inline skates. [r] 
2. Where are they playing tennis?

 [r] 

1. geuneun inlaine seukeiteu seonsuya. 
(He is an in-line skate player.) 

2. oneul peulei eottaetseo?  
(How was play today?) 

English 
rules of 
aspiration 
alternation 
 

1. apple [p=] 
2. application [p=] 
3. screen [k=] 
4. splendid [p=] 
5. style [t=] 

1. I have four apples.[p=] 
2. Fill in the application form.[p=]
3. I screamed at him.[k=] 
4. How splendid the idea was.[p=]
5. I stared at her. [t=] 

1. eoje aepeul keompyuteoreul sasseo. 
(I bought an apple computer yesterday.)

2. yeonghwa “seukeurim” 
gaebonghaettae. 
(The movie “scream” was released.) 
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South Korean as their native 
language. The learner's 
English proficiency level 
varied with respect to the 
scale of five ranks in 
accordance to TOEIC score. 
We then putatively used the 
scaling of score intervals in 
TOEIC Can-Do Guide (2000) 
as co-variance units for our 
analysis. 1  This follows the 
developmental effects that the 
more proficient the speaker is, 
the more target-like the 
perception of the target sound 
is for the listener. 

Figure 1: Illustration of an incorrectly produced nasal [n] for the target
liquid [l] in L2 English word only, spoken by a female Korean learner. 

 
2.3  Data acquisition procedure 

The data acquisition procedure varied for all four 
sub-experiments. For the first sub-experiment, 
where we aquired Korean native speech of English 
loanwords, we used the following three stages of 
eliciting the reading speech. At the first stage, the 
Korean native speakers were given the English 
word list in English alphabet, and asked to 
transcribe the words into Korean alphabet. The 
transcription was done for the words in isolation. At 
the next stage, the speakers were given the Korean 
sentence list where the English loanwords are 
embedded hidden in empty blanks. The speakers are 
then asked to fill in the blanks by copying down 
their own previously transcribed English loanwords 
in Korean alphabet. At the last stage, the speakers 
were asked to read the completed Korean scripts for 
recording the words in isolation and the words 
embedded in sentences. 

For the second sub-experiment, where we 
aquired English native speech of the English 
loanwords in English context, the native speakers of 
American English underwent only one stage of the 
recording of the production stimuli. 

For the third sub-experiment, where we 
acquired Korean learner speech of the English 
loanwords in English context by a cross-sectional 
study, the learners took listening and production 
tests after a brief listen and repeat practice of the 
recording stimuli, on a very first week of any class 
instruction to avoid experimental intervention.  

For the fourth sub-experiment, where we 
acquired Korean learner speech of the English 

                                                  
1 This edition of the Can-do Guide fits to our learner 
speech data, as we used the previous version of TOEIC 
listening test using the General American English. The 
next edition was published on 2009 to reflect the recent 
modification in TOEIC to contain different English 
accents around the world. 

loanwords in English context by a longitudinal 
study, the procedure consisted of three stages: 1) 
pre-listening and production tests after a brief listen 
and repeat practice of the recording stimuli, 2) 
pronunciation instruction in class for 7 weeks that 
included many different aspects of pronunciation 
including, but not focused on, avoiding the Korean 
l-alternation and applying the English de-aspiration 
rules, and 3) post-listening and production tests on 
the same data after 7 weeks, and again on the 
different data after next 7 weeks.  
 
2.4  Analysis 

We measured the acoustic features that are relevant 
to the phonological phenomena in Korean and 
English. To evidence the application of Korean rule 
of l-alternation, we identified the expected L2 
phones as presented in Table 1: [r] for light, [nn] or 
[ll] for only, etc. Figure 1 illustrates an incorrectly 
produced nasal [n] for the target liquid [l] in L2 
English word only, spoken by a L1 Korean learner. 
Nasal consonant quality was determined by a very 
low first formant centered at about 250Hz, and a 
large region above the first formant with no energy. 
This speaker has a second, rather faint, nasal 
formant just below 2000 Hz. We do not see a 
formant in the neighborhood of 1100 or 1200 Hz 
that is typical of most initial laterals for most 
speakers. 

On the other hand, we also identified th 
expected L2 phones by not applying the English 
rule of de-aspiration in unstressed onset or after an 
onset [s]. For example, the English word "screen" in 
learner speech may have an aspirated [kh], unlike 
the target phone [k=]. The aspiration was detected 
by the acoustic cues of 1) silence (stop gap), 2) 
release burst indicated by a strong vertical spike, 
and 3) a long VOT of more than 30 ms as short 
frication noise (scattered marks after the release) 
before vowel formants begin.  
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For analysis, we compared the learner speech 
with the native speech. For less clear cases of 
acoustic features, we used the additional means of 
the perceptual judgment by researchers and native 
speakers of English. We counted only the expected 
errors that are shown in the loanwords for the  
different L2 phones in question. 
 
3  Results 
A total of 2,672 word data were acquired from the 
recorded corpus of native and learner speech in 
word-level and sentence level production by 124 
Korean learners of English and 11 Korean and 12 
English native speakers. The results of the study are 
shown in Figure 2 for word-level production and 
Figure 3 for sentence-level production.  

These figures represent the interference error 
rate in percentage in which either the native 
phonology rule applied as in (a), or the target 
phonology rule failed to apply as in (b). To be 
specific, the application rates of Korean rule of 
l-alternation are shown in (a), and the failure rates 
of applying the English rule of de-aspiration are 
shown in (b). The results in (a) and (b) are from the 
cross-sectional study, while those in (c) are from the 
longitudinal study.  

In both Figures 2 and 3, the relative frequency 
of L1 and L2 rule interference is higher in L2, as 
graphically demonstrated in 2(c) for word-level 
production, and 3(c) for sentence-level production. 
At all stages in Figures 2(c) and 3(c), failure rates 
of L2 rule application are higher than the 
interference rate by L1 rule application. The results 
thus support our Hypothesis 1 that learner speech 
avoids the native phonology interference faster than 
the acquisition of the target phonology rules. 

To move on to the developmental results in 
relation to Hypothesis 2, Figures in 2 for word-level 
production clearly supports the hypothesis that error 
rate decreases as the speaker proficiency increases. 
In Figures 2(a) and 2(b) for cross-sectional study, 
learner speech resists L1 phonology interference 
and acquire the L2 phonology of alternation 
according to the increase of the L2 proficiency. 
Figure 2(c) shows the results from the longitudinal 
study, in which the average error rate before 
instruction decreases after instruction regardless the 
test is on the same data or on new data. The 
aquisition of L2 rule shows more difficulty than the 
resistence to L1 rule as demonstrated in Post-test 
with new data. The developmental results are less 
obvious in Figure 3 for sentence level production, 
although the average rate in 3(c) shows the similar 
results, in which the error rate decreases as the 
learner proficiency increases. The aquisition of L2 
rule for new data in 3(c) also shows more difficulty 
than the resistence to L1 rule, as in 2(c). We thus 

find that the developmental results in Figures 2 and 
3 support Hypothesis 2. 

 
4  Discussions 
The results indicate that the learner speech 
manifests significantly more difficult L2 rule 
acquisition than L1 rule resistance, in both 
word-level and sentence-level production. In 
addition, the error rate decreases according to the 
speech proficiency. Furthermore, the error rate 
drops more distinctively after instruction to indicate 
that an explicit instruction is effective to 
phonological acquisition of the learner speech. 

Additional findings in this study are the 
following. Firstly, learner speech is far more distant 
from loanwords, and much closer to target 
phonology. In other words, learner speech is far 
more faithful to target phonology than loanword 
phonology. Secondly, another difference between 
learner speech and loanword phonology is that 
learner speech develops toward target phonology, 
while loanword phonology is rather constant. 
Thirdly, needless to mention is an additional fact 
that loanwords conform to native phonotactics, 
whereas learner speech does not. 

