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Foreword

The Second Pan Asian Conference (PAC2) - an international forum - washeld at
the Olympic ParkTel in Seoul, South Korea, on October 1-3, 1999. The vision of the
conference (actually the second in aseries of four conferences) wasto bring together
English teaching professionalsfrom all over Asiato share their teaching experiences
their research, and to see if it was possible to define an Asian context for teaching
English. Over 220 presentations from Korea, Japan, Thailand, Austraia, New Zealand,
Taiwan, Singapore, and Hong Kong, as well as Israel, the United States, and the
United Kingdom, addressed both practical and theoretical aspects of English lan-
guage teaching in Asia. A great many of the presentations focused on collaborative
research, from how to start an action research project to the actual results and obser-
vations of teacherswho had collaborated cross-culturally. Of special notewere several
research projects between teachers in Japan and Thailand that tarted at PAC1 held in
Thailand in January, 1997. PAC2 gave ELT professionas the same opportunity to find
teachers from other countries who shared smilar concerns, and sparked a number of
collaborative action-research projects. Though the results of the action research projects
started at PAC2 may not be available until PAC3 (Japan, November, 2001) or PAC4
(Talwan, November, 2003), some of the articlesin this conference proceedings arerepre-
sentative of the kind of collaborative research the PAC series servesto foster.

The papers presented in this volume are representative of the entire range of
presentations given at PAC2. These paper presentations have been arranged into two
categories: Learner Devel opment, featuring papersdirectly involved with improving
language-learner kills, and Materials, Curriculumand Teacher Devel opment, grouping
papers dealing with the improvement of English programs and their instructors.

The Learner Development section includes avariety of paperson writing topics,
movie comprehension, mind-mapping, graphic organizer usage, and critica thinking.
The Materials, Curriculum and Teacher Development section dealswith oral testing,
pronunciation testing and methodol ogy, listening needs analysis, video courses, over-
seas study programming, journal writing, loanwords, task-based teaching, teaching
diffusion, and editing manuscripts. The two workshop presentations are on increasing
teacher efficiency and job satisfaction and raising cultural awarenessthrough drama.

It is our hope that the reader will enjoy these PAC2 Proceedings as much as the
participants at the PAC2 conference in Seoul enjoyed the presentations.

Kirsten Reitan
David Shaffer
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L earning by Doing: Research and Research Writing

SUSAN OAK
Ewha Wbman's University

RODNEY E. TYSON
Dagin University

ABSTRACT

Research papers are hard for students to write and hard for teachers to teach even when they are
written in the students' native language. Preparing a research paper involves many steps, each of
which may be confusing and time consuming. This paper begins by discussing the unique problems
and difficulties, but al so the advantages, associated with teaching English researchwritinginan Asian
context. The authors describe an approach to teaching K orean university studentsto develop English
research papers which requires groups of studentsto work through each stage of the process asthey
carry out an actual research project based on research questions and questionnaires developed in
classthrough carefully planned assignmentsand activities. Thefinal result isaclass presentation and
awritten, referenced research paper. While students report that they find such a project challenging,
they also consider it very useful, interesting, and motivating.

CHALLENGES INvOLVED IN COMPLETING A RESEARCH PAPER

Writing aresearch paper is avery difficult task, even for people writing in their
native language. That isone of the main reasons, no doubt, that research and research
writing are seldom dealt with in composition classes for EFL (English as aforeign
language) students at Korean universities. Furthermore, although the distinct nature
of writing in aforeign language as opposed to writing in one's native language has
become apparent (Silva, 1993), with few exceptions (e.g., Brightwell, 1998; Cornwell
& McKay, 1998; Crowe & Peterson, 1995; Thein, 1999), little has been published
about the specific problems of teaching English research writing to EFL writersin
Koreaor other Asian contexts. In addition, although an Internet search in any of the
major search engines yields literally thousands of Web sites and pages related to
teaching student writers to carry out research and write effective research papersin
English, few focus on teaching these skills to non-native writers of English.?

In one textbook that does deal specifically and very effectively with the proc-
ess of teaching ESL (English asasecond language) studentsto complete a“research
essay,” Spack (1990, p. 171)? lists some of the “numerous challenges’ involved for
the writer:

KOTESOL Proceebings PAC2 (THE SEconp Pan Asian ConFERENCE, 1999, Seoul) 11



To find atopic that engages your interest

To formulate a question that your readers will answer

To decide which research materias you will need

To evauate the ideas and information in different sources
To synthesize (combine and integrate)

To examine various Sides to an issue

To establish aposition in relation to the topic

NoghkwdpE

These challenges combined with the more practical problems of teaching
students such necessary skills as summarizing, paraphrasing, and quoting from cited
texts as well as standard research paper formatting and referencing may often seem
insurmountable to writing teachersin Korean universities, particularly giventherela
tively small amount of emphasis placed on teaching students to write anything be-
yond the sentencelevel in many university English programs (see Tyson, 1999). Still,
this paper points out the advantages of teaching research and research writing in
Korean universities, and describes a collaborative approach to teaching them that
students find useful, interesting, and motivating.

ADVANTAGES OF TEACHING RESEARCH WRITING

Asmentioned above, research writing is seldom taught in Korean universities. It
is, however, auseful “real-world” skill, since many of our students will be required
to produce pieces of writing that involve carrying out research in their future jobs or
academic pursuits. Even for those students who do not end up in situations where
producing research textsis required, learning the basics of research writing in Eng-
lish may be quite helpful if their future jobs involve reading and understanding re-
search reports. Because doing research and writing a research paper necessarily
strongly links reading and writing, learning to write a research paper may help stu-
dents to understand published research better and to read more critically.

A research project nearly always involves a greater investment in time than the
sentences, paragraphs, and short essaystypically assigned in Korean university com-
position classes. As students are working on extended research projectsthat continue
for several weeks or perhaps even an entire semester, teachers can still focuson all of
theindividual writing skillsnormally covered in awriting class, but the larger project
provides a natural and realistic opportunity to use those skillsimmediately and in a
meaningful context —that is, to put all of the parts together for the finished product.
In addition, writing a research paper requires students to get involved with English
texts outside of the classroom, which may have long-lasting positive benefits. While
doing the necessary research for their projects, many of our students have expressed
surprise to find out that there are so many interesting and useful materials written in
English availablein libraries and on the Internet that they can access and understand
easily on their own.

12 KOTESOL Proceebings PAC2 (THe Seconp Pan Asian CoNFERENCE, 1999, Seoul)



All of this allows students to get much more deeply involved with a relevant
topic than is possible with shorter assignments, which we have found to be interest-
ing and motivating for them. Rather than writing a series of short, unrelated compo-
sitionsjust to practice writing skills, they are learning about atopic of personal inter-
est, devel oping useful organizational skills, and learning to work through achalleng-
ing process to produce something that they may have believed was far beyond their
ability. This often leaves students with a true sense of accomplishment at the end of
the course.

ADVANTAGES OF CoLLABORATIVE WRITING

Although both of the authors have aso had success with teaching research writ-
ing to ESL and EFL students working individually, more recently, we have found
that allowing students to work collaboratively in pairs or small groups (up to five or
Six students per group) has many advantages. For one thing, students tend to feel
more comfortable when they are asked to start such alarge project if they know they
will have the support of one or more classmates. Working in pairs or groups also
provides agreater possibility that individual memberswill bring more of the techni-
cal skillsnecessary for completing the project (e.g., word processing, other computer
and Internet skills, the interpersonal skillsinvolved in interviewing strangers).

Most importantly, perhaps, Hirvela (1999) points out that students working in
pairs or groups have the opportunity to learn a great deal from each other as they
work together to complete the project:

Through collaborative group production, students experience valuable opportunities to improve
their ability to read and write because the ongoing community orientation of this approach enables
them to draw upon the strengths and resources of their peers while sorting through their own grow-
ing knowledge of L2 reading and writing (p. 12).

In fact, Murray (1992) suggests that if one of our goalsisto help our studentsto
prepare for “life outside the classroom” (p. 100), opportunities to experience col-
laborative writing are vital. Wilhelm (1999) provides a concise explanation of why
that istrue:

Whether the context is EFL, ESL, or teacher training, collaborative learning strategies can be ap-
plied to help language learners make more effective transitions to real-world settings, where they
will draw upon their experiences and skillsto communicate, negotiate, build consensus, cooperate,
and learn with others (p. 18).

| NTRODUCING STEPS IN THE PROCESS

If the necessary steps involved are not presented in manageable pieces over a
reasonabl e period of time, writing aresearch paper for the first time can seem likean
overwhelming task. It isimportant, then, to let students know at the beginning of the
process exactly what will be expected of them and to demonstrate and introduce each
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stage of the project through examples and in-class practice of the skills involved.
Although we cannot demonstrate how we have dealt with every stage of the collabo-
rative writing process in this short paper, the handoutsin Appendix B and Appendix
C provide examples of how the organization of an English research paper might be
introduced and how the concept of developing aresearch proposal can beturned into
acollaborative in-class activity, respectively.

Theinformationin Appendix B (“Organization of an English Research Paper”)?
can be covered quickly at the beginning of the project as an overview of what is
expected. After that, the handout serves asarough outlinefor the paper and akind of
checklist for each group to refer to as they complete each section. The handout in
Appendix C (“How to Write an Essay Proposal”) # first introduces relevant vocabu-
lary and provides an explanation of the process of writing aresearch proposal along
with an example of a completed proposal. If possible, it is aso a good idea at this
point to provide examples of finished research projects if available or at least to
suggest afew possible topics and research questions. You then might want to brain-
storm possible topicstogether asaclass before having the class divide into groupsto
start to work on their actual proposals.

CONCLUSION

Carrying out aresearch project and writing aresearch paper isadifficult process.
For EFL students, it can often seem impossible at first. A collaborative approach to
the problem has advantages for both students and teachers. Students tend to feel
more comfortable working with peers and can also share and learn useful skillsfrom
one another while completing the project. Teachers can benefit by having fewer
projects going on at the same time, having fewer papers to correct, and expecting
students to take more responsibility for their own learning. In the end, students have
the opportunity to learn and practice the set of skills necessary to carry out a very
complex processin away that virtually always endsin successful products. We have
found this to be motivating for students, satisfying for teachers, and very enjoyable
for both.

NoTES

1. Appendix A containsalist of Internet sites that include some information that may be useful for
teaching research writing to EFL students, although only one (the last one) is specifically intended
for EFL students.

2. A new edition of thistextbook has recently been issued by a different publisher, i.e., Spack (1999).

3. Thehandout in Appendix B was developed by Johanne Blackburn, Peter Kipp, and Susan Oak.

4. Thehandout in Appendix C was developed by Peter Kipp.
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APPENDIX A
Some Useful World Wide Web Resour ces

A Brief Guideto Informal Survey Research for Introductory Composition Students
<http://omni.cc.purdue.edu/%7Epmatsuda/english/resource/survey.html>

Daily Grammar Mailing List

<http://ww.dail ygrammar.com/>

Eleven Rules of Writing

<http://www.junketstudies.com/rul esofw/>

Garbl’s Writing Resources Online
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<http://pw1.netcom.com/~garbl 1/>

A Guide for Writing Research Papers Based on MLA Documentation
<http://cctc.commnet.edw/mla.htm>

A Guide for Writing Research Papers Based on Styles Recommended by the APA
<http://cctc.commnet.edu/apalapa._index.htm>

Indi spensable Writing Resources
<http://www.stetson.edu/~rhansen/writing.html>

Ohio University Writing Resources for English Language Learners
<http://mww.tcom.ohiou.edu/OU _L anguage/english/writing.html>
Purdue University Online Writing Lab
<http://owl.english.purdue.edu/>

Using the Internet for Research (FAQS)
<http://mww.purefiction.com/pages/resl.htm>

Writing and Research: On-line Resources
<http://mww.clet.ait.ac.th/EL 210PEN.htm>

APPENDIX B
Organization of an English Resear ch Paper

16

SECTIONS: Begin each new section of your report on a new page. Be sure to

have a section title at the beginning of each section (except the cover page).

1. TheCOVER PAGE should containthetitle, typedin capital letters. It should
also list the names and student numbers of the writers. Do not put the words
“cover page” on the cover!

2. The CONTENTS page should list the various sections of your project and
their page numbers.

3. The INTRODUCTION pages should contain background information about
your topic, adescription of thefocus of your research, and avery short statement
of your study’sresults. It must include the information that you included in your
research proposal. One possible way of organizing this section isasfollows:

i. Beginwith ageneral description of the topic. Add any background infor-
mation you think your readers will need to understand your research. Be
sure to cite your sources as you explain this background information!

ii. Continue by describing your group’s research aims, including the main
research question(s) you noted on your proposal and secondary questions,
if you have them. For example: “ Our main aim was to examine/investi-
gate/analyze/compare. . .”

iii. Discussthe necessity for investigating the questions noted above, as men-
tioned in your research proposal.

iv. Add avery brief summary of what your project actually proved or accom-
plished.

4. The PROCEDURE pages should contain a description of the type of re-
search you did to achieve your aims.

KOTESOL Proceepings PAC2 (THE SEconp PAan Asian ConFERENCE, 1999, Seoul)



. The DESCRIPTION OF FINDINGS pages should show the results of the

research you described in the previous section. It is recommended that this sec-

tion be arranged according tothe sameorgani zationa pattern you usedinsection4.

i. Youmay arrangethis section topically (describing the type of research you
did to answer each of your research questions) or by type of research
(interviews, surveys, etc.). However, regardless of your organization, you
should mention both why you did each type of research and exactly how
you did it.

ii. You should also mention the limitations or problems you had with your
research. If you think, for some reason, your surveys were unreliable or
your library research was insufficient to answer one of your questions,
you should mention that fact in this section.

iii. Add avery brief summary of what your project actudly proved or accomplished.

. The ANALY SI S pages should be an in-depth, intellectual discussion of your

research results. (You can think of it asalong, detailed essay based on all the

research you revealed in previous parts of your paper.)

i. You should discuss the issues you raised in your introduction in more
detail, make connections between the different parts of your research,
and reveal whatever new thoughts and conclusionsyou have cometo asa
result of your research. You can include specific examples and quotations
in this section to illustrate and develop your points.

ii. Besureto cite your sources properly!

. (Optional) If your analysis section was very complicated, you may want to

include a separate SUMMARY section.

. The BIBLIOGRAPHY pages should contain alist of every source you cite

in the rest of your paper, in aphabetical order. Do not include every source

you looked at, only those you cite. Use the following format:

(Internet page—include a date if the page has one)

Anderson, Emily (no date) “Jean-Marc Gaspard-Itard’s Homepage.”
http://www.pen.edu/~cuega/wild.htm (accessed 9/17/98)

(book)

Clark, Mark W. (1977) Fromthe Danubeto the Yalu. New York: Quadrangle
Books.

(article)

Kim, In-seok (1989) “Korean Language as Pragmatic-based Discourse.”
Korean Language Education, vol. 1, pp. 12-24.

(article without an author—use thetitle)

“Korea-Japan Fisheries Talks Concluded.” (1999) The Korea Herald,
April 22, 1999.

(interview)

Oak, Susan (1999) personal interview (March 11, 1999).
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A

PPENDIX C

How to Write an Essay Proposal

The purpose of writing a proposal is to help you organize your thinking about
your project. In your essay proposal, you will explain:

e What you aretrying to find out by doing thisresearch and writing this particular
essay (the objective). Your research objective should have two parts. ageneral
topic that you are interested in and a research question (or questions) that you
hope to answer with your research.

e Why thisresearch issue and this research question areimportant (the necessity).

e How you hope to conduct your research and successfully answer your questions
(the method). For most topics, you will be required to do four or five types of
research: library research (books, magazines, etc.); Internet research; surveys,
expert interviews; and observations/experiments.

Example:
Objective
Topic Cellular phones

Resear ch Question(s)

Necessity

Which cellular phone service (including PCS) provides the best serv-
ice?

These days, cellular phones have become amajor part of the daily life
of most Koreans. We are exposed to almost constant advertising by the
various companies providing cell phone service, and offered a wide
variety of special deals by each company. But we have no way of com-
paring their deals and advertising claims. Thisresearch can identify a
few common standards such as cost, clarity of calls, ease of use, and
quality of after-service, and show how well each company is meeting
those standards.

M ethod
Library Research

Inter net Resear ch

Surveys

Expert Interviews

Observations/
Experiments

Look for explanations of the different types of service (including the
difference between cell phones and PCS); look for related articles or
statistics; read company publications.

Look for details of service on company Web sites or communications
industry related sites.

Survey 15 subscribersto each service (011, 016, 017, 018, 019) about
cost, clarity, ease, after-service, and general satisfaction.

Contact servicerepresentativesfor each company and ask specific ques-
tions (after doing basic research as noted above).

Make callsfrom each of the following | ocations during business hours,
using each service, to test clarity: the Ewha campus, the subway, the
Pukhan Mountains.

18
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Compoaogtion Games. An Approach to Composng Directly in L2

MARGARET ORLEANS
Meiji Gakuen High School

ABSTRACT

Learnerswho habitually composeintheir first language and then trand ateinto thetarget language are
doing themselves a great disservice. Drawbacks to this approach include inadequate planning and
rewriting time, inattention to transcription errors, and a need to route all L2 meaning through the L1
origina. Many Japanese learners perceive English asasort of code for which they must find one-to-
one correspondences with the L1 original, in which all the “true meaning” resides. Asaresult, they
find it difficult to discuss their writing in the L2 and to reviseit. In order to give students the experi-
ence of composing directly in L2, particularly in making word choices without referenceto the L 1, |
have devised several dozen game-like warm-up activities which, because of their reliance on such
language features as spelling, rhyme, and word length, areimpossibleto trandate.

Despitethe presence of theword “ approach” inthetitle, what | will describe here
IS not a complete composition program. Rather, it is just one component of such a
program, designed to deal with a pervasive problem in China and Japan as well as
Korea, that of students habitually writing out acomplete compositionin L1 and then
trandating it into English rather than composing directly in English from the plan-
ning stage or the first draft.

Why is composing directly inthe L2 preferable? A few studies (e.g., Lay, 1982)
claimthat it isn’t, citing the advantage of carry-over from L1 composition skills, but
since most Asian students receive little formal instruction in composition beyond
primary school (Deng, 1995), this advantage pales into insignificance when com-
pared with the benefits of direct writing. Raimes (1985) cites the time and energy
saved. Jones (1995) theorizes that it frees up short-term memory so that in the revi-
sion process monitor over-users can attend to larger units of text because they can
retain the organizational flow in gist form rather than in the exact wording. Rinnert
(1990) points out that most errors in her study of translated compositions resulted
from poor word choice. Both she and Kern (1994, a study of mental transation dur-
ing L2 reading) expressregret for the diminished opportunitiesfor language acquisi-
tion that result from over dependence on trandation. And Mok (1993) and L aw (1995)
raise the issue of the L1 encoding of the composition being the only meaningful
version for learners. | find thislast the most compelling reason for writing directly in
English, since learnersfrequently cannot discuss their writing with me or their peers
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because the meaning inheresinthe L1 original inthe author’ shead or on scrap paper
and must be painstakingly re-translated by her before she can clarify her meaning or
defend her word choices.

At first glance, differences in discourse styles between Asian and Western cul-
tures, such as those pointed out by Hinds (1987, 1990), might seem another obvious
reason for direct L2 composition. And perhaps thisis the case when my high school
learners must produce essays for college entrance exams that will be graded by na-
tive speakers of English, or when my graduate learners must meet the editorial stand-
ards of international journals in order to publish their research results. But for the
most part, as Kachru (1997) points out in hisinterlocutor myth, Asian learners write
for L2 audiences.

Toreturn, then, to the advantages cited above, in order to savetime, capitalize on
rich word associations (through effective collocation, word play, allusion, etc.), and
free up short-term memory. This can enhance the revision process of learners by
composing directly in English. How can these learners break the trans ation habit? |
propose the use of exercises designed to give students an experience of successwith
writing directly in L2 because they capitalize on untranslatable features of English
(or another target language), are fun and easy to do in arelatively short time, and for
themost part, arereadily adaptableto all levelsof language skill. | find that they have
the added advantage of requiring several attempts on the part of learners at rephras-
ing their meanings, which may lead to developing the habit of revising. (For the
description of a different solution to this problem, see Jones and Tetroe’'s (1987)
experiment using target final sentences with Spanish-speaking students.)

The following are twenty-nine activities which | designed over the last decade
and ahalf of teaching writing to learnersin Chinaand Japan. They are arranged here
according to untranslatabl e language feature, but | sequence them for useinthe class-
room according to degree of difficulty, grammatical features students have mastered,
or adaptability to the theme of the follow-up composition to be assigned.

Exercises BASED ON SPELLING

START AT THE VERY BEGINNING: Students write sentences in which the
first word begins with a, the second word begins with b, the third with ¢, and so on.
| encourage them to aim for sentences of ten words or more. For example, Amy’s
beautiful cat didn’t ever fear getting hurt in jumping. Of course, one could actually
start anywhere in the alphabet and progress forward or backward.

PUSHING PENCILS, TWISTING TONGUES: Students write sentences in
which all the words begin with the same letter. For example, Except Easter eggs,
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Ed’s eaten every egg example ever encountered or If Ireneisinterested, I’ Il include
Irvininit immediately.

LAST BUT NOT LEAST: Themost obviousvariation on the above activitiesis
to make the last letter of the word the target |etter. Thus, students write sentencesin
which all the words end with the same letter or the last | etter of each word progresses
alphabetically. Thisis much more difficult, just asfilling in crossword answers for
which one has only the final letters are more difficult than those for which one has
theinitial letter. Examples: She ate one dlice before he stole the pie. Mac had gone
gulf fishing with Cindi.

CHAIN LINK SENTENCES: Thelast letter of thefirst word becomesthe first
letter of the second word, the | ast letter of the second word becomesthefirst letter of
thethird word, and so on. Thisisprobably the easiest exerciseto explain to Japanese
students becauseit resemblesachildren’sword game called shiritori (literaly, Grab-
bing the Tail). For example, If few women need diaries, sales should drop presently.

WHAT'SIN A NAME?: Using only the lettersin their full names (or a sea-
sonal phrase), though they may re-use them in each new word, students write sen-
tences of at least six words. For example, someone named Thomas Iver Bradley
might write, | have a very sad story to relate.

REVERSE ACRONYMS: Students use their given or family names to write a
sentence in which the first word begins with the first letter of a name, the second
word with the second | etter, and so on. For example, Thomas could |ead to a sentence
such as Two horses of mine are sick.

NAME THAT CLUB: Students create acronyms, suggesting names for student
clubs, international aid organizations, etc., in which the acronym relatesto the phrase
it spells out. First | try to elicit examples of acronyms they aready know, such as
AIDS, UNESCO, and ASEAN. Then | introduce examples such as TOPS (Take Off
Pounds Sensibly), VISTA (Volunteersin Service to America) and CARE (Coopera-
tive for American Relief Everywhere).

DROPPING ONE'SHAITCHES: Students write lipograms for a given sen-
tence, omitting a different letter in each rephrasing. For example, I’'m not married
without m becomes | have no spouse; without o, it becomes| am single, etc.

START YOUR ERASERS: Inimitation of Richard Wilbur’ srecent best-seller
for children, students write a sentence about how our world would change with the
disappearance of any letter of the alphabet. One of Wilbur’ s examples: In the word
dumb, the letter b is mute, but elsewhere its importance is acute. If it were absent,
say, from bat and ball, there would be no big or little leagues at all.

CowmposiTioN GamEs: AN APPROACH TO CoMPOSING DIRECTLY IN L2 21



SILENCE IS GOLDEN: Students write sentences in which every word has at
least one silent letter. For example, Whose goat came when Thomas whistled?

READING BETWEEN THE WORDS: Students hide given words or words
of their own choice — perhaps onein agiven word class or lexical set —in sentences
by splitting the word between two consecutive (or among three or more consecutive)
wordswithout changing the order of theletters. For example, irismight be disguised
in Sr, is this your glove? or | rise at six and have breakfast at six-thirty, while a
fellow flower, peony, might appear in Please tie this rope on your bicycle.

THE I’'SHAVE I T: Studentswrite sentencesinwhich only asinglevowel |etter
isused. Examples: | might find hiswriting timid. Cold or hot, dogs won't rot.

CONSTANT CONSONANTS: Even more difficult is for students to write a
sentence in which only a single consonant letter is used. For example, Bob, buy a
baby bib.

NOTHING IN COMMON: Studentswrite sentencesin which no two consecu-
tive words may share any common letters. Examples. Should we try a cheese pizza?
After July was over, | felt so lazy.

EVEN THE KITCHEN SINK: Students write pangrammatic sentences, using
every letter of the alphabet at least once. For example, Unluckily, his jumping vexed
a few zebras, so he quit.

DOUBLE OR NOTHING: Studentswrite sentences in which every word hasa
doubled letter. For example, Donning glass dlippers, Cinderella hurried ball-ward.

RELATIVELY SPEAKING: Thisis aseries of exercises based on the travels
of acertain easily swayed Aunt Hildegarde, acharacter invented by David Diefendorf
(19834, 1983b, 19844, 1984b) in a set of four logic puzzles for native speakers of
English. | have expanded the series.

In the expansion, whenever Aunt Hildegarde visitsarelative, her preferencesare
influenced by that relative’s name. For example, after spending a few days with
Aunt Tillie, she likes mirrors but not reflections, books but not magazines, the color
yellow but not orange, and coffee but not tea. Why? Because these words, like Aunt
Tillie’'s name, al contain doubled letters.

After visiting Uncle Byron, Aunt Hildegarde comesto prefer indigo to yellow or
orange, or even blue. She also likestomorrow better than yesterday and prefers con-
sulting an atlasto maps. She finds herself forgetting more than she remembers. Why?
Because these words, like Uncle Byron's name, begin with a preposition.
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But once she has been to see Aunt Abigail, Hildegarde has a new set of prefer-
ences. She prefers operations to surgery, listening to noise rather than sounds, and
shopping in a department store to shopping in a supermarket. Why? Because these
words, like Aunt Abigail’s name, begin with two consecutive letters of the al phabet.

Then comes a visit to Uncle Toby, after which Aunt Hildegarde's tastes run to
triplets rather than twins. She would rather eat a carrot than a cucumber and likes
meat more than vegetables. When indisposed, she would rather swallow a tablet
than a capsule. Why? Because these words, like Uncle Toby’s name, can be splitin
half to form two separate words.

A visit with Aunt Mary has Aunt Hildegarde preferring juniper to spruce and
sepulchersto tombs. She would rather get married than be wed or eat an apricot than
aprune. Why? Because these words begin with the three-letter abbreviationsfor the
months, as does Aunt Mary’s name.

When shereturns after astay with Uncle Thomas, Hildegarde likes knives better
than forks and admires crocheting more than embroidery. She would rather contract
pneumonia than mumps. Why? Because these words, like Uncle Thomas' name,
contain silent consonant letters.

A visit with Aunt Louellaresults in Hildegarde's preferring cinnamon to curry,
raspberries to apricots, and lollipops to suckers. Why? Because the names of these
edibles contain three instances of asingle letter, like Aunt Louella’'sname.

With or without explanations of the word patterns, depending on their aptitude
for such puzzles, students are asked to write examples of Aunt Hildegarde's new
fancies on each occasion.

Exercises BaseD oN WORD AND SENTENCE L ENGTH

DOWN ON ALL FOURS: Students write sentences in which al the words are
of a predetermined length. For example, a sentence of four-letter words might run,
What four boys came homelast, or one of three-letter words, Sue and Samcan fly for
one day, but not two. Word lengths of three to six letters are easiest for students.

LONGER THAN ALWAYS: Students write sentences that begin with a one-
letter word, followed by a two-letter word, followed by a three-letter word, and so
on. For example, | am the only witty female student learning beautiful, effortless
Belorussian.
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THE SKY’'SNOT THE LIMIT: Studentswrite sentenceswith apredetermined
number of |etters, say 65.

DON'T SHOOT FOR THE M OON: Students write paragraphs with a prede-
termined number of words, say 50, none of which may be repeated.

ONWITH THEIR HEADS: Studentswrite headlines of apredetermined length,
say two lines with a maximum of twelve letters and spaces each, for short human
interest stories clipped from the newspaper and beheaded.

Exercises BAsED oN METER, SyLLABLE COuNT AND RHYME

GALLOPING GALOSHES: Students write sentences composed entirely of
three-syllable words. For example, Trumpeting elephants suddenly disappeared un-
derneath velvety vermilion telephones.

SAUCE FOR MOTHER GOOSE: Students write the fourth line to an unfa-
miliar nursery rhyme. (Nearly al nursery rhymes are unfamiliar to Japanese students.)

LOOK WHAT THEY'VE DONE TO MY SONG: Students choose afamiliar
melody with afour-line stanzaand retell afamiliar story so that it can be sung to that
melody. For example, the story of Peach Boy (Momotaro) set to the tune of “Coming
through the Rye” (amelody to which people cross at traffic lights throughout Japan).
Or they add additional versesto songs like “Down by the Bay,” “Michael, Row the
Boat Ashore,” “Hey Lolly, Lolly,” and “ Skipto My Lou.” A favorite exercise of my
college students in China and Japan has been to create verses complaining about
their own schoolsto “1 Don’'t Want No More of Army Life.”

Exercises BASED ON PRONUNCIATION

I C A B: Students write sentences the pronunciation of which can be represented
entirely by letters of the al phabet and/or numbers, the names of which stand for one
syllable each of the intended words. For example, N-E-1 4 10-S(Anyone for tennis?)
or | 82 X-S(l ateto excess.).

EVERYTHING’'S GOING UP: Jean Pearce (1997), in her semi-weekly col-
umn in the Japan Times, reminisces about a song by Victor Borge that reflected the
effects of inflation. Every word or syllable that was a homophone for a number was
increased by one. Following such a pattern, students write their own sentences. For
example, | nine bacon and eggs five breakfast threeday or Twice upon a time there
lived a twoderful and beten old king.
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Exercise BAseED oN GRAMMATICAL PATTERNS

PARSED PARODIES: Students rewrite agiven sentence or paragraph (of their
own or from atext they are studying) by substituting nouns for nouns, determiners
for determiners, verbsfor verbs, etc. For example, the opening lines of A Tale of Two
Cities could be transformed from It was the best of times, it was the wor st of timesto
He seemed the height of chivalry; he appeared a paragon of politeness, or theinitia
sentence of Moby Dick might become Name it Lady Pacman instead of Call me
Ishmael.

Exercise BAsED ON LETTER SHAPES

KEEPING IN SHAPE: Paying attention to which letters contain ascenders (b,
d, f, h, k, 1, t) or descenders (g, j, p, g, y), Students write sentences in which all the
words conform to a given shape. For example, if the pattern is an initial ascender
with no following descenders, one might write How does he know her ? I the pattern
callsfor acomplete avoidance of both ascenders and descenders, one might use Can
we see our own noses or ears? Since all capital letters are ascenders and the first
word of each sentence must be capitalized, itispractical toignorethefirst letter or to
consider it in its lower-case form.
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No More Copying? Plagiarism Reconsdered, with a
View to Reducing It in Student Writing

L.M.DRYDEN
Nagoya University of Foreign Studies and Sugiyama WWomen'’s University

ABSTRACT

Every teacher has had studentsturnin someone el se’swriting astheir own. With increasing accessto
the Internet, thissituation will only grow more common. Teacherseverywhere are eager for practical
waysto deal with this problem.

Beforewe can do much, however, about the variousrel ated practicesthat might collectively becalled
“plagiarism,” we need to know what it is. The problem isthat the closer we get to the subject, the
harder it becomesto define.

Thisarticlebeginsby surveying someuseful distinctionsand clarificationsadvanced in recent articles
that offer a“postmodern” perspective on plagiarism and, in so doing, question many former certain-
ties. Next, it considers reasons why students make use of other writers' words without attribution,
both in the West and in the Confucian-influenced East. Finally, it offers some suggestionsfor dealing
with the issue constructively, including a soon-to-be-launched website that will provide aforum for
further discussion and a place to share teaching material.

| NTRODUCTION

| hope | will not disappoint anyoneif | begin by stating that | have no panaceafor
resolving an issue that teachersin all disciplines struggle with: the tendency of many
students to use the words of other writers without proper attribution. | do believe,
however, that a better understanding of what “ plagiarism” isand why it occurs may
help teachers and students alike in becoming more responsible and more successful

writers and scholars.

Inthisarticle, asin my presentation at the PAC2 Conference, | pose a number of
guestions that deliberately challenge some of the conventional views regarding pla-

giarism:

* For example, most of the ideas for this article come from other writers and

colleagues. Isthis plagiarism?

» Moreover, all of the language in this article comes from other speakers and

writers of English. Isthis plagiarism?
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* What is plagiarism? Is it a growing problem as students learn to copy and
paste from the Internet? Or isit acommon practice among teachers who rou-
tinely photocopy published and copyrighted materials for classroom or per-
sonal use?

If any of these questionsdisturb your equilibrium, then you are already part of the
way towards reconsidering the certainties about plagiarism that have prevailed in
Western academia for two hundred years and which have been evolving in Western
culturesfor at least five centuries.

M obERN AND PostMoODERN DEFINITIONS

Defining plagiarism used to be so ssmple, amatter of what was once called “com-
mon sense.” For many it still is. Copying someone else's words without attribution
is“wrong,” even “criminal.” This is the position taken by most U.S. college style
sheets and writing handbooks toward the ultimate academic transgression of plagia
rism—etymologically linked to “kidnapping” and “ piracy.” Throughout the twentieth
century, this has been the “modern” view of the subject.

It is not easy to define “postmodernism,” as it is actually a number of related
developmentsin fairly recent thought and aesthetics, but its various currents gener-
ally serveto question the assumptions that underlie earlier periods, including “mod-
ernism” itself. According to Buranen and Roy (1999), a “postmodern” position on
plagiarism and intellectual property suggests that “one cannot own words and ideas.
All we can do is honor and recompense the encoding of thoseideas, the use of those
words, in the certainty that such honor and compensation are negotiated in contexts
of timeand place, classand power, within socia and economic considerations.” (p. xviii)

The assumption that words belong to individual writers has been widespread in
the West, thanks to the development of the printing press, modern market econo-
mies, and the heritage of which Roy (1999) speaks: “Cartesian mentalism and indi-
vidualism and the economy and culture of authorship in the Romantic period” (p.
61). By contrast, the postmodern position holds that language and ideas are social
before they areindividual. The views of the Russian linguists VVygotsky and Bakhtin
are instructive in this regard, as they clarify the essentially “social” nature of lan-
guage and, indeed, of all learning. Roy (1999) refersto the Vygotskyan concept of the
“developing speaker’ sinternalizing language through the voices of other speakers,”
and Bakhtin's “assurance that the word is always half some else’'s’ (p. 60).

In effect, the language devel opment of each individual proceeds from the “ech-

oes,” as it were, of the voices of the speakers and writers to which one is exposed
from early childhood onward. We get al of our language (and most if not al of our
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ideas) from other people: Thisisparticularly truefor professional writers, including,
ironically, the great literary artists themselves who have often argued the loudest for
their rights to income based on the ownership of words that are, in fact, not solely
theirsto clam. Asanillustration, Howard (1999) citesthewordsof T.S. Eliot (1932):
“Immature poets imitate; mature poets steal; bad poets deface what they take, and
good poets make it into something better, or at least something different” (p. 88).

Eliot’sview recursin Stearns (1999), who describes the “essence of the modern
understanding of plagiarism” as “a failure of the creative process through the au-
thor’ sfailureeither to transform the original material or toidentify itssource.” Stearns,
who is herself alawyer, gives the “modern” definition of plagiarism as “intention-
aly taking the literary property of another without attribution and passing it off as
one’sown, having failed to add anything of value to the copied material and having
reaped from its use an unearned benefit. In asense, plagiarism (presenting another’ s
work as one's own) isthe inverse of forgery (presenting one’s own work as anoth-
er's)” (p. 7).

A double standard, however, begins to emerge in the modernist view of plagia-
rism. As Howard observes, Eliot’s jubilant celebration of the “heroic plagiarist” is
“wryly” accepted by criticswho otherwise denounce plagiarism—particularly plagia-
rism among students—as criminal behavior (p. 88). The modernist sensibility has
been quick to forgive and even to praise highly gifted writers for doing things not
completely unlike those that less-skillful students arefailed or expelled for daring to
attempt.

WHY StubenTs PLaGIARIZE: A Host oF REASONS

Howard describes one common activity of less-skillful studentsas* patchwriting,”
which isusually viewed as a subset of plagiarism: “copying from a source text and
then deleting some words, atering grammatical structures, or plugging in one-for-
one synonym-substitutes’ (p. 89). Generally such writing is considered “lying” and
“deception.” But then Howard boldly asks, “Who among us has not patchwritten?
Who does not still do it from time to time?’ Candidly, Howard observes of her own
excursions into patchwriting (p. 90) that it aimost always occurs “when | do not
really understand what | am reading,” and she goes on to describe her patchwriting
over theyearsin an effort to understand the difficult writing of postmodernist writer
Michel Foucault.

A good part of what is seen as plagiarism in student writing may in fact be just
thiskind of “patchwriting,” that is, effortsto make sense of textsthat students do not
fully understand. While they may lack the skill of agreat literary artist to transform
source material into something better, students—-much like such scholars as Howard,
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aswell asthe writer of this article and even possibly some of its readers—may often
be moved to undertake “patchwriting” in asincere effort to make sense of atext that
is currently beyond their grasp and, through a transformation of it, make it more
comprehensible.

One cannot, of course, wholly discount the possibility that some students and
conceivably even some teachers and professional writers do, in fact, set out deliber-
ately to deceive others and take credit for words that are not their own, in order to
enjoy “unearned benefits.” Nonetheless, as Buranen (1999) observes, while many
instructors may be quick to “pin a moral judgment on the perpetrator of [an] aca
demic and intellectual crime,” a considerable amount of “plagiaristic” infractions
may in fact stem from students’ insecurities about the merits of their own views and
their skills as writers, as well as their incomplete knowledge of the conventions of
academic citation. As Buranen concludes, “plagiarism is a vastly more complex is-
sue than we as teachers may recognize and certainly far more complex than we cus-
tomarily suggest to students’ (pp. 64-65).

Indeed, agood deal of what is considered plagiarism in student writing may stem
directly from the pedagogically mixed messages that teachers provide, and from cur-
ricular goalsthat often work at cross purposes. Simmons (1999) remarks on the con-
tradictory guidelines furnished to writing students in the U.S. for over a hundred
years:. “ Studentswere given responsibility for developing their ‘own’ ideas, yet they
were cautioned to avoid first-person pronouns and were provided with lists of suit-
able theme topics drawn from their reading. Students were given responsibility for
distinguishing their ideas from others, yet were provided with little direct instruction
in how to do so” (p. 51).

Even worse, as Buranen (1999) argues, plagiarizing by ESL and EFL students
may very well stem from their teachers' misguided pedagogical goals: “our propen-
sity for insisting on a rigid and often uninformed kind of grammatical correctness,
our lack of tolerance for the kinds of errors native speakers ssmply do not make” (p.
70). Buranen believes that much of the plagiarism students resort to can be ex-
plained by their “fear of punishment for grammatical ‘mistakes . . . and the des-
peration it can prompt is what provokes much of the copying and ‘plagiarism’ that
takes place in writing classes’ (p. 73). When teachers tell students to do one thing,
i.e., “putitinyour ownwords,” but then savage the words they actually do write by
scrawling in bloody red ink all over the page, then we are giving students an implicit
message that their own wordslack authority. Not surprisingly, students may then turn
to published authorities, whose words are presumably beyond reproach.
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TowarDs A FAR-EAST ASIAN PERSPECTIVE ON PLAGIARISM

Buranen notes that in the multicultural academic world of southern Californiain
which sheteaches, plagiarismis*“simply easier to identify inthewriting of nonnative
speakers of English. . . . [The] passages copied or barely paraphrased from another
source interspersed with the nonidiomatic usage of a second-language writer of
English. . . fairly leap off the page.” (p. 70) Certainly, many teachersin East Asiacan
also detect similar featuresin their students' writing.