Currently, the discussions in this study are 
based on the average values of a large number of 
data. The phonological alternation involve only the 
L1 rules of l-alternation and L2 rules of 
deaspiration. We plan to do a more sophisticated 
analysis with statistical significance. 
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Figure 3: Error rate (%) of sentence-level 
production in L2 English speech by L1 Korean 
learners. L1 Korean rule of l-alternation applied in 
(a), while L2 English rule of de-aspiration failed to 
apply in (b). The results of a cross-sectional study 
are in (a) and (b), and the longitudinal results are in 
(c). 

Figure 2: Error rate (%) of word-level production 
in L2 English speech by L1 Korean learners. L1 
Korean rule of l-alternation applied in (a), while 
L2 English rule of de-aspiration failed to apply in 
(b). The results of a cross-sectional study are in (a) 
and (b), and the longitudinal results are in (c). 
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Abstract 
There has been extensive research on the use of 
‘passive’ unaccusative verbs (e.g., *the accident was 
happened, *the mobile phone was appeared) in L2 
English produced by English learners of various L1s, 
some using judgment and elicitation tasks and some 
using corpora (see for example Rutherford 1998; Zobl 
1989; Oshita 1997, 2000; Hirakawa 2003). 

Several accounts for the passive unaccusatives 
have been proposed: 1) L1 transfer of a tense/aspect 
auxiliary verb + a past participle, 2) 
overgeneralization of the English adjectival passive 
formation, 3) non-target lexical causativisation, 4) 
identification of the lack of a logical subject and the 
be + en, and 5) non-target overt marking of syntactic 
NP movement (Oshita 2000). 

This corpus study describes the actual uses of 
passive unaccusatives by Japanese English learners 
based on the method of analysis used by Oshita 
(2000).     
 
Keywords 
learner corpus passive unaccusatives 
 
1 Introduction 
The purpose of this study is to describe the actual 
uses of passive unaccusatives by Japanese English 
learners based on the method of analysis used by 
Oshita (2000). Examples of both passive 
unaccusatives as well as correctly-used 
unaccusatives are extracted from a corpus of more 
than 5,600 essays by college-level students, and 
examined for semantic and contextual factors that 
explain their use.     
 
2 What are passive unaccusatives? 
‘Passive’ unaccusative verbs (e.g., *the accident 
was happened, *the mobile phone was appeared) 
are forms which do not occur in native varieties of 
English, but which have been noticed in L2 English 
produced by English learners of various L1s.  
There has been extensive research on the use of 

these structures, some using judgment and 
elicitation tasks and some using corpora (see for 
example Rutherford 1998; Zobl 1989; Oshita 1997, 
2000; Hirakawa 2003).  
 
3 Previous research on the acquisition 

of passive unaccusatives 
3.1 Unaccusative verbs 
It has been widely recognized that intransitive verbs 
are classified into two classes: unergative verbs and 
unaccusative verbs in the literature (e.g., Perlmutter, 
1978; Burzio, 1986; Levin and Rappaport Hovav 
1995). 
  
Unaccusative Hypothesis 
 
(1) a. Naomi worked. (unergative) 
     (Agent) 

b. Naomi arrived. (unaccusative) 
     (Theme/Patient)  
 

Some linguists make a further distinction 
between alternating unaccusative verbs and 
non-alternating unaccusative verbs. 
  
Two types of unaccusative verbs 
 
A. Alternating unaccusatives (unaccusatives with a 
transitive counterpart) 
 
(2) a. The window broke. 

b. Ken broke the window. 
(3) a. The door opened. 

b. Ken opened the window. 
 

B. Non-alternating unaccusatives (unaccusatives 
without a transitive counterpart) 
 
(4) The leaves fell. 
(5) The guests arrived. 
(6) Something happened.  
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In English, the alternating unaccusatives can 
occur in passive structures, but the non-alternating 
unaccusatives cannot.  
 
(7) The door was opened. 
(8) *The leaves were fallen. 
 
3.2 Passive unaccusatives 
   Second Language (L2) researchers have been 
conducting extensive research on why L2 learners 
of English produce passive unaccusatives, even 
though they do not normally encounter such forms 
in English input. Some of them have proposed a 
UG-based account regarding this issue. 
   Although most of the previous studies have 
used such tasks as grammatical judgment and 
elicitation, only a small number of them have used 
learner corpora. Among them, Oshita (2000) is one 
of the pioneering studies using learner corpora for 
the analysis of the passive unaccusatives produced 
by L2 learners of English. 
 
4 Oshita (2000) 
4.1 Five accounts for passive unaccusatives 
Several accounts for the passive unaccusatives have 
been proposed. Oshita (2000) categories the 
previous studies on passive unaccusatives into five 
accounts: 1) L1 transfer of a tense/aspect auxiliary 
verb + a past participle, 2) overgeneralization of the 
English adjectival passive formation, 3) non-target 
lexical causativisation, 4) identification of the lack 
of a logical subject and the be + en, and 5) 
non-target overt marking of syntactic NP movement 
(Oshita 2000). 
 
1. L1 transfer of a tense/aspect auxiliary verb + a 

past participle 
 

In many languages such as Italian, which have a 
compound tense/aspect system, unaccusatives take 
a be-type auxiliary verbs while unergatives and 
transitives requite a have-type auxiliary verb. 
Therefore, it is said, Italian speakers, for instance, 
transfer their L1 system, thus producing passive 
unaccusatives.  
 
2. Overgeneralization of the English adjectival  

passive formation 
 
In this account, passive unaccusatives occur 

based on the rule of deverbal adjectives. Therefore, 
passive unaccusatives should have a ‘stative’ 
meaning. However, it is noted that L2 learners 
rarely produce ‘died person’ and ‘happened people.’ 
 
3. Non-target lexical causativisation 

According to this explanation, non-alternating 
unaccusatives are causitivised in L1 English. 
Passive unaccusatives are genuine verbal passives. 
 
4. Identification of the lack of a logical subject 

and the be + en 
 

Grammatical passives and unaccusative 
passives are the same in that they do not require a 
logical subject. L2 learners associate the lack of a 
logical subject, that is, the immediate causer of an 
event, with the form be + Ven. If non-target be + 
Ven indicates simply the lack of a logical subject, 
the NP does not need to move to the subject 
position, placing expletives such as there and it and 
pro in the subject position instead. 
 
5. Non-target overt marking of syntactic NP 

movement 
 
In this account, L2 learners move an internal 

argument within the unaccusative to the subject 
position as native speakers do, but mistakenly and 
overtly mark be + Ven. 
 
4.2 The corpus study  

To test which account best describes the 
acquisition of passive unaccusatives, he analyzes 
the passive unaccusatives using the ten syntactic 
patterns for classification. The corpus used in his 
study is the Longman Learners Corpus (Version 1.1., 
March 1993, henceforth LLC), which consists of 
3,362 essays written by four L1 English learners: 
684 for Italian, 1,079 for Spanish, 236 for Korean 
and 1,363 for Japanese.  

The target unalternating unaccusatives and the 
syntactic patterns are show below: 
 
(9) The target non-alternating unaccusatives  
 

appear, arise, arrive, die, disappear, exist, fall, 
happen, occur, rise 

 
(10) The syntactic patterns for classification of 

token sentences with unaccusatives 
a. NP-V 
b. NP-be-Ven 
c. there-V-NP 
d. it-V-NP 
e. pro-V-NP 
f. there-be-Ven-NP 
g. it-be-Ven-NP 
h. pro-be-Ven-NP 
i. NP1-V-NP2 
j. there-be-NP-V 
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4.3 The results and discussion 
The results in Ohita (2000) are summarized below. 
 
1. L1 transfer of a tense/aspect auxiliary verb + a  

past participle 
 
Since learners whose L1 does not have a compound 
tense/aspect system produce passive unaccusatives, 
this account is untenable. 
 
2. Overgeneralization of the English adjectival  

passive formation 
 

In most cases it is difficult to interpret the 
passive unaccusatives as ‘stative.’ Out of 38 passive 
unaccusatives extracted from the corpus, only a few 
have ‘stative’ meanings. 
 
3. Non-target lexical causativisation 
 

The ratio of non-target causatives to passive 
unaccusatives is 38: 11. Since the frequency of 
non-target causatives is low, causativisation does 
not always occur. 
 
4. Identification of the lack of a logical subject 

and the be + en 
 
Grammatical passives and unaccusative 

passives are the same in that they do not require a 
logical subject. L2 learners associate the lack of a 
logical subject, that is, the immediate causer of an 
event, with the form be + Ven. If non-target be + 
Ven indicates simply the lack of a logical subject, 
the NP does not need to move to the subject 
position, placing expletives such as there and it and 
pro in the subject position instead. 
 
5. Non-target overt marking of syntactic NP 

 
The fact that there are a very few instances 

of‘expletive-V-NP’ indicates that in most cases the 
NP movement occurs. 

Based on a study of the LLC, he argues that 
non-target marking of NP movement provides the 
most valid explanation for the passive 
unaccusatives.  

Although Ohista (2000) analyzed the data 
produced by Italian, Spanish, Korean, and Japanese 
speakers, in the following section, we will restrict 
ourselves to his Japanese data so that we can make 
a comparison. 
 
5 This study 
5.1 SILS English Learner Corpus 
In this study we use a corpus called the SILS 

English Learner Corpus, a corpus compiled at the 
School of International Studies at Waseda 
University. It contains more than 5,600 essays by 
college-level students. In this study first-draft 
essays written by Japanese students have been 
extracted for the analysis.  

The tokens are 3,600,607. The types are 53,551. 
The type/token ratio is about 0.015. Although no 
information is given on the number of types and 
tokens in the Japanese data which is made up of 
1,363 essays in Oshita (2000), the SILS corpus is 
larger in its scope. 
 
5.2 The target verbs 
The same non-alternating unaccusative verbs used 
in Oshita (2000) are analyzed. 
 
(11) The target non-alternating unaccusatives in this 

study 
 

appear, arise, arrive, die, disappear, exist, fall, 
happen, occur, rise 

 
5.3 The results 
5.3.1 Syntactic patterns for the unaccusatives 
We can see from Table 1 that out of 4,609 sentence 
patterns in which the unaccusatives appear, 169 
(3.7%) are passive unaccusatives. This is similar to 
the ratio in Ohista (2000), which is 5.6% (17/304). 
 
Table 1. The frequency of the syntactic patterns in  

     which the target unaccusatives appear 
 
Oshita (2000) this study

a. NP-V 269 4387
b. NP-be -Ven 17 169
c. there-V-NP 1 43
d. it -V-NP 1 0
e. pro-V-NP 1 0
f. there -be -Ven -NP 4 0
g. it -be -Ven -NP 0 0
h. pro-be -Ven -NP 0 0
i. NP1-V-NP2 7 1
j. there -be -NP-V 4 0

Total 304 4609

Structural patterns

0

 
    

Next we will focus on the three syntactic 
patterns: NP-V, NP-be-Ven and NP1-NP2, as can be 
seen from Table 2 and Figure 1. 
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Table 2. The breakdown of three syntactic patterns 
of each unaccusative 
  

NP-V NP-be -Ven NP1-V-NP2

appear 864 51 0
arise 63 2
arrive 37 0 0

die 1367 11 0
disa

2

ppear 203 17 0
exist 189 16 0
fall 208 1

happen 582 32 2
occur 555 38 0
rise 319 1

Total 4387 169 10

1
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Figure 1. The breakdown of three syntactic patterns 

of each unaccusative 
 

Among the ten unaccusative verbs investigated, 
‘appear’ was the most frequently used in the passive 
construction (51 cases), followed by ‘occur’ (38 
cases) and ‘happen’ (32 cases). We will present 
some examples of those unaccusative passives 
extracted from the corpus. 
 
5.3.2 Some example of passive unaccusatives 

and non-target causativisation 
Some examples of passives unaccusative are shown 
below. 
 
appear 
 
(12) We human beings, are appeared about 4~5 

million years ago. (age: 19, TOEFL CBT: 227, class 
level: advanced) 
 
(13) TV personalities are appeared in both TV 
commercials. (age: 18, TOEFL PBT: 503, class 
level: advanced) 
 
(14) Furthermore, a lot of Latino directors are 
appeared in Hollywood and it helps to take away 
stereotypes of Latino. (age: 20, TOEFL CBT: 205, 
class: advanced) 
 

As shown above, ‘are appeared’ in (12) is meant 
to be ‘appeared,’ while ‘are appeared’ in (13) and 
(14) should have been ‘appear.’ 
 
occur 
 
(15) In conclusion, bullying is occurred both in 
Japan and the West but why students carry out 
bullying is a bit different. (age: 19, TOEFL PBT: 
NA, class level: intermediate) 
 
(16) However if Japanese President would speak 
English by spreading English, meeting could do 
more smoothly and miscommunication which is 
occurred by interpreter would be disappeared. (age 
18: TOEFL PBT: 505, class level: intermediate) 
  
(17) The tragic case is occurred in all over the 
world. (age: 19, TOEFL: NA, class level: 
intermediate) 
 

In both (15) and (16) ‘is occurred’ can be 
interpreted as ‘is caused,’ while in (17) ‘is occurred’ 
should mean ‘occurs’ or ‘has occurred.’ 
 
happen 
 
(18) Children in western country think that bullying 
means strong one offend weak one, on the contrary, 
children in Japan think that bullying is happened by 
group and one person. (age: 20, TOEFL PBT: NA, 
class level: intermediate) 
 
(19) Others say single-sex education is better than 
coeducation. This discussion is happened because 
of some differences between coeducation and 
single-sex education. (age: 19, TOEFL PBT: 547, 
class level: intermediate) 
  
(20) This phenomenon is happened because Arab 
people do not have much power to change the 
images in Hollywood compared to other racial 
minorities like blacks. (age: 18, TOEFL PBT: 560, 
class level: advanced) 
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In (18) ‘is happened’ may mean ‘is caused’ 
because of the by-phrase. In both (19) and (20) ‘is 
happened’ should mean ‘happens.’ 

As for the causitivization of unaccusatives, only 
10 cases are observed. Among them, that of ‘arise’ 
and ‘rise’ may be due to the confusion with the verb 
‘raise.’ The two cases of the causitivization of 
‘happen’ are shown below: 
 
happen  
 
(21) The only global language will happen 
innovation. (age: 19, TOEFL PBT: 453, class level: 
intermediate) 
 
(22) This spread of race may be one of the 
advantages for Disney, but this situation happened 
some problems. (age: 18, TOEFL PBT: 477, class 
level: advanced) 
 
5.3.3 The tenses used in ‘appear’ 
Let us look at the tenses used in the most frequently 
used unaccusative ‘appear.’ Table 3 shows the 
tense/aspect of ‘appear.’ 
 

Table 3. The tense/aspect of ‘appear’ 
 

Tense/aspect pattern freq.
appear 469
appears 136
appeared 232
am appearing 0
is appearing 5
are appearing 5
have appeared  0
has appeared 11
have been appearing 2
has been appearing 0
had appeared 3
had been appearing 1
be appearing 0
was appearing 0
were appearing 0
Total 864  

 
 

Table 4 shows the passive unaccusative use of 
‘appear’ in terms of tense/aspect.  
 
 
 
 
 
 
 
 

Table 4. The tense/aspect of ‘be appeared’ 
 

Tense/aspect pattern freq.
be appeared 12
is appeared 12
am appeared 0
are appeared 14
has been appeared 1
have been appeared 2
was appeared 8
were appeared 2
had been appeared 0
Total 51  

 
 

Out of 51 instances of the passive unaccusative, 
38 instances use non-past simple tense. This result 
may indicate that the learners use non-past simple 
tense of ‘be appeared’ as a cross between non-past 
simple tense of ‘appear’ and non-past perfect simple 
tense of ‘have appeared.’ This result might also 
mean that the learners interpreted the non-past 
simple tense of ‘be appeared’ as having a ‘stative’ 
meaning. This issue needs to be investigated 
further. 
 
6 Conclusion 
Although this study does not provide a definitive 
answer as to which account best describes passive 
unaccusative, several findings can be drawn from it.  