Recently, | have considered why it is that some Western academics find plagia
rism widespread in Japan, while the Japanese themselves do not seem particularly
troubled by such practices and are, in fact, often bewildered by the moralizing of
Westerners (Dryden, 1999). | speculate that the tendency of East Asian students to
copy without attribution might be understood in light of the differences between
Western and Eastern epistemologies, that is, different theories of knowledge.

Reviewing the history of Japan’s deliberate borrowing and adaptation of Confu-
cian educational valuesfrom China, | conclude that the Japanese have been educated
to think of academic morality in waysthat are fundamentally different from the com-
mon Western view: “that is, it is proper to mistrust or discount one’s own opinions;
it isgood and virtuous to study, memorize, and imitate proper models; and it is nec-
essary to defer one’sown judgmentsto the consensus of the group. Given such views
of learning and morality—that students should, asamatter of correctness, defer to the
opinions and models provided by received wisdom-the tendency to copy freely from
published sources seemsonly natura” (p. 83). Moreover, | suggest that such Confucian-
based educational systems and societies asthose of Japan, Korea, and Chinaaffirm a
“communal” ownership of words and ideas, in contrast to the Western model of
“individual” ownership. Asthe postmodern view of plagiarism questions the possi-
bility of individual ownership of ideas, reflection on Confucian models of intellec-
tual property may be helpful in understanding that plagiarism is “not the culturally
universal transgression that many Westerners assume it to be” (p. 75).

A useful model of acceptable “appropriation” of sources in research writing at
Japanese universities comes from my colleague Reiko Furuya, a Japanese professor
of English who earned her doctorateinthe U.S. (Dryden, 1999). She explainsthat in
the senior essay which many Japanese undergraduates write, “ students are supposed
to show how well they can understand several books and digest themin areport or a
paper. They aren’t asked for origina ideas or opinions. They are smply asked to
show a beautiful patchwork” (p. 80). She goes on to note that “as long as you men-
tion all the booksin your bibliography, you can present the ideasfrom the books asif
they wereyours, especialy if your patchwork isbeautiful” (p. 80). Fromthis, Dryden
(1999) concludes that the “ acceptable blurring of distinctions between the students
sources and their own writing” shows a particularly Japanese and distinctly Confu-
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cian view of knowledge as something to be “ appropriated, assimilated, and internal-
ized” (p. 80). By implication, then, the differences between Western and Eastern
epistemol ogies may help to account for discourse practices that East Asian students
are taught and follow, and which Western academics may prematurely and incor-
rectly dismiss as plagiaristic.

Although Buranen (1999) expresses serious doubts regarding the possibility or
the wisdom of generalizing about students' behavior on the basis of cultural or eth-
nic background, she does acknowledge that epistemol ogical differences between the
East and the West account for differencesin discourse patterns. She describes a Chinese-
born and American-educated colleague who concursthat, in the Asian scholarly tra-
dition, that “the use of other sourcesisasign of respect for the received wisdom and
the knowledge of others,” and that “being able to quote or cite the work of ‘the
masters’ isaway of demonstrating one’sown learning or accomplishment” (Buranen,
1999, p. 69). Moreover, it is not necessary to formally document such referencesin
footnotes and bibliographies because it is assumed that “any knowledgeable reader
or audience knows the source.” In effect, to cite the source would be “at best redun-
dant” and “at worst an insult to areader’ sintelligence” (p. 69).

The Chinese colleague draws adistinction between the Western “ scientific model”
of discourse used in the U.S., with its emphasis on “proving a position by giving a
great deal of documented evidence,” and the more “ subtle kind of persuasion” used
by the Chinese, perhaps best described as “philosophical or even literary rather than
scientific.” Nonetheless, in both cultures, a“moral issue” isat stake: Onestill credits
the source, but the difference is “the form in which that ‘ credit’ isgiven.” Nonethe-
less, as Buranen's coll eague concludes, the Chinese are moving to amore “ Western-
ized” method of bibliographical citation, in part because of the accelerating rate of
“global shrinkage” (p. 69).

WAYs To REDUCE PLAGIARISM

Now, after so much discussion of theory, readers may still say “Fine and good.
But just what can we do about plagiarism in our classes?” My answer is that good
theory is practical and can guide teachers to constructive courses of action.

Certainly all teachers need to do more to teach students the conventions of cita-
tion, as we cannot assume that students know these things or necessarily remember
them from one classto the next, particularly since students may very well experience
their formal education as a series of largely disconnected courses. It is especially
urgent to provide knowledge of the conventions of academic citation to Asian stu-
dents who are planning to study in the West, as they will require this knowledge to
avoid falling into the traps that await them in Western academia.
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We might also devise writing assignments that ask studentsto reflect at different
stages on the process of their use of outside sources, to tell themselves as well as
their teacherswhat they are thinking, and why they are doing whatever they are doing
with their sources at each stage of composition. When asking students to work with
material downloaded from the World Wide Web, for example, | require them to print
out the entire downloaded texts, highlight with a colored marker the sections that
they have put into their compositions, and staple the print-outs behind their own
written work. In the text of their own compositions, | ask the students to highlight
(again, with a colored marker) the passages or paraphrases taken from the online
sources. Finally, at the end of the composition, | ask the students to write about why
they chose the online material, and how and why they used it in their own writing
either as quotations or as paraphrased commentary of their own.

When studentsweave together texts from various sourcesinto acoherent compo-
sition, they are creating the kind of “patchwork” that Furuya describesand whichis,
to a great extent, not very different from typical scholarly tasks in graduate school
and beyond. Moreover, to make sense of what they are reading, students (and even
more advanced scholars) might from time to time make use of what Howard calls
“patchwriting” that may often be a necessary step in the process of intellectual dis-
covery. Anything we can do to help students become more aware of the processes of
thought and composition involved in such undertakings will help to reduce prac-
tices-inadvertent or deliberate-that have traditionally been labeled as “plagiarism.”

| wish toinvite colleaguesto collaborate in the sharing of wayswe have found to
help students avoid the pitfalls and become more proficient at weaving disparate
sources into a coherent whole-that is, to do what Buranen and Roy say all academic
writers must do: “to honor and recompense” the encoding of borrowed ideas and the
use of borrowed words.

To facilitate such apooling of ideas, | am preparing awebsite with links to many
different online resourcesregarding the issues discussed here. Moreover, the website
will provide a forum for those who wish to give and receive opinions, advice, and
teaching materials on the subjects of plagiarism and intellectual property in educa
tional settings. Please contact the author at <dryden@gol.com> for the URL.

For further information about Per spectives on Plagiarismand Intellectual Prop-
erty in a Postmodern World (1999), the principal sourcereferredtointhisarticle, and
a considerable reserve of ideas on the subject, please visit the author’ s website at
<http://www.sunypress.edu>.
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Alleviating Comprehenson Problemsin Movies

DONNA TATSUKI
Kobe University of Commerce

ABSTRACT

This paper describes various barriers to comprehension that learners may encounter when viewing
feature films. Two clusters of interacting factors that may contribute to comprehension hot spots
emerged from aqualitative analysis of problems noted in student logbooks. One cluster hasa strong
acoustic basis while the other has amore cognitive or memory/attention basis.

| NTRODUCTION

One of the most frequently expressed worries about using feature films for lan-
guage learning is comprehension problems (Arcario, 1992; Allan, 1985). Learners
approach the viewing of movieswith trepidation since one misstep in understanding
can lead to 90 minutes or more of confusion. Teachers are similarly wary because
there seem to be so many potential barriersto comprehension. Investigationsinto the
prediction and eradication of certain comprehension problems would no doubt ben-
efit both the teachers and learnersthat wish to use film and video. When students are
given control of avideo or laser disk player, it has been the author’ s observation that
they stop the disk and repeat the viewing of certain passages. Among the reasons
they give for stopping or repeating a section were that they could not understand the
scene or they felt lost.

Students were explicitly asked to keep alog of comprehension “hot spots’ so
that the amount of overlap among the class members could be determined and to see
if there were any patterns in what would cause comprehension breakdown. They
were instructed to record the laser disk frame number and a short description of the
problem whenever they had trouble understanding what was said or what was going
oninthefilm. If they did not understand aword or phrase, they were asked to write
down the beginning and ending frame numbers of the video segment with as much of
the phrase or word they could produce. Based on three years of student logs, a pre-
liminary list of the factors that appear to contribute to listening hot spots has been
compiled. The examples used in this article were gathered from student logs made
while viewing the movies The Graduate and Raiders of the Lost Ark, using video
laser disk players.
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INTERACTING FACTORS CONTRIBUTING TO HOT SPOTS

There appear to be two clusters of interacting factors that contribute to compre-
hension hot spots. One cluster hasastrong acoustic basisand issimilar to the sources
of “dlip of the ear” phenomena (Laufer, 1991). The other cluster seems to have a
more cognitive or memory/attention basis. The reason they are described asinteract-
ing isthat in some cases there appear to be more than one explanation for poor com-
prehension. This makes sense, since films are “multi-modal” (Meinhof, 1998) texts
in which moving and still images, music and sounds, written and spoken language
are all combined in a tapestry of meaning. According to Meinhof, one goal in lan-
guage learning is to enable a learner to “engage with texts made up of potentially
conflicting verbal, visual and musical codes where the different codes may bein a
contradictory relation to each other” (p. 5). Although the examples provided below
have been selected because they most clearly illustrate aparticular problem, it should
be noted that they may involve more than one potential source of difficulty.

Acoustically-Based Misper ceptions

Phonological misperception of consonant and vowel segments through addition, lossand
substitution

Phoneme Addition or Loss: Adding a phoneme where none exists can lead to
confusion. For example, in the movie Raiders of the Lost Ark, the character Indiana
Jones (also known as Indy) tells another character that he wants one of the pieces of
an artifact that her father collected. However, one student thought that he said fa-
ther’ scollector. The added possessive, and the substitution of -or for -ed, caused the
student to assume that Indy was seeking a person rather than a thing.

Phoneme Substitution: The consonant pairs [b/v], [r/1], [f/h] and the vowel pairs
[ad=] are constant sources of confusion and substitution errors for Japanese learners
of English. One student, for example, wondered why Indiana Jones’ burly Egyptian
archeologist friend had awoman’s name. It transpired that the student substituted L
with R and thought that the man’s name was Sarah rather than Sallah. Thisis also
part of an explanation for the misperception of proper names.

As another example, Indy is searching for the staff of Ra, which isalong stick
with an ornamental headpiece on top. Many students thought that he was|ooking for
the stuff of Ra, in other words, the personal belongings of the Egyptian God of the sun.

Misper ception of proper nouns

Learnersare not familiar with the full range of English proper names, especially
when they have gone out of popular usage. In Raiders of the Lost Ark, Indiana Jones
goeslooking for hisformer teacher Abner Ravenwood. The name Abner is not very
common these days. Many of the learners mistook Abner for the name of an object
related to amissing headpiece. Theword was often rendered, “arbner” or “arpner.”
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Another misperception centered on a clue to find the lost ark. Indy was looking for
the map room, but many learners heard this as Maprum, which they assumed was a
city or thename of alocation. Likewise, the city named Taniswas rendered astennis,
which is a far more familiar word to Japanese learners, but unfortunately not the
name of the ancient city. In another situation, the name Marcus (Indy’s friend and
sponsor) was confused with Marrakesh, the possible place where Indy’s nemesis
Bellog would sell his stolen goods. Both words occurred in the same scene and the
listeners confused one for the other.

Misper ceptions of foreign words and expressions

A unit of measurement referred to in Raiders of the Lost Ark was the kadam
(about 30 centimeters). Although Indy and Sallah explicitly define the kadam in the
scene, the learners were unable to connect thisforeign word with its definition. Also,
when Belloq said, “ It was not meant to be, Cherie” and then bid “adieu” to Marion,
the learners asked if her name was Sherry or if he had said It was not meant to be
actually.

Misper ception based on loss, deletion or substitution of entire syllables, especially if weakly
stressed

A number of students reported being confused when, in The Graduate, Mrs.
Robinson quietly said to Benjamin, “Did you get usaroom?’ One of the renderings
of this sentence was Did you get a swim? In this case, the unstressed article a was
omitted, and the remaining wordswere incorrectly segmented yet preserved much of
the phonological shape.

Misper ceptions based on faulty segmentation of word boundaries

Simple mistakesin segmentation were quite common. For examplein The Gradu-
ate, Mrs. Robinson asks Benjamin, “Did you know I’m an alcoholic?” Several stu-
dentsreported hearing a nal coholic and thus were confused because thereisno such
word in the dictionary. Thisis similar to “phonologically based language changes
that occurred in the past due to widespread errors of misperception” (Celce-Murcia,
1980, p. 208). For example, an eke name became a nickname, a norange (narancia
in Spanish) became an orange, a napron became an apron, and a nadder became an
adder, to list just afew.

Misper ceptions based on phonological dialect or foreign accent differences

Although vowels are the main problem in understanding different dialects and
regional varietiesof English, speakers of English asasecond or foreign language can
be difficult to understand because of both vowel and consonant changes. In Raiders
of the Lost Ark, several characters are speakers of English as a second or other lan-
guage. They are much more difficult for learners to understand and are the source of
many comprehension problems. The villain Bellog, for example is a French arche-
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ologist. Not only does he speak with a stereotyped French accent in English, but also
hisvocabulary isfull of lessfrequent wordswith Latinateroots. Thefirst sentence he
uttersis Dr. Jones, again we see that there is nothing you can possess that | cannot
take away. Several students caught only Dr. Jones, again ____ nothing you

Theth was pronounced asaz sound in that and there, syllable stressand prosody was
not native-like and possess was an unexpected word choice when have or own could
have sufficed.

Other charactersin the movieinclude Sallah (Indy’s Egyptian friend), Imam (the
ancient writing expert, an Egyptian), Toht (the Nazi Gestapo agent, a German) and
various minor characters of Spanish, African or other speaking backgrounds. The
student logbooks abound with questions about the utterances of these characters.

Misper ception based on extremesin speech rate

Fast speech or unnaturally slow speech can make perception difficult. Very slow
speech (sometimes produced by slow-motion replays or when a speaker’ svoice has
been masked to conceal identity) arrives in digointed chunks in echoic and short-
term memory and is thus difficult to synthesize into meaning. Rapid speech is also
difficult to process, mainly because the pauses between words are shorter and process-
ing cannot keep up with the volume of information coming in.

M emory/Attention-based Misper ceptions
Misperception based on thelistener’ sstrong and immediate wor d images

In Raidersof the Lost Ark, the Gestapo agent Toht pointsto Indy, who isfighting
with another man, and makes an announcement. Thelearners seethe smileof amuse-
ment on hisface, and many render his utterance as* ShowTime. ShowTime both.” In
reality he has said “ Shoot them. Shoot them both,” but the way he pauses and jok-
ingly deliverstheline leads the learnersto look for an alternative.

In another scene, amonkey hasjust died from eating poisoned dates. Indy throws
adateintotheair but hisfriend Sallah snatchesthefruit before Indy can catchitinhis
mouth. Sallah then says “Bad dates,” an understatement of the seriousness of the
situation. Thelearnerswho until that point had fully believed that the substance they
saw poured over the dates was poison, hesitate because they have heard something
that seems contradictory.

Misper ception based on thelistener’ s current preoccupations or what isvisually prominent

In thissituation, thereisamismatch between what is said and what isseenin the
conversational context. The listeners assume relevance and depend on a *here and
now principle,” but the conversation is not about here and now. For example, in one
of the final scenes of Raiders of the Lost Ark, Bellog and Dietrich (the Nazi com-
manding officer), who are both foreign speakers of English, discuss an upcoming
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scene while standing on the deck of a submarine. Dietrich expresses his discomfort
with Bellog performing a “ Jewish ritual.” The learners invariably came away from
this conversation with no clue asto its content and unsuccessfully try to link it to the
previous submarine trip or with something to do with the port.

In another scene that caused trouble for learners, the director gives alittle bit
of stage businessto an extra. The extrasimply put an apple on Indy’s desk at theend
of hislecture as he |eft the room. The action was of no consequence to the scene. It
wasjust afiller before Indy and aminor character could get together to speak. Nev-
ertheless, almost every student remarked on it and wondered what the action meant.

Misper ception based on what the listener expectsor does not expect the interlocutor to say

In some cases, the character will take some action that the learners do not under-
stand or can find no motivation for. In one scene, Indy greets a smiling Marion (his
loveinterest in the movie) who suddenly becomes violently angry. The students be-
came confused by this sudden and apparently unprovoked display of anger. A careful
analysisof Marion’sangry wordsreveal ed that she has carried agrudge against Indy
for the past ten years, but the swift changein emotioninitially distracted the students.

Thelearnersalsofindit difficult to suspend belief at times, and ask questionslike
how Indy knew about atrap, or how he could find hisway out of a dangerous situa-
tion. Furthermore, lies and false behavior can bring comprehension to a stop. For
example, in Raiders of the Lost Ark, a small monkey is a Nazi collaborator (the
enemy). After the scene of Marion’s death, the monkey cries and acts sad. Many
learners commented that this did not seem consistent with the facts and wondered if
they had missed something.

Misper ception based on the listener’ slack of information (or correct information) with
respect to thetopic under discussion

Pronouns can be very confusing for learners because the people or things that
they refer to may or may not be on screen at the time. For example, in Raiders,
Indiana Jones declares “1t was beautiful. | had it in my hand” during a conversation
with hisfriend Marcus Brody. The students wondered what was beautiful since Indy
was holding nothing in his hand. He was referring to the golden idol that had been
stolen from him in the previous scene, so the flouting of the “here and now” princi-
ple also playsarolein the students' lack of information.

One memorable scenein The Graduate occurs during Ben’s graduation party. A
guest who isan old family friend (Mr. McGuire) takes Ben outside for aconfidential
talk. HeexhortsBento listen carefully to what heisabout to say, then pronouncesthe
word plastic and later clarifies“Thereisagreat futurein plastic.” Ben looksjustifi-
ably confused because he was expecting rather more practical advice. However, the
learner missesthe humor and “ artificiality” of Mr. McGuire's character by not know-
ing the extended range of meaning for the word plastic.
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Misper ception based on the speaker’ suse of idiom or colloquialism

Some characters are built on their unconventionality. Indiana Jones is a wise-
cracking, down-to-earth man who just happens to be a skilled academic. He uses
dlang, colloquialisms and idioms frequently in his speech, and this leads to great
difficulty for language learners. For example, he calls his friend Sallah “The best
digger in Egypt,” where the word digger isanickname for an archeologist. Also, he
comments, “This is where Forrestal cashed in,” meaning This is where Forrestal
died. The proper name poses its own difficulty, but paired with theidiom cashed in,
most of the learnersin my class were at aloss to understand the meaning.

In The Graduate, Mr. Robinson is a one-man cliché festival. Thisis of course
meant to make his character |ess sympathetic and more banal. Some of the phraseshe
usesare Sow a few wild oats, | bet you are quite a lady’s man and You look to melike
the kind of guy who hasto fight them off. They all show him for the pervert that heis,
but they became stumbling blocks for the students.

WHAT T0 Do ABout CoMPREHENSION HOT SPoTS

Having described a variety of potential problems, the next step is to propose
ways to deal with each of them. It must be remembered, however, that each learner
attemptsto construct meaning from scenesin afilm differently because they bring to
thetask differencesin “ predisposition, motivation, interest, attention and prior knowl-
edge’ (Meinhof, 1998, p. 5). Therefore, in order to aleviate comprehension hot spots,
the teacher/facilitator needsto develop a “richly resourced learning environment in
which learners can select what ismost suitable for them” (Menhof, p. 8). That means
the teacher needs to create support materials or strategies to help learners deal with
local hot spots as well as develop general/global medialiteracy.

Before Viewing: Local Materialsand Strategies
Pre-teach foreign words, technical language, idioms and colloquialisms

The teacher should go through the script and look for vocabulary items that are
not likely to be known but have relevance to the story. Many movies have screen-
plays available, both commercialy and on the Internet. A caption decoder can be
used to print out dialogue in closed-captioned movie versions. If no script is avail-
able, the teacher may need to make his or her own transcript, or at least become very
familiar with the scenes to detect potential troublesome words and phrases. Once
these items have been compiled, there are many ways to pre-teach. Some examples
include matching activities, crossword puzzles, and cloze exercises. Matching ac-
tivitiesinclude word-definition matchesbothin L2 and L 1, picture-sentence matches,
idiom-definition or idiom-synonym matches.
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Sensitize learnersto varieties of spoken English and varying speech rates

It is sometimes hard for even skilled English listeners to understand speakers of
an unfamiliar variety of English, or those who have an unfamiliar accent. However,
since there are often regularities in the ways these speakers differ from using so-
called “ standard” English, these should be pointed out. For example, astereotypical
French character may use z instead of th. A Spanish character may use /iy/ in the
place of /i/ and will appear to say sheep instead of ship. The point is that foreign or
stereotyped non-standard English speakers are quite predictable if the learners are
given a de-coding key ahead of time. A de-coding key can be a short list of words
likely to be pronounced in an unfamiliar manner by the character. In one column, the
English word with the standard pronunciation can be listed. In the next column, the
character’ sversion of theword can belisted. Teachers can help accustom learnersto
extremes of speech rate ssmply by exposing them to a wide range of rates, and by
using partial transcripts.

Before Viewing: Global Materialsand Strategies

Encouragethelearnersto reflect on their stereotypesand assumptionsregarding the tar get
film’sgenreand structure

According to Meinhof (1998), language learnerstend to rely more on global com-
prehension strategies than native speakers in compensating for their linguistic defi-
cits. This positive strategy can be encouraged by getting the learners to recall other
filmsof the same genre that they may have seen in their own or another language. By
constructing their own model of the genre, they can set some expectations for plot
line, characterizations and, perhaps, dialog topics.

Theinstructor should segment the film into scenes, then cluster and label the scenes according
tothelearner-generated genre analysis

To reinforce the assumptions and predictions that the learners have made about
the target film based on their own knowledge of similar films, create a scene “road
map.” For example, if aparticular sceneismostly devoted to character development,
the learners would benefit by knowing this before viewing.

While Viewing: Local Materialsand Strategies
Provide contextualized help

The listener needs to have access to information relevant to the hot spot at the
moment of listening breakdown. These students used Sony View laser disk players
which have an on-screen control panel. A modified control panel was created to
include context-dependent help. This meant that if a student were having difficulty
with aword or phrase, he or she could stop the disk and click the right-hand mouse
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button. Some hint or apartial gloss of the dialogue at that spot would then appear on
the screen.

A low-tech alternative would be to include a partial transcript of the scene for
referencein astudy guide or textbook. Thelearnerscould evenfill inacloze exercise
based on the transcript to draw their attention to the trouble spot. Because learners
sometimes can make out the initial sound of a problematic word, it can be helpful to
provide a short alphabetized list of words to listen for in the scene. Thislist can be
compiled by the instructor, based on his or her hunch of possible hard-to-hear spots
or based on actual student log keeping. Student logs are the best way but they take
time to collect and then compile.

While Viewing: Global Materialsand Strategies
Encour age observation of the situation and other contextual cuesthat may assist comprehension

Thisis perhapsthe most important tool for the learner. Before viewing ascene, it
isvaluablefor thelearnersto activate their own knowledge of the situations that will
be coming. This can be done without giving away the point of the scene. For in-
stance, in The Graduate, the main character checks into a hotel. The scene is sup-
posed to befunny, but if thelearner isover-taxed trying to understand all that isbeing
said, there is not much processing capacity left for catching or even understanding
theinsanity of some of Ben’sactions. My approach isto get the studentsto construct
the possible interaction between a guest and a front clerk. When the students have
donethis, they are then ready to watch and enjoy the scene. The deviance from what
one expects is what makes the scene funny.

When comprehension breaks down, often the answers are right in front of the
viewer’ seyes. Ask the who, what, where, when and why gquestions and then treat the
comprehension problem as something to solve, like a mystery rather than an obsta-
cle. For example, one student could not understand what Mrs. Robinson meant when
she said “Did you get usaroom?’ even after he was able to correctly identify all of
the words. | asked him to consider where Ben and Mrs. Robinson were having their
drink (in a hotel) and then to think about what plans they might have afterwards.
When all of the pieces clicked into place, the student and | shared a good laugh.

CONCLUSION

The hot spots that were described in this article were mainly concerned with
misperceptionsat thelinguistic level. When learners hear incorrectly or cannot make
sense of sounds, they panic, and the result isa comprehension breakdown. The same
kind of comprehension breakdown can occur when the learners see unexpected
behaviors, or when the sceneto so full of information that they have difficulty know-
ing what to focus on. Because many of these problematic spots can be predicted, it
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should be possibleto prepare more effective study guides and supplementary materi-
als. Learners can and should be a part of this process, either by cataloguing their
comprehension hot spotsor by generating their own predictions of thefilm genrethat
isunder study.
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Cultivating Student Independence Using Mind-Maps

KEN DILLON
Ritsumeikan University

WAYNE K. JOHNSON
Ryukoku University

ABSTRACT

This paper demonstrates how mind-maps are used as a framework within which students generate
and develop visual diagrams of their own thoughts and ideas, and reveal how these topics relate to
one another. Using mind-maps in conversation classes creates student-generated material that supports
authentic conversation: story-telling, explaining, clarifying, and asking questions. Mind-maps allow
learners to refer to their arrangement of ideas while they are experimenting with the language,
giving them the opportunity to focus on how to say something, not on what to say. The paper
further explains how to experience the full use of this technique by carefully explaining a sequence
of communicative tasks related to mind-map production.

Mind-mapping is a graphical outlining and organizing technique in which topic
categories and related details are written in a branching structure. Mind-maps are a
type of graphic organizer which help students organize their thoughts in a non-linear
fashion. Mind-maps are also called clusters, or spiders. In conversation classes these
graphic organizers are used as a framework within which students generate and develop
visual diagrams of their own thoughts and ideas, as well as the relationship of these
ideas to one another. Mind-maps enable students to generate enough of their own
material to develop and sustain in-depth conversations that can be expanded and
developed in a free-flowing manner (see Dillon & Johnson, 1997; Hodge & Johnson,
1994).

The first step in mind-mapping is to have students brainstorm ideas to use as
support in their conversations. They begin by writing the topic (assigned or freely
chosen) at the center of a large sheet of paper. Learners write down key words or
phrases which come to mind, then draw lines connecting those details which relate to
each other. Figure 1 is an example.

As students’ mind-maps grow, a “geography” of their thinking begins to emerge.
Learners are encouraged to make their maps as interesting as possible: to draw small
pictures, for example, use color, and even glue small photos to them if available. If
they do not know a word in English, they may use their L1 and look the word up later
in a dictionary.
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The primary concept and goal of mind-mapping is to transfer the students’ ideas
and feelings about the topic onto the graphic organizer. In this way mind-maps allow
students to build schema while they focus on, collect and organize their thoughts and
ideas before speaking.

After creating and expanding their mind-maps, students can then sit with a partner
and take turns explaining their maps to each other. During this process, learners can
use their pens to point to areas of the map being discussed. They are then able to
concentrate on producing language (sentences, phrases, words) which connect the
various sub-topics on the map. With this visible support the burden of trying to recall
data is reduced, allowing conversations to flow more freely than they would without
the visual cues (see Hodge & Johnson, 1994, p. 113).

One framework for incorporating mind-maps into speaking classes is to employ
the following process.

MiIND-MAPPING PROCEDURE

1. Choose a partner, exchange mind-maps and take two minutes to read them.

2. Take turns telling your stories sitting, so you and your partner can view the mind-
maps together.

3. Ask your partner follow-up questions about parts of the story that interest you.
Use the question words below as a guide.

4. Add your answers to your maps. Expand them. Make them more detailed.

TasLE 1
Who? With whom? What do you mean?
What? How much? Please explain.
When? How many? Could you tell me more about...”?
How? How long? For Example?
Why? Do you...? Have you ever...?
Which? Would you...? Would you ever...?
Where? Canyou...?
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MinD-MAPPING POINTS

The mind-mapping cycle promotes student-generated material, builds schema,
provides a visual reference, nourishes a classroom community and fosters peer teaching
habits.

Student-Generated Material

Mind-maps are student-generated material. Students choose their topics, increasing
their personal investment and motivation in the activity. Having contributed material,
learners share responsibility for the interest value of the lesson and its success. Learners
become more motivated as they and their stories become the focus of the lesson (see
Hodge & Johnson, 1994).

Builds Schema

One of the most beneficial elements of mind-mapping is that it allows students to
focus on, collect and organize their thoughts and ideas before speaking. These activities
are a give-and-take of impressions between students with approximately the same
framework of background knowledge, or schemata. Schema theory holds that new
ideas can only have meaning when they can be related to something that the individual
already knows (Carrell & Eisterhold, 1983).

Semi-scripting of the conversation is important in high context cultures (see Hall,
1976, Barnlund, 1989) in which spontaneous self-disclosure is often restricted. As
Hodge (1996) states, “Because of the preliminary mapping process, learners can still
exercise some amount of self-censorship, keeping private matters private, but focusing
awareness on what details they are willing to reveal” (p. 10).

Creates a Visual Reference

Mind-mapping offers a way to wean learners from textbooks by providing a visual
reference as a guide, freeing students to concentrate on language. It gives an opportunity
to talk about personal experiences in a semi-scripted context within a classroom setting.
The mind-map allows both speaker and listener to refer to the map’s arrangement of
ideas while they are experimenting with the language. It allows learners to focus on
language—#how to say something, not on what to say (see Dillon and Johnson, 1996).

Encourages Community

As students learn a new language, they expose themselves to “linguistic risk”
when attempting to express themselves. In the process of forming and maintaining
social relationships with each other in the classroom, learners are exposed to “social
risk.” Language learning involves both types (Dillon, 1995, p.4 ff ). Developing a
sense of community can lessen this burden by first encouraging students to feel relaxed
with each other and themselves.
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Mind-mapping aids students in developing a commonality of experience. Seeing
themselves in each other through the sharing of experiences is the most important
step in encouraging students to begin bonding. Conversation topics developed in mind-
mapping not only are student generated but also require students to talk about aspects
of their lives, to disclose thoughts and express feelings. As students ask for elaboration,
they elicit more information about their partners and get to know them better. Working
together in the arena of the mind-map, they develop security and confidence in the
relationships that develop. Mind-maps therefore serve as a vehicle for building trust
among class members through the mutual disclosure of thoughts, feelings and opinions
that are presented in visible form.

Peer Teaching

Mind-mapping is a method of transferring and organizing students’ thoughts onto
paper, then broadening the process with the support of classmates. During this
experience, students work together, helping each other with vocabulary and other
language items, constructing a shared understanding of the language on their maps
(see Freeman, 1992). If students do not know a word or expression in L2, they are
encouraged to draw a picture, use a word or expression in L1, or ask a classmate.

MIND-MAPPING VARIATIONS

Within the mind-mapping framework there are numerous alternative activities that
recycle and solidify the language developed in each student’s map. Simply put,
repetition is good! By recycling language, teachers attend to variations in student
learning styles, allow students to practice the four language skills and further engage
students from many perspectives.

Communicative Focus

Switching Partners

Having the opportunity to retell their stories several times allows students to work
on improving the structures and forms used, as well as improving fluency. With a
different classmate, conversations are never exactly the same. New partners will often
be interested in other parts of the mind-map, ask dissimilar questions, and lead the
conversation in new directions. In addition to recycling language, sharing mind-maps
with various partners increases student bonding and aids the growth of a class-
community.

Reporting about Other Students’ Mind-Maps

Reporting about classmates is both socially and linguistically useful. Students first
exchange their maps with their partner, then the partner proceeds to explain the
exchanged map to a different student. Linguistically, this gives students the opportunity
to practice various aspects of reported speech: e.g., She went to the beach..., He
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volunteered at the day care center..., She said that she enjoyed traveling to Cuba....
Sharing information about each other also develops and fosters a greater degree of
trust and support, thereby promoting a stronger classroom community (Dillon, 1995,
p.36 fY).

Switching Identities and Creating New Ones

After thoroughly discussing maps, students can then take their partner’ s map and
speak to a different classmate while pretending to be the partner. With the new
classmate, they are given the opportunity to use their imagination and expand upon
(or create) additional aspects of their new identity.

Some students, however, do not feel comfortable with too much self-disclosure.
Creating an imaginary self and making maps based on fantasy can reduce inhibited
behavior while adding excitement and appeal to students’ diverse learning styles.

Sharing Maps with Other Classes

Several teachers using mind-mapping techniques in one school can create wonderful
opportunities for greater student interaction. One useful activity is for two teachers in
concurrent classes to have their students create mind-maps. One class exchanges its
maps with the other, and the students read them. After a short period the cooperating
teachers can then join the classes together and have students try to find the persons
who created the maps they have been reading. This activity, furthermore, helps create
a positive environment within the school, not just a single class. It also allows each
student to work with new students, who in turn may provide fresh perspectives on
their own mind-maps.

Grammatical and Vocabulary Focus

Time-Line

Although mind-maps lend themselves to storytelling, they do not allow for easy
chronological schematization. At the bottom of the mind-map, however, students
can create a second graphical organizer in the form of a time-line of the events they
have mapped out. This procedure allows them to look at the events from a linear,
sequential perspective, and clarifies those events for their partner. Linguistically, the
time-line can be employed to aid students in practicing chronological order, using
terms such as First, I did this...; Then, I did...; Next, ...; After that,...; and Finally,..

Attaching Modifiers

In order to help expand the mind-map as well as produce supplementary language,
adjectives and/or adverbs can be generated. For example, students underline all nouns
on their mind-maps. Then they expand their map by adding two adjectives for every
noun they have, e.g., Tokyo Disneyland—interesting—expensive—crowded. This gives
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students the opportunity to expand and enrich their maps and conversations. Adverbs
can be introduced in a similar manner.

Verb Production

This activity is similar to the adjective/adverb activity. For every topic branch,
students are encouraged to write down one verb which correlates with the topic, e.g.,
The Sea—with the verb sailing attached to it. But for the same main topic, students
can also generate many more verbs which may be related to The Sea, such as visited,
swam, traveled to, went to, surfed, etc. Again, this gives students the opportunity to
reflect upon and develop their conversation topics while expanding on the verbs they
use.

Phrasal Verbs, Collocations and Verbs with Nouns and Prepositions

Mind-maps provide an excellent opportunity to raise students’ awareness about
certain types of phrasal verbs and collocations. A collocation is the particular way in
which some words are often used together: e.g., do our best; lose face; make a deal;
in theory, on the surface; with regard to; etc. (see Richards, Platt, & Weber, 1985).
Mind-maps can be used to teach phrasal verbs such as take in, put up with, put out,
etc. Students very often have difficulty understanding which nouns or prepositions go
best with which verbs. If the idea of The Sea is connected with the verb swam, students
often do not know which preposition is suitable for this particular verb: e.g., swam in
the sea, not on, above, or over, so the mind-maps can help clarification.

Publishing the Maps

After students have completed their mind-maps and have gone through several of
the activities mentioned above, it is useful to have them “publish” their maps. By
publishing, we mean allowing all the students to look at, read and learn from each
other’ s maps. This can be done in several ways. Depending on the size of the classroom,
teachers can have students arrange the maps on their desks and allow students to
roam around the room. The maps can also be placed on the walls around the class.
Publishing is very useful because it gives students the opportunity to see, learn and
gain new ideas from al/l the maps which were generated in the classroom—not just
those of the few classmates they worked with.

Additional Alternatives
Writing

It is useful for students to see the mind-map as one more tool which can help
organize and support them while they are writing. When using the mind-map for
writing, it is practical for students to think of each small branch (having three or four
words or phrases) as part of a sentence. Building upon this image, each main branch

50 KOTESOL Proceepings PAC2 (THE Seconp PaN Asian CoNFeRENCE, 1999, Seoul)



within the map would comprise a paragraph. The whole mind-map therefore becomes
an outline for pupils’ letters or essays.

Letter Writing

Mind-maps serve as a platform to launch a variety of learning activities. One such
activity is peer journaling (see Dillon & Johnson, 1997; Johnson, 1994; Reis, 1990).
After students have a clear understanding of brainstorming, mind-mapping, and
generating support materials, they are asked to write a letter to a classmate as part of
a homework assignment. Students use their own mind maps as a guide for the letter,
or they can be asked to choose topics that they wish to write about. They are then
given a few minutes to brainstorm and mind-map as many ideas relating to the topic as
possible, writing them on the left page in a journaling notebook. For homework, they
write the letter on the facing right page, looking at the mind-map as they compose.
Students then come to the next class with their completed letters to be read by an
anonymous classmate.

Mind-Maps as Outlines for Speeches

Using mind-maps as a framework for giving speeches allows pupils to step into
the world of public speaking in a way which is organized and encourages self-
expression. Speeches are a rewarding vehicle in language classes for several reasons.
They permit learners to represent their viewpoints to their classmates, while at the
same time having a moment to deliver a message that they care about. To give a
speech to a class full of students is an influential part of their language learning
experience. Speaking publicly to one’s peers also creates an opportunity for students
to learn more about each other and to create a better class community.

Content-Based Teaching

Mind-maps can be employed in a number of different courses—they are not limited
to conversation or writing classes. For example, in content-based courses in which
students are studying social issues, mind-maps can be used to diagram different aspects
of'a problem.

CONCLUSION

The mind-map graphical organizer is a useful tool in language classes. It has a
framework that is easy to understand, and is unconstrained yet structured. It allows
students to generate their own study material, thereby increasing their attention and
motivation. They also can collect and organize their thoughts and ideas before speaking.
Mind-maps allow students to improve themselves as individual learners as well as
create a classroom community to enhance personal and group understanding.
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FIGURE 2
EXAMPLE OF A COMPLETED MIND-MAP:
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Using Graphic Organizersto Advance I ntercultural
Disclosure and Awareness

RICHARD HODGE
Ritsumeikan University

WAYNE K. JOHNSON
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ABSTRACT

Intercultural exchanges often call for the participants to offer more explicit description to convey
their ideas and to respond to arange of disclosure styleswider than that found in their native cultures.
However, from their teaching experience in Japan, the authors have observed learner behaviora
patternsthat restrict greater disclosure. Following an action research format, this paper illustrates how
the use of graphic organizers has been adapted to aid Japanese university students to enhance their
descriptive power and willingnessto disclose of themselvesorally in English.

This paper describes part of an action research project involving the adaptation of graphic organizers
for usewith spesking activitiesin English language classesin Japanese universities. Graphic organiz-
ersareformsthat provideaway to visualy represent knowledge and ideas. Action research describes
aseries of stepsthat professionals use for refining their own practice. In the classroom, these action
research stepsinclude, identifying a problem to focus on, gathering data, making and implementing
design changes, and analyzing theresultsto better understand some aspect of one’steaching practice
(see Hayman, 1999).

| DENTIFYING A FOCUS ISSUE IN OUR SETTING

From our teaching experience in Japan, we have noticed common behavioral
patterns that students engage in that restrict their effective learning and use of Eng-
lishfor intercultural communication. In general, our students have shown reluctance
to descriptively share or disclose their knowledge and experiences for various cul-
tural reasons. In direct conflict with this behavior, participantsin some intercultural
settings do not appreciate this hesitation to disclose information about oneself. In
addition, many native English speaking cultures also assume ahigh level of descrip-
tion and disclosure. Therefore, we believe that many Japanese |earners need to find
ways of making their ideas clear and explicit to awider range of people. Given this
condition, we decided to incorporate graphic organizers into our classes in order to
provide ameans of €liciting and organizing ideas. The goal wasto use aframework
which would support and generate richer oral production in speaking classes.
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GATHERING INFORMATION ABOUT LEARNERS AND THE LEARNING ENVIRONMENT

Having identified an action research issue, we set out to learn more about our
students' behavior, and how to engage them in language practice that would lead to
richer disclosure and description. We found that some of the el ements shaping Japa-
nese university students’ behavior were cultural and linguistic in nature. Often, the
classroom culture is shaped by a system of hierarchy while accompanying formal
language. This often conflicts with the need for an unguarded, relaxed and playful
learning environment. The L2 verbal communication skills of many students are un-
derdeveloped relative to their reading and writing levels. We also discovered that
behavior or speech that reveals differences in the classroom norm is often discour-
aged by the group. Unless the relationship between interlocutorsis intimate and co-
hesive, opinionstend not to be expressed, asthey represent aconfrontational conver-
sation style.