First, even advanced-level Japanese learners 
produce passive unaccusatives (3.7%; 169 instances 
out of 4,609 sentence patterns in which the 
unaccusatives appear. Secondly, among the ten 
passive unaccusatives, ‘appear’ was the most 
frequent (51 instances), followed by ‘occur’ (38 
instances) and ‘happen’ (32 instances). Thirdly, the 
learner data allows researchers to interpret passive 
unaccusatives in more than one way, as we have 
seen in the case of ‘are appeared.’ Fourth, the 
causitivisation of unaccusatives is a rare 
phenomenon. And finally, more detailed research is 
needed to determine what semantically motivates 
the learners to produce passive unaccusative. 
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Abstract 
There has been a great deal of research in corpus 
studies of textbooks and learner data (see Ishikawa 
2009 for recent developments in this field). Since 
textbooks used in junior and senior high schools 
provide the students with crucial portions of input, 
it is important that the textbooks present verbs so 
that learners can notice the difference between 
intransitive and transitive verbs.  
    In the school year 2009-2010 six kinds of 
junior high school textbooks published by six 
publishing companies are currently used in Japan, 
although the market share of each series widely 
varies. These textbook series are: Columbus, New 
Crown, New Horizon, One World, Sunshine, and 
Total English. Since one company publishes three 
textbooks for the 1st year, the 2nd year and the 3rd 
year, we create a junior high school textbook corpus 
based on 18 textbooks.      

In this paper we will first present the frequency 
data of English intransitive verbs in junior high 
school textbooks, and secondly to describe software 
that outputs the frequency information of the 
intransitive/transitive uses. 
 
Keywords 
junior high school textbooks  intransitive verbs 
corpus analysis 
 
 
1 Introduction 
The purpose of this study is twofold: 1) to examine 
the frequency data of English intransitive verbs 
such as unaccusative verbs and ergative verbs in 
junior high school textbooks currently used in Japan, 
and 2) to show software that outputs the frequency 
information of the transitive/intransitive uses of 
verbs.  
 
2 English intransitive verbs 
It has been widely recognized that intransitive verbs 
are classified into two classes: unergative verbs and 

unaccusative verbs in the literature (e.g., Perlmutter, 
1978; Burzio, 1986; Levin and Rappaport Hovav 
1996). 
  
Unaccusative Hypothesis 
 
(1) a. Naomi worked. (unergative) 
     (Agent) 

b. Naomi arrived. (unaccusative) 
     (Theme/Patient)  
 

Some linguists make a further distinction 
between alternating unaccusative verbs and 
non-alternating unaccusative verbs. 
  
Two types of unaccusative verbs 
 
A. Alternating unaccusatives (unaccusatives with a 
transitive counterpart) 
 
(2) a. The window broke. 

b. Ken broke the window. 
(3) a. The door opened. 

b. Ken opened the window. 
 

B. Non-alternating unaccusatives (unaccusatives 
without a transitive counterpart) 
 
(4) The leaves fell. 
(5) The guests arrived. 
(6) Something happened.  
 
3 Junior high school textbooks in 

Japan 
3.1 Six textbook series  
As of the school year 2009-2010, six kinds of junior 
high school textbooks are used in Japan. These 
textbook series are: Columbus (1-3), New Crown 
(1-3), New Horizon (1-3), One World (1-3), 
Sunshine (1-3) and Total English (1-3). 
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3.2 Intransitive/transitive verbs 
None of the textbooks explicitly use the 
grammatical terms such as ‘intransitive’ and 
‘transitive’. Out of the six textbook series, only two 
series (Columbus and New Crown) draw the 
learners’ attention to the distinction between 
intransitive and transitive verbs. These textbook 
series briefly mention that there are two kinds of 
verbs: those that have an object and those that do 
not.  

As for the instruction of passive constructions, 
all the six series simply state that passives are 
formed using ‘be + past participle.’ Most of them 
present sareteiru and sareta as the Japanese 
translation for ‘be + past participle’ without 
explicitly stating that only transitive verbs are 
converted into the passive voice in English. 

Japanese learners of English should be taught 
that although some intransitive verbs can be 
passivized in Japanese, this is not the case in 
English.  
 
4 This study 
4.1 The data  
Junior high school textbook series currently used in 
Japan are: Columbus, New Crown, New Horizon, 
One World, Sunshine, and Total English. We created 
a junior high school textbook corpus based on 18 
textbooks. Although we made use of the 
accompanying data files produced by the publishing 
companies, we edited the text data so that we could 
use them as a corpus data source.  For instance, we 
deleted the lyrics included in the text files.   

We ran the computer program in the JACET list 
of 8000 basic words and found that this textbook 
corpus contains 3,996 types (indexes) and 94,226 
tokens. 
 
4.2 The target verbs 
The target verbs are categorized into four classes 
mainly based on the verb classification in Collins 
Cobuild intermediate English grammar (2005) and 
previous studies (see for example Oshita 1997, 
Hirakawa 2003). The verbs which do appear in the 
text corpus are omitted from the list. 
       
A. Alternating unaccusative verbs1 (17 verbs) 
 
bake, begin, break, close, drop, end, finish, grow, 
melt, move, open, rest, shake, stand, start, stop, turn 
 
 
 

B. Non-alternating unaccusative verbs (11 verbs) 
 
appear, arrive, come, die, disappear, fall, go, 
happen, live, rise, stay 
 
C. Unergative verbs (8 verbs) 
 
cry, dance, jump, laugh, sleep, smile, swim, work 
 
D. Transitive verbs which can omit an object (28  

verbs) 
 
answer, change, choose, clean, cook, draw, drive, 
eat, explain, forget, help, know, learn, leave, paint, 
play, read, remember, ride, sing, speak, steal, study, 
type, understand, wash, watch, write  
 
   Although we are well aware that we need to 
consider the semantic role or argument structure 
level when we classify verbs, we will restrict 
ourselves to the intransitive/transitive distinction in 
this study. 
 
4.3 The results  
For the following analysis, we used AntConc3.2.1. 
The frequency of verbs is shown in the following 
tables. 
 
Table 1. Alternating unaccusative verbs (17 verbs) 

alternating unaccusative verbs intransitive (freq.) transitive (freq.) Total
bake 0 7 7
begin 23 21 44
break 4 11 15
close 4 18 22
drop 1 4 5
end 3 1 4
finish 3 23 26
grow 20 15 35
melt 2 0 2
move 14 1 15
open 7 18 25
rest 3 0 3
shake 0 1 1
stand 21 1 22
start 23 35 58
stop 5 16 21
turn 31 0 31  
 

We can see from Table 1 that some verbs (e.g., 
turn, move) tend to be used intransitively, while 
some verbs (e.g., finish, bake) are likely to be used 
transitively. 

Table 2 shows that ‘go’ is the most frequently 
used unaccusative verb. 

 
 
 
 
 
 
                                                   
 1 These verbs are called ‘ergative verbs’ In Collins 

Cobuild intermediate English grammar (2005).   
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Table 2. Non-alternating unaccusative verbs 

(11 verbs) 
unaccusative verbs freq.

appear 11
arrive 31
come 109
die 47
disappear 14
fall 24
go 586
happen 19
live 177
rise 1
stay 73  
 
 

Table 3 shows that ‘work’ is the most 
frequently used unergative verb.   

 
 

Table 3. Unergative verbs (8 verbs) 
unergative verbs freq.

cry 26
dance 13
jump 3
laugh 8
sleep 22
smile 18
swim 37
work 93  

 
  

As can be seen in Table 4 below, the top five of 
the most frequently used verbs are play, know, 
study, help, and eat. All these verbs tend to be used 
transitively. Given this level of ample input, 
learners may not have difficulties with using the 
transitive form. However, considering the relative 
low frequency of the intransitive form, learners 
need to be explicitly taught how to use the 
intransitive form 

 
Table 4. Transitive verbs which can omit an object  

(28 verbs) 
transitive verbs intransitive (freq.) transitive (freq.) Total
answer 4 19 23
change 12 19 31
choose 0 2 2
clean 0 26 26
cook 10 25 35
draw 0 15 15
drive 4 1 5
eat 17 116 133
explain 2 4 6
forget 0 19 19
help 5 129 134
know 59 168 227
learn 23 83 106
leave 9 36 45
paint 0 7 7
play 38 252 290
read 3 111 114
remember 2 16 18
ride 2 24 26
sing 34 33 67
speak 28 72 100
steal 0 4 4
study 36 120 156
type 0 3 3
understand 5 43 48
wash 0 4 4
watch 3 103 106
write 18 99 117  
.  
 