M AKING DESIGN CHANGES USING INFORMATION GATHERED

To address some of the conflicts between Japanese learners’ behavior and the
effective use of English, we began to incorporate graphic organizers in language
learning activities, specifically in speaking classes. We presumed that graphic organ-
izers could be used by both the creators and their partners to converse about their
topics at a higher level of disclosure, because they offer learners the opportunity to
reflect on their thoughts and experiences, and prepare notes before speaking. Within
the framework of the graphic organizer, ideas are written down, but in amore acces-
sible form than linear sentences and paragraphs, so that speaking partners can more
easily pick and choose what is immediately relevant to their conversation. In this
way, graphic organizers encourage and support spontaneity in speech by providing a
bridge between thought and speech production. During speaking activities, graphic
organizers serve as avisual aid for the creator, for his or her partner(s) and for the
teacher. Finally, graphic organizers serve as avehicle for building trust among class
members through the mutual disclosure of thoughts, feelings and opinions that are
presented in avisible form (see Dillon & Johnson, 1997; Hodge & Johnson, 1994).

I MPLEMENTING CHANGES. OBSERVATIONS AND PRINCIPLES OF A GRAPHIC ORGANIZER
EXPERIENCE

During this stage of the action research cycle we hel ped students produce atype
of graphic organizer called a mind-map. We took them through several experiences
using graphic organizers until they understood how to generate and complete them
on their own.

In order to clearly analyze a graphic organizer lesson it isuseful for the reader to
view what may occur during an activity (observations) and then understand why it
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occurred (principles). The following is a sample lesson in which the teacher first
creates a mind-map herself (modeling for the students) and then has the students
create their own graphic organizer. By implementing these changes into our classes
we were readily able to observe the effects that graphic organizers had on our stu-
dents. To elucidate these ideas, observations are listed on the |eft, and the principles
derived from the observations are listed on the right.

Ficure 1

OBSERVATIONS

PRINCIPLES

1. The teacher initially chooses to produce a
mind-map, atype of graphic organizer, about her
“summer vacation” on the board.

2. The teacher models a mind-map for the stu-
dents, showing the class the organization of the
diagram.

3. Theteacher shares an experience of having a
conversation with astudent who talked about his
summer vacation.

4. Theteacher makesadrawing of acar next to
theentry: driving lessons.

5. The story began to grow, with new and more
in-depth details added for both speaking and
writing.

6. The teacher asked the class what interested
them about the story;

7. The teacher asked the students to produce
individual mind-mapsin twelve minutes about
their summer vacation.

8. The teacher observed misspellings, Japanese,
and distorted English on student mind-maps.

1. Theinitid topicisfamiliar tothestudents; theteacher
choosesatopic fromwhich gudentsare ableto gener-
atemateria for aconversation. Moredifficult conver-
sationd topics will arise when subsequent topics are
explored using other graphic organizers.

2. Itisimportant for studentsto have aclear idea
(in many cases visual) of the structured frame-
work inwhich they are expected to work.

3. Itisimportant for students to know that what
they will embark upon is based upon redlity, i.e.,
native speakers have experiences similar to what
the teacher expects students to produce.

4. Drawings act as alink between the mind and
language.

5. Itisessentia for students to see how onetopic
can quickly and easily expandinto avariety of sub-
topics with no shortage of details available when
supported by aclear format to the mind-map maker.

6. Giving studentsfreedom to choose what inter-
ests them builds motivation.

7. When incorporating graphic organizersinto the
language classit isimportant for teachersto 1) use
student-generated material and 2) give studentsclear
limitsasto what is expected of them and how long
they haveto complete the task.

8. Errorsareinevitable since the students are en-
couraged to explore the language.
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Ficure 1 (conT.)

OBSERVATIONS

PRINCIPLES

9. The studentslook at each others maps.

10. Both partnersview amind-map, whileitscrea-
tor narrates his/her story.

11. Students continuethe conversation by choos-
ing and then focusing on a sub-topic and asking
severa follow-up questions.

12. The teacher observes independent pairs of
students; asks follow-up questions, circulates
around the class and repeats the questioning pro-
cedure.

13. The students switch partners and continue
the mind-mapping process.

14. The teacher has everyone stroll around the
room examining other mind-maps.

15. Theteacher givesawritten homework assgnment
based on the mind-mapsand related discussons.

9. Having avisual idea of a partner’ s train of
thought in the target language offers a clear en-
try into a conversation.

10. The mind-maps offer a specialized visual
prop that offersboth partners grounding and guid-
ancein conversing in English.

11. The graphic organizer guides the students
through a conversation, acting as a menu for dis-
cussion. Students can pick and choose, expanding
on what interests them and ignoring or skimming
over the rest. Partners draw out each other’ s
storiesin more detail with follow-up questions.

12. While monitoring, teachers are better able
to assess where student conversations are going
by referring to the mind-maps. Teachersgainthe
necessary data from the mind-maps to prompt
studentswith follow-up questions.

13. Itisimportant for studentsto practicetelling
their storiesmultipletimes, and to listento ava-
riety of conversations and see how different stu-
dents map their thoughts.

14. Learnerslearn from each other and become
aware of other possihilities for expanding and
creating graphic organizers.

15. Inorder to reinforce language, it is essential
for studentsto investigate onetopic using al four
skills: speaking, writing, reading and listening.

(For a more detailed explanation of this process see Hodge, 1995)

REFLECTING ON THE IMPLICATIONS OF USING GRAPHIC ORGANIZERS

After using graphic organizersin speaking classes with positive results, and see-
ing their use for broadening discussions, we sought to examine how other teachers
use different types of graphic organizers in various settings. From our research we
discovered that graphic organizers have been used in L 1 educational programsin the

58 KOTESOL Proceebings PAC2 (THe SEcond PaN Asian CoNFERENCE, 1999, Seoul)




United States, and in business training programs around the globe (see Beyer, 1991;
Bromley, 1995; Buzen, 1993).

CoNcLUSION

The action research framework has aided us in exploring and devel oping the use
of graphic organizersin the Japanese university context. It has guided usin adapting
mind-mapping from use as a brainstorming step for writing to use as an aid in the
cooperativelearning of English. The stepsin the action research cycle have provided
us a base on which to develop mind-mapping and other graphic organizers into a
series of lesson activities customized for the needs of our students.
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Critical Thinkingin an Eagt Asan Context

CRAIG SOWER
Shujitsu Women’s University

WAYNE K. JOHNSON
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...Each of us has an ultimate need to fedl that he or sheis‘an object of primary vaue in aworld of
meaningful action.” (Earl Stevick, 1980, p. 6)

ABSTRACT

This paper discusses severa aspects of using critical thinking skillsin the language classroom. This
framework has been adapted from a series of critical thinking activities which enable students to
identify the main issues, the conclusions, and the reasonswithin acritical argument. These activities
further teach students, in aculturally sensitiveway, to ask theright questionsand formulate their own
conclusions. The paper aso discusses various methods which can be applied to written and verbal
discourse aswell asthe merits of teaching critical thinking skills across cultures.

L anguage teaching attractsabewildering array of trendy buzzwords and catchphrases, arecent exam-
ple of whichis*“critical thinking.” Definitions vary as widely as do opinions about the appropriate-
nessof itsuse. Asisoften the case, politicslurk nearby, charging discussionswith hidden agendasand
uncertainimplications. Asimportant astheseissuesmay be, wewill sidestep politicsfor the moment
and return to them at the end of the paper. For now, it is adequate to say that those who fed it is
inappropriate to teach critical thinking skillsto certain groups (including studentsin East Asia) may
find thisarticle of little interest. This paper describes the theoretical framework and devel opment of
a critical thinking program at Shujitsu Women'’s University in Okayama, Japan. It also presents
practical critical thinking techniquesthat can be applied in more traditional classes.

THEORETICAL FRAMEWORK

Earl Stevick (1980), in A Way and Ways, explores the need to make teaching
relevant to students. One way, he suggests, isfor the teacher to place her students at
the center of a world of meaningful action. We can think of little that is more rel-
evant, meaningful, or central to a student’s life than thinking. We use the following
definition: “Thinking isany mental activity that helps formulate or solve a problem,
make a decision, or fulfill a desire to understand. It is a searching for answers, a
reaching for meaning” (Ruggiero, 1998, p. 2). We have identified three stages of
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thinking that differ from one another in the degree of concentration, anaysis, and
energy required of the thinker: passive thinking, engaged thinking, and finally criti-
cal thinking.

Ficure 1

Faszive Thinking

Passive thinking is what people do most of the time — the kind of thinking one
does when riding the train to work. A person may stare out the window, daydream,
and one could argue, “think,” but the thinker is not really engaged in doing anything
nor devoting much effort to solving a problem.

Engaged thinking takes place at a higher level. People who consciously interact
with their environment or use their minds to actively manipulate information are
involved in engaged thinking. As teachers we know that engaging students with
material or in-the-classroom activities helps them learn better. One way to engage
students isto move them from simply doing an activity to actually thinking about an
activity.

Critical thinking requires more than engagement. It is not sufficient for acritical
thinker to ssmply work on the task at hand. The critical thinker must assess and
evaluate the task, taking into consideration factors that may not be immediately ap-
parent or that lie outside their typical thinking process. Critical thinking requires
value judgements and demands that people apply consistent standards when those
judgements are made, whether by themselves or by others.

LEARNING STYLES AND THINKING

Aslanguageteachers have long known, students have different learning styles. In
order to reach the greatest number of students, therefore, we present material to them
and have them work with it from various perspectives. The easiest way to illustrate
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thisistolook at how we might teach something using all four skills. When teachers
present activities using all four skills they are approaching learning from different
directions. For example, students may first read about atopic, speak about it, listen to
someonetalk about it, and then write about it. Therational e for approaching students
in anumber of ways is to accommodate different learning styles. Our belief is that
more students asawholewill learn by the incorporation of these diverse approaches
than would by simply using one skill.

Although the merits of integrating the four skills in language teaching are
well documented, we would like to introduce another element (or skill) in the learn-
ing process —that of engaged thinking.

FIGURE 2

IPPROACHING LEARNING STYLES FROM
FARIOUS PERSPECTIVES

READMNG WRITING

SPEAKING LISTEMING

—
Engaged Thinking

~Another Element ~

Figure 2 shows how teachers approach learning from a different perspective by
creating situationsin which students are not just passively doing an activity, they are
also thinking about the content of the activity. We believe that engaged thinking isa
prerequisite for our final goal, critical thinking.
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CLASSROOM APPLICATION

Thissectionisbased on Craig Sower’ spersonal teaching experienceand isthere-
fore written in the first person.

Context and History

Two years ago, | began working at Shujitsu Women'’s University in Okayama,
Japan. It has a small enrollment of 2,000 students of whom 650 are English majors.
One of the classes assigned to me was a two-year seminar class for English mgjors.
In the students' third year of study, they choose a seminar where they study the
teacher’ sarea of interest for one year. In the fourth year, the students are required to
write an 8,000-word dissertation (in English for foreign teachers, in Japanese and/or
English for Japanese teachers). The classes meet for ninety minutes once aweek and
include 12-20 students.

There aretwo types of dissertations:. thefirst isapaper on literature or linguistics,
the second isalong essay on atopic mutually agreed upon by the teacher and student.
There are ten to twelve seminar classes, two of which are run by foreign teachers,
with the remainder conducted by Japanese teachers. The Japanese-led seminars are
focused on literature or linguistics. Certain teachers work with a particular author
like Shakespeare, Lawrence, or Fitzgerald, while others work on philology or lin-
guistics. In many casesthe students’ dissertations consist of translations of the work
of the author in question. Theforeign-led seminarstend to be topic-oriented, with the
dissertationsin the fourth year reflecting the preparatory work donein thethird year.
Students may write about literature, but quite often they choose not to, opting instead
to examine some social issues, cross-cultural communication, or something similar.

In my case, | took over a seminar class of sixteen students who previously had
been involved with the study of women’s issues. My predecessor was a gender-
feminist who had taught them feminism in addition to English. She stressed the cul-
tural roots of gender and the historical plight of women. Consequently, 13 of my 16
students wrote dissertations about women'’s issues. In discussing the dissertations
with the students, | often had conversationsin which | asked a student why she was
saying something, and timeand again | was struck by the fact that studentshad avery
shallow grasp of why they thought what they did. Quite often, the answer | heard was
“That’'swhat it said inthe book” or * That’swhat my teacher told me.” When pressed
for more details, few were forthcoming. My interest here was not whether | agreed
with what they were saying, but rather with the lack of thought and depth many
(though not all) students brought to the discussion. It appeared to me that many stu-
dentswere smply parroting what they had heard. This concerned me because whether
you agreed with them or not, their arguments would be stronger if they were more
coherent.
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Problems
Asthe year progressed | identified four problems:

1. Students had shdlow reasonsfor positions.

2. Students tended to stick to those ideas and strategies that were familiar. Rather
than looking for information, they werelooking for thingsthet would confirm their beliefs.

3. Students tended to want ONE answer to questions; they were uncomfortable
with ambiguity.

4. Studentstendedtogiveupif they couldn’'t findthe ONE RIGHT answer quickly.

| want to be clear that | do not see these four problems as particularly unusual or
uniqu —either to Japan or to awomen’s university. Indeed, these seem to meto bethe
same kind of deficits | have in my thinking. But, as the term advanced, | started
looking for some way to address these four problems and accomplish the mission of
writing an 8,000-word dissertation. | began experimenting with different activities
and looking for materials that would help me do this. | could not find materiasthat |
liked until around the middle of the year when | came across two books: Asking the
Right Questions: A Guideto Critical Thinking (Browne & Keeley, 1994) and The Art
of Thinking: A Guideto Critical and Creative Thought (Ruggiero, 1998).

Syllabus

Using ideas and materials from these two books, | continued experimenting with
my seminar classes. The result was the course outline that appears in the syllabus
below. Rather than go into deep detail on each item, I’ ve selected a few key points
for this paper (see Figure 3, next page).

Puzzles

In the first class of the year we do some warm-up and community-building
activities and discuss the broad outline of the class. | have found that getting into
long verbal explanations of the process is confusing and a waste of time. Instead |
focus on establishing a relationship with the students and doing things instead of
talking about them. Towards the end of the first class we do a puzzle (Figure 4)
which I’ m sure many of you have seen: | ask the students to connect al nine dots of
the puzzle with four lines, without lifting the pencil from the paper.
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Ficure 3

The purpose of thisseminar isto develop critical thinking, research, and writing skillsin preparation
for writing an 8,000-word dissertation in the fourth year. Women'’s issues, self-image, and social issues
will be discussed in student-led groups. Four paperswill be written during the year. Class attendance and

active participation are very important.

1. Course outline and introductions.
Introduction to Critical Thinking.

2. Critical reading —finding the issue,
conclusion, and reasonsin a passage.

3. Paraphrasing — Famous Women Cue Cards.

4. Essay writing (mind-mapping, outlining,
note-taking). Start 1st paper (500 words).

5. Peer editing of first draft of 1st paper.

6. 1st paper due. Discussion of papersin
small groups.

7. Women in Japan and the “ Good Society.”
Small group work.

8. Critical reading —ambiguous words and
phrases; value conflicts and assumptions.

9. Essay writing (mind-mapping, outlining,
note-taking). Start 2nd paper (1000 words).

10. Women in Japan and the “ Good Society.”

Small group work (continued).small groups.
11. Peer editing of first draft of 2nd paper.

12. Review of critical reading —finding issues,
conclusions and reasons.
13. Peer editing of second draft of 2nd paper.

14. Review of critical reading —ambiguity
and value assumptions.
15. 2nd paper due. Discussion of papersin
small groups.

16. Review and preparation for coming
semester. Descriptive assumptions and logic.
17. Critical reading —identifying descriptive
assumptions. Introduction to researching.
18. The“Good Education.” Small group work.
19. Essay writing (mind-mapping, outlining,
note-taking). Start 3rd paper (2000 words).
20. The*“Good Education.” Small group work
and discussion of research (continued).
21. Peer editing of first draft of 3rd paper.

22. Critical reading—errorsin logic.
23. Peer editing of second draft of 3rd paper.

24. Review of critica reading — descriptive
assumptions and errorsin logic.
25. 3rd paper due. Discussion of papersin

26. Preparation for next year’ sdissertation
—discussion of methods and time schedule.
27. Self-assessment and personal identity.

28. Essay writing (mind-mapping, outlining,
note-taking). Start 4th paper (500 words).
29. Peer editing of first draft of 4th paper.

30. 4th paper due. Discussion of papersin
small groups.

Ficure 4
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Thisisnot so difficult, and within 5-10 minutes afew students have usually
solvedit. Many others have not, but it isinteresting to watch what transpires. At first,
everyoneisbusy. Then some give up and stop trying. Then someone gets the answer
and everyone gets busy again. | stop them after 10 minutes, or after two students have
two different answers — whichever comes first. | invite the students to draw their
solutions on the board and wait while students point out that they are different. Their
homework assignment isthis:

You have three glasses of 300 ml., 500 ml, and 800 ml. Thelargest glassisfull of
water. Without using any measuring device, pour the water until thereis exactly 400
ml. left in each of the two largest glasses (Ruggiero, 1998).

This question is more involved and takes more time, so | don’'t waste time in
class with it. Students work in small groups checking assignments the next week.

The messages from these exercises are the same:
1. If youdo something you aremorelikely to find an answer thanif you do nothing.
2. There may be more than one correct answer.
3. The answer may not be what you expected.

Analyzing Written Passages (Two Examples)

The next major activity involves analyzing written passages. We start by focus-
ing on finding three thingsin a passage: the issue, the conclusion, and the reasons. |
explain what thismeans, then wework in small groups on the three difficult but short
passages. No oneis graded or evaluated on this. | ask each group to choose aleader.
They work on it for 30 minutes and write their answers. | circle around the room,
identify who has good (or at least close) answers and then call on the group leader to
tell them to me. | write these up on the board and students discuss them among
themselves, revising their answersif they choose. (NOTE: these are not display ques-
tions because there really can be more than one correct answer.) Then | pass out
answer sheets and they correct their own work.

Thefina homework inthis part of the course istwo difficult 300-word passages.
(Incidentally, this took three weeks instead of the one week allowed for in the sylla-
bus. Problems will be discussed later.)

Developing Writing Skills

After devel oping some skills at analyzing someone el se’swriting, we start work-
ing on our own papers. | spend a couple of weeks working with students on mind-
mapping (a brainstorming technique), outlines, first drafts, peer editing, and revi-
sions. Since this paper is on critical thinking rather than on writing, not much time
will be spent on this aspect of the class. However, | am going to expand upon peer
editing because, to me, it isthe core of acritical thinking program.
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Peer-Editing and Process Writing

| employ a fairly standard process writing approach for producing the papers.
Initially, students bring their first drafts to class, then exchange papers and read a
partner’ s work. | ask them to follow the instructions below as they work together
(adapted from Olsher, 1996, pp. 18-19).

FIGURE 5
Peer-Editing
Write your comments in the margins. Use the following symbols and phrases:
What does mean?
Tell me more about .
What kind of ?
When ?
Symbols:

Partsyou like: !
Parts you are curious about: *
Parts you find confusing: ?

When you finish, complete the following statements about your partner’ s composition. Take
as much space as you need.

Onething | liked about this compositionis...

This composition would be better if...

In addition, the composition should include more details, such as...

When they finish this peer-editing task | ask them to write at least three sen-
tences. They then discuss each other’ s papers before beginning revisions. At first,
we spend half aclass period on peer editing with one partner. Later, | ask them to get
together with two or three different partnersin each class and we spend the entire 90
minutes on this. During the three to four weeks, we work on a paper, students will
have practice reviewing four to six papers. At least once during this process, they
receive feedback from my editing, and they hear from half the class. The feedback
they receiveisnot uniform. Ambiguity and conflicting messages are part of the char-
acter of the course.

| believethat thisisthe essence of critical thinking becauseit requires studentsto
listen to feedback from several different sources, evaluate what they have heard, and
decidewhat to incorporateinto their writing and what to ignore. As peer editors, they
are required to evaluate a classmate’s paper, tell the student what is good about the
paper and why, and explain what is wrong with the paper and why.
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Results: Student Comments, Feedback and Observations

Whenever you manage aprogram, | think it isimportant to protect yourself from

yourself. As teachers, we often see what we want to see and hear what we want to
hear, so | have tried to incorporate student evaluations of the program into my plan-
ning. At the end of the first semester (July 1999), | created a class evaluation feed-
back form that students completed anonymously and returned to me. Thesamplesize
is too small to warrant statistical analysis, but the results are interesting. Students
were asked to evaluate the various activities during the semester and then to give an
overall evaluation of the class and their reason. The choiceswere afour-point Likert
scaleranging from “Disliked” to “Liked Very Much.” In addition they were asked to
identify the most useful and least useful things about the class. | categorized the
“Most Useful” comments as shown in brackets. The comments are given verbatim.

FIGURE 6
Overall
Ss | Evauation Reason for Overall Most Useful Least Useful
of Class Assessment [Teacher’ s Category]
1 Liked Very Because | feel free. | found the new idea and Not
Much different ideaand my idea especialy.
was advanced. [ Thinking]
2. Liked Very Because | can talk with It iscomputer using and | | don’t know.
Much Sower teacher and | want to could expand my opinion.
speak English more. [Thinking]
3. Liked Very | heard from my friend that To choose this classisvery | typed faster
Much other classisvery bore. happy for me. | cametothink | than before.
| don’t like to be bore. about my opinion. [Thinking]
4, Somewhat Liked | Thisclassisthe most useful Mind-map. [Mind-map] No.
because thisis the hardest.
5. Somewhat Liked |1 likethisclassvery much, so | could find that mind-map Critical thinking
why | choosed “ Somewhat is so useful. [Mind-map] (because | can't
Liked"? Though I’ ve studied understand a
English for about 9 years, | little)
couldn’'t put it in English
what | say. So | should study
useful English.
6. Somewhat Liked | Theamosphereisvery good. Peer-editing is very useful. Nothing.
Ther€ re enough timeto [Peer-editing]
rewrite.
7. Somewhat Liked || can enjoy talking friends Checking each other’ s papers Nothing special.
and you. Other teachers and writing down the good
aren’t approve. points and bad points.
[Peer-editing]
8. Somewhat Liked |[Because | study useful things | Severa drafts show them to [Nothing
but it istoo hard. someone to get their idess. written]
[Peer-editing]
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FIGURE 6 (CONT.)

Overall

Ss Evaluation Reason for Overall Most Useful Least Useful

of Class Assessment [Teacher’ s Category]

9. Somewhat Liked | | think our classisfriendly. Peer-editing. [Nothing
But | think | need sometimes [Peer-editing] written]
therest, for example | want
to watch the American movie,
and to learn American culture.

It isboring that | aways do
about paper.

10. | Somewhat Liked | | can prepare and practice for I think working in pairs and [Nothing
the next year’ s dissertation. read other peopl€e's paper written]
| can get various things by ismost useful for me.
writing many topics. [Peer-editing]

11. | Somewhat Liked | Becausel could relax inthis It was a 500 word essay and | didn’t find
class. But essayswere very 1000 word essay. [Essays] least useful.
hard.

12. | Somewhat Liked | Because sometopicsvery It ismind-map. | don’t find.
useful and friends are nice. It helps me every report.

[Mind-map]
13. | Somewhat Liked | [Nothing written] | should think more deeply. Mind-map.
[Thinking]
14. | Somewhat It’shard for meto do Thinking classwork by Typemy papers.
Didiked homework. myself and writeit.
[Thinking]

categorized five students as finding thinking the most useful, with the same

number citing peer-editing. As mentioned earlier, | think peer editing is the essence
of critical thinking, so thiswas encouraging to me. | would say that the commentsare
generally positive. Nonetheless, there are always problems.

70

1.

2.

found that the following were problems with the course:

Many things took alot longer than | anticipated. (Anayzing written passages
took three weeks, not one; peer-editing takes alot of time and patience.)

| had to tell myself “Don’'t just do something, stand there!” | tend to want to
over-correct or micro-manage what students are doing in small groups, espe-
cially when they are on the wrong path. | found it was much more effective to
let learners go and make mistakesthat were later corrected when other students
showed the work they had done.

Some activitiesfailed miserably. For example, | tried using Famous WWomen of
the Twentieth Century cue cards (DeWitt, 1993) with my class as aparaphrasing
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activity; they hated it. One student (one of the best, in fact) told me the self-
identity inventory was “atotal waste of time.”

4. The material isdifficult. This cutstwo ways:. [1] because | have spent alot of
time working out an activity, | tend to be heavily invested init. When it does
not seem to work, | sometimes stick with the activity too long instead of
trying a different approach. [2] Difficult things are hard for students to do.
They can get frustrated.

5. It doesn’'t work for all students. Out of fourteen studentsthisyear, | am
failing to connect with one. For another two or three, it is of marginal value
because they do not invest the time necessary to complete the homework.
Therefore, they cannot participate fully in the class activities (i.e., no first
draft to peer-edit). For the remaining ten to eleven studentsit is going well.
They are working through the problems, dealing with errors and ambiguity,
and producing some wonderful essays.

Thisall brings me back to the Stevick quote given at the beginning of the paper.
| believethat the reason students are remaining involved with the program and evalu-
ateit highly isthat they feel it isaset of meaningful activities for them. Obviously,
the needs of my seminar students are more concentrated than the needs of many of
my other students. The dissertationisso laboriousthat it makesit necessary for meto
carry out activitiesin that course that | would not ordinarily do in other classes.

SoME PrACTICAL APPLICATIONS

Teachers may ponder the question, “How can | really use engaged or critical
thinking in my classes?’ One answer may be, if teachers are using a basic question-
type interview activity (any one will do), they can support the students as they ask
each other these questions, give long answers, ask follow-up questions, etc. Hope-
fully, while students are doing thistask they will become engaged in the process and
content. In abasic question-type interview activity, students are able to use al four
skills— speaking, listening, reading, and writing about the theme of the activity. But
it also may serve the students better for the teacher to stop, step back, add another
element, and ask the pupils to examine the content of the activity from a different
perspectivein order to reflect on how and what they think about the activity. Students
can then discuss amongst themselves and with the teacher such questions as:

Possible Questions

What do you think about this activity? Why? Explain!
Which questions do you think are useful or interesting? Why? Explain!
Which questions do you think are boring or not useful? Why? Explain!
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If you were teaching English, would you use these questions in your classes?
Why? Explain!

Which questions do you think are difficult?

How can you change this activity to make it better?

Does this activity have anything to do with culture? If so, what?

Do you think studentsin other cultures would answer these questions
differently? If so, how?

Having students go back and reflect on what they think about an activity will
engage them more than simply having them do an activity. The basic idea of engaged
thinking isthat it isaprimary stepping stone for moving students into more specific,
structured critical thinking activities.

PoLiTics

Whilewethink political concerns about critical thinking are an unnecessary dis-
traction, they are perhaps unavoidable. Although many teachers believe that critical
thinking isan important part of education, recent developmentsin our field may cast
this discussion in a different light. Several articles in the past three years that have
been critically acclaimed (Atkinson, 1997; Kubota, 1999, Susser, 1998) raise ques-
tions about “othering” and critical thinking. These ideas, which we label “anti-
othering” and “anti-critical thinking,” are quite paradoxical and from our perspec-
tive appear to be two cases of extremism in our field.

The anti-critical thinking school of thought considers critical thinking is simply
be cultura thinking. That is, critical thinking is a respected and important value in
some cultures and within some groups, and it is not, presumably, respected in other
culturesand subcultures. Because of this, these authors are proclaiming that we should
be leery of educators who promote the use of critical thinking skills in the language
classroom. Critical thinking is generally interpreted as something that is Western,
masculine, individualistic, and both culture- and group-bound. That is, some groups,
e.g., women, Japanese, Chinesg, etc., do not specifically value critical thinking, so it
would not be proper or responsible to emphasize critical thinking in classes which
consist of members of these groups.

The second concept that has entered the dialog of researchers and teachers,
“othering,” is at the other end of the spectrum. In theory, othering occurs when one
describes another group in their discoursein away which brandsthat group as subor-
dinate or contrary to their own. Although initially this notion of anti-othering may
sound desirable, in truth, this means that when one describes an aspect of a culture
(e.g., Japanese companies favor group consensus over individual initiative), some
consider it othering, that is, manufacturing a discriminatory untruth. Consequently,
educatorswho record their intercultural experiencesin generalized termsare accused
of creating dichotomies with their discourse and thereby actually bringing about
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divisions among cultures. According to thislogic, writers do not merely recount the
cultural idiosyncrasiesthey encounter —they give birth to them. Theinferenceisthat
everybody, regardless of culture, isfundamentally alike. The anti-othering camp sug-
gests that the world's diverse cultures are in essence the same, while those who
“other” concentrate solely on stereotypes. While not disparaging the motives behind
this ideology, we believe that, in fact, it is counter-productive and derogatory to-
wards the diverse cultures they presumably insist on supporting.

FiGure 7

These two positions comprise two very contradictory idedls. First, the anti-critical
thinking school believesthat critical thinking is cultural- and group-bound, thus we
should not really teach it. The anti-othering faction thinks that, deep down, cultures
are all the same, so evidently, what you can do in one culture, you can do in another.
We disagree with both positions. We think women and people who livein East Asia
think ascritically asanyone el se and that to say otherwiseissexist and racist. We also
believe that cultures are fundamentally different but that basic reality does not war-
rant any justification for neglecting the incorporation of critical thinking into one's
classroom.

We have found our Japanese students (female and male) to be very receptive to
approaches that employ critical thinking activities. They welcome this variety into
their academic lives. However, our goal is not to convince other teachers that they
should do likewise.
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A Program for Oral Testing of EFL Students in Korea

DAVID W. DUGAS
Taejon University

ABSTRACT

Though tests are widely used in Korea to measure English ability, and are often used to decide raises
or promotions, they usually include no evaluation of spoken English. To address this deficiency, in
mid-1996 I began developing several oral exams for university classes: Type I (question/answer
test); Type II (simple dialog test); and Type III (conversation test). In spite of weaknesses, such as
sensitivity to unequal ability in pairs of students, and unproven accuracy, the tests do measure
relative ability. The goals of the current program, forms and protocols for scoring, and specific,
objective criteria for measuring ability and errors are provided. Shortcomings of this program and
plans for research and development of more robust spoken exams are discussed in some detail.

INTRODUCTION

When I arrived in September of 1995, I found that the English conversation
programs widely practiced at private and institutional levels in Korea for many years
had no well-developed tools for testing speaking ability. With this situation in mind, |
began developing the concepts and forms for meaningful oral exams around the middle
of 1996. In this paper I will outline my goals, problems and current solutions for
others developing oral exams.

REQUIREMENTS FOR MY ORAL TESTING PROGRAM

For an oral test to be useful to me in university classes, I needed for it to satisfy a
number of conditions. 1) Of course, I wanted to be able to provide an estimate of
each student’s ability to speak English. 2) I wanted to be able to test a typical class
of 25-35 students within a two hour interval. 3) I wanted to allow students to
demonstrate their ability to start new dialog sequences and respond appropriately.
4) I wanted to motivate students to provide answers beyond the minimum monosyllabics
(yes and no). 5) I wanted to motivate students to use vocabulary and idioms from
outside the classroom. 6) I wanted to motivate students to do more than memorize
short blocks of dialog without understanding them. 7) [ wanted to provide a method
for scoring students as they spoke, but which was also more-or-less objective and
consistent. 8) Finally, I wanted to indicate the conversational strengths and weaknesses
of individual students at test time when the process was fresh in their minds and they
could benefit most.
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AN OVERVIEW OF THE CURRENT PROGRAM

After three years, [ have made substantial progress in most areas, although there
is certainly room for improvement. I attempted to create a well-organized program by
integrating complementary activities and reinforcements, then revised the results after
each year of application (Dugas, 1998). As a result of that process, | now use a
progressive one-year study program and three oral tests for intermediate students. It
starts with the introduction of the Dialog Study Guide (Appendix, Illustration 1),
which forms the nucleus of the work for both semesters. As soon as my students
grasp conversation in terms of sequences involving an initiation (usually some request)
and a response, they spend part of each class asking and answering questions for the
Type 1 (question/answer) exam to be given at midterm of the first semester.

Also during each class period, [ use exercises from our current textbook to introduce
vocabulary and idioms not on my study guide, and to review grammar. This is reinforced
using quizzes (Illustration 2) to test listening ability and comprehension of the textual
material. After the midterm exam, classroom practice is changed to prepare students
for the Type 2 (simple dialog) exam given at the end of the first semester. I encourage
students to increase the “quantity” of response. Here, I also introduce the lists of
topics I will later use to direct students during the remaining exams. (See [llustration 3.)

When the second semester starts, [ always have a number of students who were
not in my class for their first semester. For this reason, and simply to review after the
long vacation, I start by preparing for another Type 2 exam at midterm. Next, classroom
practice is changed to prepare students for the Type 3 (conversation) exam that will
be given at the end of the second semester. Here, I introduce “polite conversation”
and students are taught to pay attention to the speaker (visually and aurally), respond
to what the speaker says (facial expressions, interjections, comments), and allow
roughly equal time to each person.

To be explicit, the three exams are progressive in their demands on the student
and have different objectives. For the Type 1 exam, students should be able to initiate
a sequence about any topic I specify from the study guide, and respond with one
complete sentence. For the Type 2 exam, students should also be able to support each
response with two additional complete sentences. For the Type 3 exam, students
should also interact with the speaker during their conversation, and use vocabulary
and idioms from sources outside our class.

StATUS OF THE ORAL TESTING PROGRAM

Condition 1: Estimate of ability to speak English
These tests are not yet a measure of speaking proficiency, but measure each
student’s success in performing specific tasks. In addition, Types 1 and 2 strictly limit

performance since their maximum score is set. To use an analogy, the first two tests
allow a student to jump through a hoop, but do not offer a chance to see how much

76 KOTESOL Proceepings PAC2 (THE Seconb PaN Asian CoNFeRENCE, 1999, Seoul)



ILLUSTRATION 1: THE STUDY GUIDE AT THE CORE OF THE ONE-YEAR PROGRAM

Revised Dialog Study Guide for Intermediate Conversation

Topics:

1. name
What’s your name? My name is . Jor] I'm
What are you called? ['am called .

2. age
How old are you? lam years old.
When were you born? I was born . [Give a month, day and year.]
When is your birthday? My birthday is . [Give a month, day and year.]
How old is your ? My is years old.

When did you first ? Ifirst ~ whenlwas  yearsold.

3. family
How many brothers and sisters do you have? Thave  brothers and _sisters.
How many people are there in your family? Thereare  people in my family.
How many family members do you have?  lhave  family members.
Are you the oldest/youngest child in your family? I'mthe  child./I’'m an only child.
Do you have (any) children? Yes,lhave  children. [or] No,Idon’t.
Are you married? Yes,lam. [or] No, [’m single/not married.

What do you do for recreation?
How do you spend your free time?

4.home
Where do you live? Ilivein  ,Korea. [or] Ilivein  Dong.
Where were you born? Iwasbornin .
Where are you from? I'mfrom .
Do you live in a ? Yes/No, [livein . [Is it a house or an apartment?]
Who do you live with? I live with my . [family members, pets, renters, etc. |
How long have you livedin  ? Thavelivedin  for  years.
IThavelivedin __ all my life.
5. work/study
What do you do? I'ma . [or] I work/study at .
Where do you work? Iworkat .
Where do you go to school? I gotoschoolat .
What do you study? Istudy . [or] My majoris .
What’s your major? My majoris .
When will you graduate? I expect to graduate in . [What year?]
6. free time
What are your hobbies? My hobby/hobbies is/are .
Whatdoyoudoinyour  time? Inmy  time,I

For recreation, I
I have no free time./In my free time, I usually .
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ILLUSTRATION 1 (CONT.)

7. likes/dislikes
What kind of do you like? I'like
What’s your favorite  ? My favorite  is . [or] Tlike .
Do you like your  ? Yes, [ do./No, I don’t like /I hate
Whatkindof  doyou prefer? Iprefer .

8. description (only family members, hometown, home)

Describe your . [or] Tell me about your . [or] What’s your like? [or]

What does your look like? My is/has . He’s/She’s/It’s about .
9. news

Have you heard about ? No, tell me about it./Yes, I heard about that.

Did you hear what happened? Yes, [ did. [or] No, I didn’t. What happened?

Do you know anything about ? Not alot, tell me about it. [or] Yes, I do.

10. opinions

What’s your opinion/impression of ? Ithink it’s/he’s/ she’s  because .
Do you think/feel that  ? Yes/No, I think/feel it’s/he’s/she’s  because .
How do you feel about  ? It/He/She makes me (feel) ~ because
Are you interestedin _ ? No, ’'m not./Yes, | find it very interesting because .
Do youbelievein _ ? No, I don’t./Yes, I dobelievein  because .
11. meeting
I’d like to meet withyouto . [or] I"d like to see you about .
[or] Let’s get togetherand . [or] Let’smeetand
I’'m sorry, I can’t because . [or] Sure, [ would enjoy that.

When can we meet? [or] When do you want to meet? [or] What day/time is good for you?

How about ?  [or] Let’s meet on/at . [or] Let’s get together on/at .
Where would you like to meet? [or] Where do you want to meet? [or] How about ?
[or] Let’s meet at . [Use the name of a place.]
OK, so we’ll meet [day] at [time] at [place] and [to do what].

12. staying in touch
I’d like to stay/keep in touch with you.

What’s your number? [or] What’s your address?
My number is . My address is .
How can I get in touch with you? [or] How can I contact you?
You can reach me at . [or] You can write me at
[Give a phone number or address. ] [Give a mailing or business address. |
13.location
Where’s a ?  [or] Where’s the nearest ?  [or] Is there a near here?
There’s one . [or] There’s one at/on/near . [or] It’s at/on/near .
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higher the student might have jumped. The Type 3 exam has no maximum score, but
is limited by the amount of time available for testing and its rigidity of form. With
these limitations, the exams have given me useful tools for evaluating relative
performance.

How can we say these are accurate indicators of ability when there are no other
benchmarks to compare them with? I have heard that high scores on written tests
suggest good speaking ability, but this does not stand scrutiny. Knowing that it is
probable that a person may speak English well is not at all the same as knowing that
they do speak well. Measuring the effectiveness of oral testing should be linked to
speaking ability, rather than to marginal relationships with written exams testing other
abilities. Linking oral test scores to “real ability” is important, and it may be possible
to compare my exam results with those from another approach such as the Simulated
Oral Proficiency Interview (CARLA, 1999), which might be used to “calibrate” the
shorter exams, but which is too time consuming for typical classroom use.

Condition 2: Test 25-35 students within two hours

All my exams test students in pairs, making it possible to get most classes tested in
about two hours. While this introduces susceptibility to unequal ability and preparation
effort, I feel it is more natural than asking and answering questions outside a
conversational context. In any case, we must get away from one-on-one interviews if

ILLUSTRATION 2: EXAMPLE OF QUIZZES GIVEN IN SUPPORT OF TEXTUAL MATERIAL
SPEAKING YOUR MIND 2 MIDTERM WRITTEN Exam A Unirs 15, 17, 18, 20, 21

Part 1. Dictation: Write down what I say.

1. They’re disappointed because their grades aren’t good.

2. We’re going to have a big party after we graduate.

3. I wonder what she’s doing in the library.

4. I’ve been thinking about the people in Taiwan.

5. If you study hard this week, I’1l do the housework for you.

Part I1. Answer the questions I ask with complete sentences.
10. You studied a lot last night, didn’t you?