5 Developing software  
With the results in the section 4 in mind, we will 
develop software which outputs the frequency data 
of intransitive/transitive verbs. This software will 
extract lexical information based on two functions: 
the frequency of intransitive/transitive verbs in each 
textbook and the concordance lines in the textbook 
corpus 

The first function is to show the frequency of 
verbs in each textbook, as in Figure 1.  

 

 

 
 
 
 
 
 
 
 Figure 1. The frequency of verbs in each textbook 
  
    When you input a certain verb into the Verb 

input area and then press the enter key, its  
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(Ed.). (2003). JACET list of 8000 basic 
words. Tokyo: JACET. 

frequency is shown in accordance with the 
classification of verb attributions of each textbook. 
Additionally, the total frequency is displayed in the 
ALL TEXTBOOKS  section. 

Laurence, A. (2007). AntConc3.2.1. 
<http://www.antlab.sci.waseda.ac.jp/antcon
c_index.html> The second function is to display concordance 

lines in the textbook corpus, as in Figure 2. Levin, B. (1993). English verb classes and 
alternations: A preliminary investigation. 
Chicago: Chicago University Press. 

 

 

Levin, B. and M. Rappaport Hovav. (1995). 
Unaccusativity: at the syntax-lexical  

 semantics interface. Cambridge: MIT 
Press. 

Oshita, H. (1997). The unaccusativity trap: L2 
acquisition of English intransitive verbs. 
Ph.D. dissertation, University of Southern 
California. 

Perlmutter, D. (1978). Impersonal passives and the  
unaccusative hypothesis. Proceedings of 
the 4th Annual Meeting, Berkeley 
Linguistics Society, 157-89. 

Figure 2. Concordance lines in the textbook corpus 
 

The classification of verbs is based on the rules 
related to a morphological analysis. This function is 
to retrieve occurrence lines containing the target 
verb and display the occurrence line in the textbook 
corpus. Figure 2 shows the results of the verb make.  

 
 
 
 
 Only sentence lines which include make are 

displayed on the Retrieval view in the concordance 
format. When you click one line, the corresponding 
sentence line in the textbook corpus is shown on the 
Text view. This function is executed by a 
file-retrieval-software with a text viewer called 
KWIC Finder (http://www31.ocn.ne.jp/~h_ishida/). 
 
6 Conclusion 
So far we have seen that junior high school 
textbooks do not provide learners with enough 
information on the intransitive/transitive distinction.  
   With software specifically designed for the 
intransitive/transitive verbs, we can make full use 
of its output in the areas of material development 
and grammar instruction. 
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Abstract 
This study was carried out in the English Speaking 
Skills course designed for flight training and air 
traffic control departments students. The started out 
as a personal project of mine to research the 
positive effects need-based grouping. From my own 
experience I felt positive especially from my own 
motivation. Therefore, I inverstigated the validity of 
these proportions to satisfy personal curiosity. I 
would like to start my presentation with an 
explanation of how this study came about. I am 
teaching an English Speaking Course at the School 
of Civil Aviation.  intelligibility in different social 
settings necessary for their future careers. 
 
Keywords 
Keywords are your own designated keywords 
 
Introduction 
The focus of the English Speaking Skills Course is 
improving the students’ speaking and listening 
skills. The aim of the course is to enable the 
students to learn how to communicate in English in 
different social settings and in their future careers 
with a reasonable degree of fluency, accuracy and 
intelligibility. This course is designed to help 
students develop their spoken English. It also 
makes students speak effectively, accurately and 
fluently in academic situations. The course takes 
place at the Aviation School. It is a 4 hour- a - week 
course, and it takes 24 weeks spanning both fall and 
spring semesters.  

The syllabus is designed according to the needs 
of the students to refresh and improve their English 
after taking a one year intensive English program at 
Prep school. 
 
1 Purpose of the Study 
The study started out as personal project of the class 
teacher to research the positive effects of 
need-based grouping. From my own experience I 
felt positive especially form y own motivation. 
Therefore, I investigated the validity of these 
proportions to satisfy personal curiosity for an 
English Speaking Skills Course for students of the 

Flight Training and Air Traffic Control departments 
at the School of Civil Aviation, Anadolu University. 
 
2 Research Questions 
The research questions examined in this study were: 
 
1. What are students’ perceptions of need-based 

learning?  
2. How do psychological and instructional items 

compare? 
 
3 Data collection 
3.1 Participants /Informants 
20 students – took English Speaking Skills Course 
in 2008-2009, 10 in Flight Training;10 in Air 
Traffic Control 
 
3.2 The instrument 
A questionnaire was distributed by the researcher 
and used in the study to gather data. 

The items of the  questionnaire were written by 
the researcher with the references used in other 
studies (Lui, 2008; Chen, Lin & Feng, 2004; Chien 
& Ching, 2002; Yu, 1994) Items from the 
instrument were mainly designed to measure how 
students perceive the effects of need-based 
grouping on two dimensions: psychological factors 
(their confidence, motivation, interest, academis 
pressure) and instructional factors (speaking and 
listening ability, teaching materials and the 
teacher’s instructional method). See Appendix A. 
 
4 Findings and discussion 
Need-based grouping is beneficial to my English 
learning 
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Need-based grouping helps me feel less pressure to 
learn English 

After I have been grouped by need, the teaching 
materials used are more suitable for me. 
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Need-based grouping helps me build more 
confidence in learning English. 

After I have been grouped by need, the teaching 
materials used help me become more interested in 
learning.  
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 Need-based grouping helps increase my motivation 

in learning English. The key to further improvement in English is my 
learning attitudes, not need-based grouping.  
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The key to further improvement in English is my 
learning strategies, not need-based grouping. 

Need-based grouping benefits my English listening 
proficiency level. 
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Need-based grouping benefits my English 
speaking proficiency level 

The key to further improvement in English is 
teachers’ instructional methods, not need-based 
grouping  
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 I feel I am appropriately placed in the group 

that matches my English listening 
proficiency level. 

Need-based grouping causes me more anxiety over 
learning English. 
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I feel I am appropriately placed in the group 
that matches my English speaking 
proficiency level. 
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Need-based grouping does not have any 
impact on the improvement of my English 
speaking/listening level. 
 

item 15
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NBG: Need-based grouping 
 

Items 2 and 10 confirms that students tend to feel 
less pressure and anxiety when grouped by their 

needs. 
As shown by items 5 and 6, students report a 

higher suitability of the teaching materials when 
their needs are taken into account. Moreover, they 
find the materials more interesting. In brief, the 
application of NBG seems to serve students much 
beter vis-a-vis appropriateness and inducing 
enthusiasim. 

In the line with the responses to 3, 4, 2, and 10 
(which are related to the student affective factors) 
items 7 and 8 indicate that NBG is much more 
important for students’s linguistic improvement 
than both learning attitudes and strategies. Besides, 
as shown by the responses to item 9, NBG is seen 
as a more important factor in linguistic proficiency 
enhancement than teacher’s instructional methods. 

Analyzed from a skill-based perspective, students 
consistenly report a high degree of positive impact 
of NBG on their speaking and listening proficiency. 
Only a small number of students (12%) report some 
negative effects of NBG 

Items 13, 14 and 15 demonstrate that students 
strongly feel that they are apprpriately placed in the 
right group and NBG helps them improve their 
English. 

Item 1 well summarizes the overall finding of 
this study: that is, NBG is found by the students 
very beneficial. This beneft is twofold: the first is 
affective ( as shown by the responses to items 1, 2, 
3, 4, 7, 10), the second is instructional (as shown by 
the responses to items 5, 6, 8, 9, 11, 12, 13, 14, 15). 
While NBG id found helpful and effective in both 
dimensions, affective factors seem to have more 
useful impact on student learning. 
 
5 Implications for teaching 
I strongly believe that such queries (questionnaires 
to determine student perceptions) can also be 
successfully applied to other language teaching 
situations as well.  