11. Does your head hurt when you study English?

12. Did you hear what that man said to you?

13. Do you know why she is so happy?

14. Who else is going to play soccer with us?
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Ilustration 3: Topic Lists Are Cut Into Cards; One List To Each Pair During Exams

List One List Five List Nine List Thirteen
1) meeting 1) work/study 1) age 1) description
2) home 2) family 2) location 2) location
3) free time 3) opinions 3) staying in touch 3) staying in touch
4) news 4) free time 4) meeting 4) meeting
5) description 5) meeting 5) home 5) home

List Two List Six List Ten List Fourteen
1) family 1) meeting 1) likes/dislikes 1) free time
2) meeting 2) news 2) news 2) news
3) work/study 3) age 3) home 3) description
4) likes/dislikes 4) description 4) work/study 4) family
5) free time 5) free time 5) meeting 5) meeting

List Three List Seven List Eleven List Fifteen
1) news 1) likes/dislikes 1) meeting 1) meeting
2) opinions 2) meeting 2) staying in touch 2) staying in touch
3) meeting 3) location 3) opinions 3) opinions
4) description 4) staying in touch 4) description 4) likes/dislikes
5) family 5) family 5) location 5) location

List Four List Eight List Twelve List Sixteen
1) work/study 1) location 1) opinions 1) opinions
2) home 2) likes/dislikes 2) meeting 2) meeting
3) family 3) meeting 3) home 3) free time
4) meeting 4) age 4) news 4) age
5) staying in touch 5) work/study 5) likes/dislikes 5) work/study

many students are to be tested in the available time; with a sufficient number of questions
to suggest their ability. Well-prepared students typically take about 5-7 minutes for
Type 1 and 2 exams. When students are unprepared or very indecisive, the tests will
drag out. I penalize students for long periods of silence, and if I discover that they are
unable to follow the test procedure (i.e., clueless after two months practice), I stop
their exams to save time. Type 3 exams take longer, maybe 10-12 minutes, and [ make
appointments to test the remaining students after class.
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Condition 3: Ability to initiate sequences and respond

Without further refinement, I feel that the current program effectively encourages,
and provides an objective measure of, a student’s ability to initiate and respond to
sequences concerning a particular topic. I feel that students have adequate opportunity
to demonstrate their ability under the current system with one proviso. With these
tests, it is essential that students know the testing procedure and I strive to make my
students familiar with both the required process and content. Otherwise, the score is
less likely to represent the students’ ability in English than their struggle to comprehend
the testing process itself. With two months of repetition before each type of exam, I
still have students on each exam who flounder because they remain ignorant of the
testing process.

Also important for students to demonstrate their ability is that the scorekeeper
interfere as little as possible while the students perform. I feel that when the teacher
asks particular questions and a student answers, there is less value for measuring
conversational ability than if the student knows which question to ask and when to
ask it. I first created the study guide to deal with this challenge. This is a list of
common questions and answers which any student must master to become conversant
in English. It is compact, specific, and organized by topic. While the specific topic
names chosen are not important, the use of such topic names is fundamental to my
testing technique. For example, I might direct a student and to the topic “family.” The
student knows he must ask a question such as “How many brothers and sisters do you
have?” or “How many people are there in your family?” This approach requires that
students provide almost all the speaking action during exams.

I attempt to expand each student’s capacity for following a conversational “thread”
by putting emphasis on supporting sentences after giving an answer on Type 2 and 3
exams. For example, if asked “How old are you?” on one of these exams, a student
might respond, “I am twenty-one years old. My birthday is February 15, Last year I
got a lot of presents on my birthday.”

Condition 4: Answers beyond the minimum

To accomplish this I have required complete sentences rather than short phrases
or monosyllables. This is unnatural in conversation, but I felt it was too important as
a learning tool to ignore in the early phase of English conversation study. I encourage
this by giving points (beyond the base score) only for complete sentences. The initial
reason for using a base score of about 15 points was to account for very short, but
correct answers, and thus not have to mark points for each one. This allowed the
score forms to be more compact, and the scorekeeper to have more time for listening
by not marking as often.
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Condition S: Students use vocabulary and idioms from outside class

At this time, only the Type 3 exam provides points for using “new combinations
or new material,” that is, vocabulary or idioms students have gotten from texts, tapes,
radio or television. While I feel this is an important concept, it is very difficult to score
consistently during the flow of the exam. I feel that this is the weakest part of the
current scoring protocol. It also has little application outside the context of this program.

Condition 6: Do more than memorize short blocks

I really wanted to eliminate the short-term memorization of “set pieces” which
were recited and forgotten before the student left the exam room. As a first step to
address this situation I decided on frequent repetition of the question and answer
process, assuming that students eventually become familiar enough with them that
they would understand the best situations in which to use the sequences they know. I
reinforce this by always choosing for them from among the topics at test time, rather
than allowing them to choose their own topics in advance. This second step, in
particular, has resulted in a significant increase in how much students must know to
score well on an oral exam. To further encourage “deeper” learning beyond short-
term memorization, I periodically have students do question/ answer practice with a
succession of partners they don’t usually speak with in class.

Condition 7: Rapid, consistent, objective scoring

I have developed a simple and rapid method for scoring students. While it does
not evaluate all the abilities required to speak English well, it does follow specific
rules which are concrete and which quickly yield a numeric score encompassing both
positive and negative aspects of a student’s performance. It is very important to have
explicit scoring criteria to review, since this will help prevent the tendency to become
less discriminating as testing proceeds.

That this scoring system is rapid is undeniable. The current forms (Illustration 4)
are arranged so that the points and penalties for each student are recorded as they
speak in turn. At the end of their exam, I can give each pair of students their scores
after a few seconds of easy math.

While I feel I have succeeded in bringing some objectivity into what is intrinsically
a subjective evaluation, it is true that what a native speaker can assess in seconds is
difficult to record objectively in a formal exam of a few minutes. It is also true that
absolute objectivity and consistency are elusive and depend on uncontrollable conditions
affecting both student and teacher. I have attempted to address objectivity mostly by
the creation of protocols which set the rules for scoring each type of exam (Illustration
5). In theory, different observers with equal training should arrive at nearly the same
score for a student’s performance. I have not attempted to determine whether this is
true, as the evolution of the exams is still rapid and I prefer to delay such research to
a time when the exams have “matured.”
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On the other hand, I do have a small amount of data concerning the consistency of
the scores from the student’s perspective. Some students end up at an oral exam
without their training partners and must be assigned “helpers” who have already taken
the exam with their own partners. In these cases, I encourage the “helpers” to do their
best, and score their second performance to compare with their first. [ have data from

Ilustration 4:  Scoresheets Used For Each Of The Three Types of Oral Tests

A: Type 1 Oral Exam: Question and Answer Scoresheet Class: Date:

Student #1: Student #2:

Role: _ Points: _Penalties: Topics from study guide: Role:  Points:
Age
Description
Family
Free time
Home
Likes / Dislikes
Location
Meeting
News
Opinions
Score: Staying in Touch
Work / Study

+15 = E +15 =

Penalties:

Score:

B: Type 2 Oral Exam: Simple Dialog Scoresheet Class: Date:

Student #1: Student #2:

1st 2nd 3rd 4th 5th___ Topics from list # 1st 2nd 3rd

+2 Good start.

+1 Answer or support.
points earned

-1 Usage error.

-1 Delay (5 seconds)

-1 Prompting.
penalty points

points minus penalties

4th 5th

| +15 =] | <Score [ | +15 =

| <score

C: Type 3 Oral Exam: Conversation Scoresheet Class: Date:

Student #1: Student #2:

1st 2nd 3rd 4th 5th  Topics from list # 1st 2nd 3rd 4th 5th
+2 Good start
+1 Answer or support
+1 New combination
+1 Interaction
points earned
-1 Usage error
-1 Delay (5 seconds)
-1 Prompting
penalty points
points minus penalties

[ | +15 = | <score [ | +15 =

| <score
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20 occasions (of roughly 1450 university oral tests) when individual students were
tested twice in the same exam period. I will not attempt any formal analysis until I
have a lot more data, but I will share the following observations. Of the twenty, two
students scored exactly the same score twice, four improved their scores on the second
effort, and fourteen performed more poorly. Eleven students scored within 5 points
on the two exams. The others ranged all the way up to an extreme of 22 points less on
the second exam. Most students clearly do better the first time on these tests. Since
students are told that the first score will be used for their grade and the second score
will not, I feel that they are less motivated to do well on the second trial.

ILLUSTRATION 5: SCORING PROTOCOLS FOR ORAL Exams

A) Type 1: QUESTION/ANSWER LEVEL

Goal and process: Each pair of students makes requests appropriate to the topics I provide,
and answer with a complete sentence. The students decide which question on each of five topics
will be posed to their partner, but [ choose which student will take the role of questioner and which
will be answerer for each topic.

Scoring: Students may score positive or negative (penalty) points. Maximum score is 35 if
all potential is used and no mistakes are made. A base score of 15 points is given at the start
assuming that students will answer each time with the minimum acceptable word or phrase. I give
additional points only if: A) Student A starts sequence appropriately. B) Student B responds with
a complete, correct sentence. C) Student B adds support sentences (for description topic only).
Penalty points are given when: a) Student makes an error in usage (grammar, vocabulary or really
bad pronunciation; only one penalty per sentence). b) Student remains silent 5 seconds or more
(penalty for each 5 seconds, maximum of five before I have them go to next topic). ¢) Student
prompts the partner in any way (penalty for each occurrence).

Notes: This test has no provision to judge maximum ability. It sets simple goals and gets
students accustomed to the testing format which will remain similar at the higher-level exams. On
this exam, [ allow up to six supporting sentences only for the topic description. A base score of 15-
20 keeps scores positive when performance is poor.

B) Type 2: SIMPLE DIALOG LEVEL

Goal and process: Students ask questions appropriate to the five topics [ provide in a short
list and answer with three complete sentences. The students decide which question on each topic
will be posed to their partner. The protocol we practice, calls for student A to request information,
and student B to answer with three sentences. Student B makes a new request on the same topic,
and student A answers before they go to the next topic listed.

Scoring: Students may score positive or negative (penalty) points. Maximum score is 40 if
all potential is used and no mistakes are made. A base score of 15 points is given at the start
assuming that students will answer with the minimum acceptable word or phrase. I give additional
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Condition 8: Indicate strengths and weaknesses at test time

The current scoring forms for Type 2 and Type 3 exams allow general assessment
of certain aspects of student performance. For example, I can determine whether a
student has made usage errors and how many, and whether there were penalties for
delay or prompting. Since usage errors are mostly due to grammar, they are mostly
self-explanatory. I can also tell at a glance if a student has failed to use the scoring
potential by giving less than the possible number of responses, or by failing to start a
sequence correctly.

ILLUSTRATION 5 (CONT.)

points only when: A) Student A starts appropriately. B) Student B responds with a complete,
correct sentence. C) Student B provides supporting sentences. Penalty points are given in the
following cases: a) Student makes an error in usage (as in Type 1). b) A student delays five (5)
seconds (as in Type 1). c) Student prompts their partner (as in Type 1).

Notes: Again, each of the pair will have chances to ask five questions and give five replies.
Although this is still mostly question and answer, | consider it a dialog test because it requires the
students to provide both the questions and multiple answers for each topic, as well as to understand
the context for applying them.This test still offers no way to measure advanced students, but
requires sufficient effort that the abilities of intermediate level speakers are distinguished.

C) Type 3: CONVERSATION LEVEL

Goal of this exam: Initially same as Type 2. In addition, students interact with their partner
using body language, interjections or comments. They also may use vocabulary and idioms from
outside class.

Scoring: Students may score positive or negative (penalty) points. A base score of 15 points
is given at the start, and new points given if: A) Student A starts “sequence” appropriately. B)
Student B responds with a complete, correct sentence. C) Student B provides additional complete
supporting sentences. D) Student shows interaction (one point for each sequence). E) Ifa student
uses vocabulary or idioms not on my study guide. Penalty points are given in the following cases:
a) Student makes an error in usage (as in Type 1) b) Student delays five (5) seconds or more (as
in Type 1). c) Student prompts their partner (as in Type 1).

Notes: Each of the pair will again have chances to ask five questions and give five
replies. This is the only exam in the series which allows advanced students to show their ability.
Scoring this exam requires absolute attention and I am certain that lapses in attention during
scoring result in inaccurate estimates of the student’s ability. The upper score is limited only by
time, in that I restrict responses to a maximum of five for each question. I have had scores of 50-
60, although 30-40 is much more common. This is the exam I plan to adapt for general use.
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PLANS FOR PROGRAM IMPROVEMENT

This program has a number of undesirable features which I am still working on.
A) I will continue making conceptual changes so that students at all levels can be
tested using the same scoring protocol and form. The current protocols are
not compatible, although Types 2 and 3 could be scored on the Type 3 scoring
form. This would also allow more advanced students to demonstrate their
abilities before reaching the Type 3 exam of the current program. I also hope
to use conceptual changes to reduce the current sensitivity to partner selection,

and restrictions on how students may respond.

B) I will make a general effort to incorporate the results of international research
in both teaching and measurement, to make the entire process more robust.
During the process of forming a special interest group to work on oral testing
in Korea, [ have become aware of work which I expect will add theoretical
depth to this testing approach. My ultimate aim is to have an evaluation tool
for spoken English which has a firm theoretical basis, but is quick, practical,
understandable and applicable by teachers without a great deal of special
training.

C) Once the exams have become more-or-less stable, [ want to formally evaluate
the program and start the next “phase.” First, I want to determine the
relationship between these short tests and another measure of ability in spoken
English (probably the Oral Proficiency Interview) as an effort to relate these
types of scores with the students’ “true ability.” Second, I will arrange multiple
scores (by a group of trained scorekeepers) on the same student’s exam to
determine the variation expected from “observer effect.” Third, I will arrange
multiple testings of the same students (perhaps the same teams?) to determine
the reliability of a single score. Fourth, I will begin giving Type 3 tests to
unprepared groups of students as the first step toward using it as a general
test of proficiency in spoken English.

SuMMARY AND CONCLUSIONS

There is currently no practical way in Korea to quickly assess the English speaking
abilities of large numbers of people, as in academic settings. After several years work,
I have created a one-year program of study and a progressive series of three oral tests
to determine relative ability among intermediate-level university students. The protocols
and forms I now use allow the rapid assessment of two students at a time in a way that
measures both positive and negative aspects of their performance. While the process
has been refined, it still has flaws. I hope to reduce the tests’ sensitivity to choice of
partner and knowledge of the test procedure, reduce the protocols and forms from
three to one, determine the validity and relibility of these types of results, and improve
the theoretical basis for measuring true English proficiency by incorporating concepts
from other methods and pertinent research.
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Even with these problems, the current program is quite useful. It allows me to test
and score about 30 students within a two hour interval, with little intervention. It
provides me with a positive, numerical score as a measure of relative success among
those tested with the same protocol. It teaches and provides an objective measure of
a student’s ability to initiate and respond in conversational sequences, according to
topic. It offers a way to expand and measure a student’s capacity for supporting a
particular statement. It allows me to comment on each student’s strengths and
weaknesses immediately after the exam. It provides a process and method for
encouraging students to use speaking material from outside class. It teaches and
measures interaction during conversation.
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ABSTRACT

Students from two universities in Seoul read a specially prepared script onto cassette tapes. Their
readings were then analyzed by two independent assessors for naturalness, first language interference,
final sounds, consonant articulation, vowel articulation, past tense and plural endings, word stress,
intonation, and rhythm. One to four weeks later, the material was re-assessed. Correlation analyses
were used to determine the degree of reliability between the first and second assessments (intra-
assessor), and between the two assessors (inter-assessor). The results show a pattern of high
correlations for both intra- and inter-assessor reliabilities. In addition, diagnostic analyses suggest
that certain pronunciation features may not be well attended to by an assessor, and therefore, point
to areas that may require re-evaluation of rating criteria used for assessments. These findings show
that pronunciation can be assessed reliably. An outline of the implications and uses for curriculum
development as well as further directions for the development of pronunciation testing techniques
will be offered.

INTRODUCTION

The current emphasis of communicative approaches for English language teaching
requires special attention on English pronunciation. Teachers need to attend to
pronunciation teaching for many reasons. Above all, students in Korea are sensitive
to pronunciation issues and want improvement. Furthermore, pronunciation
improvement can help students break through affective obstacles to oral production
by increasing self esteem and confidence (Brown, 1994). In addition, pronunciation
ability facilitates listening comprehension, speech production, and communicative
interactions, while at the same time improving the reception of listeners, and so, helping
to avoid misunderstandings by both parties (Celce-Murcia, Brinton, & Goodwin, 1996).
Finally, in regards to younger learners, Eldridge (1999) reports that “phonemic
awareness upon entering school is also the best predictor of successful reading and
writing ever found” (p. 1.). Therefore, the development of pronunciation teaching
and assessment techniques is amply justified.
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As a result of the awareness of the importance of pronunciation in L2 (Second
Language) learning, many activities and exercises have been developed to create
phonemic awareness and supra-segmental pronunciation skills (see for example,
Hancock, 1995; Lane, 1997; Laroy, 1995; or Underhill, 1994). In the existing literature
on pronunciation teaching, however, little attention is paid to issues of testing and
evaluation. This omission may in part stem from the complexities of the subject.
Pronunciation skills require knowledge of pronunciation rules, the ability to apply this
knowledge, the ability to perceive proper pronunciation, and the physical ability to
produce the sounds. Large class sizes, lack of reliable instruments for assessing
pronunciation skills, and variance in the listening skills of assessors are obstructions in
the efforts to test productive pronunciation skills. In the past, students have been
tested based on their knowledge of pronunciation rules or their ability to perceive and
discriminate sounds in listening formats, or, when productive tests were attempted,
they often involved time consuming interviews, or assessment approaches that had
not been empirically found reliable. Celce-Murcia, Brinton, and Goodwin (1996)
identify several proficiency tests that include pronunciation as a sub-component but
note that these tests usually rate pronunciation globally. Such global evaluations of
pronunciation skills provide a useful means of screening applicants for entrance into
educational programs and jobs, but they do not assist the language teacher in identifying
specific features of pronunciation for the purpose of curriculum development and
intervention.

The advent of computer technology has also presented us with several products
that measure and address pronunciation skills. These products may indeed become
useful in the future after they are tested and further developed. At this time, however,
the use of these products by language teachers remains limited by cost constraints,
programming weaknesses, and the inability to adapt them to country specific needs of
learners. Prator & Robinett (1985) developed an “Accent Inventory Assessment Test”
which most closely fills the void, by guiding assessors to rate specific items within a
script read by students. This test too, however, has not been empirically tested and
fails to offer specific definitions or scales for determining ratings.

Thus, Nelson (1998) raises an important question: Given the emphasis on
pronunciation, to what degree can teachers “effectively and consistently evaluate
speaking characteristics of students in extensive connected speech...” (p. 19). The
question is one of testing reliability: Can one teacher grading the same test more than
once arrive at similar results? Nelson looked at intra-assessor reliability. He found
that correlations between a first assessment and a second assessment of the same
pronunciation material were high, therefore, demonstrating intra-assessor reliability.
He also found that correlations increased when aggregate or total scores were used in
the analyses rather than the scores from more specific features of pronunciation, such
as consonant articulation, vowel articulation, and intonation. In other words, assessment
reliability increases when more features of pronunciation are assessed, as opposed to
assessing only a single feature of pronunciation.
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Nelson’s study is more exploratory than foundational, but suggests a direction
that should be pursued to advance research in the area of pronunciation assessment.
Without a reliable test for pronunciation, we cannot evaluate our students’
pronunciation in a fair or useful manner. Consequently, we cannot measure the
effectiveness of our own teaching methods, techniques and approaches, and the
pronunciation activities that we assign to our students may not actually be helping our
students to improve their pronunciation. In some cases, the tasks that we assign our
students may even be doing more harm than good.

Our study, therefore, continued Nelson’s pursuit of a reliable and practical test
for pronunciation skills. We used Nelson’s research design as a basic model and
expanded upon it in several ways. First, we added an inter-assessor dimension to the
study. That is, when assessing the same material would two assessors arrive at similar
assessments of English pronunciation of student reading of English materials. Thus,
we aimed to achieve both intra- and inter-assessor reliability. Further, Nelson analyzed
student pronunciation for syllable stress, vowel and consonant articulation, intonation,
rhythm, and naturalness. We used these indicators and added three additional indicators:
first language interference, word endings, and past tense/plural morphological changes.
Moreover, we improved upon several of Nelson’s definitions of these indicators to
provide definitions that we considered more readily observable. In addition, whereas
Nelson had students read selected texts that were not particularly developed for
pronunciation testing, we developed a script that was specially designed to assess
specific features of pronunciation. Our study also included the collection of background
data from the students, to explore the relationship between previous exposure to
English speaking/listening and pronunciation abilities.

RESEARCH OBJECTIVES

Our aims for this study were threefold: first, to develop an assessment test for
English pronunciation skills; second, to demonstrate intra- and inter-assessor reliability
of the assessment test; third, to identify specific features of English pronunciation for
which Korean students may need special focus. At the same time, we were interested
in identifying the pronunciation features that are attended to when teachers assess
pronunciation. We also wanted to develop a test that was practical and useful for
classroom grading and diagnostic purposes. A long-term goal was to create a test that
will eventually prove valuable for evaluating curriculum, methods, techniques, teacher
effectiveness, and even student learning methods.

Our study is limited to the Korean context, but we believe that this methodology
is easily transplantable to other countries. The country specific component of the test
is one feature that makes it particularly useful.
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METHOD

First, we developed a script (more about the development of the Script below)
and a background survey form. A reading test may be thought to bias results against
those who have poor reading skills; however, Dale (1996) reported that “Pronunciation
for native speakers changes depending on whether the speech is casual, careful, or
reading style, with native speakers exhibiting a tendency to speak most accurately in
reading style.” If this claim can be applied to non-native English speakers reading
English material — which is likely — then a reading test may most accurately reflect
students’ “best” ability.

Procedure

Both the script and background survey form were then pilot tested and revised.
We attempted to select examples that would challenge students only on the item being
tested. Thus, for example, we avoided words with /f/ or /v/ when vowel articulation
was the focus. After the script and background sheet were pilot tested and revised, we
followed the procedure below:

1. Students were given a background survey form to complete.

2. They submitted the completed forms and were then given the Script.

3. The teacher read the Script once with students and encouraged them to practice
several times.

4. Then participants took the Script home and read the Script onto a cassette-tape.

5. After participants submitted the cassette-tapes, all the readings were copied to
90-minute master tapes.

6. A native English voice reading the Script was recorded at the beginning of each
side of the master tapes. (Thus, after every six to eight readings the assessors
were “re-calibrated” or “re-anchored” to a native speaker’s reading of the
Script. The native English voice was included to minimize “assessment drifting.”)

7. Each assessor listened to all readings on the master tapes and graded each
indicator on a 5-point Likert scale (1 = very poor to 5 = very good).

8. The first assessment was followed by a second after one to four weeks.

Participants and Assessors

A group of 208 students from two separate universities in Seoul, Korea, participated
in this study. Of those who indicated their sex 117 were male, and 73 female, with 18
no responses. Their ages ranged from 18 to 29 (M = 21.7-years-old, SD = 2.4). The
authors of this paper served as the assessors, with Assessor A being the first author
and Assessor B, the second.

The Script Development

The Script (refer to Appendix A) students read was English text and newly
developed for this study. The content included various pronunciation features from
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various sources (as outlined below in the Definitions of Naturalness and Indicators
section). The criteria for inclusion of each feature was based on the investigators’
teaching experiences, and was not intended to be all inclusive of the pronunciation
features thought to be challenging for Korean students.

The Script comprised two sections: Naturalness and Indicator categories (In
Appendix A, Part A and Part B, respectively). There were eight Indicator categories:
First Language Interference, Final-Sounds, Consonant Articulation, Vowel Articulation,
Past Tense/Plural Morphology, Word Stress, Intonation, and Rhythm. Each Indicator
category had between one to six Indicators (short sentences). Each Indicator had
three index-samples or index-paired-samples (the bold-underlined portions of the
Script — the specific features that were attended to when making assessments is outlined
in Appendix B, The Script Key). Due to the nature of the assessment of the Indicator
category Rhythm, it did not have index-samples or index-paired-samples and was a
short nursery rhyme.

All assessments of Indicators were made on a 5-point Likert scale, ranging from 1
= very poor to 5 =very good (very poor = deviation from native-English pronunciation
of all index-samples or index-paired-samples; very good = no deviation from native-
English pronunciation of all index-samples or index-paired-samples).

DEFINITIONS OF NATURALNESS AND INDICATORS

Naturalness

This part of the Script had been newly created for this study, and contained a short
passage of about 13 sentences, with at least one index-sample from each of the
Indicators (with the exception of Rhythm). No objective criteria were adopted, so the
assessors were instructed to make overall-subjective appraisals of the readings on a
5-point Likert scale (1 = very poor to 5 = very good).

First Language Interference

There were five Indicators in this category. Each Indicator had three index-samples.
The index-samples were extracted from Han’s (1997) study of Korean speech rules
that interfere with proper English pronunciation. Five of the six pronunciation rules
were adopted for this study. (Those interested in a thorough account of the interference
rules should consult Han’s book, which identifies six major principles by which Koreans
can improve their English pronunciation.)

Consonant Articulation

There were six Indicators in this category. Each Indicator had three index-samples.
The index-samples were chosen from Nilsen and Nilsen’s (1987) glossary of consonant
contrasts. Nilsen and Nilsen provide a comprehensive list of pronunciation features
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TABLE 1. SCORE-MEANS FOR NATURALNESS, INDICATORS, AND TOTAL SCORE OF
FIRST AND SECOND ASSESSMENT BY ASSESSOR A AND ASSESSOR B

Naturalness

INDICATORS
First Language Interference
Ip/, It/, /k/, before /m/ or /n/
N1/ before /t/
/n/, /m/ before /1/ or /r/
p/, It/, /k/ before /1/ or /t/
Ip/, It/, /k/ before /y/
Final Sounds
/sl
/d/
/t/
/schwatr/
Consonant Articulation
1/
/r/
/t/
v/
/th/ (ethe-voiced)
/z/
Vowel Articulation
N/-1iy/
/e/-/a/ (as in, men-man)
/u/-/00/ (as in, pull-pool)
/schwa/-/ou/ (as in, but-bought)
Past Tense/Plural Morphology
t/
/schwa+d/ or /1d/
/d/
/schwa+z/ or /1z/
/s/
/z/
Word Stress
Primary/Secondary
Intonation
Question
Exclamation
Rhythm
Jack & Jill

Total Score

Note:

Total Score = Aggregate of All Indicator Scores.
Score Means Based on a 5-Point Likert Scale: 1 = Very Poor; 2 = Poor; 3 = Average; 4 = Good; 5 = Very Good

Assessor A
It Assessment 2™ Assessment
3.13 2.96
3.36 2.99
2.21 2.06
2.86 2.58
2.86 2.63
3.76 3.78
3.77 3.88
3.40 3.21
3.96 3.95
3.13 291
2.77 2.76
3.07 2.95
3.15 3.11
2.78 2.47
2.67 2.52
2.62 2.73
2.63 2.03
3.30 3.11
2.08 1.83
3.39 2.92
2.84 2.87
3.54 3.56
3.34 3.18
3.34 3.27
3.60 3.33
3.47 3.24
3.63 3.21
3.70 3.61
2.98 2.58
3.37 3.31
91.52 86.45

Assessor B
It Assessment 2™ Assessment
2.86 2.57
2.93 2.48
2.90 2.52
3.24 2.67
3.40 2.83
4.16 3.80
4.90 4.95
4.99 4.99
4.83 4.92
4.76 4.93
4.26 4.17
4.10 4.01
481 4.75
4.54 4.66
3.80 3.82
431 4.24
3.56 3.29
3.63 3.50
3.49 3.27
4.26 4.08
3.62 3.76
4.41 4.55
4.12 4.37
4.44 4.58
4.45 4.50
421 4.25
2.88 3.23
3.67 3.50
3.80 3.74
3.29 3.38
115.98 113.73

and indicate, by country, features difficult to native speakers of a particular country.
The following consonants identified by Nilsen and Nilsen as being difficult for native
speakers of the Korean language were selected: /1/, /t/, /f/, /v/, /th/ (ethe, voiced), /z/
(IPA pronunciation symbols were unavailable to the printer, so we add examples that

express the sound where a symbol could not be used).
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Vowel Articulation

There were four Indicators in this category. Each Indicator had three index-paired-
samples. Again the index-paired-samples were chosen from Nilsen and Nilsen (1987)
glossary of vowel contrasts of minimal pairs. The following vowel pairs identified by
Nilsen and Nilsen as being difficult for native speakers of the Korean language were
selected: /1/-/iy/, /e/-/a/ (as in, men-man), /u/-/00/ (as in, pull-pool), and /schwa/-/ou/
(as in, but-bought).

Word Stress

Three index-paired-samples were included in this Indicator category. They were
chosen in accordance with Kreidler’s (1989) definition of word stress and suffixes.
That is, word stress being defined as certain syllables within a word being accentuated.

Intonation

Six index-samples were used for this category. They were selected in accordance
with Kenworthy’s (1987) definition of intonation. That is, intonation is concerned
with speech patterns that change in terms of voice pitch (higher or lower; stronger or
weaker). Two particular intonation patterns were looked at; rising or strong pitch at
the end of sentences or words indicating a question, and the rise or fall of pitch at the
end of sentences or words indicating an exclamation.

Rhythm

There was one Indicator for this category. The Indicator was selected in accordance
with Celce-Murcia, Brinton & Goodwin’s (1996) definition of rhythm, that is, “the
regular, pattern beat of stressed and unstressed syllables and pauses.” The nursery
rhyme “Jack and Jill” was selected.

Final Sounds

Four Indicators were included in this category. Each Indicator had three index-
samples. These indicators were identified by the present investigators, as pronunciation-
features that appeared difficult for some Koreans (these pronunciation items had not
been identified in the previous literature as difficult for native Korean speakers). The
four indicators were final sounds /s/, /t/, /d/, and /schwa+tr/.

Past Tense/Plural Morphology

There were 6 Indicators in this category. Three index-samples were selected for
each Indicator. These Indicators were obtained from Lane (1997). They were the
three variations of plural endings (/s/, /z/, and /schwa+z/ or /1z/) and the three variations
of past tense endings (/t/, /d/, and /schwa+d/ or /1d/).

TEACHING ENGLISH PRONUNCIATION TO KOREANS 95



REsuLTS

Four main areas of results will be offered here (more in-depth results will be
presented elsewhere in the future). The first will be the score-means for Naturalness,
Indicators, Indicator categories and Total scores. The second and third are the intra-
assessor reliability and inter-assessor reliability results. The fourth to be offered is a
diagnostic component (Scale Diagnostic section) to evaluate each assessor’s
assessment of each of the Indicators and Indicator categories in relation to the
Naturalness Scale, as well as, diagnostics for intra-assessor and inter-assessor reliability.

Primarily, score means and Pearson product moment correlations will be offered
in the results. In this study, correlations indicate the degree to which two assessments
are consistent or inconsistent. For example, if there is high correlation between the
two assessors, this means that when one assessor gives high scores to certain
participants then there is a tendency for the other assessor to give high scores to those
same participants. In other words, there is a consistency between the two assessors in
giving the participants high scores. The same can be said for giving low scores as
well. However, if there is low correlation between the assessors, then there is no
consistency in how the two assessors assess the participants, in terms of giving them
either high or low scores.

Score-Means

As seen in Table 1, generally, the mean for Naturalness is around 3 (midpoint or
“average”) for both the first and second assessments by both assessors, with the
Naturalness means slightly lower for Assessor B.

Overall, Assessor B assessed most all Indicators higher then Assessor A (Table
1), with the exception of “p/t/k before m or n” (1st and 2nd assessment), Word Stress
(1st assessment), Intonation-Question (1st and 2nd assessment), and Rhythm (Ist
assessment). This suggests that Assessor B felt the readings of most all the Indicators
were closer to native English pronunciation (with the exceptions of those just
mentioned). This is reflected in the Total score (an aggregate score of all the Indicators).

TABLE 2. SCORE-MEANS FOR INDICATOR CATEGORIES OF
FIRST AND SECOND ASSESSMENT BY ASSESSOR A AND ASSESSOR B

Assessor A Assessor B

INDICATOR CATEGORIES 1*" Assessment 2" Assessment 1" Assessment 2" Assessment
First Language Interference 3.01 2.81 3.33 2.86
Final Sounds 3.57 3.49 4.87 4.95
Consonant Articulation 2.84 2.75 4.30 4.28
Vowel Articulation 2.85 2.47 3.74 3.54
Past Tense/Plural Morphology — 3.36 3.24 4.21 4.33
Word Stress 3.63 3.21 2.88 3.23
Intonation 3.34 3.10 3.73 3.62
Rhythm 3.37 3.31 3.29 3.38

Note: Score Means Based on a 5-Point Likert Scale:

1 = Very Poor; 2 = Poor; 3 = Average; 4 = Good; 5 = Very Good.
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The same pattern of results is seen for the Indicator categories in Table 2. With the
exception of Word Stress (1st assessment) and Rhythm (1st assessment), all other
means of Indicator categories are higher for Assessor B.

TABLE 3. INTRA-ASSESSOR RELIABILITY: CORRELATIONS OF FIRST AND SECOND
ASSESSMENT OF NATURALNESS AND TOTAL SCORES, BY ASSESSOR A AND ASSESSOR B

Assessor A
1 Naturalness 1 Total Score
2 Naturalness 79 ** .83 **
2 Total Score 76 ** .89 **
Assessor B
1 Naturalness 1 Total Score
2 Naturalness 53 ** .65 **
2 Total Score .62 ** 87 **
Note:
1 Naturalness = First Assessment of Naturalness;
2 Naturalness = Second Assessment of Naturalness;
1 Total Score = Aggregate of All Indicator Scores for the First Assessment;
2 Total Score = Aggregate of All Indicator Scores for the Second Assessment.
**  Significance p<.001

Intra-Assessor Reliability

Naturalness and Composite Indicator Total Scores

The scores from all Indicators were tabulated and these total scores were used in
the analyses. Table 3 shows Pearson product moment correlations of the first assessment
for Naturalness (1 Naturalness) and total score from the first assessment (1 Total
Score), in relation to the second assessment for Naturalness (2 Naturalness) and the
total score from the second assessment (2 Total Score), for both Assessor A (upper
portion of the table) and Assessor B (lower portion of the table).

The results from Table 3 show that for Assessor A, there is high correlation between
the first and second assessment for Naturalness (.79), showing that there is a high
consistency from the first to second assessment of Naturalness by Assessor A. The
correlation is much higher when total scores are used (.89).

For Assessor B there is moderate, but statistically significant (p<.001), correlation
between the first and second assessment (.53), suggesting that there is good consistency
between the first and second assessment of Naturalness by Assessor B. The correlation
is much higher, nearly the same as Assessor A, when total scores are used (.87). This
shows that the consistency between the first and second assessment is greater when
total scores are used.
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TABLE 4. INTRA-ASSESSOR RELIABILITY: FIRST-SECOND ASSESSMENT CORRELATIONS OF
ALL INDICATOR CATEGORIES, FOR BOTH ASSESSOR A AND ASSESSOR B

INDICATOR CATEGORIES Assessor A Assessor B
[*-2" Assessment 182" Assessment
Naturalness 79 ** 53 **
First Language Interference .88 ** 79 **
Final Sounds .69 ** 27 **
Consonant Articulation .85 ** 49 **
Vowel Articulation 75 H* .64 **
Past Tense/Plural Morphology 83 ** .64 **
Word Stress .64 ** 57 **
Intonation .69 ** 70 **
Rhythm 81 ** 72 **®
Note: 182" Assessment = First Versus Second Assessment.
**  Significance p<.001

Naturalness and Indicator Categories

The Indicator scores from each of the Indicator categories were tabulated, for and
within each of the categories, and their total scores were used in the analyses. Table 4
shows Pearson moment correlations of the first assessment for Naturalness and the
eight Indicator categories: First-Language Interference, Final Sounds, Consonant
Articulation, Vowel Articulation, Past Tense/Plural Morphology, Word Stress,
Intonation, and Rhythm. The correlation results for Assessor A are shown in the
upper portion of the table, and Assessor B in the lower.

Table 4 shows that for Assessor A, there are very high correlations (ranging
from .64 to .88) between the first and second assessment in all the Indicator categories.
This shows that there is a high consistency between the first and second assessments
for all the Indicator categories.

For Assessor B there are also significant correlations (ranging from .27 to .79,
p<.001) between the first and second assessment for all the Indicator categories.

Inter-Assessor Reliability

Naturalness and Composite Indicator Total Scores

The scores from all Indicators were tabulated and these total scores were used in
the analyses. Table 5 shows Pearson moment correlations of the first assessment of
Assessor A (1 Assessor A) and Assessor B (1 Assessor B) with the second assessment
of Assessor A (2 Assessor A) and Assessor B (2 Assessor B) for both the Naturalness
(upper portion of the table) and the total scores of all the Indicators (lower portion of
the table).

The results of Table 5 show that for Naturalness, there is high correlation between
the two assessors for both the first assessment and second assessment (.51 and .55
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TABLE 5. INTER-ASSESSOR RELIABILITY: CORRELATIONS OF FIRST AND SECOND
ASSESSMENT BY ASSESSOR A AND ASSESSOR B, OF NATURALNESS AND TOTAL SCORE

Naturalness

1 Assessor A 2 Assessor A
1 Assessor B S ¥ 58 **
2 Assessor B 45 ** 55 **
Total Score

1 Assessor A 2 Assessor A
1 Assessor B 17 ** 81 **
2 Assessor B 72 ** 73 H*

Note: 1 Assessor A = First Assessment by Assessor A; 2 Assessor A = Second Assessment by Assessor A;
1 Assessor B = First Assessment by Assessor B; 2 Assessor B = Second Assessment by Assessor B;
Naturalness = Assessment of Naturalness; Total Score = Aggregate of All Indicator Scores.
** Significance p<.001

respectively), showing that there is good agreement between the two assessors

concerning the assessment of the Naturalness of the participants’ pronunciation.

For the total scores of all Indicators (Total), the correlation between the two

assessors are much higher for both the first and second assessment (.77 and .73

respectively). The results show that there is a high degree of agreement between the

two assessors when evaluating participants’ English pronunciation.

TABLE 6. INTER-ASSESSOR RELIABILITY: ASSESSOR A-ASSESSOR B CORRELATIONS OF
ALL INDICATOR CATEGORIES, FOR BOTH FIRST AND SECOND ASSESSMENTS

INDICATOR CATEGORIES First Assessment Second Assessment
Assessor A-B Assessor A-B

Naturalness 51 F* 55 **
First Language Interference 81 ** 72
Final Sounds 13 .10
Consonant Articulation 43 ** 51 **
Vowel Articulation 36 ** 37 **
Past Tense/Plural Morphology 55 H* 58 **
Word Stress 56 ** .60 **
Intonation 46 ** .39 **
Rhythm .61 ** .67 **

Note:  Assessor A-B = Assessor A and Assessor B.
** Significance p<.001

Naturalness and Indicator Categories

The Indicator scores from each of the Indicator categories were tabulated, for and
within each of the categories, and their total scores were used in the analyses. Table 6

shows Pearson moment correlations for both Assessor A and Assessor B of Naturalness
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and the eight Indicator categories: First-Language Interference, Final Sounds,
Consonant Articulation, Vowel Articulation, Past Tense/Plural Morphology, Word
Stress, Intonation, and Rhythm. The correlation results for the first assessments are
shown in the upper portion of the table, and those for the second assessments in the
lower.

The results in Table 6 show that for the first assessment, there are very high
correlations (ranging from .36 to .81, p<.001) between the two assessors in all the
Indicator categories. Again, this shows that there is a high consistency between the
two assessors in assessing all the Indicator categories. The only correlation that did
not attain significance was between the first assessment of Final Sounds by Assessor
A and the first assessment of Final Sounds by Assessor B (.13, p=n.s.). The reason for
this non-significance will be discussed below in the Scale Diagnostic section.

For the second assessment there are high correlations (ranging from .37 to .72,
p<.001) for all the Indicator categories, with the exception of one. The correlation
between the second assessment of Final Sounds by Assessor A and second assessment
of Final Sounds by Assessor B is 0.10 (p=n.s.). Again the reason for this non-significance
will be discussed below in the Scale Diagnostic section. In general, both the first and
second assessments of all the indicator categories (with the exception of one) show
good agreement between the two assessors in their assessment of all Indictor category
readings.

Scale Diagnostic

Exactly what are the assessors attending to when listening to the Naturalness
section of the taped voices? To examine this question, the correlation between the
Naturalness scores and the Indicators and the Indicator categories were examined.

Naturalness versus Indicators

Table 7 shows the correlations of the Naturalness assessments with all the
Indicators, for the first and second assessment by both assessors. For the first assessment
by Assessor A (column 2) all correlations between Naturalness and all the Indicators
are statistically significant (p<.001; ranging from .30 to .66), with the exception of
Intonation (Exclamation). It would seem that Assessor A is attending to all the
Indicators (with the exception of Intonation-Exclamation) when assessing the
Naturalness of participants’ readings.

For the second assessment by Assessor A (column 3) all correlations between
Naturalness and the Indicators are statistically significant (p<.001; ranging from .25
to.70), including the Intonation-Exclamation Indicator. Again, Assessor A seems to
be attending to all the Indicators when assessing the Naturalness of participants’
readings.

For the first assessment by Assessor B (column 4) 26 out of the 29 Indicators are
shown to have statistically significant correlations with Naturalness (22 at p{.001,
range .22 to 59; 4 at p<.05, range .15 to .17). However, three Indicators are not
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TABLE 7. SCALE DIAGNOSTICS: CORRELATIONS OF NATURALNESS VERSUS
ALL INDICATORS, FOR FIRST AND SECOND ASSESSMENT OF ASSESSOR A AND B

Assessor A Assessor B
INDICATORS It Assessment 2™ Assessment 1% Assessment 2" Assessment
Naturalness Naturalness Naturalness Naturalness

First Language Interference

/p/, t/, /k/ before /m/ or /n/ 45 ** .59 ** 56 ** 51 **

/1/ before /r/ .64 ** .67 ** 55 ®* 53 H*

/n/, /m/ before /1/ or /r/ 57 ** .64 ** 49 ** 56 **

/p/, /It/, /k/ before /1/ or /r/ 55 ** .69 ** 51 %% 54 **

Ip/, It/, /k/ before /y/ 38 ** 25 ®* .39 ** 52 ®*
Final Sounds

/s/ .61 ** 46 ** A5 * .09

/d/ 55 ®* .63 ** -.00 .06

/t/ A7 ** 44 ** A7 * .04

[schwatt/ 43 ** 56 ** A7 * -.00
Consonant Articulation

/1/ .60 ** .68 ** 22 ** 27 **

/r/ 43 ** 48 ** 31 ** 34 **

1/ 57 ** 55 ** .10 22 **

v/ .62 ** 70 ** .09 13

/th/ (ethe-voiced) 55 ** .64 ** .39 ** 40 **

/z/ 55 ®* 54 ** 25wk 21 %
Vowel Articulation

N/-Ny/ .54 ** .67 ** 51 ** 31 **

/e/-/a/ (as in, men-man) 49 ** .58 ** 51 ** 44 **

/u/-/oo/ (as in, pull-pool) .66 ** .65 ** 46 ** 43 **

/schwa/-/ou/ (as in, but-bought) .58 ** .65 ** 48 ** 47 **
Past Tense/Plural Morphology

/t/ .60 ** .64 ** 44 ** 42 **

/schwa+d/ or /Id/ 49 ** 45 ** 35 ** 27 **

/d/ 48 ** 40 ** 34 ** 18 *

/schwa+z/ or /1z/ .60 ** 58 ** 38 ** .10

/s/ 42 ** 48 ** A7 * 12

/z/ 42 ** A4 ** 22wk 20 *
Word Stress

Primary/Secondary .62 F* .63 ** 49 ** A5 x*

Intonation

Question 30 ** 31 ** 44 ** 50 **

Exclamation 12 27 ** 45 ** 47 **

Rhythm

Jack & Jill 54 ** .62 ** .59 ** .61 **
Total Score 84 ** 88 ** 71 EE .66 **
Note:  Total Score: Aggregate of All Indicator Scores.

** Significance p<.001
*  Significance p<.05

significantly correlated with Naturalness, suggesting that these Indicators are not
attended to when assessing the Naturalness of the participants’ readings (They are:
Final Sound /d/; Consonant Articulation-/f/ & /v/).
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For the second assessment by Assessor B (column 5) twenty-two out of the twenty-
nine Indicators are shown to have statistically significant correlations with Naturalness
(nineteen at p<.001, range .22 to .61; three at p<0.5, range .18 to .21). However,
seven Indicators are not statistically correlated with Naturalness, suggesting that these
Indicators are not attended to when assessing the Naturalness of the participants’
readings (they are: Final Sounds-/s/, /d/, /t/, & /schwa+t/; Consonant Articulation-/v;
Past Tense/Plural Morphology-/1z/ or /schwa+z/, & /s/).

TABLE 8. SCALE DIAGNOSTICS: CORRELATIONS OF NATURALNESS VERSUS ALL
INDICATOR CATEGORIES, FOR FIRST AND SECOND ASSESSMENT OF ASSESSOR A AND B

Assessor A Assessor B
INDICATOR CATEGORIES 1% Assessment 2" Assessment 1% Assessment 2" Assessment
Naturalness Naturalness Naturalness Naturalness
First Language Interference 12 ** 78 ** .62 ** .64 **
Final Sounds 72 ** 72 ** 26 ** .06
Consonant Articulation 77 ** 82 ** A4 ** 44 **
Vowel Articulation 75 ** .80 ** .63 ** 51 k*
Past Tense/Plural Morphology 72k 73 ** 48 ** 35 **
Word Stress .62 ** .63 ** 49 ** 45 **
Intonation 24 ** 37 ** 47 ** 52 **
Rhythm 54 ** .62 ** .59 ** .61 **
Note: ** Significance p<.001
* Significance p<.05

Naturalness and Indicator Categories

Table 8 shows the correlations of the Naturalness assessments with all the other
Indicator categories, for the first and second assessment by both assessors. Composite
(total) scores for each of the Indicator categories were used in the analyses. For the
first assessment by Assessor A, all correlations between Naturalness and the Indicator
categories are statistically significant (range .24 to .77; p<.001). This shows that
correlations increase when composite Indicator category scores, as opposed to
individual Indicator scores, are used in the analyses, therefore, showing that an increase
in the number of samplings used to assess a particular category will increase the
reliability between the assessors. For the second assessment by Assessor A, again all
correlations are statistically significant (range .37 to .82; p<.001).

For the first assessment by Assessor B, all correlations are statistically significant
(p{.001; range .26 to .63). This shows that when composite scores are looked at the
correlations increase significantly. For the second assessment by Assessor B, all
correlations are statistically significant (p<.001; range .35 to .64), with the exception
of Final Sounds (.06).
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Intra-Assessor Reliability

The correlation between the first and second assessment of Naturalness was very
high for Assessor A (.79, Table 3 upper portion), however, although statistically
significant, not as high for Assessor B (.53, Table 3 lower portion). What might be the
reason for the difference between the two assessors? There are at least two possible
explanations for this finding. The first is that Assessor B had changed the assessment
criterion used in the assessments from the first assessment to the second assessment.

TABLE 9. SCALE D1AGNOSTICS: CORRELATIONS OF ALL INDICATORS FOR THE
FIRST AND SECOND ASSESSMENT BY ASSESSOR A AND B

INDICATOR CATEGORIES

First Language Interference
/p/, It/, /k/ before /m/ or /n/
/I/ before /r/
/n/, /m/ before /1/ or /r/
/p/, t/, /k/ before /1/ or /t/
Ip/, It/, /k/ before /y/
Final Sounds
/s/
/d/
/t/
/schwa+t/
Consonant Articulation
N/
1/
/t/
A%
/th/ (ethe-voiced)
/z/
Vowel Articulation
N/-1iy/
/e/-/a/ (as in, men-man)
/u/-/oo/ (as in, pull-pool)
/schwal-/ou/ (as in, bought)
Past Tense/Plural Morphology
/t/
/schwa-d/ or /Id/
/d/
/schwa-z/ or /1z/
/s/
/z/
Word Stress
Primary/Secondary
Intonation
Question
Exclamation
Rhythm
Jack & Jill

Note: ** Significance p<.001
* Significance p<.05

Assessor A
152" Assessment

58
.86 **
5 x*
72
A0 **

AS Bk
.60 **
46 **
51

.68 **
.50 **
79 Hx
70 **
.61 **
72 R

49 **
.63 **
.68 **
56

T x*
57 **
.68 **
.64 **
.67 **
.63 **

.64 **

71 k*
.66 **

81 **

Assessor B
152" Assessment

.62 **
.68 **
.67 **
73
A3 **

19 *
-.01
A8 *
.08

) o
42 w*
26 **
15

A8 **
38w

A5 x
51 **
50 **
) o

52 w*
50 **
50 **
.66 **
A6 **
.64 **

57 **

.66 **
.65 **

72 ¥
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The second, and more likely (given the results of the score means for each Indicator),
is that Assessor B was unable to distinguish the variability of the pronunciation features
for a particular Indicator.

The first explanation, that is a change in assessment criteria, is unlikely. When we
examine the correlations of the first and second assessments of the Indicators for
Assessor B (Table 9), we see that three Indicators have non-significant correlations
(Final Sounds-/d/=-.01, /schwa+t/=.08, and Consonant Articulation-/v/=.15; all p=n.s.).
And, two have low correlations (Final Sounds-/s/=.19 & /t/=.18; p{.05). These
Indicators seem to be contributing to the low intra-assessor first-second assessment
correlation by Assessor B.

TABLE 10. ScALE DIAGNOSTICS: ASSESSMENT SCORE MEANS, FREQUENCIES AND 7-TESTS,
OF THE FIRST AND SECOND ASSESSMENT OF PROBLEMATIC INDICATORS BY ASSESSOR B

INDICATORS Mean Freq. (4 & 5 Scores) | t-value (df) |
lst 2nd lsl 2nd
Final Sounds 4 5 4 5 Final Sounds
/s/ 490 49510 126 7 129 I x 2 -83 (138)
/d/ 499 499 | 1 136 1 135 It x 2" .00 (138)
1/ 483 492 (25 110 11 125 I x 2 -3.00 (138) *
[schwa+tt/ 476 493 32 102 10 136 It x 2" -4.26 (136)**
Consonant Articulation Consonant Articulation
[ v [454 46663 68 | 44 o1 | [ 1" x 29 -3.32(138) %

Note: 1% = First Assessment; 2" = Second Assessment.
It x 2= TFirst Assessment Versus Second Assessment.
4 & 5 Scores = Frequency of 4 or 5 Scores Assessed on a 5-Point Likert Scale:
4 = Good; 5 = Very Good.
** Significance p<.001
*  Significance p<.05

If there was a change in the assessment criteria by Assessor B from the first
assessment to the second, then the score means should show significant differences.
Examining the score means of these problematic Indicators (Table 10, left side), the
score-means of the first and second assessments for Assessor B are very similar. That
is, t-tests show the mean scores of the first and the second assessments for two of the
Indicators (of the five Indicators in question) are significantly different (Table 10,
right side). Therefore, it may be that the assessment criteria had changed for these
two indicators, but not for the other three. So, the explanation of a change in assessment
criteria from the first to second assessment is unlikely, for if this was the case, then
significant differences in the score means for all the Indicators in question should have
appeared.

The more likely explanation is that Assessor B was unable to distinguish the
variability of the pronunciation features for the Indicators. This is borne out when we
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examine the score means of each of the questionable Indicators (Table 10, left). As
can be seen, all the questionable Indicators have extremely high mean scores for both
the first and second assessments (Final Sounds-/s/ =4.90 & 4.95, /d/ =4.99 & 4.99,
t/=4.83 & 4.92, & /schwatr/ =4.76 & 4.93; and Consonant Articulation-/v/ = 4.54
& 4.66; mean scores for first and second assessments respectively).

Examining the assessment frequencies for these Indicators support this explanation
(Table 10, middle columns). For all three Final Sounds Indicators, Assessor B assessed
the majority of the readings as being a 5 (on a 5-point Likert scale ranging from
1=very poor to 5=very good). For the Final Sounds-/s/ Indicator, out of a possible
136 assessments, 126 and 129 (first and second assessment respectively) readings
were assessed a 5. For the Final Sounds-/d/ Indicator, 135 and 135 were assessed a 5.
For the Final Sounds-/t/ Indicator, 110 & 125 were assessed a 5. For the Final Sound-
/schwa+r/, 10 and 32 were assessed a 4, 126 and 102 a 5. For the Consonant
Articulation-/v/, 63 and 44 were assessed a 4, 70 and 91 a 5.

Given such high mean scores and large number of 5-ratings for the problematic
Indicators, these problematic Indicators probably contributed to the low correlations
seen for both the intra-assessor and inter-assessor reliabilities, suggesting that these
Indicators warrant attention in re-evaluating the assessment criteria used by Assessor
B for these Indicators.

Discussion

Almost all L2 (second language) learners of English strive to achieve proper
pronunciation in speaking English. And consequently, there are a plethora of activities,
techniques, programs and approaches to assist L2 learners of English to develop proper
English pronunciation (e.g., Hewings & Goldstein, 1998; Brazil, 1994; Dalton &
Seidlhofer, 1994; Baker & Goldstein, 1990). However, seldom, if ever, have these
methods been subject to evaluative scrutiny, concerning their effectiveness in assisting
L2 learners to improve their pronunciation. Practitioners who teach English
pronunciation often state that they “feel that there is” or “see” improvement in their
student’s pronunciation after administrating a particular method targeting English
pronunciation. However, there is the real danger of these “subjective” evaluations
being tainted by self-serving biases. For who but the most secure teacher would admit
that their teaching may be ineffective. Therefore, any method that is not subject to
systematic evaluative scrutiny is suspect, and would at best be seen as an activity that
keep students (and teachers) “busy” and maybe improve pronunciation, but at worst
might cause irreparable harm to the students. Therefore, methods targeting the
improvement of English pronunciation must be empirically and systematically tested
for their effectiveness.

Thus, this study set out to address the issues of testing English pronunciation and
set forth three primary research objectives. The first was to develop an assessment
test for English pronunciation skills that would have practical applications for evaluating
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and testing methods targeting English pronunciation improvement and for grading of
student pronunciation in the classroom. The second was to demonstrate both intra-
and inter-assessor reliabilities for the assessment test in order to establish the test’s
practical utility for assessing English pronunciation. The third was to identify specific
features of English pronunciation for which Korean students may require special focus
for improvement.

Assessment Test Development

The development of the EPT (English Pronunciation Test) was an involved process.
Extensive background literature search was performed to search out previous studies
and research addressing English pronunciation evaluation and testing (e.g., Celce-
Murcia, Brinton, & Goodwin, 1996; Lane, 1993; Lightbrown & Spada, 1993; Byrne,
1986; Roach, 1983; Dulay, Burt, & Krashen, 1982; Brown, 1980). This background
research unearthed a wealth of materials that provided foundational grounds for
developing a pronunciation assessment test. From this base, specific pronunciation
features were selected to be included in the assessment test based on these sources
and augmented with the present investigators’ experiences in teaching English
pronunciation to Korean students. The final version (which has been unimaginatively,
but befittingly, dubbed the Script) is thought to encompass a comprehensive list of
English pronunciation features that is thought to be challenging to Korean students.
However, it is by no means all-inclusive. Other pronunciation features could be
examined in future research.

In addition, the Script was specifically designed to incorporate properties that
make possible assessment of specific pronunciation features (i.e., Naturalness,
Indicators and Indicator categories). Such a design makes possible both micro- and
macro-assessments of pronunciation. Therefore, the EPT may be used to examine
specific pronunciation features and/or make global assessments.

Intra- and Inter-Assessor Reliabilities

Intra- and inter-assessor reliabilities were demonstrated for the EPT. The correlation
analyses clearly show that there is a high degree of consistency in assessing English
pronunciation features contained in participant readings of the Script. Therefore, when
a single assessor assesses the same readings of the Script at separate times (intra-
assessor reliability) there is a high degree of likelihood that the single assessor will
rate the readings relatively consistently, that is, provide similar assessment scores.
Also, when two independent assessors assess the same reading (inter-assessor reliability)
there is a high likelihood that the two assessors will agree upon the relative assessment
scores they provide.

Correlation results demonstrate relative consistency and not absolute assessments.
In other words, although the two assessors may provide quite different absolute scores
for a particular reading, the correlations could be high. However, the assessment
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scores given to each reading are consistently high or low relative to the rating scheme
of each assessor.

Statistical Diagnostics

Statistical diagnostics provide a means by which the assessment criteria of the
assessors assessing the readings can be evaluated, and makes it possible to identify
what is being attended to in the process of giving a rating. One diagnostic technique
was demonstrated here in the Diagnostic sections of this paper (due to space limitations
others will not be offered here). Specifically, statistical diagnostics identified the root
of the low intra-assessor reliability of Assessor B from the first to second assessment
of certain Indicators. That is, Assessor B seemed to be unable to distinguish the
variability of these Indicator readings. Statistical diagnostics point to specific
inaccuracies in assessments, therefore, making it possible to formulate remedies through
training.

Specific pronunciation features were identified for which special focus would be
of benefit for Korean students. This area of the study will be the subject of a future
paper. For the moment, one finding is that First Language Interference or negative
transfer, as reported by Han (1997), in fact appears as predicted. This finding has
great implication for English teachers because it suggests that many mistakes that
students make derive from following the pronunciation rules of Korean language,
rather than from an inability to make the correct sound as many English teachers
mistakenly believe. When these negative transfer items are identified and distinguished
from other pronunciation areas, distinct teaching strategies and approaches can be
developed to address them. For example, a common belief that many English teachers
in Korea have voiced is that Koreans cannot pronounce /r/ and /l/ accurately. When
students say “railload” instead of “railroad” or “alleady” instead of “already” the
assumption seems justified. In fact, a better explanation for these examples is negative
transfer. In Korean, when two “riul” (alveolar liquids) follow one another, the
pronunciation should be an /1/ sound, not /r/. When students are made aware of the
difference between their language pronunciation rules and the target language, they
may be found to easily produce the proper sounds. With a reliable testing method, we
can evaluate such a hypothesis.

Utilities of an English Pronunciation Test

There are a wide variety of uses for the English Pronunciation Test — Korean
version (EPT-Korean). First, in the classroom the EPT can be used to identify features
of pronunciation that require special focus, that is, identifying specific aspects of the
students’ English pronunciation that require attention, after which the EPT can be
used to guide in the development of specific interventive curricula for pronunciation
teaching to target specific areas of English pronunciation that require improvement.
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Second, the EPT can be used to evaluate English pronunciation teaching methods
and programs to measure their effectiveness and bring to light strengths and weaknesses
inherent in them, thereby helping to improve them. In addition, the EPT can help
identify exactly what area of pronunciation an interventive strategy succeeds in
advancing. In other words, if an intervention program is administered without specific
hypotheses as to what aspect of pronunciation the program or method is thought to
improve, the EPT can provide the information, which, in turn, can help teachers more
accurately create lesson plans that achieve their intended objectives.

Third, the EPT can be used to evaluate teachers and their ability to distinguish
students’ English pronunciation. Teachers themselves will be able to improve their
own listening skills of English pronunciation by non-native English speakers. The
adage, “solutions start with the identification of the problem,” suggests that
practitioners teaching English pronunciation must first be able to identify pronunciation
features that are difficult for non-native English speakers before they can offer
satisfactory solutions. The EPT makes it possible to evaluate not only the students
but also the teachers.

Fourth, with changes for country specific pronunciation needs, the test is easily
transplantable to other countries. In this study, pronunciation features that are
challenging to native Korean speakers were identified and included in the EPT (e.g.,
First Language Interference). Whereas, there are unique pronunciation features that
require attention for each country, therefore, the EPT methodology can be adopted to
create assessment tools that are country specific.

Future Research Directions

This study was limited to the examination of reliability between two assessors.
Future research should incorporate in its design more native English speaking assessors,
in order to help establish the validity of the EPT. Furthermore, future research should
examine the EPT with non-native English speaking assessors to build the foundation
for a test that can be used to assess English pronunciation by non-native teachers. In
addition, as mentioned previously, the EPT is by no means all-inclusive of all English
pronunciation features that Korean students find challenging. Future research should
attempt to identify and study others. And, the EPT should be used to evaluate methods
and programs targeting the improvement of English pronunciation. Finally, the EPT
has been developed specifically for the Korean context, and should be adapted for use
in other countries.

CONCLUSION

The study achieved its major goals. Nevertheless, the authors believe that from
this humble beginning more important results can be achieved. If a reliable and valid
test can be developed, the implications for pronunciation teaching are immense. With
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such a test, student learning methods, text and curricular materials, teaching methods,
and teachers can be measured for effectiveness, and the mystery of what happens in
the classroom can be ever so gently revealed. In the meantime, teachers may have a
new tool at their disposal that can make grading more fair and testing more educational.
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APPENDIX A

The Script
Part A

It was a quiet room in the railroad station. On the walls were several dull photographs of
different animals like cats, dogs, and doves. Suddenly, a beggar man in a torn suit entered and
approached two women sitting near a heater atop two boxes. “Could you spare some change
for some food and coffee?” he begged. The women were shocked and one asked, “What?
What was that, comrade?” Feeling dizzy the man pleaded, “Some change for food, please!”
One of the women dug into her purse for some change. The other woman noticed that the man
hadn’t bathed and was not really clean. “Here you go, brother,” the woman said as she gave
the man two coins. “Thank you!” said the man. “I was a pilot in the war and my nick-name
was ace.” The man thanked the women again and made his way out into the cold winter
evening.

Part B

The pop-music title was “Bookmark is my nickname.”

The boy said, “All right, where is the double-room in the railroad station?”
A comrade came into the homeroom soon after moonrise.

The uprising today was not really about the potluck dinner.
Thank you, but it has not yet been what I can call a good year.
“Hey ace, please pass the ball to home base.”

My dad was certain he had quite a bad boy.

The cat in the hat took home a bat.

Go and collect the light pink boots from next to the wall.

10. There is no correct way to write a story about going to war.
11. Much fat is in coffee and beef.

12. The boy took the van, and while driving he hit the dove.

13. It is those who are worthy that bathe.

14. He was zipping at a dizzy pace through the maze.

VRN B D=
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15. Please sit on that seat, and hit that switch for heat, and watch the ship with the sheep.
16. The men told a man that a pen and a pan must be set where he sat.
17. Luke, go and look at the boy pull out from the pool a gray suit caked with soot.
18. Tim said, “But today I bought a shovel and dug a ditch for my dog, while I sung a
happy song.
19. John was shocked to see his tape on TV, so he stopped it before it finished.
20. Bob decided that he waited enough time and visited his stepmother.
21. Tom stayed at home and phoned Jane after she paged him.
22. The judges stood by the boxes while the people put many wishes into them.
23. The baseball teams had hopes of winning many games.
24. Dogs barking and the horns of cars honking were all he heard for days.
25. His brother was an active member in the better businessmen club.
26. The photographs were shown in a photography contest.
27. The public did not attend because the publicity was not good.
28. The minority group considered it a minor event.
29. Peter said to Jane, “Let’s go to New York.” Jane asked, “To New York?”
Peter said, “Yes, why not? Let’s go today.” Jane asked, “Today?”
Peter said, “Lets go now! Right this moment.” Jane asked, “Now?!”
Peter said, “Yes, Let’s go!”
30. Jack and Jill went up the hill
To fetch a pail of water
Jack fell down and broke his crown
And Jill came tumbling after
ArPENDIX B
The Script Key

First-Language Interference

1.

2.
3.

4.

5.

/p/, /t/, /k/ before /m/ or /n/ (transformation of the /p/, /t/, /k/): pop-music, bookmark,

nickname
/1/ before /r/ (transformation of the /1/): all right, double-room, railroad

/m/, /m/ before /I/ or /r/ (transformation of the /n/ or /m/): comrade, homeroom,

moonrise

p/, 1t/, /k/ before /1/ or /r/ (transformation of the /p/, /t/, /k/): uprising, not really,

potluck

/p/, t/, /k/ before /y/ (transformation of the /p/, /t/, /k/): thank you, not yet, good year

Final Sounds

LR

/s/: ace, pass, base

/d/: dad, had, bad

/t/: cat, hat, bat

[schwa+tt/: brother, member, better
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Consonant Articulation

/1/: collect, light, wall

/r/: correct, write, war

/f/: fat, coffee, beef

/v/: van, driving, dove

/th/ (ethe-voiced): those, worthy, bathe
/z/: zipping, dizzy, maze

AN AW —

Vowel Articulation

7. /1/-/iy/: sit-seat, hit-heat, ship-sheep

8. /e/-/a/: men-man, pen-pan, set-sat

9. /u/-/oo/: Luke-look, pull-pool, suit-soot

10. /schwa/-/ou/: but-bought, dug-dog, sung-song

Past Tense/Plural Morphology

11. /t/: shocked, stopped, finished

12. /schwa+d/ or /1d/: decided, waited, visited
13. /d/: stayed, phoned, paged

14. /schwa+z/ or /1z/: judges, boxes, wishes
15. /s/: bogs, cars, days

Word Stress

26. Primary-secondary: photographs-photography (foh‘tuh gr?- fuh tog‘ruh fee)
27. Primary-secondary: public-publicity (pub‘lik- pu blis‘i tee)

28. Primary-secondary: minor-minority (mie ‘nuhr- mi nor‘i tee)

Note:  follows the stressed syllables.

Intonation

29. Question: To New York?, Today?, Now?!
Exclamation: Why not!?, Let’s go now!, Let go!

Rhythm

O wO w OwO
Jack and Jill went up the hill
wO wO wOw
To fetch a pail of water
O w O w O w O
Jack fell down and broke his crown
w O w Ow Ow
And Jill came tumbling after.

Note: O = Strong stress
w = Weak stress
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Teaching Korean Adults North American English
Vernacular: Methods and Reasons

P. WYETH BROOKS
Youngdong University

ABSTRACT

During her seven-year tenure as an EFL teacher in South Korea, the author has discovered that
standard communicative approaches to teaching conversational English produced greater fluency
but less accuracy in learners. Her own action research plus secondary research sources in Focus on
Form (FonF) methodology have provided some answers to the problem: be explicit on form, be
procedural in class. Integrating FonF explicitness with a few procedures for teaching pronunciation
rules and student reflection, she has designed a method of teaching English vernacular which is
harmonious with Korean culture, Korean pronunciation, and listening problems and which attends
to three significant intelligences of Koreans: kinesthetic, interpersonal and musical. As attested to
in the current literature, the inclusion of multiple intelligences (MI) teaching and procedures related
to better rule presentation and student reflection is a daunting task. For the teacher of conversation
to Korean adults, rather than pronunciation, this paper suggests some snapshot noticing approaches
and other methods for better listening and pronunciation in the target language of North American
English (NAE), which also include MI teaching approaches.

CoMMON DISSATISFACTIONS WITH COMMUNICATIVE TEACHING

Some of the motivations for developing Focus on Form (FonF) come from
dissatisfactions across the globe. Doughty and Williams (1998) explain in the
introduction to their book, Focus on Form in Classroom Second Language Acquisition:

Current interest in focus on form is motivated, in part, by the findings of immersion and natural-
istic acquisition studies that suggest that when classroom second language learning is entirely
experiential and meaning-focused, some linguistic features do not ultimately develop into target-
like levels. This is so despite years of meaningful input and opportunities for interaction. (p. 2)

FoNF NOTICING AS A SOLUTION

Much of the current research in teaching methodology (DeKeyser, 1998; Doughty
& Varela, 1998; White, 1998) now aims at noticing; that is, making students notice
language-related behavior or grammar. In short, teachers use recasting or verbal
restating of the student’s statement, or they use negative evidence (You mean kun,
not can to a student, as the vowel, a shifts or changes in pronunciation to u to form
kun). Recasting is defined as corrective feedback. In the Doughty & Varela (1998, p. 124)
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study, the teacher used corrective recasting or feedback by repeating, with emphasis,
the errors of the student:

Jose: I think that the worm will go under the soil.
Teacher: I THINK that the worm WILL go under the soil?
(The teacher uses rising intonation)

Jose: No response.
Teacher: [ THOUGHT that the worm WOULD go under the soil.
Jose: I THOUGHT that the worm WOULD go under the soil.

White (1998) used, among other techniques, input flooding in the form of handouts
of enhanced typographical script. Although her study was implicit, the most effective
method is explicit noticing, as the above example demonstrates. Nonetheless, it should
be pointed out that in that study the researcher/teacher did not focus on form alone.
Recasting, as above, took place on an incidental basis and she mainly paid attention to
communicative shared meaning of ideas. Three years ago, the author also began to
think of getting her students to notice rhythm in vernacular.

RATIONALE FOR RHYTHM AND VERNACULAR IN KOREA

The main focus on conversation teaching in Korea should be on meaning, but also
it should include the following:

Rhythm

Rhythm is defined as “the regular patterned beat of stressed and unstressed syllables
and pauses” (Celce-Murcia, Brinton & Goodwin, 1996, p.152), and was also selected
by Kim and Margolis (this volume) as an indicator of good pronunciation. The purpose
of rhythm in methodology should be to demonstrate time and vernacular or contrastive
stress in words, phrases and sentences. Rhythm will be used to introduce the following
indicators.

Word Stress

Kim and Margolis (this volume) choose Kriedler’s (1989) definition stating that
certain parts of words, syllables, are accented. The author extends the definition of
this indicator to include phrases or short sentences.

Intonation

Two kinds of intonation are mentioned by Kim and Margolis: strong pitch or the
rise of pitch at the end of sentences or words to indicate a question, and the rise or fall
of pitch at the end of sentences to indicate an exclamation.
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Vowel Shifts

These are referred to as either inflections in verbs or as assimilation by Hancock
(1995). This process is also termed “blending” in and among words that combine in
sound. Also, vowel shifts are phoneme or sound changes. Since the above processes
are complex, for simplicity, the author will focus on the following rapid-speech shifts
or changes in sound. In normal-paced conversation among native-speakers of English,
examples of vowel shift include, but are not exclusively limited to:

1. The word a is pronounced as u/ in the rapid phrase, “I saw u/ cat there.” Also, it
forms a combined or blended word in, “I needuh nickel.”

2. The word of also changes in pronunciation to A, as in “a bottle of beer,” which
becomes “uh bottle uh beer” or “a string of pearls,” which becomes “u/ string uh
pearls.”

3. The word and is pronounced as und in the rapid phrase “dogs und cats” or “salt
und pepper.” Also, there is the blending together of “dogzund cats” or “boyzund
girls.”

4. The word for is pronounced as fir as in “Wait fur me.” Blended, it also appears as
“Wait furuh minute.”

5. The -ing verb suftix is pronounced as -un in “I’m drivun,” or “I’m talkun,” or I’'m
walkun.”

6. The word them is pronounced as um following the present participle of a verb. The
expression “I’m transferring them” becomes “I’m tranferunum.”

7. The word to changes in pronunciation to fuh as in “I went tuh the store,” or “I got
tuh the store safely.”

8. The word are changes in pronunciation to ur as in “Ur the children in their beds?”
Or also shifts in pronunciation to ur as in “Do you want this one ur that one?”

9. The word can shifts in pronunciation to kun as in “I kun do that!” or “Kun I go
now?”

10. The word you changes to yuh as in “Do yuh know what I mean?”” or combines
with kun as in “Kunyuh help me?”

11. The word you changes to juh following don t, won t, would, could and combines
with them, as in “Don’juh know?” (Don’t you know?), “Won’juh go?” (Won’t
you go?), “Wudjuh do that?” (Would you do that?), and “Cudjuh be there?”
(Could you be there?).

Part of the author’ s rationale and hypothesis for selecting the above sound change
processes or teaching goals is because they frequently occur in nursery rhymes, songs,
and other rhythm or word-stress activities. The soft, unstressed English sounds or
words, so often not even heard by Koreans, will be noticed and will be rendered into
noticeable sound. Those sound changes need to be explained explicitly. The blending
method will contribute to a synergy effect, and will enhance teaching of rhythm patterns,
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word stress, and to some extent, sentence-ending intonation, at least in short phrases
and sentences. In the sentence above, “I kun do that,” if the learner pronounces every
word louder than the “kun,” the sentence will have a more meaningful intonation.
The same is true for “Kun I go now?” The four pronunciation indicators above are
my criteria, and they are considered for Korean adult learners for the following reasons.

First of all, the U.S. is the most frequent place for Koreans to visit. According to
Shin, Hye-son (1999), a staft reporter for the Korea Herald, 43.5 percent of 1,500
Koreans surveyed wished to visit America; followed by Australia at 39.4 percent,
Japan at 31.4 percent, Canada at 28.1 percent and France at 27.4 percent. According
to Michael Gibb (1999), who ran a survey on preferences of varieties of English by
Korean professionals and university students, Korean learners of English prefer to
learn American English (p. 38). He cited the reason as being that Koreans are more
familiar with American culture (p. 39). While training English teachers in Anyang,
Korea, there was great excitement over which teacher would be selected to study
English in America. When the chosen teacher returned, the author asked her if she
spoke with people other than her instructors. The author was shocked to learn that
she could not understand anyone other than her English-teacher classmates and her
instructor. The author’s idea is that English should be taught to create independent
learners capable of vernacular discernment, if not in pronunciation, at least in listening.

Second, many Koreans do not understand the meaning of sentence ending
intonation. They will say “WHAT is EAT?” rather than “What IS it?”” When one of
the author’ s students said this to her, she answered, “Oh, you want to eat? Let’s go
to McDONalds.” The student didn’t know what place the author was referring to
either, as he pronounced it “Mack Don ALDZ.”

Third, Koreans do not know the skill of appropriate word stress. They will
pronounce the word “photograph” properly, then they will say “FOW tow graf fee”
instead of “fuh TOG graf fee” for photography.

Fourth, Koreans rarely receive any real rhythm training outside of listening to an
occasional American pop song, which even the advanced student has difficulty
understanding for lack of training in rapid-speech rhythm and blending. Koreans learn
to read and write English before they learn speaking and listening comprehension.
From a young age, they have scant knowledge of native-English sound production,
such as blending, being attached to their textbook words or sentences. Often they are
taught in school by Korean teachers who have little experience with vernacular rhythm
and little time to converse with each student because of overcrowded classes. So, as
adults, learners frame a concept of the vernacular as being pronounced as it appears
to them on the printed page. However, it often definitely is not. For example, many
Koreans say oh-per-rah instead of ahp-rah, which is written opera.

Fifth, the Korean vernacular is syllabic, whereas English is stress-timed. The Korean
language is syllabic, wherein all sounds or syllables have equal time. Almost machine-
gun mechanical in its staccato, most native-Korean speakers speak English as if it
were Korean. They will say “HEL-LOH” instead of “‘Lo.” Some will say, “DOH-
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GUH?” instead of “dahg” for dog. Since their vowels are medial and short compared
to English, it seems that such short words must need another syllable, as in “YES-
SUH” instead of “yes.”

In order to satisfy their timing requirements and to grasp meaning, Koreans insist
that native-speaker teachers speak slowly, so that the word “TALK-KING” (in slow
speech) has a Koreanized syllabic, equal time to each syllable, rather than the vernacular
“TALK-un” that most North American English (NAE) speakers use in normal,
everyday speech. The author has even heard her students say, “It’s a rose a bush,” to
give syllabic time to the English. “TALK-un,” is moreover harder for Korean listeners
to hear, for it has a stressed sound, “TALK,” and an unstressed sound, “kun.” In
Korea, neither hard nor soft sounds exist in enhanced written form, as in their English
textbooks, and contrastive stress is unlike their syllable production in Korean. However,
those unstressed sounds have to be taught to achieve meaningful interaction in the
target language. This brings us to my last reason for vernacular.

In Appendix A, Exhibit D, the Soft Phoneme Jazz Chant, the author will try to
demonstrate that although Koreans do not have unstressed syllables like English
speakers, the English vernacular has phones or sounds or vernacular syllables that are
quite similar to those found in Korean syllables, except that Korean vernacular is not
unstressed and the vowels in Korean are shorter or medial in time. Korean has many
uh sounds similar to those listed vertically on the left-hand side of the Soft Chant.
Consider David Shaffer’s (1998) Crackin’ the Corean Code column found in the
language section of the Korea Herald. He phonemically transcribes from Korean
Hangul such words and expressions as yuhduhl and muhguhssuh, of which all syllables
except guh are in the Soft Chant. Also, in kahsuh-yoh, the suh is in the Soft Chant.
The author’ s apartment name is Kum-kang. The Korean kum syllable sound is on the
Soft Chant list. In research with a Korean, the author found that out of a total number
of 132 romanized Korean sentences, and 318 romanized Korean words, there was a
syllabic overlap with the author’ s vertical list of vernacular syllables in uh, suh, duh,
yuh, chuh, tuh, luh, muh, and un. In Shaffer’ s articles from May to September 1998,
six similarities occurred for the above-mentioned syllables. (See Appendix B for a
more detailed explanation.) In addition, um is included in the Soft Chant list. These
similar syllables found in Korean vernacular can be applied to English vernacular to
make the transition to English an easier one. One way to do this is through slow
blends.

Slow Blending Experiments

The author has been experimentally using a technique called “slow blends” in her
Korean university classes, whereby she speaks slowly, but still blends her English as if
speaking much faster. For example, she will slowly say, “I WANnuh GO there,” instead
of saying, “I WANT TO GO THERE,” in answer to a student’s statement or question.
On Monday, she will sometimes ask her students, “WHAHjya DO OH-ver the
WEEKend?” instead of “WHAT DID YOU DO O-VER THE WEEK-END?” The
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author has found that, in spite of the deliberate slowness, loudness and stress of her
speech, students cannot always understand her vernacular. In fact, they will ask her to
speak even more slowly, when they want her to say it a different way. Speaking slowly
is not the complete answer to the blending or rthythm problem. Even slow blending
alone is not a complete answer for teaching vernacular u4. In fact, many native English
teachers ignore blending rhythm or vernacular completely, preferring to speak in an
unnatural, over-pronounced way which does nothing to increase student awareness
of rhythm, intonation or accurate native-like blending so commonly associated with
meanings in the vernacular. But it can be done. There are other ways in which the goal
of attaining the four indicators above may be realized with slow blends. There are also
many ways to reach the similar intelligences in the student group. In fact, slow blends
and intelligences can be put together to weave a powerful tool for learning.

CULTURAL MATCHING AND RHYTHM

Gardiner’ s (1983) Multiple Intelligences Theory, commonly abbreviated as MI,
refers to different kinds of intelligences which people have and how they can be
conjoineded to the learning styles of individuals. Milner and Lachman (1999) combined
MI with a movement analysis to satisfy a kinesthetic, mind plus body, learning style,
employing rhythm and a movement vocabulary to help express ideas and concepts.
Their research has produced positive results with Japanese students of English. While
the author knows little of the learning profile of Japanese students, she does know
that Koreans are largely of a kinesthetic intelligence. As a group-centered people,
they are of an interpersonal intelligence. Moreover, their intelligence is musical. What
could match their language learning style better than a five-minute warm-up exercise
chanting rhythm and clapping their hands, like they enjoy doing at sports events or at
special dinners where they enthusiastically clap while someone sings? The Koreans
being referred to are not children but adults, including university professors.

Another term for this suggested approach is cultural matching. When it comes to
word stress, rhythm, vowel shifts or intonation, it is as good a noticing tool as White’s
(1998) typographical enhanced scripts or restating or negative evidence as employed
by Doughty & Varela (1998). In fact, allowing students to see the rhyme, tongue
twister or song on the blackboard or overhead projector, sometimes with the stress
indicated, is a kind of script enhancement similar to that which White (1998) used.
However, this alone is insufficient as a learning tool, causing DeKeyser (1998) pose
and answer two questions: What can be done to help students learn rules of language,
and what can get student’s to reflect upon what they experienced in a five to ten-
minute warm-up?