Besides the findings I discussed above I also 
noticed a higher awereness of the issues and class 
activities more attention given to the tasks at hand. 
Through the implementation of NBG, I have also 
observed a lowered affective filter on the students’s 
part.   
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Abstract 
Task-based language teaching/learning is 
commonly seen in EFL classrooms for children, 
and recent theoretical developments from the 
sociocultural perspective have suggested that 
tasks should function as means to link learners’ 
language learning experience in the classroom 
with their real-world experience (e.g., Samuda 
and Bygate, 2008, p. 18). In an attempt to grasp 
how language learning tasks can be transformed 
and developed to fulfill such a function, the 
presenters have been conducting a series of 
descriptive and comparative studies of three 
Japanese EFL classrooms for children for the 
past several years. 

One of their preliminary studies (Sugino et 
al., 2008) has shown, for example, that a series 
of language learning tasks used in a 
content-oriented classroom were woven together 
to function as means to mediate between the 
classroom and the outside world, and that the 
selection of their topic/content, which had 
personal relevance with the children’s 
experiences in their immediate environments, 
played a crucial role in elaborating the series of 
tasks. 

However, it is still unclear exactly how 
selected tasks can be elaborated in the classroom, 
because such an elaboration process is complex 
and multi-faceted, involving collaborative 
aspects of constantly-changing verbal and 
non-verbal interactions between the instructors 
and learners (the instructor’s directions induced 
by the learners, and the learners’ utterances and 
attitudes influenced and changed by the 
instructor, etc.). In order to disentangle this kind 
of complexity and to consolidate their argument, 
the authors, employing the COLT 
(Communicative Orientation of Language 

Teaching) Observation Scheme by Spada and 
Fröhlich (1995), analyzed and compared 
different series of language learning activities in 
three EFL classrooms. 
 
Keywords 
language learning; socialcultural perspective; 
task sequence; task elaboration/development; 
media; English language activities for preschool 
children; classroom; content-oriented; outside 
world; Communicative Orientation of Language 
Teaching (COLT) Observation Scheme 
 
Introduction 
For the past 20 years, task-based language 
teaching (TBLT) has attracted the attention of 
second language acquisition (SLA) researchers, 
curriculum developers, educationalists, teacher 
trainers and language teachers, worldwide (Van 
den Branden, 2006, p.1), and task-based 
language teaching/learning is commonly 
observed in EFL classrooms for children. It can 
be claimed that one of the possible roles that 
TBLT may play is to bridge classroom learning 
and the outside world. The importance of such a 
socialcultural perspective on language learning 
tasks is supported by a number of scholars. For 
example, Skehan (1998, p.95) claims that “a task 
is an activity in which there is some sort of 
relationship to comparable real-world activities.” 
The same kind of view is presented by Samuda 
and Bygate (2008, p.18), who hold that language 
learning tasks should embrace “the role of 
personal relevance and purposeful activity in 
mediating the world of the learner and classroom 
learning.” 

Although it is uncertain how much this kind 
of socialcultural viewpoint is reflected and 
utilized in actual EFL classrooms for children in 
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Japan, it can certainly be claimed that relatively 
little attention has been directed at how language 
learning tasks are elaborated and developed as 
means to bridge classroom learning and the 
outside world, and that there have been few 
studies which empirically and extensively 
explore aspects of such elaboration and 
development. Sugino et al. (2008) is a 
preliminary study conducted in order to improve 
this research situation. First, employing the 
COLT framework, the researchers carried out 
observations and analyses of three Japanese EFL 
classrooms for children and quantitatively 
disclosed a number of distinctive features of 
each class, in which it is shown, for example, 
whether the class is content-oriented or 
form-oriented, and whether the topic is related to 
the children’s immediate environment and 
experiences. 

These classrooms were then examined 
qualitatively from the perspective of task 
selection, task use, task sequence, task 
elaboration and task development, by paying 
special attention to collaborative aspects of 
constantly-changing verbal and non-verbal 
interactions between the instructors and learners. 
A number of instructive points were revealed 
with regard to the use of language learning tasks 
in the classroom. The following summarize 
some of its main findings (Sugino et al.,2008, p. 
560): 
 
1) The choice of topic/content plays a crucial 

role in making a task fulfill the mediating 
function, and in order for a task to function 
as a means to mediate between the 
classroom and the world beyond, its 
topic/content must be chosen among the 
children’s experiences in their immediate 
environments. 

 
2) When the topic/content is the linguistic 

form(s) in activities, the task falls into the 
trap of self-circulation and loses its link with 
the real world experience. 

 
3) For any linguistic form to be consolidated in 

a learner’s knowledge, “repetition” is of 
utmost significance, and the target linguistic 
feature needs to be repeated in varied 
contexts with different participants. 

 
These findings, based upon a close 

description and comparison of the three classes, 

may offer valuable suggestions to instructors in 
EFL classes for children, but it must be noted 
that this study represents limited aspects of 
language learning tasks. It is unclear, for 
example, how “varied contexts” for “repetition” 
as in 3) are elaborated and developed in tasks 
based upon “the children’s immediate 
environments and experiences” as in 1). There is 
a greater variety of EFL classrooms for children, 
which may involve more complicated and 
multi-faceted elements of how language learning 
tasks are elaborated and developed as means to 
bridge classroom leaning and the outside world. 
Further studies are necessary to understand the 
nature of such elaboration and development 
more closely and comprehensively. 
 
1. The Present Study 
1.1 Aim 
The present study, which employs the basic 
analysis framework of Sugino et al. (2008), aims 
to conduct observations and analyses of different 
Japanese EFL classrooms for children, focusing 
mainly upon relationships between the task and 
its constituent activities and interrelationships 
among them, and to depict in detail how 
language learning tasks are elaborated and 
developed serving as means to interface the 
classroom with the world beyond. 
 
1.2 Data Collection 
Three EFL classes for children with different 
educational backgrounds were videotaped. One 
of the classes (Class A) was at a private 
kindergarten, which had incorporated 
bilingual/bicultural education since 2001. This 
class, composed of about 25 children (aged 
between 5 and 6), was led by a native speaker of 
English as its main instructor and a 
Japanese-speaking instructor as her assistant. A 
day at the kindergarten started from 10 a.m. and 
finished at 2 p.m., during which the children 
spent most of their instructional time mainly in 
English. The videotape recording was carried 
out from June 2001 to December 2003 on a 
weekly basis. Another class (Class B), with six 
first graders (aged between 6 and 7), was taught 
by a Japanese-speaking instructor. A lesson, of 
about one hour, was provided weekly, which has 
been videotaped since 2003. The third class 
(Class C) was at a nursery school, where college 
students carried out their practice teaching as 
part of their college’s English language learning 
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program. They taught English to twenty children 
(aged between 5 and 6) for about forty minutes 
once a week for three months. Nine lessons by 
these teacher-trainees were videotaped in total. 
 
1.3 Target Lessons 
The accumulated videotaped data were 
scrutinized, and one lesson from each class was 
selected for this study, 1) by counterbalancing 
the children’s age ranges among the three 
lessons, and 2) by examining and verifying the 
inclusion of one single whole language learning 
task covering most of the lesson and consisting 
of several different activities as its constituents. 
Table 1 summarizes some of the basic 
description of the three lessons: 
 
Table 1: Basic Description of the Three Lessons 
 Class A Class B Class C
Type of  
School 

Kinder- 
garden 

Private 
English 
School 

 

Nursery 
School

Number 
 

25 6 20 

Age Range 
 

5-6 6-7 5-6 

Date 25/06/ 
2003 

01/07/ 
2004 

19/12/ 
2007 

 
1.4 Description and Analysis 
The selected lessons were described utilizing the 
basic concepts of the COLT observation 
framework (Spada and Fröhlich, 1995), which 
consists of two parts: Part A for describing 
“classroom events at the level of episode and 
activity” (p. 13); and Part B for analyzing “the 
communicative features of verbal exchanges 
between teachers and students and/or students 
and students as they occur within each episode 
or activity” (p. 13). 