PROCEDURAL TEACHING

DeKeyser (1998) has written much about how we learn any subject, including
language. Cognitive psychological testing and research is his specialty. According to
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him, none of the methods currently practiced, including Krashen’s communicative
method, satisfies procedures for cognitive learning. His procedures for students appear
below, followed by implications for teachers of language:

1. Gathering knowledge. For the teacher: language-related or grammar rules presented
at this point.

2. Being able to reflect upon knowledge. For the teacher: exercises should be given to
the student.

3. Return home, reflect, and complete exercises.

For teachers of rhythm warm-ups, numbers 1 and 2 apply. For example, for rule
number 1, the teacher could tell her students that English has a regular but alternate
beat, as Celce-Murcia (1996) describes rthythm. The noticing of rhythm as a regular
beat is best enacted by whole-group clapping of hands to a nursery rhyme (see Wee
Willie Winkie, and under “Vernacular” below) or a “slow” tongue twister such as
“Four flyun’ flies spied fryun’ rice.” For intonation, or sentence endings for questions
which are not “wh-,” the pattern in Wee Willie Winkie might be chorally enacted by
clapping and chorally read. As well, the ur-rule can be introduced for the written form
are being realized as ur in “Ur the children in their beds?” As for reflection, its form
may vary, but any teaching of rhythm is not complete without some form of meta-
linguistic exercise in which students may ponder the rhythm in short verses or guess
which parts of words are stressed (see Appendix A, Exhibit F). Mark Hancock’s
Pronunciation Games (Hancock, 1995) contains some intriguing games for matching
rhythm and stress patterns in short phrases. They are textbook adaptable. When students
play games, they relax and focus better. Meta-linguistics does not have to be difficult
or done alone. This, too, can be completed in five to ten minutes as another warm up
exercise. Additionally, Koreans are so group-oriented that they should not have to
work alone.

RESEARCH

From 1996 to 1998 and as a teacher-trainer in Anyang, South Korea, the author
designed and tested action research materials relating to sentence-ending intonation,
word stress, phrases and sentences; rhythm pattern beat, and vowel shifts generally
found in vernacular pronunciation, rather than the specific ones suggested above as
the four goals or indicators.

Input Flooding

The author used many forms of input flooding, including some self-designed tongue
twisters, some regular nursery rhymes and a self-adapted, enhanced typographical
word stress vocabulary (see Appendix A, Exhibit A), an enhanced phonemic vernacular
lexicarry, or picture dictionary, of everyday actions (see Appendix A, Exhibit B), a
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phonemically enhanced lexicarry of short conversational returns (Appendix A, Exhibit
C), a phonemically enhanced soft jazz chant for unstressed syllables (Appendix A,
Exhibit D), bingo-type games with actions and conversational returns (Appendix A,
Exhibit E), and for reflective meta-linguistic development, a problem-centered exercise
(Appendix A, Exhibit F).

Pre-Testing and Post-Testing

As does Maley (1999, p. 10), the author of this paper believes that a five-minute,
introductory warm-up of rhythm chanting, soft jazz chanting or slow tongue twisting
gets students in the mood for English. That is how the author employed the greater
part of the above exhibits, except Exhibit F, which was part of an examination. Also,
during the regular lesson, the author incidentally recast and gave negative evidence
for blending, word stress, and sentence ending intonation, vowel shifts or any other
salient feature of the language associated with meaning in the vernacular. Though
incidental in delivery, she was explicit about any recast or negative evidence similar to
the example of researcher Varela (Doughty and Varela, 1998). Additionally, she
administered both pre- and post-tests to measure the progress of each student. To her
amazement, she discovered that the collective score for the listening portion of her
post-test rose thirty percent! Collectively, their pronunciation did not change but a
small five-percent. Fossilization of their book-type pronunciation of English may be
the explanation. Fossilization means unchanging in this respect. However, the author
is fine tuning the pronunciation portion of the pre- and post-test. She is assisting
Professor David Kim and Professor Douglas Margolis in perfecting an English
Pronunciation Test (EPT) and intends to use a portion of that test in her proposed
research during the spring semester of 2000. Unfortunate is the fact that she had no
control group by which to make a valid comparison while in Anyang. Her present
proposal is to obtain that control group at Youngdong University, administer treatment
to the experimental group or groups, pre-test and post-test the two groups and compare
the control to the experimental groups. The null hypothesis is that there will be no
differences between the experimental and control groups after a 15-week treatment
program of ten-minute warm-ups involving six categories: word stress, phrasal stress,
sentence-ending intonation, rhythm, blends, and vowel shifts. Below are some examples
of treatment or introductory rhythm methodology and their possible uses, and other
materials and methods which the author will utilize in her treatment program.

TEACHING MATERIALS AND METHODS FOR TEACHING THE VERNACULAR
Tongue Twisters

One of the possibilities for materials preparation is the invention of tongue twisters
geared to Korean problems with pronunciation. The following two tongue twisters

should be contrasted to demonstrate the differences in time: syllabic time and stress-
time. However, read both slowly. No blends exist in the “I like fried rice” tongue
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twister. It is mainly a rhythm and pronunciation exercise, which is contrastive to the
other rhymes or tongue twisters because it is similar to Korean syllabic time.

I

I like fried rice. A single-syllable, timed tongue twister, which
is like Korean syllabic time. (Explain that fried
rice is pokk-um-bap in Korean.)

/ / / /A /
Four flyun’ flies spied fryun’ rice. A two-syllable stress-timed vernacular twister.

(Four flying flies spied frying rice.)

The above Fryun’ Rice tongue twister best illustrates the stress and the handclap
on the first syllable of a two-syllable word. The second syllable of fiyun "/flyun’ remains
unstressed and the -ing suffix shifts to un. The g disappears or is ellipsed. Contrast
this tongue twister to the I Like Fried Rice twister.

Songs

An extension of the use of tongue twisters to aid in the acquisition of vernacular
English pronunciation is short, simple songs. Songs such as Row, Row Your Boat can
be sung slow and blended. Clap yuh hans! Yuh, which is vernacular you, th ’, which is
the, and duh, which is vernacular for the word a (as in “life is but a dream,” the “but
a” contains a sound change from ¢ to d) are unstressed and do not receive a clap of the
hands. For a rule, explain to the students that the little words like a, the, you, for, and,
or, in, can, of, and are (articles, prepositions, pronouns, and auxiliary verbs) for
example, are unstressed and the vowels in them change to uh. Th’ has a thuh type
sound, but is shorter in length than most English vowels. 7/’ is sometimes seen in
comic books, where vernacular spelling is common. For rules involving sound changes,
explain to the students that if there is a # within a word and between two words, or
double # in the middle of a word, followed by a lax a, e, i, o or u sound, often, but not
always, there is a sound change to a d.

Row, Row Your Boat
/ /o /
Row, row row yuh boat
/ / /
gently down ¢4~ stream
/ / / /

Merrily, merrily, merrily, merrily

/] /
Life is budduh dream
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Nursery Rhymes

Nursery thymes may also be employed to aid in developing vernacular English
pronunciation:

Wee Willie Winkie

Wee Willie Winkie runs through the town,
Upstairs and downstairs in his nightgown.
Rapping at the window,

Crying through the lock.

Are the children in their beds?

Now it’s eight o’clock.

One possibility is to read the above nursery rhyme very slowly and the vernacular
version below only a little faster. The s/low blends are built into the rhyme below. If
student reflection upon blends is an important teaching point to you, the vowel shifts
to the uh sound can be demonstrated as a rule of rapid speech. For reflective homework
students could attempt to sound out or even write out a shorter thyme or a rhythmic
phrase from a textbook. Clap out the rhythm of the above and have your students join
you in the one below. If you decide to approach this lesson with a rule to teach,
explain that English has a regular, though alternate, beat. Again, to foster reflection
on rhythm, a handout (as the rhyme above) can be prepared for students to consider
and strike out the rhythm as the author has done below. The author’s principles here
are twofold and hypothesized as: (1) the blended or vowel-shifted language assists
the noticing of overall rhythm or separate word stresses, and thus, (2) the enacted
patterned beat will aid the students retention of word stresses, and also the rising
intonation of the next to last line. Perhaps a hierarchy exists here, albeit a loose one. It
is the opinion of the author that blended language is naturally more rhythmic. So,
perhaps blends should be taught first, and the rhythm of overall word stress would
follow naturally. However, the author has seen how much her peers and students in
Korea love to measure time in songs by clapping and uses this to both match culture
and to introduce difficult subjects: sentence-ending intonation, word stress, phrase
stress, sentence stress and blending. In the future, the author will experimentally test
out her hypothesis concerning the rhythmic quality of blended language by comparing
two groups. One treatment group will receive only blending exercises and/or materials.
Their pre-test and post-test will include indicators of rhythm, intonation, and word
and/or phrasal word stress to discover if the first indicator above applies. The control
group will not receive any blending exercises.
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Wee Willie Winkie: Vernacular
/ / / / /
Wee Willie Winkie runz thru th’ town,
/ / /
Upstairz und downstairz in’iz nietgown.
/ /
Rappun’ at th> window,
/ /
Cryun’ thru th’ lock.
/ / /
Ur th’ children in their bedz?
/ /

Now its eighduh clock.

All the above rhythm is indicated by “/”” marks. Your students may notice that
most of the vowel shifts to the uh sound are in the unstressed part of the two-syllable
words if they observe the handclap / mark over rappun’, cryun’ and Willie Winkie.

Enhanced Typographical Vocabulary for Word Stress

Typographically enhanced vocabulary can also be used in a five-minute warm-up
activity. Relative stresses are indicated on many vocabulary items. Pictures and proper
as well as phonemic spellings may be used to aid understanding. This may also aid in
improving the student’s knowledge of blending and/or vowel shifts to the uh-type
sound. Students may play a game of matching pictures with vocabulary. Thus, with
the proper spellings in full view, attention may be drawn to the phonemic version of
each numbered item. (See Appendix A, Exhibit A.)

Vowel Shifts and Word Stress in Everyday Actions

Everyday actions, pictured and enhanced vernacularly, aid adult students with the
rhythm of prose. Also, it aids their awareness of verbal vowel shifts and word stresses.
An example of the stress is provided in Appendix A, Exhibit B. The lexicarry or
picture dictionary should be studied by students as examples of rule application in
word stress and in vowel shifts. This is the DeKeyser (1998) procedure. Also, during
a bingo game using the same pictured actions, students are to repeat after the instructor
as the actions on the calling card are called out (see Appendix A, Exhibit E).

Phrasal or Short-Sentence Stress

For Koreans, the author recommends a game in which phrasal or short-sentence
stress is made more enjoyable (see Appendix A, Exhibit G). By demonstrating bubble
patterns and equivalently patterned short sentences, students are required to remember
song titles in English that match the stress of phrases and short sentences. Appendix
A, Exhibit H also demonstrates a four-stress pattern in sentences with aliens, eat, and
ice cream as the stressed words and with variations of unstressed words added.
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Blends and Conversational Returns

Short conversational questions with one answer, or return, each are pictured in
Appendix A, Exhibit C. In the lexicarry, the pairs are lettered in together horizontally,
with N next to N, O next to O, etc. Little speaking clouds indicate who is speaking in
the sentences below the picture. The vernacular is built in. It may be necessary to
indicate the proper dictionary spellings of the vernacular, depending on the level of
the students. Words that are run together are blended combinations. While playing
bingo with the same characters (Appendix A, Exhibit E), one student in each
predetermined pair sees either a question or a return as it is called out by the instructor
and marks it on the bingo game card (see Appendix A, Exhibit E). Both the questions
and the returns are very short, so that they can easily be remembered together. Also,
each question or statement is read in combination with its answer/return. The author’ s
game set includes back-to-back questions and answers/returns on each side of the
individual’s, or teacher’ s, calling card.

Soft Chanting Jazz Chants for Unstressed Sounds in Words, Rhythm and Time

Typographically enhanced phonemes in the left vertical column of the jazz chant
are unstressed phonemic sounds, syllables or words that many students never hear
being pronounced. The words or phrases to the right of the enhanced unstressed
syllables, sounds or words exemplify these unstressed sounds. The left vertical column
is softly chanted with the students. Then it may be pointed out that these sounds are
very much similar to some Korean syllables, sounds or words but that they are often
not stressed. See Appendix B for a detailed comparison of similar phonemic syllables,
sounds, words or phrases in both English and Korean, which can be put on an overhead
projector for the students. Next, examples can be given of how these similar sounds,
syllables or words occur in the vernacular of English as given in the right-hand phonemic
examples. For instance, uh roll uh film, for a roll of film and suh SEP tuh bul for
susceptible are to the right of uh and suh/tuh, respectively. Horizontally, read the
whole chant, line by line, and contrast the stress in the phrases or words on the right.
Incidentally, this is a very rhythmic chant. If preferred, correct spellings may be provided.
Timing is essential if students are to pronounce vernacular well. The one difference
between the syllables presented is that Korean time is medial and the vowels shorter.
Thus, it is good to speak softly, but extend the time to pronounce the syllables in the
chant as if it were a mantra: uuuhhh, sssuuuhhh, ddduuuuhhh, tttuwuuhhh, Hluuuuhhh,
mmmuuuhhh, ccchhhuuuhhh, and uuunnn.

Comprehensive Reflection

Exhibit F, in Appendix A, is a meta-linguistic exercise and is self-explanatory.
There are two parts. Little Tommy Tittlemouse is an example of a problem-centered
exercise in word stress and phrasal stress cued by rhythm. The Little Miss Muffet
exercise deals with blends in patterned language. In this case, perhaps the student has
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heard and enacted this or a similar rhyme before, and now has to associate the blends
and shifts with the rhythm. The student should have some knowledge of blending and
shifts before attempting this exercise.

The Tests

The pre-test and post-test for both pronunciation and listening are Appendices C
and E. The keys for the examinations are Appendices D and F. The pre- and post-
tests for pronunciation are a cassette tape recording of the student pronouncing words
from the script given in Appendix C. The test or script for both pronunciation and
listening is comprised of 28 blends or vowel shifts or combinations of both as if they
were in a single indicator category. The other indicators are word stress as quoted
from Kim and Margolis (this volume), which are numbers 29, 30 and 31 for the
pronunciation test only. For the listening part of the examination, Hancock’s (1995)
Pronunciation Games words (p. 27) were selected for word stress. Six examples of
phrasal or short-sentence stress follow, numbers 32 through 37, and are from Hancock
(1995, p. 90). The listening pre-test and post-test are a cassette tape recording which
the student listens to in class with an accompanying script. The evaluation or assessment
of the student pronunciation tapes is made by assessors as per Appendix G. All
indicators except that of rhythm, Kim and Margolis (this volume), are rated by checking
in the appropriate box whether the word in question was pronounced correctly. If the
student expertly pronounces a word or a set of words, then the fourth box is checked
by the assessor. The indicator of rhythm is assigned a number from the Liekert Scale.
The listening portion of the examination is objectively rated according to the key in
Appendix F. Its indicator categories are identical to those of Appendix C. At this time
the test-takers’ student numbers are unknown and a questionnaire will give relevant
information about the test groups. Almost all that is currently known is that the students
are mostly freshmen in a Beginning English class at Youngdong University in Chungbuk,
South Korea.

The Method

1. The questionnaire is Appendix G. It will be given to students prior to taking
the examination.

2. After completing the questionnaire, students will be given the listening part of
the exam in which they will be required to distinguish blends, word and/or short
sentence stress, sentence-ending intonation and rhythm which are tape-recorded and
are from the script in Appendix E.

3. Then, the students will be given the pronunciation script and some explanation
as to procedure.

4. The teacher will not read the script.

5. Students will take the script home and will read and record it on a cassette
tape.
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6. All collected readings will be transferred to ninety-minute master tapes.

7. As Kim and Margolis (this volume) suggest, a native speaker of English will be
recorded reading this script on both sides of the tape to prevent “assessment drifting.”

8. Assessors will check every item in each indicator category for accuracy as in
Appendix H, with the exception of rhythm, which will be assessed by the five-point
Liekert Scale.

9. Sixteen weeks later, the test and the assessment will be repeated.

10. Comparisons will be made between the pre-test scores and the post-test scores
to either validate or invalidate the null hypothesis.

CONCLUSION

It is believed that the above methods and materials will aid English learners in
noticing rhythm pattern beat, as it applies to sentence-ending intonation; word, phrase
and sentence stress; and more importantly, blends and vowel shifts. As well, the
procedural method given by DeKeyser (1998) and by this author will aid the learner in
awareness of processes noticed. DeKeyser’ s suggested rules and reflections may aid
the learner in making predictions about the limited number of NAE linguistic processes
presented here. It is likely that students will also improve their listening ability, as the
author’ s preliminary results show. Finally, the above methods and materials will satisfy
a number of intelligences in the Korean learner’s group, including musical,
interpersonal, and kinesthetic, which are predominate among Koreans. For those who
possess linguistic intelligence, text-rich handouts will enhance their learning. For those
who have a visual/spatial intelligence the bingo games will nourish their love of comics
and group-centered games. For those who love to move about, the kinesthetic clapping
and chanting will satisfy their drive for group-centered motion and action and motivate
them in learning English. The problem-solvers will enjoy the meta-linguistic exercises.
That encompasses six the eight intelligences in the classroom. Christison (1999) states,
“It takes patience, time, imagination and creativity to bring a new theory into one’s
teaching” (p. 12). The author has completed a small bit of this journey here, so that all
that remains is to add enthusiasm and patient explanation.
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APPENDIX A

Exhibit D — Enhanced Phonemic Soft Jazz Chant
Soft Phoneme Jazz Chant

Relax yuh face muscles, und tongue und mouth, then slowly repeat these rapid speech sounds.

ur - Uryuh O.K.? Ur the CHILDren HOME NOW? CATS ur FONduh RATS.
MEN ur MICE? CHEESE ur RICE?

chu - NICE tuh MEE chu

fur - I’ve been LOOKun’ furyuh; TRANZ-fur

uh - FIVE uh CLOCK; uh TYPE uh; uh KIND uh; uh ROLL uh

suh/tuh - suh SEP tuh bul

duh - AY duh clock; KIND duh; SORD duh
uh LOD duh; HAV vuh BYD duh; uh BYE duh;
MEH duh sun; OUD duh; GAH duh; OUD duh site

yuh - Haveyuh? Doyuh? Yuh know? NICE tuh KNOWyuh

tuh - JUZ tuh; HAV-tuh; GO duh th’ STORE;

duv/vuh- PAR duh vuh

thuh - KAH thuh ruh ZAY shun

puh - LIP puh PRO teen

muh - muh TAB bul ized

luh - PO luh ized

un - KUUH un; KAA un; EE un

und - CANDEE und SPICE; BEENZ und RICE;
CAATS und DOOGZ und RAATS und CHEEZ

kun - SPEE kun; WALK kun; TAA kun; NAP kun;
KNOCK kun; CHIK kun

shun - STAY shun; MIN uh rul lie ZAY shun

pun - SLEE pun; NAA pun; PUMP pun; RAP pun

um - THRU um; SEE um; CAH chum;
unum - FAX unum; WAX unum; FYY unum; FORGET unum;
THANK unum;

dum - KING dum; RAND dum; BEE dum; BEE HIND dum;
kum - KICK kum; kum MEER; kum MON;
kum MOF fit
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Appendix A

Exhibit E - Conversational Bingo Card Samples
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APPENDIX A

Exhibit F - Meta-linguistic Exercises

Sentence Stress

Draw stress lines for the rhyme, Little Tommy Tittlemouse. The first line has been
drawn for you.

Lifl tlg/iom my/ Tit| tle/mouge.

Lived in a little house.

He caught fishes.

In other men’s ditches.

Vernacular

Change at least seven words in the Little Miss Muffet thyme below. The first line
has been changed for you.

Liddul Miss Muffut

She sat on a tuffet

Eating of curds and whey
There came a great spider
Who sat down beside her

And frightned Miss Muffet away.
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APPENDIX A

Exhibit G

Phrasal Stress Song Titles: A Guessing Game

To the teacher: Write out the patterns of stress by using bubbles. Next, give
examples of each kind of pattern. Then, ask the students to reflect on which American
English song titles match the pattern. Some examples are provided. Some words or
parts of words have been changed to their vernacular form.

1. 00O COME und LOOK. WHAT’S the TIME?  Possible song titles include:
HEAL the WORLD

THANKS a LOT. YES, of COURSE. SUMmer TIME, DANny BOY,
APril LOVE
2.000 She SAW us. You’ve MET them. ReLEASE Me, La BOMba,
He TOLD me. DiANna, She LOVES You
3. 000 WHO SAW them? PLEASE TELL me, STAND BY Me, PLEASE DON’T Go,
Who did it? “Don’t break it. PROUD MARYy.

John rang us.

4. 0000 PLEASED tuh MEE chu. PHONE und TELL me. TEARS in HEAven,
SEA of HEARTbreak,
CHANGng PARTnurz,
MOna LISa, PREDdee WOman.

5. 0000 Uh PIECE uh CAKE , The STORE was CLOSED. AMAZing GRACE,
1t’s TIME tuh GO. The BUS is LATE. The WAY We WERE,
Uh TIME fur US.

6. 0000 GIMmie uh CALL. WHERE do yuh LIVE? FALling in LOVE; LET it be ME
HOW do yuh DO? WHERE ur yuh FROM? TENNnes see WALTZ
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Exhibit H

APPENDIX A

Aliens and Phrasal Stress

To get students to appreciate that content words, or nouns and verbs, are most
likely to be stressed, use the example from number five in Appendix G or some parallel
pattern, as o O o O o, starting with the following content words. (Derived from
Celce-Murcia, Brinton & Goodwin (1997, p. 55), but content is this author’s.

The

The

The

The

ALIENS

ALIENS

ALIENS will
ALIENS will have
ALIENS might have been

EAT
EAT
EAT the
EATen the
EATing the

ICE CREAM

ICE CREAM

ICE CREAM

ICE CREAM

ICE CREAM
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ArPENDIX B

Shared Vernacular Syllables in Korean and English

Phonemic Examples
in Korean

Mu-UH shim-ni-ka;
Uh-di

Uhb-SUH-yo;

is-SUH-yo;

kas-SUH-yo;
SUH-oo0l-SUH.

Ku-dohng- an ut-DUH-keh.

YUH-lum;
mabhl-ee uhl-YUH- wuh-yoh.

CHU-wuh-yoh.

Uht-TUH-keh TUH- wuh-yoh.

Nohl-LUH oh-ship-shi-yoh.

Hahn-guk-mal-UN;
Ee-shin-mun-UN.

MUH-guh-ssuh- yoh.

Phonemic
Syllable

UH

SUH

DUH

YUH

CHU

TUH

LUH

UN

MUH

Phonemic Examples
in English

Uh TYPE puh RICE;
Uh KIND duh BEER

Suh CEP tuh bul,;
TUL suh

A LAD duh cars;

Ged OUD duh HERE.

Yuh KNOW? Yuh
SEE? NICE tuh
KNOW yuh.

DON chu? WUH chu
DOwun?

JUS tuh; HAF tuh;
Tuh BEE ur NOT tuh
BEE

Uh ROLL luh DICE;
POL Iuh RIZd .

KUH un; KAH un;
EE un

Muh TAB buh LIZd

Dictionary Spelling

A type of rice.
A kind of beer.

Susceptible;
Tulsa, Oklahoma

A lot of cars;
Get out of here.

You know? You
see? Nice to know
you.

Don’t you? What
(are) you doing?

Just a; Have to;
To be or not to

be.

A roll of dice.
Polarized.

Cutting; cotton;
Eating.

Metabolized

lum nun mun sum sun

ul  ku

Explanatory note: The syllable in question is capitalized in the Korean romanization column. The
same sounding syllable in English is not capitalized; instead, the syllable of emphasis or stress is.
Near syllabication containing the u/ sound in both languages include:

nyuh wuhl Iul uht

Note: Although um, both a syllable and word in Korean, is on the list in the Soft Chant in

Appendix A, Exhibit D, it did not appear in David E. Shaffer’s (1998) articles, which the author
collected. This romanization is called Corean Code by Shaffer and is not to be confused with the
McCune-Reischauer romanization of the Korean Education Ministry.

shuh
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ArPENDIX C

Part I: Test for Pronunciation

The Script
Part A: Blends and Vowel Shifts

(To be read at a moderate rate of speed, as if in conversation with someone.)
1. I’'m driving to Seoul.
2. I’'m transferring them.

3. I can do that. 16. He’s a friend and a neighbor.
4. Can I go now? 17. You and 1?

5. You know? 18. Pour milk into a bowl.

6. Do you know? 19. That’s kind of cute.

7. Can you help me? 20. It’s to the left.

8. I need a nickel. 21. I want to be free.

9. She bought a ball 22. Could you go?

10. He drank a beer. 23. Won’t you wait?

11. You want whiskey or beer? 24. Don’t you agree?

12. Wait for me. 25. Would you please step aside?
13. Wait for a minute. 26. Did you do it?

14. 1 like salt and pepper. 27. Are you O.K.?

15. I like boys and girls. 28. Winters are cold here.

Part B: Word Stress

29. The photographs were shown in a photography contest.
30. The public did not attend because the publicity was not good.
31. The minority group considered it a minor event.

Part C: Sentence and/or Phrasal Stress

32. Come and look 33. 1 think so.
34. Who saw them? 35. Can’t you hear me
36 .The bus is late. 37. Where do you live?

Part D: Sentence-Ending Intonation

38 Peter said to Jane, “Let’s go to New York.” Jane asked, “To New York?”
Peter said, “Yes, why not? Let’s go today.” Jane asked, “Today?”
Peter said, “Let’s go now!” Right this moment. Jane asked, “Now?
Peter said, “Yes, let’s go!”

12

Part E: Rhythm

39. Jack and Jill went up the hill
To fetch a pail of water.
Jack fell down and broke his crown,
And Jill came tumbling after.

(The parts of the examination titled “Word Stress,” “Sentence-Ending Intonation,” and “Rhythm” are all quoted
verbatim from Kim and Margolis (2000), Appendix A, except that the sections are numbered separately.)
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Part 1:

AprPENDIX D

Test for Pronunciation

The Script Key

Part A: Blends and Vowel Shifts

1. ’'m drivun’ tuh Seoul. (The g in driving is ellipsed, the i shifts to « in ing and in to, becoming fuh.)

2. I’'m transferrun’um to the vase. (The ing in transferring becomes un, and them shifts to um.)

3. I kun do that. (Can shifts to kun in a vowel shift).

4. Kunl go now? (Blending of can plus / as in the vowel shift in the above example.)

5. Yuh know? (You becomes yuh through a vowel shift to uA.)

6. Duyuh know? (Do blends with you, and the vowel o shifts to uA.)

7. Kunyuh help me? (Can you links up in sound and the vowel o shifts to u4.)

8. I needuh nickel. (Need plus a links in sound and the vowel « shifts to uh.)

9. She bahduh ball. (Bought a undergoes a ¢ to d sound change and links or blends with a as u/.)

10. He drankuh beer. (The linking or blending in sound of drank with a and the vowel « shifts to uA.)

11. Yuh want, wiskey ur beer? (You shifts to yuh and or undergoes a shift to ur)

12. Wait fur me. (For transforms in sound to fur.)

13. Wait furuh minute.(Same as above example, except that fur links up with a as uh.)

14. 1 like salt und pepper. (A vowel shift in and converts it to und in sound.)

15. 1 like boyzund girls. ( Boys has a z ending, which blends with the and, which exhibits the
sound change to und.)

16. He’s a friend anduh neighbor. (4nd a blends in sound with a vowel shift in the a to uh.)

17. You undie? (4nd I experiences a blending in sound, and a vowel shift in the a in and to und.)

18. Pour milk unto a bowl. (/nto shifts its vowel i to a un as in unto.)

19. That’s kinduh cute. (Kind blends with of to produce kinduh, with the vowel shift paradigm to uA.)

20. It’s tuh the left side.(o shifts to tuh as the vowel in rapid speech changes from o to uh.)

21. I wannuhbe free. (want to be blends in sound, the 7 is ellipsed and replaced with » as in nuh,
the o in fo becoming the uh.)

22. Cuhjuh go? (Could blends with you to form cuhjuh. The j replaces the d in could and the y in
you. Thus the ou takes on an uh sound.)

23. Whonjuh wait? (Won t you links in sound, and the you becomes juh as in the above example.)

24. Donjuh agree? (Don t you blends in sound. You, normally yuh changes to juh.)

25. Wuhjuh please step aside? (Would you links up in sound as in the above examples.)

26. Dijuh do it? (Did you blends in sound, as in the above examples.)

27. Uryuh O.K.? (4re you in rapid speech blends in sound and the a in are changes to ur.)

28. Winters are cold here.

Word Stress:

29. Primary-secondary: photographs - photography (FOH duh graf - fuh TOG ruh fee)

30. Primary-secondary: public - publicity (PUB LIK - pu BLIS uh dee)

31. Primary-secondary: minor - minority (MIE nuhr - mi NOR 1id dee)

From David Kim and Douglas Margolis (this volume), Appendix B, in Teaching English Pronunciation to

Koreans:

Development of an English Pronunciation Test-EPT. This author has included authentic vernacular

changes of the ¢ to a d in minority and publicity.
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Sentence and/or Phrasal Stress

Six patterns emerge for emphasis. Quoted from John Hancock’s (1995)

Pronunciation Games, p. 90.
32. Come and look
34. Who saw them?

36. The bus is late.

33. I think so.
35. Can’t you hear me?

37. Where do you live?
Sentence-Ending Intonation The sentence-ending stress falls on the following words:

38. Question: To New York? Today? Now?
Exclamation: Why not? Let’s go now! Let’s go!
From Kim and Margolis (this volume).

Rhythm

O w Ow O woO
39. Jack and Jill went up the hill
wO wO woOw
To fetch a pail of water
Ow O w O w O
Jack fell down and broke his crown
w O w Ow Ow

And Jill came tumbling after.
Note: O = strong stress; w = weak stress. From Kim and Margolis (this volume).

Part II: Listening Test

The Script: Blends and Vowel Shifts: Students check the speed of the sentences as heard

AprPENDIX E

on tape.

1. Rice plants are short-stemmed. Read Slowly Read Rapidly
2. Are you going? Read Slowly Read Rapidly
3. Why did you do it? Read Slowly Read Rapidly
4. Could you get up? Read Slowly Read Rapidly
5. Don’t you know? Read Slowly Read Rapidly
6. Won’t you go? Read Slowly Read Rapidly
7.1 want to be rich. Read Slowly Read Rapidly
8. It’s to the right. Read Slowly Read Rapidly
9. That’s sort of nice. Read Slowly Read Rapidly
10. Pour milk into a bowl. Read Slowly Read Rapidly
11. And I will always love you. Read Slowly Read Rapidly
12. She’s a lady and a friend. Read Slowly Read Rapidly
13. 1 like cats and dogs. Read Slowly Read Rapidly
14. Salt and pepper taste good. Read Slowly Read Rapidly
15. Wait for a while. Read Slowly Read Rapidly
16. Wait for me. Read Slowly Read Rapidly
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17. What will it be, white wine or red? Read Slowly Read Rapidly
18. She drank a lot of milk. Read Slowly Read Rapidly
19. He bought a toy. Read Slowly Read Rapidly
20. I need a brain. Read Slowly Read Rapidly
21. Can you do this? Read Slowly Read Rapidly
22. Do you get it? Read Slowly Read Rapidly
23. You know? Read Slowly Read Rapidly
24. Can I draw now? Read Slowly Read Rapidly
25. 1 can do it. Read Slowly Read Rapidly
26. She’s transferring them. Read Slowly Read Rapidly
27. I’'m driving to Texas. Read Slowly Read Rapidly
28. I’m going to go. Read Slowly Read Rapidly

Word Stress: Underline the word or part of the word spoken with stress.

29. He said, “Get real. Reality is knocking.”
30. It’s nothing personal, but your personality is strange.

31. Equality is our goal, for all men are created equal.
Short Sentence or Phrasal Stress: Underline the word or words spoken with stress.

33. He told me.
35. Try to call me.

37. What was his name?

32. Close the door.
34. Who did it?

36. It’s cold and wet.

Sentence-ending Intonation: Check the sentences spoken with appropriate stress. If not
spoken correctly, do not check it.

38. Mike said, “Hey Tom, watch out! That’s a red light!” Tom replied, “Oh, really? I wasn’t
watching.” Mike answers, “Be more careful next time. Oh, that blinking light, it’s a

patrol car!” Tom responds, “Oh, my God! Is it the police?”

Rhythm: Underline the word or part of the word that has no stress.

39. Four flyun’ flies spied fryun’ rice.

ApPENDIX F

Part II: Listening Test

The Key:

Blends and Vowel Shifts: Students check the speed of the sentences as heard on tape. Bold
face type indicates correct selection.

1. Rice plants are short-stemmed. Read Slowly Read Rapidly

2. Are you going? Read Slowly Read Rapidly (Uryuh gowun?)

3. Why did you do it? Read Slowly Read Rapidly (Why’d yuh do it?)
4. Could you get up? Read Slowly  Read Rapidly
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13.
14.
15.
16.
17.
18.

19.
20.
21.
22.
23.
24.
25.
26.
27.
28.

. Don’t you know?

. Won’t you go?

. I want to be rich.

. It’s to the right.

. That’s sort of nice.

. Pour milk into a bowl.
11.
12.

And I will always love you.
She’s a lady and a friend.

I like cats and dogs.

Salt and pepper taste good.

Wait for a while.

Wait for me.

What will it be, white wine or red?
She drank a lot of milk.

He bought a toy.

I need a brain.

Can you do this?

Do you get it?

You know?

Can I draw now?

I can do it.

She’s transferring them.
I’m driving to Texas.
I’m going to go.

Read Slowly
Read Slowly
Read Slowly
Read Slowly
Read Slowly
Read Slowly
Read Slowly
Read Slowly

Read Slowly
Read Slowly
Read Slowly
Read Slowly
Read Slowly
Read Slowly

Read Slowly
Read Slowly
Read Slowly
Read Slowly
Read Slowly
Read Slowly
Read Slowly
Read Slowly
Read Slowly
Read Slowly

Read Rapidly

Read Rapidly (Won’juh go?)

Read Rapidly (I wannuhbe rich.)

Read Rapidly

Read Rapidly (That’s sorduh nice.)

Read Rapidly

Read Rapidly

Read Rapidly (Shezuh lady unduh
friend.)

Read Rapidly

Read Rapidly

Read Rapidly (Wait furuh while.)

Read Rapidly

Read Rapidly (...white wine ur red.)

Read Rapidly (She drankuh
lodduh milk.)

Read Rapidly

Read Rapidly

Read Rapidly (Kunyuh do this?)

Read Rapidly

Read Rapidly (Yuh know?)

Read Raapidly

Read Rapidly (I kun do it.)
Read Rapidly (...transferrun’um.)
Read Rapidly

Read Rapidly

Word Stress: Underline the word or part of the word spoken with stress.

29. He said, “Get real. Reality is knocking.”

30. It’s nothing personal, but your personality is strange.
31. Equality is our goal, for all men are created equal.

Short Sentence or Phrasal Stress: Underline the word or words spoken with stress.

32.
34.

36.

Close the door
Who did it?
It’s cold and wet.

33. He told me.

35. Try to call me.
37. What was his name?

Sentence-ending Intonation: Underline the sentences spoken with appropriate stress. If
not spoken correctly, do not check it.

38. Mike said, “Hey Tom, watch out! That’s a red light!” Tom replied, “Oh, really? I wasn’t
watching.” Mike answers, “Be more careful next time. Oh, that beeping light, it’s a patrol

car!” Tom responds, “Oh, my God! Is it the police?”

Rhythm: Underline the word or part of the word that has almost no stress.

39.

140

Four flyun’ flies spied fryun’ rice.

KOTESOL Proceebings PAC2 (THE SEconp Pan Asian CoNFERENCE, 1999, Seoul)



Appendix G
Assessment Sheet

\oice Code:

Date A ssessed:

Blendsand Vowe Shifts:

1. I'mdriving to Seoul

2. I'mtransferring them.

3.1 candothat.

4. Can| go now?

5. Youknow?

6. Do you know?

7. Canyou help me?

8.1 needanickel.

9. Shebought aball.

10. Hedrank abeer.

11. You want whiskey or beer?

12. Wait for me

13. Wait for aminute.

14. 1 like salt and pepper.

15. 1 likeboysand girls.

16. He'safriend and neighbor.

17. Youand1?

18. Pour milk into abowl.

19. That'skind of cute.

20. It'stotheleft.

21. 1 want to befree.

22. Couldyougo?

23. Won't youwait?

24. Don't you agree?

25. Would you please step aside?

26.Didyoudoit?

27. Areyou O.K.?

28. Wintersarecold here.

Word Stress:

29. photographer/photography

30. pulid/publicity

31. minority/minor

Sentenceand/or Phrasal Stress:

32. Comeand look.

33.1 think so.

34. Who saw them?

35. Canyou hear me?

36. Thebusislate.

37. Wheredoyou live?

Sentence Ending I ntonation:

38. ToNew York? Today? Now?

39. Rhythm: Jack and Jill
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ArPENDIX H
BACKGROUND INFORMATION

Class code:
Student number:

Instructions: Please circle the appropriate responses or fill in the blank.

1. Sex: Male / Female

2. Age years old
3. Have you ever received English speaking or listening instructions at school?
Yes / No
a. From a native English speaking instructor?
How many months? months.
b. How many hours per week? hours.

4. Have you ever received English speaking or listening instructions at a language school?
Yes / No
a. From a native English speaking instructor?
How Many months? months.
b. From a non-native English speaking instructor?
How many months? months.
How many hours per week? hours.

5. Have you ever received English speaking or listening instructions from a private tutor?

Yes / No
a. From a native English speaking instructor?
How many months? months.
How many hours per week? hours.
b.. From a non-native English speaking instructor?
How many months? months.
How many hours per week? hours.

6. How often (estimated hours per month) have you listened to / watched English?
Never 1-2 3-5 6-10 10 or more

a. TV 1 2 3 4 5
b. Radio 1 2 3 4 5
c. Tapes 1 2 3 4 5
d. Videos 1 2 3 4 5
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7. In your own honest opinion, how motivated are you in learning English?
Very motivated So-so Not at all motivated
1 2 3 4 5

8. In your own honest opinion, how frequently do you practice to improve your English
pronunciation?

Very often Sometimes Not at all
1 2 3 4 5
9. In your own honest opinion, how good is your own English pronunciation?
Very well So-so Not good
1 2 3 4 5

10. In your own honest opinion, how well do you understand vernacular or every day
English as it is spoken in America?

Very well So-so Not good
1 2 3 4 5

11. In your own honest opinion, how frequently do you practice to improve your listening
skills in English?

Very often Sometimes Not at all
1 2 3 4 5
12. Have you ever traveled abroad to an English-speaking country? Yes / No.

How many months? months.

The main body of this questionnaire was provided by David Kim and Douglas Margolis
as part of a 1999 presentation, except for numbers 10 and 11, which are the author’ s inclusions.
Kim and Margolis’ paper, Teaching English Pronunciation to Koreans: Testing and Course
Design, was presented at the 2™ Pan Asian Conference in Seoul, Korea, October 2-5, 1999.
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ExplorationsThrough Video

JANE HOELKER
Seoul National University

SUCHADA NIMMANNIT
Chulalongkorn University

IAN NAKAMURA
Hiroshima Kokusai Gakuen

ABSTRACT

Video isan efficient, effective and even powerful medium for research and devel opment in the Pan-
Asian context. Video can be used to further research, development and assessment, as well as to
surmount geographic hurdles and financial limits.

In Thailand and in Japan, two researchers show video examples of their students talking about
common interest topicssuch as school lifeand careersto their respective classes. Then, the presenters
discuss what teachers can learn by asking students to describe what they notice in their video
performances. Through the video recordings, Thai and Japanese students gain appreciation of their
common learning experiences.

InKoreain 1997 every graduate from the English Education Department of Pusan National University
had studied in an English-speaking country. |IMF-era austerity measures terminated study
opportunitiesabroad in 1998. A video courseis designed to provide studentswith agenuinelanguage
learning and cross-cultural experience. On adeep level, students experiment with and explore their
personal and cultural territory. Through thisexploration of self, EFL students partake of the essential
offering of a cross-cultural experience.

This paper examinestwo video-based projects: (a) acollaborative action research project of a Japan-
based teacher and a Thai-based university teacher exploring through video student resistance, and
even inability, to speak English despite extensive knowledge of the language; and (b) a cross-
cultural course designed to surmount limitations on the experiences of student travel due to IMF-
era financial austerity in Korea
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THE NoN-vERBAL BEHAVIOR OF THAI AND JAPANESE WHEN GIVING | MPROMPTU SPEECHES

Whether from the East or from the West, language teachers are familiar with the
famous sayings*“ Silenceisgolden” and“ A single pictureisworth athousand words.”
These two ideas |ay the foundation for a discussion on using video to examine Thai
and Japanese student non-verbal behavior when giving impromptu speeches. As part
of their ongoing classroom-based research into developing new ways to help EFL
studentsin Asiabecome better speakers, Nakamuraand Nimmannit collect and analyze
videotape data on non-verbal behavior. They discuss what students do non-verbally
when expressing their ideas, feelings, and opinionsorally in the classroom.

Oneof the biggest frustrationsfor enthusiastic and well-intentioned teacherswho
want to improve their teaching and the learning of oral communication skillsin their
students is the lack of initiative and language production expressed by students. In
other words, students hesitate to speak in English, or in some cases simply remain
silent. Why are Asian EFL students so hesitant to speak out in English? Nakamura
and Nimmannit believe that some answers can be found by observing and interpreting
student non-verbal behavior. Students both in Thailand and Japan have the reputation
of being passivelearners. Therefore, examining not only what they say, but also what
they do may unlock new doors of information for teachers in both countries.

Silenceis Golden: Under standing the Context

Thailand and Japan share some cultural characteristics that challenge those who
want to speak out asindividualsin English. The sentence” Silenceisgolden” expresses
avauehighly respected in thesetwo Asian countries. Morrison, Conway and Borden
(1994) state that, “... Thais are non-assertive, as well as being very conscious of the
feelings of others.... (and) A benevolent superior and arespectful inferior isthe Thai
ideal” (p. 383). Inasimilar vein, they continue, “ The Japanese have very high anxiety
about life because of the need to save face. There are constant pressuresto conform”
(p. 204).

Ontheother hand, Fieg (1989) contrasts how Americansand Thaisexpressemotion
and identifies a fundamental cultural value behind the style. According to him,
Americansare generally more assertive and concerned with their individualism, while
Thais are more nonassertive in manner dueto aneed to keep emotions under control.
“Thedirect, forceful American style stands out in sharp contrast to the subtle, indirect
pattern in Thailand” (p. 41). A comparison of Japanese and American styles also
reveals fundamental differences. Yamada (1997) contrasts the two communication
modes by using words such as explicit messages, independent, speak up for him-
or herself to describe the American style. In contrast to the American manner, the
Japanese styleisexpressed by implicit messages, being i nterdependent, talking about
shared experiences. She concludes, “The key difference between American and
Japanese communication isfound in the delivery and interpretation of these explicit
and implicit messages’ (pp. 3-4).
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If we believe that language and culture should not or can not be separated, then
teachers must be aware that students are adopting new cultural values, at least
momentarily, when using aforeign language, and that they expressthese new cultural
valuesthrough actions. Therefore, Nakamuraand Nimmannit see student non-verbal
actionsasan essential part of the delivery of their message. Furthermore, interpreting
these actions will increase teacher understanding of what students are experiencing
when they speak publicly in English. With this heightened awareness and deeper
understanding, teachers will be better able to help students improve their speaking
skills.

A PictureisWorth a Thousand Words: Video Usein Classroom Research

The second saying, “A single picture is worth a thousand words,” emphasizes
that the observation and analyze of an event are greatly facilitated by the use of video.
Leovan Lier (1988) explainsthisadvantage by saying that no observation can betruly
objective, nor theory-free; however, arecording can mediate between the selectivity
and subjectivity inherent in all on-the-spot observing and the demand for detachment.

There are further benefits to using video when studying non-verbal actions.
According to Curtis and Cheng (1998), over 60% of information communicated is
transmitted non-verbally. The ability of video to capture asudden gesture, aglance, a
look on aface, or other paralinguistic elementsis unparalleled. Even awell-trained
eye may miss what a video can capture. So, despite the frequently mentioned
disadvantages of video usein the classroom, such asincreased tension on the part of
students, the occasionally limited sound quality, and chance technical difficulties, video
has proven to be a most valuable tool for data collection.

In addition, video recordings can be repeatedly viewed. Teachers can pause at a
singleframefor study and rewind at will to achosen scene. Most importantly, videos
are portable and can be exchanged easily with other teachersfor research or professiona
development purposesin any global location.

TheAction Research Plan

Initially, the action research plan included paying attention to thelinguistic features
of student performances such as pronunciation, vocabulary, and sentence structure;
however, after repeated viewings, both teacher researchers noticed that student non-
verbal actionshad astory totell. They discovered that both Thai and Japanese students
were generally not aware of their body language while giving impromptu speeches of
what they could do for their country. Thus, the focus question is adjusted to reflect
the need to ook systematically and specifically at the non-verbal actionswithin each
culture and then across cultures. In Nakamura's previous study on Japanese students
non-verbal responses (1986), he identified three typical actions; touch face or hair,
look away, and hand movement. In Nimmannit’s (1999) more recent study of Thal
student non-verbal language, three categories (facial expressions, eye contact, and
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hand/body movement) were mentioned. In thisstudy thesefour general categoriesare
analyzed, along with holistic and other observations. These preliminary findingsoffer
areasfor futureinvestigation.

Thebasic framework for the research plan isbased on the five-step processwhich
guides the reader through various action research case studies presented in Richards
and Lockhart (1994): Initial Reflection, Planning, Action, Observation, Reflection.
However, Nakamuraadapted the plan, asillustrated by Table 1 below, to the Tha and
Japanese context and concerns.

TaBLE 1: AcTioN RESEARCH PLAN UseD BY NAKAMURA AND NIMMANNIT

A. Focus What arethe similaritiesand differences between the non-verbal

Question behavior of Tha and Japanese studentswhen giving impromptu
speeches?

B. Data A video sampleof five Thai and five Japanese university students

giving an impromptu speech about how they can help their
country was viewed by the teacher researchers.

C. Anadysis Student non-verbal actionswere noted and tallied in three main
categories; facial expression, hand and body movement and
eyecontact. Additional detailsobserved wereincluded. A
profile of typical behaviorswill be suggested.

D. Reflection What was|earned?

Data and Results

Sub-categories were added to the four categories mentioned and were based on
repeated viewings of the videotapes. Below is the viewing guide sheet used by the
teacher researchers to observe and to make sense of student non-verbal language.
Though the sampling was small, emerging patterns such as hand placement and
movement, body posture and movement, and eye contact and movement arerevealed,
which may later be pursued in alarge-scale study.

Some additional observationswere noted: Thai studentstend to end their speeches
with a smile, while Japanese students usually bow or nod. Both groups of students
smile when they did not know what to say, and both rarely use hand gestures. All of
the Japanese students had very active eye movement such aslooking up, rolling eyes,
blinking rapidly, and closing their eyes. Thai students made eye movementsoccasionaly,
but generally kept their eyes open and focused on the audience not only directly in
front, but also to the sides at an eye-to-eye level. They also opened their mouths
wider while speaking in what appeared to be a greater effort to enunciate words
clearly. Japanese students spoke slowly, but made sudden movements, while Thai
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TaBLE 2; ResuLTs oF VIDEO OBSERVATIONS BY NAKAMURA AND NIMMANNIT

Categories Subcatagories 5Tha Ss 5 Japanese Ss
Facial expression Agitated 1 1
Serious 1 2
Cam 2 1
Tense 1 2

Body posture & movement

Stationary 3 4

Sway/dlight 2 1

Agitated 1 1
Hands

Clasped behind back 4 2

Hands on side of podium 2 4
Eye contact

Straight level 4 1

Straight up/down 1 3

Totheleft/right 1 2

students spoke quickly, but made more deliberate movements. Again, these preliminary
remarks suggest various aspects of non-verbal language for further study.

A pleasantly surprising result of showing thevideo of their peersto the studentsis
noted by Nimmannit (1999). Students not only watched the video of the Japanese
students giving speeches with much interest but also with afeeling of closeness and
even friendship for their peersin Japan. Nakamurawitnessed the same reaction among
his students in Japan, when they watched the Thai students.

Conclusion

In conclusion, the findings of this classroom-based research reveal that when the
sound of the videotaped speech is turned off and the focus is on what is being
communicated non-verbally, thereisawhol e new spectrum of communication strategies

for teacher researchers to explore, understand, and consider. If it is true that a
significant amount of our conversations are being perceived non-verbally, then teachers
need to account for this fact in the way they teach. Nakamura feels that the most
accomplished Thai and Japanese speakers share one common trait. They use their
facesto catch people's attention, to keep it, and to let the audience know when they
were stressing a point. A Thai student raises her eyebrows, widens her smile, and
casts her eyes dlightly down. The Japanese student opens her eyeswider, smiles, tilts
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her head dlightly. Both of them are able to coordinate these actions with appropriate
intonation, stress, and pausesin their speaking. Their impressive performancesprovide
teacherswith examples of how non-verbal behavior can enhance oral communication.

Video hasproven to beaninvauabletool for exploring student non-verbal behavior
in Thailand and Japan. The use of video for classroom based research by teacher
researchersisideally suited for suchissuesasnon-verbal communication. EFL students
in Asiaoften hesitate to speak out, whilethelr native English teachers place particular
emphasis on the spoken form of communication. Video allows teachers and students
to heighten their awareness of how much is being communicated without words.
Non-verbal behaviors are among the hardest to make learners aware of, yet we know
their significance for communication, especially cross-culturaly (Candlin, 1990).

AsNakamuraand Nimmannit stated under the heading above, Understanding the
Context, language and culture cannot and should not be separated. Therefore, teachers
must be aware that students are adopting and expressing new cultural values, at least
momentarily, when using aforeignlanguage. Hoelker describesacross-cultural course
that offers students the opportunity to explore and express new cultural valuesin a
course on writing and filming arole play.

A CRross-CULTURAL EXPERIENCE THROUGH VIDEO

In 1997 every graduate (130) from the English Education Department of Pusan
National University had studied for an extended period of timein an English-speaking
country prior to graduation. |MF-eraausterity measures terminated study opportunities
abroad in 1998, greatly discouraging students. A 36-hour, 12-week video course has
been designed and wasfirst offered in the autumn of 1998 to provide studentswith a
genuine language learning and cross-cultural experience. (The success of the course
prompted Hoelker to offer it againin 1999 in the winter at Pusan National University
and in the spring at Seoul National University.) In the course, studentswrite, act out,
videotape, view and assess athree-act film script on astudent-selected cross-cultural
issue. A total of 15 students from the English Education Department and other
departments registered for the course.

CourseDescription

During the two-week orientation, students practice cross-cultural skills such as
recogni zing and responding to stereotypic comments. They write short dial ogues|oaded
with a stereotype, and then refute it by transforming the stereotype, based on a
judgmental observation of the other’ svalues or feelings, into ageneralization based
on an objective observation of the other’ sactions. One example of arefuted stereotypic
statement follows.
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Linda Isit true that Germans like to drink alot of beer?

Jenny: Where did you hear that?

Linda My neighbor told me. Shelived in Germany for ayear.

Jenny: It istruethat Germansliketo drink beer because the price of water
is higher than that of beer. However, | read in the newspaper that
German peoplearevery careful about their health. Nowadays, they
do not want to drink beer instead of water.

Next, by integrating this skill into writing film scripts during the remaining ten
weeks of class, students deal with, and hopefully remove, ambiguities in their
understanding of culture. Through a discussion of the story, “Alligator River” (in
Levine& Adelman, 1993) and the val ues each character represents, students have an
opportunity to probe and recognize their personal cultural assumptions.

Thetext, Beyond Language: Cross-cultural Communication (Levine& Adelman,
1993), is used as a resource with each small group of three students choosing one
chapter to study in depth through discussion and written assignments. The chapters
availablefor selection by the groupsinclude:

Cross-cultural Contact with Americans

Cross-cultural Conflict and Adjustment

Verbal Communication: The Way People Speak
Nonverbal Communication: Speaking Without Words
Relationships. Friendsand Acquaintances

Family: Typesand Traditions

Education: Valuesand Expectations

Work: Practice and Attitudes

N A~WNE

Each group then familiarizes their classmates with the main ideas through short,
oral presentations. Next, they select a theme that illustrates the chapter topic and
upon which they base their three-act drama. Examples of some plots include:
international marriage; Korean baby sleeps aone or with mom and dad in the US;
privacy, friendship and questions that are too personal; and working Korean wifein
the US wants husband to share household chores.

A Genuine Language L ear ning Experience

The course project clearly motivates the students. In addition to the 36 hours of
class time over 12 weeks dedicated to the project, students testify that they spend
between 25 and 36 hours over weekends editing and filming the video. Most of the
writing is done in class, often in consultation with the teacher or the other groups.
One group, for instance, is so motivated after viewing a peer-group video that they
rewrite one entire act, working under a tight schedule to meet their presentation
deadline. They internalize deeper criteria from the viewing experience, and are no
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longer satisfied with their initial attempt. In their second production, the students
varied the setting more frequently and used more complex structuresin the language
as well as more specific vocabulary. These changes allowed for more complex
characterization to develop as well as a more intricate plot. As Di Pietro (1987)
suggests, the motivational value of self-generated discourse for students is evident
when compared to discourse that is contrived by the teacher.

Student production reveals that valuable language learning takes place. For
example, in preparing the script, students integrate the four skills: They explain the
plot and character development to peers; write the script; proofread the script; and
listen to thevideo while editing it. Thisproject grants considerabl e autonomy to students
as they write their own script, which results in student exploration of a variety of
language structures such as turn-taking strategies, topic behavior, appropriate styles
of speaking, conversational syntax, and conversational routines (Richards,1990). As
Cathcart (1994) states, students tend to use a wider variety of communicative acts
and syntactic structures in student-controlled discourse than they do in teacher-
controlled discourse. Teacher-controlled discourse is much more limited and
characterized by single-word utterances, short phrases and formulaic chunks.

Students also practice integrating the four skills into their interaction with and
reaction to people from other cultures. Practicing thisintegration guaranteesthat the
message received resembles the message sent and that the statement is free of any
inadvertent cultural biasor confusion. Communicationisnot just delivering information,
but delivering it so that it is understood by the listener as it was intended to be
understood by the speaker. As students work together on the video project to write
lines that express a clear message for the characters to speak, they experiment with
and find the message that communicates across the cultural boundaries. They must
exercisetheir powersof observation of foreignersencountered intheir current or past
life (cross-cultural friends, teachers, touristsin shops, charactersin moviesoron TV,
etc.) to judge which message communicates clearly. They must be flexible and
experiment with anew messsage if the first does not ring true. And they must persist
in this flexibility. The reward for this hard work is great. As students became more
skilled at the cross-cultural skills of observing, persisting, yet being flexible when
appropriate (Barnlund, 1989), they feel more at home engaging in communication
actsin different cultures, and at the same time devel op more curiosity about different
cultures.

Exploration of Personal and Cultural Territory

On a deep level asillustrated by Clara's comments discussed below, students
experiment with and explore their personal and cultural territory, while they define
their character and permit their character actions and speech with which the students
are comfortable. The students choose what they are ready to deal with and at what
depth through the experience offered by writing, filming and viewing aroleplay ona
cross-cultural theme. Ethics demand that the teacher grant student autonomy during
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this process because students are wrestling with their personal and cultural foundations.
Respect for the compl exity of this process requires that journal writing be schedul ed
into the course. Language |earners need the support of disciplined reflection as they
negotiate and construct social identities. Theoretical concepts are becoming part of
the students’ personal constructswhilethey are being experienced meaningfully ona
subjective, emotional level. In oneclass, several students had beentold by their cross-
cultural friends that Koreans often get personal quickly and that westerners can get
annoyed at this. An entry in theauthor’ steaching journal discusseshow these students
reenacted this shared experience.

Clara’'sgroup was discussing how Poki, the K orean character, could approach
Clara, the Canadian, and ask her too many personal questionslike, “How much
does your car cost?’ One student said, “Clara gets angry.” Clara said, “No,
not angry, but confused.” Clarathen turned to me and said she had something
personal to talk about. She said, “Being inthisclassmakesmefeel likewhen |
wasin the Saesen International School in Nakamachi 4-chome near Shibuyain
Tokyo. Teachers and students were al nationalities. | felt all mixed up. No,
yes, al mixed up. Being in this class makesmefeel likethat, all mixed up.”

Clara’s own identity must be comfortable with the dramatic character’ sidentity
and actions, and her own identity negotiates and moderates what she permits the
dramatic character to say and do. Clara states that through writing the cross-cultural
dramawith her group sheisexperiencing again the emotionsthat shefelt whenliving
inanother culture. Thisillustratesthat every timelanguage |earners speak they are not
just exchanging information, but they are constantly organizing and reorganizing a
sense of who they areand how they relateto the socia world (Norton, 1997). Reflection
provides a bridge between these experiences, emotions, and theoretical
conceptualizations (Kohonen, 1999).

For instance, the husband-wife rel ationship established between themaleand femae
students producing the film on international marriage spills over into their rea life.
Thefemale student complainsto methat immy isacting like ahusband and telling her
how to wear her hair and what clothes to wear. In the film, the character of the
western wife comes to realize the demands put upon her Korean husband by his job
and develops empathy for him when she herself enters the workforce during their
marital separation. Shesays, “1 amlatejust like Jimmy used to be.” Thecouplelearn
to compromisethrough the process of writing their two breakfast scenes. The breakfast
scene which opens Act Two hasthe disgruntled husband complaining about thewife's
choiceof bread for breakfast, asheleavesfor work on an empty stomach. The breakfast
scenein thefinal act hasthe pregnant wife happily eating the Korean-style breakfast
prepared by her smiling Korean husband, the untraditional cook, as she says, “A
Korean breakfast is much better than bread in the morning.”
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Thus, it can be argued that an investment in thetarget languageisal so aninvestment
inthe learner’ sown social identity which changes over time. Moreover, as students
negotiatetheir placein anew social order, they might even find themsel ves challenging
it or their natal social order, while they make meaning through the language activities
they are engaged in. One student writes thisinsight in her journal, “Foreign friends
make you discover anew part of yourself that was hidden when you were only inyour
own culture.” Another writes, “| have not thought seriously why | wear white clothes
and cry loudly when aperson dies. It'sagood opportunity to think over even Korean
culture.” Through thiscomplex experience, they may also recognize similarities. The
class reads proverbs from severa cultures about friendship, including the English
proverb, “Birds of a feather flock together.” Students compare it to the Korean
proverb, “Kiri kiri moinda,” which trand ates as* People with likenessestend to gather
together.” One student writes,

| discovered that people in different countries could have (the) some ideas
about atopic, like friendship. For example, Korea and the U.S. have similar
proverbs about friendship. And thismeansthat we may have the possibility of
understanding each other.

Finally, students view the videos in the large class group and assess the films
through an objectiveinstrument, based on 10 items, each receiving 10 points (designed
by the studentsin class). They also receive subjective feedback, one positive comment
and one suggesting an area for improvement. (See Appendix A.) The performance
assessment, completed by class members, the teacher, and the students being viewed,
ratesthe students on how well they accomplish real-life, authentic taskswhich require
using the combined four skills. The principle advantage of performance assessments
is that since they are based on performance objectives, they come close to eliciting
authentic communication. They also provide more valid (a) measures of students
abilitiesto respond to real-lifelanguage tasks, (b) estimates of students’ truelanguage
abilitiesthan traditional standardized multiple-choice assessments, and (c) predictions
of students' future performancesin real-life language situations (Brown & Hudson,
1998).

Conclusion

Watching and assessing the video together affords the performer and the viewers
a common forum of experience on the cross-cultural theme being treated. It first
enablesthe performer to detach (after having beenimmersed through their performance
in the drama) and objectively view their cultural and language performance. At the
same time, viewers are drawn through the video into the subjective state of the
performer and share that experience. Hopefully, through this assessment process,
students attain the sophisticated skill that Hall (1976) describes as separating their
perception of self from the cultural extensions of self that they create in response to
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the pressures of adapting to another culture. Hence, through this exploration of self,
EFL students partake of the essential offering of across-cultural experience. Withthis
hei ghtened awareness of the response of their personal humanity to the cross-cultural
challenges of today’ s shrinking world, hopefully studentswill participatelessfearfully
and hesitantly, and more confidently and authentically in tomorrow’s dialogue.
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APPENDIX A

Speaker name/number Peer critic name/number
YOUR CROSS-CULTURAL FILM F D C B A
1. Correct English 2 4 6 8 10
2. Redlistic characters 2 4 6 8 10
3. Believablediaogue 2 4 6 8 10
4. Appropriate costumes 2 4 6 8 10
5. Interesting and varied 2 4 6 8 10

setting/scenes
6. Actingisasgood as 2 4 6 8 10

Broadway in New York City
7. Redlisticpacing 2 4 6 8 10
8. Accurate sound effects 2 4 6 8 10
9. Artistic camerawork 2 4 6 8 10
10. Accuratetiming: 2 4 6 8 10

3 actsin 20-25 minutes

WHAT DID THE ACTOR DO WELL?
WHAT DID YOU LIKE?

WHAT COULD THE ACTOR DO
BETTER NEXT TIME?
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ABSTRACT

This paper discusses a one-week Cross-Cultural Experience Program, the pre-departure orientation
sessions, and the post-return presentati ons devel oped by Matsuyama Shinonome College, Matsuyama,
Japan, in conjunction with Pitzer College, Claremont, California. The god of the program is two-
fold: to improve the students’ English, and to enable them to enjoy awhole person experience. The
comprehensive pre-departure orientation prepares the students for the week overseas and provides
them with afoundation of support asthey develop adeeper understanding of themselvesin relaion
to the world at large.

INTRODUCTION TO | TJ

This paper discusses the one-week Cross-Cultural Experience Program (1bunka
Taiken Jisshd, or “ITJ for short) that was developed by Matsuyama Shinonome
College, Japan, in conjunction with Pitzer College, Claremont, California, partially in
responseto the demographicsin Japanese society and the resulting declinein enrollment
in Japanese universities. Asaresult of the declining birth rate, the eighteen-year-old
population in Japan has decreased drastically from 2,050,000 in 1992 to 1,500,000in
1999. Therefore, the number of applicants for colleges and universities has
correspondingly decreased. In addition, since 1987 there have been many new colleges
and universities (mainly private) founded, often without devel oping amarketing plan
for student recruitment. Asaresult, there are now about six hundred national, public
and private colleges and universities in Japan. The above two factors (a decreasing
student popul ation and an increasing number of schools) have decreased so significantly
the ratio of students per colleges that admission to most colleges and universitiesis
much easier than it was afew years ago. According to estimates by the Ministry of
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Education, fifty to sixty percent of eighteen-year-olds will matriculate at a tertiary
institution by the year 2009, and all applicantswill be accepted. Thus, many colleges
and universities will suffer from a shortage of students and bankruptcy might well
threaten many.

Asaresult of lowered entrance standards to universities, there has been a sharp
decline in the academic ability of college students. In order to maintain their student
popul ations, some senior high schools are accepting students who would have been
rejected previously and they are allowing these poorer students to pass through the
system andinto auniversity. Asaresult, the academic level of many of today’s college
freshmen falls far below the standard level for high school graduates of just a few
years ago. Unfortunately, the generally low academic profile of the students at
M atsuyama Shinonome Collegeillustratesthistrend. Also, many of the students have
had very negative experiencesin their junior or senior high school English classesand
didikethesubject intensely. Therefore, thestaff at M SC isfaced with thedual challenge
of attracting new studentsto the English Department and keeping them in school for
thefour yearsof their collegelife, while hel ping them overcometheir dislike of study.

A third major problem facing Japanese colleges today is student apathy. Many
students are entering college simply because they have not defined their lifegoal's, and
they do not want to enter the job market yet. As aresult, an increasing number of
students at M SC are unable to adjust to university life. Because of their apathy, they
lack interests and hobbies; they even have difficulty making friends.

Finally, there are a'so anumber of students at Shinonome who failed to enter the
collegeof their first choice. These studentsare disappointed in themsal ves and depressed
about their collegelife. Itisimportant to givethese studentsimmediate moral support
because they are in danger of dropping out of school.

In responseto these challenges of devel oping motivation and asense of affiliation
to Matsuyama Shinonome College in the students, the Cross-Cultural Experience
Program (1TJ) was developed. Although limited, funds are available for a one-week
program. Thus, because the time dedicated to the program is restricted to one week,
thefocusisnot exclusively on languagelearning, but on offering the studentsawhole
person experience within which they can improve their English. The students are
exposed to another culture and through that experiencelearn to understand themselves
better and to devel op lasting relationships with each other. In addition, stronger ties
between the students and faculty working in the program are established as a direct
result of theindividualized attention from the staff given to each student. Pitzer College
in Claremont, California, was selected as theideal site to host this program because
Pitzer isaflexibleinstitution, opento new ideas. Moreover, Claremont, whilelocated
inthe greater Los Angeles areaand only a short driving distance from many exciting
sightseeing spots, maintainsasmall town atmosphere where our students canfeel safe
and protected while conducting their research.

<@section:>Pitzer College— The Host Institution
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Matsuyama Shinonome College has had a three-week summer study abroad
programwith Pitzer for several years. Yet, theideaof aone-week study abroad program
for freshmen raises aquestion: How could aone-week intercultural experience have
an impact on students’ language development, knowledge of the new culture, and
development of intercultural communication skills? After much discussion, aprogram
was created that would challenge the students to re-imagine themselves as scholars
and thinkers; that would providealot of interaction with American students, teachers,
and community members; and that would be highly supportive of the students and
carry littlerisk of failure. The program is centered around an ethnographic research
project that isbeing carried out in teams of four Shinonome students with the help of
American students. Areasin which students can easily and safely do research on foot
inasmall college town like Claremont are proposed.

Students begin by developing a main research question along with supporting
interview questions and observation activities in their first semester at Matsuyama
Shinonome. Inthe meantime, Pitzer hires American student research guidesand trains
themin how to work with very limited English speakers and how to keep the research
on schedule over the short timeframe of five days. The research from Claremont is
taken back to Japan, where students prepare posters and oral presentations later in
thefall semester to sharetheir research with thewider college community. Theresults
areinspiring. Not only do the studentslearn to stretch their vocabulary and question-
making skills, but they also demonstrate more confidence, a desire to extend their
Englishlearning, and afeeling of being empowered by their accomplishments.

REsEARCH PROJECT SCHEDULE

Day 1

» Explaintheinterviews.

* Interview research guides and take notes (round-robin format).
Discussinterview findings.

Explain the ethnographi c observation (2 parts: observation & materialscollection).
Decide site for ethnographic observation (within walking distance of the college).
Plan what to observe.

List materialsto collect that will enhance poster.

Day 2

* Visit observation siteswith research guide. The guides help students make
observations and get them safely back to campus.

Take notes.

Collect materials.

Report back to class.

Homework: Continue to collect materials.
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RESEARCH PROJECT SCHEDULE (CONT.)

Day 3

* Discussfindings at ethnographic site.

» Diagram poster.

Decideif you need to return to the research site or another location to gather

materials.

Write up findings (according to templates provided).

» Homework: Complete anything not done or anything that needs to be redone —
ethnographic observations, interviews, materials collection, etc.

Day 4

» Write up findings (according to templates provided).

* Practice giving the findings as a speech to the research guide.

» Submit copies of the poster diagrams and final written reportsto program
coordinator.

* Incorporate findings into grade.

Post-program work:
» Takewritten material back to Matsuyama for evaluation.
» Complete posters and give speech after returning to Matsuyama.
» MSC does additional evaluation and averagesit into the grades.
(Kadota, et al., 1999)

Theresearch project, of course, isonly one component of the program in Claremont.
Each day students spend severa hours with an experienced teacher of English as a
Second Language; they eat lunchin groups of four with an American student discussion
leader; and they participatein awide range of excursionsincluding, the Getty Museum,
Universal Studios, and the second-largest shopping mall in America.

Although a home-stay component was originally considered for the program, it
was decided to accommodate the students in a hotel within walking distance of the
Coallege. Thisliving arrangement allows studentstimeto focuson their research, class,
discussions, and travel experiences without the added stress of adjusting to a host
family within the short, one-week program. One of the goals of the program is the
building of friendship groupsand feelings of solidarity among thefirst-year students.
Thehotel providesthe studentswith an environment for debriefing, sharing information
and experiences, and bonding with one another.

It can be argued that even this short, one-week program will inspire studentsto be
more active learners and critical thinkers. From their ssmple research topics and
observations — which show them, for example, local American families purchase an
average of six different shampoosfor their familiesfrom among 300 brandsavailable
in the supermarket — it is hoped that they will begin to question and engage larger
issues of society and their roles in society, such as what issues of consumerism,
capitalism, race, class, and gender underlie such astatistic. The next challengewill be
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to redesign the research project so that the students begin to generate such questions
even before they |eave Claremont.

It is hoped that their experience in the program leads the students to understand
that intercultural education does not necessarily mean banking alot of informationin
their heads about numerous cultures or learning avariety of different languages. But,
that it isan education that devel ops an understanding of those cross-culture experiences
and a set of skills and traits, both cognitive and affective. Within the context of a
liberal arts education and within the context of an intercultural education, the hardest
learning isthat which moves away from just receiving knowledge to generating such
knowledge. To achieve this, the students must first see and then reflect critically on
what isseen. Then, they must develop an understanding of self inrelation to what is
seen, and then recognize their responsibility as free and educated citizens to act on
what was learned for the betterment of society. This is the goa of the one-week
program that begins in April in Matsuyama, continues in Claremont in September,
and finds a capstone moment back in Matsuyamain the fall.

THE ORIENTATION PROCESS

The program requires a great deal of interaction between Shinonome students
and members of the Claremont community. However, the students’ English ability,
eventheir listening ability, isvery low when they enter collegein April. In spite of the
fact that they have studied English asacompul sory subject in secondary school for six
years, many of them are unable to complete an entire sentence in English unaided.
However, they are capable of rising to the tasks given them for their ethnographic
research. Many of them are quite talented and artistic, but have simply never been
encouraged to channel their talent in academic ways. Junior and senior high school
teachersin Japan are not well known for encouraging creativity, and studentswho are
unable or unwilling to keep up with the strict school regime are often labeled failures.
They are seldom given a second chance to prove to themselves or to others that they
can succeed. Many have never learned to recognize their own abilities because they
have repeatedly been told that they have none.

The comprehensive pre-departure orientation consists of ten 90-minute orientation
sessions, which focus on the mechanics of the actual travel, personal safety, and
preparing the studentsfor their research projects. Through this process, every aspect
of the program becomes a language lesson. Students might not understand all the
vocabulary they are given, but because of the holistic approach to authentic language
use, they have very strong motivation to try and figure out language and vocabulary
independently.
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I'TJ ORIENTATION SCHEDULE

First Session: 1. Escort Faculty Introduction
4/14 2. Approval of Academic Credit
3. Confirmation of Registration
4. Passport Application
5. Payment of Fees
6. Travel Insurance
Second Session 1. Passports
4/28 2. Release Forms
3. Collect Insurance Applications
4. Research Group Selection
Third Session 1. Collect Release Forms
5/12 2. Collect Copies of Passports
3. Hedth Matters
4. Begin Thinking of a Roommate
5. Introduction to Research Project
6. Language Lesson: “We haveto fill out someforms.”
Names & Addresses, Arrival/Departure/Customs
Fourth Session 1. Confirmation of All Forms
5/26 2. Safety
3. Research Partner/Roommate & Confirmation of Groups
4. Research Topics, English Lesson, Possible Sites & Topics
5. Research Project Outline
6. Payment of Fees
Fifth Session 1. Research Guidance: Interview Questions
6/2 2. Emergency Contact Information
Sixth Session 1. Research Teams/Site/Topic Oral Presentation Style Sheet
6/23 2. Research Interview Questions
3. Introduction to the Getty Center
4. Shopping Language; American Money: Cashvs Traveler’ sChecks
Seventh Session
6/30 Placement Test
Eighth Session 1. Continue with Research Project
77 2. Hotel Rules and Responsibilities
3. Section Leader Selection
Ninth Session 1. Complete Research Project Questions
7/14 2. Information about the Claremont Schedule
3. What to Pack? How to Pack?
4, Quiz
Tenth Session 1. Prepare Landing Cards, etc.
2. Other
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Much of thefocusinitialy ison administrative details. Many students have never
travel ed abroad before, so they require help with their passports, travel insurance and
other required documents. At the sametime, students engagein ice breaker activities
and activitiesthat encourage the studentsto get to know each other better. For example,
every week students are chosen at random and introduce themselves to each other,
completewith handshakes and eye contact, in front of the class. By the end of amonth
all students are able to identify each other by name. By the time the group arrivesin
Los Angeles, the students know each other well enough to identify who is missing
from theroll call, atremendous help for the escort faculty.

The task of filling out all their application forms in English has an immediate
relevancy to the students that is not associated with a formal lesson. Additionaly,
students learn the language they need to deal with Customs and Immigration, or to
ask for directions back to Pitzer College, if lost. For instance, if the students need to
contact one of the Pitzer staff in an emergency, they might not immediately know the
meaning of the words Pressthe# symbol, but they can quickly figureit out and apply
the knowledge as needed.

Emergency Contact Instructions

Dial (909) 123-4567 from a push button phone.

Wait for a series of beeps.

Dial inyour phone number.

Pressthe “#” symbol.

Hang up immediately.

Wait by the phone. M will call you back as soon as possible.
(Kadota, et al., 1999)

oSk wphE

The rest of the orientation sessions focus on the ethnographic research that the
students will do when they arrive in Claremont. In order to help the students get a
grasp of the kind of research projects they will be doing, the escort faculty suggest
possible topics and sites for the research, as well as a sample outline to help them
develop their topic. Students then develop interview questions focused on the topic.

Thefollowing sampleillustrates some of the problemsfaced when students choose
atopic and devel op related questions. One group prepared asol e question, What kind
of do you have pets? The next attempt to develop the topic petsis still riddled with
grammatical errorssuch as. Do you like animal or Have you ever had anything pets?
While many students do develop interview questions, they do not understand that the
guestions should focus on one subject. For example, the topic About American
Teenager isfar too broad and the group cannot, at first, understand how to narrow it
down. The questions concern both teenagers and adults, are not connected to each
other and, thus, will not lead to research development. They begin with the general
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guestion, What are you interested in, and then jump to the topics of ‘handy’ phones,
travel, and driver’ slicenses. However, afew of the students are able to focus on and
develop asingle topic that serves as a successful example for their peers.

It isinteresting to note that the students who did the best job focusing on atopic
(nail salons) and developing questions to support it (for both customers and staff)
received the lowest scores on their I TJ placement tests. They were excited about the
possibility of researchingaUSnail salon and were ableto compose very good questions
independently.

Group 6. Topic: Nail Salons

(Questions for Shop Staff)

1. What kind of nail designsarefamousin LA?
2. How much does a manicure cost?

3. What type of woman comes here?

4. Do you need alicenseto work in anail salon?
(Questions for Students)

1. Haveyou ever beento anail salon?

2. How often do you go?

3. How much do you spend? or

4. Why don’t you go to anail salon?

Eventually, al students are able to choose a suitable research topic and suitable
interview questionsfor the citizens of Claremont.

Oneof thedangersinherent ininternational study programsisapost-return slump.
Despite progress made and goal s achieved, students might experience aloss of interest
in school when immersed once again in the familiar old routines (Capper, 1996). The
post-return oral presentations scheduled in the autumn semester provide the students
with ameansto share their findings with classmates and other faculty, and avoid the
slump. In addition, the booklet prepared to commemorate the trip is an enduring
record of which they can be proud.

In an effort to help prepare the students for their presentations, they receive a
style sheet; however, it isdesigned for only two speakers and the studentsworked in
groups of four. Therefore, they have to expand this format on their own in order to
find achance for everyone to speak.
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Oral Presentation Style Sheet:

Thefollowing form is offered as aformat you may want to use for your
oral presentation:

1. Introduceyourselves:

| am . lam
I am . lam
2. Our research topic was (State your topic here)

3. Our observation questionwas___(State your observation guestion here)

4. Weinterviewed _(State the number of peopleinterviewed) people
andasked them several questions.

—We found that

—We also learned that

—Another thing we discovered was that

5. From our observations and interviews, we think that:
— (State conclusion number 1)

— (State conclusion number 2)

6. Thank you.
(Kadota, et al., 1999)

Student volunteers emcee the five-minute oral presentations in English. Each
presentation is supported with visual material collected by the studentswhile abroad.
The colorful posters are very creative (artistically, as well as orthographically) and
provide afocus for the audience.
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I TJ QUESTIONNAIRE RESULTS & ANALYSIS

The questionnaire results show that the students are greatly satisfied with this
program. Even the students who are uncooperative and unwilling to attend classes
prior to departure or who have difficulties communicating with their new classmates
areabletorelax and talk freely with each other by the end of the program. Asaresult,
they develop good relationshipswith their classmates, are more cooperative, and are
eager to study.

After talking throughout the week in Claremont with their American discussion
leaders, each of whom havetheir own definite goalsand dreams, the students begin to
think more seriously about their own goals. In addition, the students begin attending
classes more regularly in October when the second semester begins. In their written
reportson their impressions of the cross-cultural experience, the studentswritevividly
about their dreams and educational goals. One report in particular stands out: The
student is able to gain a deeper understanding of what is meaningful in her own life
through learning about adifferent culture. Asaresult of the program, the studentsare
able to broaden their views, and explore and discover more of their own identities.

It may be argued that one of the most important reasonsfor the success of the I TJ
Program was the extensive counseling given to the students prior to departure, while
inClaremont, and after their return to Matsuyama. Before this program was established,
MSC had no safety net in placeto catch first-year or second-year students who were
in danger of dropping out of school. Many of the MSC faculty feel it is not their
responsibility to monitor student class attendance carefully and to question students
who do not attend class regularly. However, when students are absent from the I TJ
orientation sessions, they aretelephoned to find out why they were absent. Much time
is spent talking with them about their personal problems (family, boyfriends, eating
disorders, etc.) and they receive the necessary information from the class they missed.
The students discover that the staff really do care that they attend classes, and realize
that they are an important part of the Shinonome family.

CONCLUSION

Through their research, Shinonome students discover many differences between
the American and Japanese ways of life. They aso realize that their knowledge of
Americaisvery limited and often incorrect. One surprise is the general readiness of
peoplein Claremont, unlike peoplein Matsuyama, to say hello to anyoneand everyone
with a smile. Nearly everyone the students encounter on campus, at the hotel, or in
the village stores and restaurants greet them verbally and with kind expressions. An
additional surprisefor the studentsisthelack of knowledge Americans have of Japan.
As aresult, the students find that they not only have the opportunity to learn about
Americafrom their instructors, discussion leaders, and peers, but they also have the
chance to teach about Japan (Kadota, 1998). They find that the learning processisa
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two-way street. However, often the students are not able to explain about various
aspects of Japanese culturein their native language, let alonein English. Asaresult,
some students have been prompted upon their return to learn more about their own
culture to better prepare themselves for future cross-cultural interaction. It ishighly
rewarding for the accompanying faculty to witnessthe changein the students asthey
experiencethethrill of real communication in English for thefirst time.