As a first step, a general description and 
analysis of each lesson was carried out 
employing four basic analytic features of COLT 
Part A with slight modifications: 1) TIME, 
which examined durations spent on the various 
COLT analytic features, 2) RANGE OF 
REFERENCE, which determined types of 
activities by three categories, such as BROAD 
referring to topics going well beyond the 
classroom and immediate environment, 3) 
FORM, which dealt with grammar, vocabulary, 
pronunciation, etc., and 4) FUNCTION, which 
checked functions and communicative acts, such 

as “apologizing”. Each lesson was investigated 
in these aspects: 1) what kind of task was used 
in each class, including its aim and duration, 2) 
how many activities the task was composed of, 
and 3) what range of reference each activity bore, 
including its duration. 

Second, the authors, employing the basic 
framework of COLT Part B, conducted a more 
language-based description of the three lessons. 
Verbal and non-verbal interactions between the 
instructors and the children were minutely 
examined using some of its basic analytic 
features, such as GENUINE REQUESTS FOR 
INFORMATION, which examined if the 
information requested was not known in 
advance by the questioner (e.g., a 
teacher-to-student question: Where did your 
family go last Sunday?). 

Lastly, the authors, based upon all these 
depictions, characterized each of the three 
lessons, especially by investigating relationships 
between the task and its constituent activities 
and interrelationships among them, and made a 
number of comparisons of the three lessons. 
 
2. Main Results and Discussion 
A number of findings have been made by 
conducting description, characterization, and 
comparison of the three EFL classes for children. 
Due to space limitations, some of the major 
results based upon an analysis of COLT Part A, 
are reported in this paper. 
 
2.1 The Task and its Constituent 

Activities 
In each of the targeted three lessons, a language 
learning task, composed of its several 
constituent activities, was used. First, the 
topic/content of such a task, including its aim, 
was checked. Class A dealt with a shopping 
game, in which the children were taught how to 
do shopping in English. In Class B, a task 
focusing upon English language itself was used, 
where the children were taught how to write 
capital letters from A to Z, for instance. Class C 
used a task dealing with Christmas, in which the 
children were exposed to English in a Christmas 
setting. Next, the duration of the tasks, the 
number of the constituent activities, and their 
mean duration were investigated. Table 2 
provides a basic description of the task and its 
constituent activities in each of the three lessons: 
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Table 2: Basic Descriptive Data of the Task and  
its Constituent Activities 

 Class 
A 

Class  
B 

Class 
C 

 
Topic/Content 

shop- 
ping 

game 

English 
sound & 
letters 

Christ-
mas & 
Santa 
Claus

 
Duration of the  
Task (min.) 
 

34.0 52.6 43.2 

Number of  
Activities of the  
Task 
 

10 3 3 

Mean Duration  
of the Activities  
(min.) 

3.4 17.5 14.4 

 
One point in this table deserves much 

attention: Class A is composed of far more 
activities than the other two despite the fact that 
its duration is the shortest and that each activity 
lasts for only a short time. Such a task could be 
interpreted in various ways, such as in terms of 
the children’s English proficiency, but it may be 
the most reasonable to assume that the 
constituent activities of the task are elaborated 
and developed to provide various contexts for 
the children to learn certain aspects of the target 
language repeatedly. 
 
2.2 Constituent Activities of the Task 

Such elaboration and development of the 
constituent activities of the task are considered 
to be complex and multi-faceted. The data from 
the three lessons have been processed in the 
following four ways: 
 
1) a brief description of the content of each 

activity 
 
2) whether the topic of the whole task is more 

or less referred to or dealt with in each 
activity 

 
3) whether language form-related learning/ 

teaching is performed in relation to the topic 
of the whole task 

 
4) whether language function-related learning/ 

teaching is performed in relation to the topic 
of the whole task 

 

Table 3 provides a description of Class A: 
 
Table 3: Topic/Form/Function in Activities in 

Class A 
 Topic Form Function 
A1: getting  

started 
 
 

○ ○ ○ 

A2: birthday 
interview 

 
 

○   

A3: talking about 
some visitors

 

○  ○ 

A4: shopping  
game: role  
play 
 

○   

A5: how to  
count, 
paper 
money 
 

○   

A6: names of  
animals to  
buy 
 

○ ○  

A7: expressions 
for  
shopping 
 

○ ○ ○ 

A8: coloring the 
animals  
they bought 

 

○ ○  

A9: shopping  
bag  
and naming 
 

○   

A10: demonstra- 
tion of 
shopping  

○ ○ ○ 

 
This table shows in general that although 

the topic of the whole task is more or less 
referred to or dealt with in every activity, 
language form-related and language 
function-related learning/teaching are not 
continuously performed in relation to the topic 
of the whole task. A close look at the table 
indicates, however, that there are three activities, 
in which reference of the topic of the whole task 
and performance of language form-related and 
language function-related learning/teaching were 
observed at the same time: in Activity 1, Activity 
7, and Activity 10. This view of the activities of 
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the task in Class A seems to represent more of 
the nature of task-based language learning, and 
it may be possible to claim that although topical 
consistency and reference must be fully 
maintained in task-based language learning, 
language form-related and language 
function-related learning/teaching do not have to 
be continuously carried out or should be 
conducted when necessary. 

Next, let us look at Table 4, which provides 
a description of Class B: 
 
Table 4: Topic/Form/Function in Activities in 

Class B 
 Topic Form Function
A1: writing capital 

letters: A to Z 
 

○   

A2: pronouncing  
the letters of 
the alphabets 
 

○   

A3: learning  
words 

○   

 
This table shows that although the topic of 

the whole task is more or less referred to or dealt 
with in every activity, as in Class A, language 
form–related and language function-related 
learning/teaching are not performed at all in 
relation to the topic of the whole task. Basically, 
it must be admitted that a non-language-based 
task is certainly used as in Class B , but it is 
quite conceivable, considering the nature of 
Activity 2, that some kind of language 
form–related learning/teaching would have been 
carried out in the activity. An analysis based 
upon COLT Part B may be able to examine it 
more closely. 

Finally, let us look at Table 5, which 
provides a description of Class C: 
 
Table 5: Topic/Form/Function in Activities in 

Class C 
 Topic Form Function
A1: story time:  

Santa Claus 
 

○ ○ ○ 

A2: decorating:  
Christmas 
tree 
 

○ ○ ○ 

A3: Christmas  
Present 

○ ○ ○ 

 

This table shows that the topic of the 
whole task is more or less referred to or dealt 
with in every activity as in the other two classes, 
and that language form-related and language 
function-related learning/teaching are performed 
in every activity in relation to the topic of the 
whole task. It may be possible to say that the 
whole task was well elaborated and developed 
continuously throughout its constituent activities, 
although closer examination based upon COLT 
Part B is necessary to be conclusive. 

A comparison in data among these three 
tables reveals that the task in each lesson may 
vary a great deal although each of its constituent 
activities is more or less related to the task topic. 
This variety is considered to be largely derived 
from its selection which determines whether the 
task topic is based upon children’s experiences 
in their immediate environments. For example, 
Class A, dealing with “a shopping game,” offers 
a number of scenes that involve more or less 
personal relevance with the children (Normally, 
all children have done some shopping in their 
immediate environments.), in which they are 
encouraged to learn certain aspects of the target 
language, such the language function of 
ASKING (the price) and to use them in some 
quasi situations (using toy money). 
 
3. Concluding Remarks 
 
The authors have analyzed and compared 
task-based language learning in three EFL 
classrooms for children. In this paper, some of 
the major results based upon an analysis by 
COLT Part A, have been reported. In the 
presentation, employing the results from an 
analysis by COLT Part B, they will make an 
attempt to gain a better understanding of how 
language learning tasks are elaborated and 
developed, serving as means to interface the 
classroom with the world beyond. 
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Abstract 
This study investigates advantages of 
Cross-Cultural Distance Learning (CCDL) for 
acquiring skills for social and global 
communication. The results of the study 
demonstrate a significant increase in reported use of 
both expressive and receptive communication skills. 
Both these skills were taught explicitly throughout 
the course as a part of a broader set of ‘facilitation’ 
skills and in conjunction with nonverbal 
communication skills. The study focuses on 
discussion between university students based in 
Japan and Taiwan in which all the students used 
English as a foreign language (EFL). Small group 
discussions were held using internet 
video-conferencing. All Japan-based students from 
one CCDL class completed a weekly 
self-evaluation questionnaire during fall 2008. The 
questionnaire was distributed to students at the end 
of each class and collected on completion. Four 
items on communication skills (3 expressive and 1 
receptive) were assessed using a five-point scale. 
Students were asked to indicate the extent to which 
they had used each skill. The opportunities to 
practice specific communication skills through a 
variety of structured activities, prior to using them 
in discussion situations with overseas partners, 
seems to have played an important role in the 
development of students’ communication skills. 
 
Keywords 
Global Communication skills, Cross-Cultural 
Distance learning, Social and Emotional learning 
(SEL) 
 
1 Introduction 
1.1 Cross-Cultural Distance Leaning  
Cross-Cultural Distance Learning (CCDL) is “a 
joint seminar between two universities in Asia using 
an Internet video-conferencing system” (Nakano, 
Yoshida, and Owada, 2008: 191). At present there is 
a series of three CCDL text books, each with a 
different theme: Social and Global Issues, 
International Career Path, and Media. Some CCDL 
communication skills, such as facilitation skills, are 

common across more than textbook. Others, such as 
nonverbal communication skills, and high or low 
context communication styles are specific mainly to 
one course. 
   While not taught explicitly to students, 
Goleman’s (2006) concept of ‘social competence’ 
appears in some detail in teacher’s notes 
accompanying the core textbook (Nakano et al, 
2008: iii). The teacher uses this broadbased 
understanding herself, to inform her own 
instructions with the students when playing the role 
of ‘teacher-facilitator’ during activities from the 
student textbook. All ten facilitation skills listed in 
student text represent expressive communication 
skills (Table 2). Facilitation skills were originally 
formalized as a part of the CCDL course in order to 
help students cope with the low context (Hall, 
1959), virtual environment of video-conferencing 
and to mitigate against ‘white-noise’ and ‘time lag’ 
endemic to this technology in such early stages of 
its development. Effective use of technology to 
communicate across geographies and to manage 
relationships despite distance is critically imported 
for citizens that wish to be active transnationally. 
Facilitation is most simply explained in terms of 
‘helping a conversation go smoothly’ between 
people with different personalities and 
communication styles. 
   The course emphasises the development of 
social competence and communication skills as 
“transferable skills” that can be “useful adapted to a 
range of situations beyond the end of the course” 
(Nakano et al, 2008: vii). The students who take 
CCDL courses not only have the opportunity to 
develop these skills with others from their own 
country, but also with students from different 
cultural backgrounds across East Asia. CCDL aims 
to help students notice how different 
communication skills, such as expressive and 
receptive skills, are used to different extents by 
people with different cultural backgrounds and 
personalities. In this sense, the communication 
skills developed through CCDL are considered 
useful for participation in global, regional, and local 
society. 
   As shown in Table 1, CCDL consists of three 
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types of classes: ‘Preparation’, ‘Joint’, ‘Post Joint’ 
classes. All class-types give students discussion 
opportunities. 

5 inating the discussion. 

 
Table 1: Media Course 
 

 
Source from CCDL Teacher’s Notes (Nakano et al, 2008:1). 
1. D.I.E. stands for description, interpretations, and evaluation.  
2. O.D.I.S. stands for observation, description, interpretation, 

suspending ethnocentric evaluations. 
 
   Preparation Classes, conducted in a face-to-face 
discussion environment, are structured around 
one-to-one, small group, and whole class activity 
depending on the communication skills being 
taught. This enables learning to take place on three 
levels. Students learn about facilitator’s role by 
facilitating a discussion themselves, by 
experiencing being a participant in a facilitated 
discussion, and by observing others facilitate (ibid: 
20). First, students have the chance to learn 
experientially through playing an active, expressive 
role, such as being a facilitator. For example, at the 
start of each small group discussion, students 
choose one person to be a facilitator for that activity. 
A different student takes this role each time to gain 
practical experience using one or more of ten 
facilitation skills as follows (Nakano et al, 2008: 
20).  
 
Table 2: Facilitation Skills 
 Facilitation Skills 
1 Helping things go smoothly; stopping things from getting 

stuck, keeping the conversation going. 
2 Ensuring everyone is participating and can understand the 

discussion 
3 Writing main discussion questions and keywords in the 

TextBox to make sure everyone basically follows the 
discussion. 

4 Inviting a student to speak up or ask questions if they 

Preventing one person from dom
6 Deciding who should go first if 2 or more people want to 

speak at the same time. 
7  calling on individual people by Directing discussion by

name. 
8 ng extra questions and/or topic-related material Prepari

before discussion to deepen and/or extend the discussion.
9  Asking ‘why’ questions during the discussion to expand

understanding of reasons and avoid making assumptions. 
CLASS Preparation/Joint TOPIC SKILLS Homework

 WEEK 1 None

 WEEK 2

HW1: Reading facilitation skills & B
self-introduction

 WEEK 3 Joint Class 1

HW2: Reading & video conversation
management & Dr. Nakano's lectur

 WEEK 4 Preparation
Nonverval  

HW:3 Research Car Advert worksh

 WEEK 5 Joint Class 2 CommunicationHW4: Reading

 WEEK 6 Preparation HW5: Reflection Paper Topic 1&2

 WEEK 7 Joint Class 3
Context

HW6: Research Front page broashe
news

 WEEK 8 Preparation HW7: Reading D.I.E. & O.D.I.S.

 WEEK 9 Joint Class 4 D.I.E. 1 HW8: Research

 WEEK 10 Preparation O.D.I.S. 2 HW9: Reflection Paper Topic 3&4

 WEEK 11 Joint Class 5 HW10: Reading

 WEEK 12 HW11: Power Point 

 WEEK 13 Multiple HW12: Rehearsal

 WEEK 14 Intelligence

 WEEK 15

Facilitation

Post Joint Class

Preparation

Media Schedule Overview 2008

Country Image

Popular Cultur

Presentations

Introduction

Advertising

Front Page

10  Enabling group members to make personal and
topic-related connections at a deeper level. 

    08: 20)  

his is the first level in which students ‘learn by 

he length of 
group dis

 is 
continuit

       (Source from Nakano et al, 20
 
T
doing’. Simultaneously, other students in the group, 
learn about facilitation through their experience of 
being a participant in a discussion facilitated by 
another student. They ‘learn by participating’. 
Students experience first hand what it is like to be 
invited to share their opinion, or to be asked 
“Why?” in order to clarify their reasons or check 
assumptions. During this second experiential level 
of learning, students can gain both positive and 
negative examples as the novice facilitators climb 
the ladder from unconscious incompetence to 
competence. The third level of learning occurs 
during whole-class discussion. This ‘debrief activity 
is facilitated by the teacher. She elicits content-level 
learning from each small group in order to elaborate 
the definition of skill used in each topic, either 
explicitly with a definition or more tacitly through 
examples. As one member from each small group 
shares something from their discussion, the teacher 
is able to use many of the facilitation skills herself 
as a model for students to learn from.  

During Preparation Classes, t
cussion time ranges from 1 to 15 minutes, 

depending on the topics, activities, and purposes. 
Students are given the chance to work in different 
groups and with different individuals in order to 
maximize their exposure to different personalities 
and communication styles (at the process level), 
and their exposure to different ideas and points of 
view (at the content level). Implicitly, this 
opportunity creates the need for students to engage 
with and adapt their communication style to a 
greater range of people than might occur if working 
consistently with students of their own choice.  

In Joint Classes, by contrast, there
y amongst ‘ChatRoom’ members each 

week (except for student absences). Joint Classes 
consist of 50-minute discussion periods with 
overseas students, in small ChatRoom groups of 2 
to 6 students at least one student from each 
country’s university. The remaining 40 minutes of 
the regular 90-minute period is used for preparation 
and debrief. Avoiding the need for repeated 
introductions to new ChatRoom members each 
week and enabling rapport to develop with overseas have been quiet for some time. 
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