Presented here is one possible outline to help students prepare for a short, cross-
cultural study-abroad program. The structure provided by the orientation meetingsis
indispensable in a course for academic credit. The participants need preparation for
their first experience flying, traveling abroad, and following passport regulations.
However, as important as the orientations are, it is important to remember that an
open mind, aspirit of curiosity, and a sense of humor are attributes that are likely to
assist the students more than any instruction provided. To sum up, the importance of
such aprogram liesin the actuality of new experiences.
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Needs Analyssof EFL Ligening by Taiwanese College
Students

HUEI-CHUN TENG
Yunlin National University of Science & Technology

ABSTRACT

The purpose of the present study is to investigate the EFL listening needs of college students in
Talwan. The study is designed to probe into the conversational and academic listening abilities
required by EFL college students. It also aimsto examine the differencesin listening needs between
effective and ineffective EFL listeners. Subjectsin the study were 296 freshman students from the
Yunlin National University of Science & Technology in Taiwan who completed a 51-item Likert-
scaled questionnaire on the needs assessment of EFL listening. Results of the study provided empirical
descriptionsof learners needsfor L2 listening and also offered anumber of implicationsfor teaching
EFL listening comprehension.

| NTRODUCTION

In recent years, with the emphasis on communicative competence in the field of
Second Language Acquisition (SLA), scholars and teachers have recognized the
importance of teaching listening comprehension in the second language classroom.
Richards (1983) indicated that assessing learner’ s needs were essential before
instructional activities could be selected or developed. Shien and Wu (1988) also
pointed out that understanding the learner’ s needs or expectations was the first and
most crucial step in starting any curriculum reform. Furthermore, though much work
on English for academic purposes (EAP) has been donein identifying literacy needs,
little attention has been paid thus far to describing listening requirements (Ferris &
Tagg, 1996a, 1996b). In Richards (1983), the assessment of learner needsfor listening
comprehension refers to procedures aimed at identifying the type of listening skills
the learner requires based on situations and purposes the listener will encounter.

The purpose of the present study is to investigate the EFL listening needs of
college students in Taiwan. The major research questions explored in the study are:
(1) What are the EFL conversational listening abilities required by college students?
(2) What are the EFL academic listening abilities required by college students? (3)
Aretheredifferencesin listening needs between effective and ineffective EFL listeners?
By providing empirical evidence, the present study seeks to contribute to our
understanding of the EFL listening needs of college students in Taiwan. Thus, the
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results of the current study may giveinstructors, students and publishers some useful
suggestions on EFL listening comprehension instruction.

LITERATURE REVIEW

From thereview of research literature, several studieswere found to berelated to
the needs analysis of EFL listening ability. Powers (1986) investigated the academic
demandsrelated to listening skills. He conducted asurvey to obtain faculty perceptions
of theimportance of variouslistening skillsand to determinetheir viewsof alternative
means of evaluating these skills. Results showed that the listening skills related to
lecture content were perceived to be moreimportant and the eval uation tasksinvolving
recall of details, and inference or deduction were judged more important than others.
It wasalso revea ed that test items stressed (1) vocabulary that was common in spoken
English, and (2) sound/intonation distinctions believed to be disproportionately more
difficult for non-native speakersthan native speakers.

In addition to this, a study on academic oral communication needs of EAP was
conducted by Ferris and Tagg (1996a). By surveying over 900 professors at four
ingtitutions, they examined theinstructors' expectationsfor the types of listening and
speaking tasks, their requirements of college and university students, and ways to
enabl e studentsto compl ete these classroom tasks successfully. Results demonstrated
that instructors' requirements of oral communication in classvaried across academic
disciplines, types of institutions, and class sizes. U. S. instructors' lecturing styles
were becoming lessformal and moreinteractive, and they thought that effectivelecture
note-taking for students was very important in their courses. This trend placed new
expectations upon the students. The research also pointed out that tasks such asin-
class debates, student-led discussions, and out-of-class assignments that required
interaction with native speakerswerefairly uncommon in any context.

In another study by Ferris and Tagg (1996b), they found that even though the
majority of ESL studentsare first-generation immigrants who havelived and goneto
school inthe U. S. for many years, these students till felt uncomfortable with small-
group discussions and graded group projects. It was al so found that ESL students had
difficultieswith asking and responding to questions, general listening comprehension
and class participation. Reasons for these difficulties were caused by linguistic
incompetency and differences between students’ native culture and American
educational culture. Their findings suggest that ESL students should be encouraged
and be given opportunities to interact with native speakers. Instructors may provide
real lecturesfrom avariety of speakersand cope with genre-specific vocabulary which
will be helpful for ESL students.

In Taiwan, many studentsare not familiar with listening to spoken English. When
they listen to native English speakers, they cannot comprehend what the speakers say.
Yan (1988) investigated why Taiwanese students have listening comprehension
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difficultiesand found that English learnerslack listening skillsand linguistic knowledge.
Yan chose studentsfrom Taiwan National Normal University as subjects. Theresults
showed that they lack the ability to distinguish stress and intonation, and do not have
rich phrase and genre-specific vocabularies. It was al so shown that lingui stic knowledge
of syntax, semantics and pragmatics was necessary for English listening needs.
Taiwanese college students should strengthen the above abilities to enhance their
listening comprehension.

Yao (1995) used questionnaires to analyze students' needs for listening courses
and the factors which affect their listening comprehension. The subjects were from
Chung Hsing National University. She found that the speaker’ s speed, accent, and
vocabulary, aswell asthelistener’ s background knowledge and interest, will affect
listening comprehension. Among these factors, the speaker’ s speed is the most
important factor affecting student comprehension. Teachers should note the content
of teaching materialsand how it may or may not arouse student interest. M ost subjects
agreed on the need to increase oral training and avoid ‘ Teachers talk much; students
learn little’. The interaction between teachers and students in the classroom should
also be enhanced.

Finally, Yang (1996) examined the views of Taiwanese college studentsand English
instructors toward the curriculum of the freshman course *English Listening’. He
proposed guidelines for the curriculum design of this course. Included therein were
definite course objectives, proficiency-oriented instruction, two-way interactive
teaching, interesting multi-mediamaterial, and communicative activities. Through needs
assessment, Yang (1996) found that students put more emphasis on the training of
conversational listening skillswhile faculty emphasized more on academic listening
skills. He suggested that the two different listening needs could be addressed without
conflict, that is, conversational listening for freshman courses and academic listening
for sophomore courses.

METHOD
Subjects

In the present study, the subjects were 296 freshmen from Yunlin National
University of Science & Technology. Having studied English asaforeign languagefor
about six yearsin school, the subjects had approximately alow-intermediate level of
English proficiency. Thesubjects' listening proficiency level wasbased ontheir grades
on the freshmen first semester course ‘ English for Language Laboratory’. Among
the total number of subjects, those whose grades were below the 25th percentile, 87
subjects, were categorized as ‘ineffective listeners,” and those whose grades were
above the 75th percentile, 94 subjects, were designated as ‘ effective listeners'.

NEeeDps ANALysis oF EFL LisTENING BY TAWANESE COLLEGE STUDENTS 171



Instrument

The instrument used in the study was a questionnaire based on the taxonomy of
listening skills proposed by Richards (1983). It consisted of two parts. The first part
included 33 items related to conversational listening abilities, and the second part
included 18 itemsrelated to academic listening abilities, for atotal of 51 Likert-scaled
items. The questionnaire asked subjectsto choose an appropriate scal e of importance
for each listening ability according to their perceptions of their needsfor EFL listening
comprehension.

Data Analysis

For scoring the questionnaire, the scale range for each itemwas 5-1, that is, from
5 (very important) to 1 (very unimportant). Frequency counting and a t-test were
adopted to analyze the subjects’ scores on the questionnaires. Statistical analyses
were conducted by using SPSS 7.0 for Windows.

ResuLTs
Analysisof Subjects EFL Listening Needs

Based on the frequency counting of each item, the results of the listening needs
guestionnaire completed by subjects are described below. First, Table 1 shows the
statisticsfor thetwo types of listening needs. Results of thet-test indicate that subjects
perceived significantly greater needs for conversational listening than for academic
listening.

TaBLE 1. T-TEest oN Listening NEeb TypPe

Need Type N Mean | SD t df p-value
Conversational Listening| 296 | 3.58 | 0.73 | 2.07* 295  0.039
Academic Listening 296 | 353 [ 091

* p<0.05

Table 2 liststhe ten most important conversational listening needs. Among the 33
listening needsfor English conversation, ‘ ability to detect key words' hasthe highest
averagefrequency. Next is ' ability to guess the meanings of words from the contexts
in which they occur’, followed by *ability to recognize vocabulary used in core
conversational topics .
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TaBLE 2. TEN MosT IMPORTANT CONVERSATIONAL L ISTENING NEEDS

Conversational Listening Need Rank N Mean [ SD
Ability to detect key words 1 296 3.88 | 1.00
Ability to guess the meanings of words
from the contextsin which they occur 2 296 3.86 | 0.96
Ability to recognize vocabulary usedin
core conversational topics 3 296 3.82 | 0.95
Ability tomakeuseof facid, pardinguis-
tic, and other cluesto work out meanings | 4 296 3.76 | 0.96

Ability to recognize the communicative
functions of utterances, according to

situations, participants, goals 5 296 | 3.74 | 0.97
Ability to process speech containing pauses,

errors, corrections 6 296 | 3.67 | 1.19
Ability to recognize cohesive devicesin

spoken discourse 7 206 | 3.66 [ 1.03
Ability to adjust listening strategiesto

different kinds of listener purposesorgoas | 8 296 | 365 | 1.04

Ability to userea world knowledge and
experience to work out purposes, goals,

settings, procedures 9 296 3.64 | 0.95
Ability to retain chunks of language of
different lengthsfor short periods 10 296 3.63 | 1.00

Ability to distinguish word boundaries 10 296 | 3.63 [ 0.97
Ability toinfer links and connections
between events 10 296 | 3.63 | 0.98

Ability to process speech at different rates| 10 296 [ 3.63 | 1.23

Table 3 lists the five most important academic listening needs. Among the 18
listening needs for understanding lecturesin English, the “ ability to follow different
modes of lecturing: spoken, audio, audio-visua’ is the most important academic
listening need, followed by the ‘ ability to recognizeinstructional/learner tasks'.

TaBLE 3. FivE MosTt IMPORTANT AcADEMIC LISTENING NEEDS

Academic Listening Need Rank N Mean | SD
Ability tofollow different modesof lecturing:
spoken, audio, audio-visual 1 296 | 3.7 1.12

Ability torecognizeingructiond/learnertasks | 2 296 | 3.65 |1.04
Ability to detect attitude of speaker
toward subject matter 3 296 | 3.62 |1.07
Ability toidentify purposeand scopeof lecture | 4 296 | 3.61 |1.09
Ability to recognize function of intonation
to signal information structure 5 296 | 359 |1.02
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Differencein EFL Listening Needs between Effectiveand I neffective Listeners

With regard to the two types of listening needs, Table 4 demonstratesthat effective
listenersreported higher EFL listening needsthan ineffectivelisteners, including both
conversational listening and academic listening. However, results of the t-test show
that the differences did not reach asignificant level.

TaBLE4. T-TesT oN ListeniNG NEeD TYPE FOR EFFECTIVE AND | NEFFECTIVE L ISTENERS

Need Type Effective I neffective t |df [ p-value
N Mean SD | N Mean SD
Conversational Listening| 94 3.68 0.63| 87 348 0.89|1.92(179( 0.093
Academic Listening 94 353 0.82| 87 351 1.04[0.20{179| 0.841

EFL Listening 94 361 0.70| 87 349 0.95(0.89|179| 0.373

Results of the t-test reveal that effective listeners reported significantly higher
needsinthefollowing conversational listening skills: ability to retain chunksof language
of different lengthsfor short periods, ability to recognize the stress patterns of words,
ability to recognize the functions of stress and intonation to signal the information
structure of utterances, ability to identify wordsin stressed and unstressed positions,
ability to distinguish word boundaries, and ability to distinguish typical word order
patterns in the target language. On the other hand, results of the t-test found no
significant differencesin all of the 18 academic listening needs.

Table 5 lists the ten most important conversational listening needs for effective
listeners. Resultsindicatethat ‘ ability to guessthe meanings of wordsfrom the contexts
in which they occur’ has the highest average importance. Next is ‘ability to detect
key words', followed by ‘ ability to recognize vocabul ary used in core conversational
topics.’

Table 6 lists the ten most important EFL listening needs reported by ineffective
listeners. Resultsdemonstrate that * ability to detect key words' hasthe highest average
importance, and next is * ability to recognize vocabulary used in core conversational
topics’, followed by *ability to guess the meanings of words from the contexts in
which they occur’ .
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TaBLES. TEN MosT IMPORTANT EFL LiSTENING NEEDS FOR EFFECTIVE L ISTENERS

Listening Need Rank N Mean | SD
Ability to guess the meanings of words
from the contextsin which they occur 1 94 396 [ 091
Ability to detect key words 2 94 3.95 [ 091
Ability to recognize vocabulary usedin
core conversational topics 3 94 3.88 | 0.87

Ability to distinguish word boundaries 4 94 387 | 091
Ability to recognize the communicative
functions of utterances, according to

situations, participants, goals 5 94 3.82| 0.84
Ability to makeuseof facid, pardinguidtic,

and other cluesto work out meanings 5 94 3.82 [ 0.89
Ability to retain chunks of language of

different lengthsfor short periods 7 94 3.79 | 0.85
Ability to process speech containing

pauses, errors, corrections 7 94 379 [ 1.04
Ability to recognize cohesivedevicesin

spoken discourse 9 94 3.74 | 0.96
Ability to distinguish typical word order

patternsin the target language 10 94 3.73 | 0.87

TABLE 6. TEN MosT | MPORTANT CONVERSATIONAL L 1STENING NEEDS FOR
| NEFFECTIVE L ISTENERS

Conversational Listening Need Rank N Mean | SD
Ability to detect key words 1 87 3.82 | 1.17
Ability to recognize vocabulary used
in core conversational topics 2 87 3.77 | 1.08
Ability to guess the meanings of words
from the contextsin which they occur 3 87 3.71 | 1.07
Ability to makeuseof facid, pardinguidtic,

and other cluesto work out meanings 4 87 3.69 | 1.08
Ability to process speech at different rates 5 87 367 [ 13

Ability to recognize the communicative
functions of utterances, according to

situations, participants, goals 6 87 364 | 112
Ability toinfer linksand connections
between events 6 87 364 | 1.14

Ability to adjust listening strategiesto
different kindsof listener purposesor goals| 8 87 3.63 | 1.21
Ability to process speech containing

pauses, errors, corrections 9 87 3.61 | 1.31
Ability torecognizedliptical forms of
grammatical unitsand sentences 10 87 3.56 | 1.06
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Discussion

Results of the present study indicate that subjectsreport significantly higher needs
for conversational listening than for academic listening. Thisisconsistent with Yang's
(1996) finding. Through needs assessment, Yang (1996) found that students put more
emphasis on the training of conversational listening skills while faculty put more
emphasis on academic listening skills. He suggested that the two different listening
needs could be addressed without conflict, that is, conversational listening for freshman
courses and academic listening for sophomore courses.

According to the study conducted in this paper, among the 33 listening needs for
English conversation, the ‘ability to detect key words has the highest average
frequency. Next is the ‘ability to guess the meanings of words from the contextsin
which they occur’, followed by the ‘ability to recognize vocabulary used in core
conversational topics . The results support Huckin, Haynes, and Coady’s (1993)
finding that the lexicon isfluid and is a medium through which meanings are carried
and negotiated. Most subjectsrealized that paying attention to each word or sentence
when aperson speaksisdifficult and ineffective; therefore, they could get the meaning
of what was said through detecting key words and guessing the meanings of unfamiliar
words from the contexts in which they are used. The results also reveal that most
subjectsregarded vocabulary acquisition ascritical for listening comprehension.

In the study, the most important listening needs, asreported by subjects, for listening
to English lectures were the ‘ ability to follow different modes of lecturing (spoken,
audio, audio-visual)’ and the * ability to recognize instructional/learner tasks'. This
finding shows that both abilities are related to listeners background knowledge.
Listenersshould increase their world knowledge in order to follow different modes of
lecturing. Thisfinding isclosely related to Paulston and Bruder’ s (1976 ) finding that
listening materials for students learning to cope in an English speaking environment
should consist of samplesof natural languagefrom asmany different sourcesaspossible,
so the students will have experiences with many varieties of topics, situations, and
speakers.

CONCLUSION

With the emphasis on communi cative competenceinthefield of SLA, researchers
and teachers have recognized the importance of teaching listening comprehensionin
L2 classrooms. The planning of a successful language curriculum should first take
learners needs into consideration. The present study is designed to investigate the
perceived EFL listening needs of college studentsin Taiwan. The resultsindicate that
Taiwanese college students feel they have greater needs for conversational listening
than for academic listening. The most important conversational listening need isthe
‘ability to detect key words', and the most important academic listening need isthe
‘ability to follow different modes of lecturing: spoken, audio, audio-visual’.
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Finally, based on the results of the study, several suggestions are proposed in
termsof thedesign of EFL listening curriculum. EFL teachers should know thelistening
needs of their students so that they can design syllabi for listening courseswhich are
more suitablefor their students, and arrange the listening program and teaching plans
to focus on student needs. In doing this, students are likely to have more interest in
the listening course. Asfor the students, they should have aclear idea of their needs
for learning EFL listening comprehension. Such understanding will be quite useful
when they want to practice EFL listening and improve their listening ability. It is
alwaysimportant for publishersto know the real needs of textbook users. According
to theresults of thisstudy, they can publish new listening textbooks or modify current
textbooks in order to meet students’ needs.
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TheTask-Based Classroom in Practice

ANDREW FINCH
Andong National University, Korea

ABSTRACT

Given that individual learning agendas determine what is “learnt” in the language classroom, it is
generally recognised that students need to be fully involved in what happens there. Task-based
learning satisfies this need, involving the learners at every level of the educational process as they
passthrough comprehension, decision-making, implementation, preparation, rehearsal, performance
and reflection. If carried out in the target language, these stages have obvious advantages in terms
of authenticity and meaning, but task-based work can also be beneficia in encouraging learners to
addresstheir learning needs, to assess themselves, and to become sdlf-directed. Having said this, an
important part of the presentation is to stress that perceptions and attitudes towards learning and
teaching held by the participants in the classroom are the most important influences on learning,
and that these must be understood and addressed before consideration of methodol ogy.

| NTRODUCTION |

(Contributed by Dr. Hyun Tae-duck, Professor of the Department of English
Education, former-director of the Language Center at Andong National University)

In deciding to implement a task-based program at Andong University, our aims
were to develop student confidence, motivation and independence as well as oral
skills. Wetherefore designed and wrote three course books to meet these criteria: Tell
Me More, Now You'’ re Talking and The Way Ahead.

The Andong National University-designed student evaluation of instructors was
carried out in thefirst and second semestersin 1998. English conversation classesand
teachers scored top marksin nearly all of the evaluation criteria. English conversation
classeswere generally seen asinteresting and exciting, and students enjoyed and |ooked
forward to thistime.

| held workshops on task-based English teaching and learning with more than
2,000 English teachers from elementary schools and secondary schools at teacher
training centres. Teachers were quite satisfied with the ethos. A few teachers were
successful in introducing the task-based approach in their classrooms and these facts
were reported to the local educational authority or to the Ministry of Education.
However, more concrete lesson plans on this approach suitable for the Korean
classroom need to be prepared.
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INTRODUCTION ||

This paper concentrates on the practical aspect of using task-based language
teaching ideas in the classroom, and at the same time makes the point that teacher
reflection on basic principlesand beliefs, in addition to methodol ogy and pedagogy, is
indispensable, since these perceptions determine everything that happens in the
classroom.

Second-language teaching in the last 30 years has shown a tendency to adopt
“new” methodol ogiesto the exclusion of those preceding them, these “ new” ways of
teaching subsequently suffering the samefate aseven “ newer” trendscomealong. In
thisprocess, current politically correct termsenter the teaching vocabulary, becoming
“al thingsto all people” and being absorbed into teaching practicesthat are otherwise
unchanged. Thus, for example, few teachers would claim not to be promoting
“communication” and “autonomy” in their classes. The same situation has occurred
with theterm “task-based.” Many practitioners advocate “task-based teaching” though
continuing with previous methods and underlying principles, simply using thetermto
justify these: “ Today our task isto listento theteacher”, “ Hereisagrammar-trand ation
task”, “ Your task isto do the cloze exercise on page 52", “Hereisyour rote-learning
task”. As can be seen, the “goalposts’ have shifted alittle, but everything else is
unchanged.

However, if we look at the literature, we find that choice of task as the unit of
syllabusanaysis(Crookes & Gass, 1993) actually impliesacertain approach inherent
in the term task-based language teaching (TBLT). Thus White's (1988) Type B,
analytic (asopposed to “synthetic”) syllabus, (see Table 1 below) and Breen’'s(1987)
process (rather than “propositional”) paradigm, imply a student-centred focus on
performance, problem-solving (learning skills), and reflection (self-eva uation) which
isnot foundin earlier formsof syllabi. Thefocusnow ison processrather than product,
and on how to learn rather than what to learn. The task, rather than being a unit of
grammar to be digested or a collection of lexical itemsto be remembered, isameans
of using the language (Widdowson, 1978) in order to learn the language (Allwright,
1984). It has meaning for students who have to solve communication problems, and
that meaning, along with the authenticity in the use of real-life situations, becomes
internalised aslinguistic competence. Lastly, the process of understanding, performing
and reflecting on the task producesawealth of “real” use of thetarget language (e.g.,
agreeing, suggesting, questioning, explaining, checking for understanding, asking for
clarification), fostering learning inacyclical, ongoing manner.

This attitude to teaching and learning inherent in the task-based approach can be
summarised in terms of the sort of basic principlesreferred to earlier (cf. Williams &
Burden, 1997):

1. Thereisadifference between learning and education.
2. Learnerslearn what is meaningful to them.
3. Learnerslearninwaysthat are meaningful to them.
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TABLE 1. LANGUAGE SviLLABUS DESIGN: Two TypPes (WHITE, 1988, p. 44)

Type A: What isto be learnt? TypeB: How isit to belearnt?

Interventionist Non-interventionist

Externd to the learner Internal to the learner

Other-directed Inner-directed or self-fulfilling

Determined by authority Negotiated between |learnersand teachers

Teacher asdecision-maker Learner and teacher asjoint decision-makers

Content = what the subject isto theexpert  Content = what the subject isto the learner

Content = agift to thelearner from Content = what the learner brings and wants

the teacher or knower

Objectivesdefined in advance Objectivesdescribed afterwards

Assessment by achievement or by mastery  Assessmentinrelationshiptolearners
criteriaof success

Doing thingsto thelearner Doing thingsfor or with thelearner.

4. Learnerslearn better if they feel in control of what they are learning.

5. Learningisclosely linked to how peoplefeel about themselves.

6. Learningtakesplaceinasocial context through interactionswith other people.

7. What teachersdo in the classroom will reflect their own beliefs and attitudes.

8. Thereisasignificant rolefor theteacher asmediator in thelanguage classroom.

9. Learning tasks represent an interface between teachers and learners.

10. Learning isinfluenced by the situation inwhich it occurs.

ReasonsForR TBLT

The immediate problem for over-worked, tired language teachers is one of
application: “Even if | subscribe to this idea, how do | put it into practice in my
classrooms?’ “How do | structure lessons and courses using tasks?” “My syllabusis
based on an ol d-fashioned traditional -style textbook and isexam-driven. Why should
| usetasksto teach thisprescribed material ?’ In answer to these very valid questions,
let uslook at thewhy of TBLT first.

Why?

1. Meaning: When tasks are the means of |earning, thetarget language takeson
meaning. Instead of the TENOR situation (Teaching English for No Obvious Reason),
students have areason for learning. They can seethat the new language is ameans of
communication and that they need to be able to transfer information and opinionsin
that language, i.e., teaching through communication rather than for communication
(cf. Prabhu, 1980, p. 164).

2. Ownership: If students are allowed to see the task through all of its stages
(task completion), without the teacher playing an interventionist role (explaining
instructions that students can read for themselves and focusing on discrete learning
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pointsthat areirrelevant to the majority of students), they can achieve avaluable and
motivating sense of fulfilment and heightened self-confidence that comes from
understanding, performing, and reflecting on the activity by themselves. Without such
motivational stimulus, learning isunlikely to occur, irrespective of method.

3. Learning levels: Learners take on (intake) content matter (input) that is
appropriateto their current stage of learning. If everyonelearnsthe samething at the
sametime, this content will rarely be suitable for more than aminority of students. If
they are allowed to progress through tasks at their own rate, however, students can
concentrate on aspects that are suitable for their learning level.

4. Assessment: Evaluation usually concentrates on the teacher, providing him/
her with a snapshot of learning that can be turned into a grade. However, it is the
students who need to know how they are progressing, so that their learning in the
future can be informed by feedback. Tasks give students such information, focusing
on outcome, showing them their learning needs, and helping them to evaluate their
communi cative competence.

5. Error-correction: As with other aspects of the synthetic, grammar-based
propositional approach to learning, error-correction can be harmful to motivation and
self-confidence, and ineffectivein termsof itsresultsfor the whole class of students.
If they are conducting problem-solving in groups, however, errorsin communication
become evident to thewhole group, and the teacher (functioning asalanguage resource)
can be asked to supply the necessary language, giving “the right information to the
right people at theright time”.

How?

Secondly, let us take alook at the “how” of TBLT. A number of writers (e.g.,
Skehan, 1998; Skehan & Foster, 1997) have commented on the need for a structured
sequence of tasks in the classroom rather than the disconnected and directionless
mixture of game-like activitiesthat can result from an uninformed application of task-
based ideas. Task difficulty isimportant in this structuring. Candlin (1987) offers a
checklist of considerations:

One-way tasks should come before two-way tasks

Static tasks should come before dynamic ones

“Present time” tasks should come before ones using the past or the future
Easy tasks should come before difficult tasks

Simpletasks (only one step) should come before complex tasks (many steps)

* % ¥ X X

The following chart (Table 2) suggests a means of doing this, proceeding from
static, one-way information transfer (upper | eft of the chart) to dynamic, independent
tasks (lower right). For more information on task types, definitions, and associated
research, Table 3 presents alist of research findings to date.
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TaBLE 2: CHECKLIST OF TASK TYPES

Task Types Static Dynamic
Experience * memory games * brainsorming
Tasks * review activities (one-way) * review activities(two-way)
* dmplelexisactivities * gorytelling
GuidedTasks * classroom English * questionnaires(two-way)
* interactivelexisactivities * ghort skits (dramas),
structural activities (drills) designed by the students,
* quegtionnaires(one-way) based on earlier role-play
* comprehension activities
* dictation
* basicrole-plays
Shared * pair-work (one-way) * pair-work (e.g., interviews)
Tasks *group-work (one-way) * group-work (two-way)
* taskswhichaccessinformation * jigsaw activities
about class members * pyramidactivities
* dmplediaogs * role-plays
* gmulations
* @ror-correction
*  peer-assessment
I ndependent *homework * discussions
Tasks * oelf-assessment * projects

TaABLE 3: RESEARCH ON TASK TYPES
Based on Nunan (1993, p. 60) and Skehan (1998, pp. 116-7)

Researchers Findings

Long (19814) Two-way tasks prompt more conversationa adjustmentsthan
one-way tasks

Brown & Yule Thelength of the spesking turnisafactor in thedifficulty of speaking

(1983) tasks

Brown, Anderson,  Digtinction between gtatic, dynamic and abstract tasks:

Shilcock, & Yule * Statictasksinvolve smpletransmission of informationin alinear

(1984) sequence, often using easily prescribed language.
* Dynamictasksinvolvethe speskersin two-way conversationsinwhich
languageis not prescribed and in which relations may vary.
* Static tasks (e.g., description) are easier than dynamic tasks
(eg., narration), which areeas er then abstract tasks (e.g., opinion-giving).
* Thenumber of eements, participants, and relationshipsin atask makes
it moredifficult.

Tarone (1985) Attention to form has aclear effect on accuracy of performance.

Brock (1986) Useof referential questions promptssignificantly longer and more

systematically complex responses contai ning more connectives.

THE Task-Basep CLAassrRoOM IN PRACTICE 183



TABLE 3. RESEARCH ON TASK TYPES (CONT.)

Doughty & Pica
(1986)
Duff (1986)

Long & Crookes
(1986)
Ellis(1987)
Nunan (1987)

Prabhu (1987)

Nunan
(19883, 1988b)
Willing (1988)

Crookes(1989)

Nation (1990)

Brown (1991)
Picaet al. (1993)
Duff (1996)

Foster & Skehan
(1996)

Requiredinformation exchangetasksgenerate s gnificantly moreinteractive

modificationsthan optional information exchangetasks

Convergent (problem-solving) tasks produce more negotiation of meaning

than divergent (debating) tasks. (Thiswas not fully born out.)

Useof referential questionsresultsin grester mastery of experiential

content.

Thereisevidence of aninteraction between the engagement of planned

discourse and different forms of the past tense under different task

conditions.

Useof referential questions prompts more negotiation of meaning and

language more complex with regards to syntax and discourse.

Classification of task types:

* Information-gap tasks

* Reasoning-gap tasks

* Opinion-gap tasks

Thereare often dramatic mismatches between the activity preferencesof

teachersand those of students.

Learners activity preferencescan vary markedly and aredetermined by

cognitive styleand personality variables.

Thereisgreater complexity and lexical variety for tasks done under a

planning-time condition but no grester accuracy.

Classification of task types:

*  Experiencetasks(using thelearnersprevious experience)

*  Shared tasks (getting learnersto help each other bridgethelearning gap)

*  Guided tasks (providing support while learners perform the task, by
giving exercisesand focused guidance)

*  Independent tasks (inwhich learnerswork a onewithout planned help)

I nterpretative tasks generate more complexity

%/mmetrl ctasksgenerate moreinteraction and negotiation of meaning.
* Agreed-outcometasksfavour short turnsand less complex language.

* Tasksallowing disagreement lead to longer turns and more complex
and varied language.

* Structured tasks produce greater fluency (unplanned) and accuracy
(planned).

* Concrete/immediate tasksare easer. (Evidence supporting this
propositionismixed.)

* Thereisan interaction between opportunity to plan and task type.
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PLANNING TASKS FOR THE LESSON

Tasks are best if they have preparation (“pre-task™) activities, “during-task”
activitiesand follow-up (“post-task™) activities.
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Pre-task activities are important because they give a chance to:

* % X X X ¥

introduce new language

increase the chances that the students’ language system will change
mobiliselanguage

recyclelanguage

ease the language-processing |oad

push learnersto interpret tasks in more demanding ways

During-task activities are concerned with:

*

*

*

the language-learning task
planning (decision-making, agreeing, suggesting)
reporting (concluding, making inferences)

Post-task activities give language input and focused tasksin order to help learnersto:

* % X X X X

identify and consolidate the language
classify (structurally or semantically)
hypothesi se, check

engagein cross-language exploration
search for patterns

recall or reconstruct texts

USING TASKSIN THE LESSON

Willis(1996) offersfive principlesfor theimplementation of atask-based approach.
These provide input, use, and reflection on the input and use:

agrwNE

There should be exposure to worthwhile and authentic language.

There should be use of language.

Tasks should motivate |earners to engage in language use.

There should be afocus on language at some pointsin atask cycle.

The focus on language should be more and less prominent at different times.

Skehan (1998) also proposes five principlesfor task-based instruction:

wh e

Choose a range of target structures.

Choose tasks which create appropriate conditions for learning.

Select and sequence tasks to achieve balanced development (i.e., at an
appropriate level of difficulty and focused between fluency, accuracy, and
complexity).

Maximisethe chances of afocuson forminthe context of meaningful language
use.

Use cyclesof accountability. Get learnersto self-assessregularly.
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REFLECTION

Before concluding, let ustake sometimeto reflect on the beliefs and perceptions
that drive our own behaviour in the language classroom. There are of course no right
or wrong answers, but the act of thinking about these ideas and talking about them
with other peoplewill help to clarify them for usand will set evaluative processesin
motion, thusimproving our teaching in the future. The ESL/EFL teacher is asked to

consider the evaluative items below and put a check the appropriate response.

Why am | teaching?

Yes

No

For the money.

In order to travel.

In order to meet colleagues.

In order to learn a new culture.

In order to promote western culture.

To help my students become more fluent.

To help my students become good |earners.

To help my students become responsibl e citizens.

O N[O|OT1|B|W[IN]| -

To change society.

What sort of syllabusdo | prefer?
10 Formal

Yes

No

11 Functional/notional

12 Situational

13 Processsyllabus

14 Grammar-based

15 Lexis-based

16 Topic-based

17 Project-based

18 Task-based

Who am | in the classroom?
19 Controller

Yes

No

20 Counsellor

21 Dispenser of knowledge

22 Expert

23 Facilitator

24 Language Guide

25 Language Resource

26 Leader

27 Manager

28 Material designer

29 Syllabusdesigner
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Who are my students? Yes | No
30 Absorbers of knowledge
31 Apprentices

32 Co-syllabusdesigners
33 Decision-makers

34 Independent agents

35 Investigators

36 Language consumers
37 Recipientsof knowledge
38 Researchers

39 Self-evaluators

How do | evaluate my students? Yes | No
40 Quantitatively (formal tests).

41 Qualitatively (interviews, learning diaries).

42 Through student self-assessment.

43 Through teacher-assessment.

44 Through " snapshot” proficiency tests.

45 Formatively (feeding results back to the students).
46 Continuous assessment.

47 Noevaluation.

48 Through reviews of previous lesson content.

49 Through assignments.

50 Through projects and portfolios.

CONCLUSION

It is important to remember that TBLT is an approach rather than a method. It
assumesthat the teacher respectsthe students asindividual sand wantsthem to succeed.
It also acknowledges that motivation, attitudes to learning, student beliefs, |language
anxiety, and preferred learning styles have more effect on learning than materials or
methods. We therefore need to take these into account in our classrooms, taking
advantage of the opportunity TBLT gives us to promote a student-centred learning
environment. Teacher-centred controls, threats, rewards and restrictions are not an
effective meansof stimulating learning since no one can beforcedto learn. If wecan,
instead, stimulate aneed to learn and adesireto learn based on unconditional respect
and mutual trust, learning will take placein an enjoyable and facilitative way. Finally,
Table 4 summarises the task-based approach and itsrationale.
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TABLE 4. THE TAsk-BASED SyLLABUS (ComPILED FROM BREEN, 1987, pp. 85-87)

Task-based Syllabus
What knowledgedoesit
focuson?

Wheat capabilities doesit
focuson and prioritise?
On what basis doesit

salect and subdivide
what isto belearned?

How doesit sequence
what isto belearned?

What isitsrationale?

Communicative knowledgeasaunity of text, interpersona
behaviour, andideation

Thelearner’ sexperience and awareness of working upona
new language

Communicativeabilitiesand |learning capability

Theability to negotiatemeaning: theability tointerpret meaning
and the ability to expressmeaning

Communication tasks: based on an analysisof theactual tasks
which aperson may undertake when communicating through
thetarget language.

Learning tasks: selected on the basis of metacommunicative
criteria. They providethe groundwork for thelearner’ s
engagement in communi cation tasksand deal with learner
difficultieswhich emerge during thesetasks, addressing how
the knowledge systemswork and how thelearning may be
best done.

Subdivisionison the basis of task types (various ways).
Sequencing can be characterised ascyclicin relation to how
learners move through tasks and problem-based (or problem
generated) inrelation to theon-going difficultieswhichlearners
themselvesdiscover.

Thereisasequence of refinement astasksrequire more and
morelearner competence.

Thereisasequence of diagnosisand remediationin parallel
with therefinement.

Sequencing here dependsupon: a) theidentification of learning
problemsor difficultiesasthey arise, b) the prioritising of
particular problems and the order in which they may be dealt
with, ¢) theidentification of appropriate learning taskswhich
addressthe problem aress.

A broader view of what isto be achieved in languagelearning
Thelearner’ sinitia competence can be engaged asthe
foundation upon which new knowledge and capabilities may
be accommodated during the undertaking of tasks, matching
the processwhich occurswhen learnersmobilise knowledge
systemswhen undertaking actual tasksintheL 1.
Participationin communication taskswhich requirethelearners
to mobiliseand orchestrate knowledge and abilitiesin adirect
way will itself be acatalyst for languagelearnin

A more sengitive methodol ogy: representstheeffort torelate
content to how that content may beworked upon, and thereby,
learned moreefficiently

Means-focused and ends-focused
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TABLE 4. THE TASK-BASED SYLLABUS (CONT.)

| Assumesthat learning isnecessarily both metacommunicative
and communicative

| Based onthe belief that learners can be analytical intheir
exploration of communication in thetarget language and of
theknowledge and ability useit entails

| Restsonthe principlethat metacommunicating isitself a
powerful springboard for languagelearning
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Talk IsNot Cheap

THOMASS.C. FARRELL
Nanyang Technological University

ABSTRACT

ESL/EFL/EAP/ESP teachers (both preservice and inservice) are asked to reflect on their work.
Reflection in teaching generally refers to teachers learning to subject their beliefs and practices to
sdlf-analysis. Thispaper reports on the outcomes of areflective exercise that included acombination
of discussions, classroom observationsand journal writing. One non-native English speaking teacher
of English as a foreign language (EFL) in Korea came together with this researcher in order to
reflect on her work. The paper highlights the role of group conversations to reflect on her work as
opposed to journa writing. Implications suggest that teachers (preservice and inservice) could be
encouraged to form groups to talk about their teaching and that journa writing be delayed until the
teachers are ready to undertake this mode of reflection.

| NTRODUCTION

These days ESL/EFL/EAP/ESP teachers are asked to reflect on their work
(Richards& Lockhart, 1994). Reflection in teaching generally refersto teacherslearning
to subject their beliefsand practicesto self-analysis. However, inorder for reflective
teaching to happen, opportunities must be created for teachers to use conscious
reflection as a means of understanding the relationship between their own thoughts
and actions.

This paper reports on the outcomes of a reflective exercise that included a
combination of discussions, classroom observations and journal writing of ateacher
in Korea. One non-native English speaking teacher of English asaforeign language
(EFL), named Heesoon, came together with this researcher in order to reflect on her
work. The paper starts with a definition of reflection; the study is outlined; and
discussion of findingsfollows.

<@SECTI ON:>DEeFINITION OF REFLECTION

Farrell (1999) gives adefinition of reflection as ateacher seeking answersto the
following questions: (1) What is he/she doing in the classroom (method)? (2) Why is
he/she doing this(reason)?and (3) Will he/she change anything based on theinformation
gathered from answering thefirst two questions (justification)? The K orean teacher,
Heesoon, agreed with this definition of reflection.
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THE Strupy
Background

Infall semester of the 1994/1995 academic year, agroup of three EFL teachersin
Koreaand thisresearcher gathered to reflect on their work (as part of awider study).
The period of reflection was sixteen weeks. Methods of reflection included weekly
journal writing, group discussions, and classroom observation/individual discussions
with the researcher. This paper reports on one of the participant’s (Heesoon) level s of
reflectionsin all three activities: the group meetings, individual meetings and journal
writing.

Heesoon’s Background

Heesoon is a Korean female teacher of English in a university in Seoul, South
Korea. ShehasaMaster of Science degreein Education (M S Ed) with aspecialization
in English teaching. Sheisfluent in English.

Data Collection

The collection of datawas accomplished by: (1) Theresearcher’ sfield notes and
writtenlog; (2) Audio recording of Group meetings; (3) Audio recording of classroom
observations/individual discussions; and (4) Heesoon’swritten reactionsinajournal.
Thedatawere analyzed using aprocedure of datareduction, and confirming findings.
Thisstudy consulted and used amodified version of Ho and Richards' (1993) categories
for dataanaysis. All the group meetingswere coded according to fivegeneral categories
or themes: theories of teaching; approaches and methods used in theteachers' classes;
evaluating teaching; concernsteachers self awarenessof their teaching; and questions
about teaching and asking for advice.

REesuLTs AND Discussion

Table 1 shows what Heesoon talked about in the group meetings, the individual
meetings/classroom observations and what shewrote about in her journal. Globally, it
isobviousthat Heesoon used the group meetings (49 entries) more than the other two
activitiesto reflect on her teaching. First, | present representative quotes on teaching
issues Heesoon mentioned in all three activities.

Group Meetings

Inthe group meetings, Heesoon wasinterested in talking about her personal theories
of teaching and her students’ level of motivation. For example, in the second group
meeting (September tenth) she said: “ Good teaching isafeeling; classisnot asystem.
It is the chemistry between the students and the teacher. There is good and bad
teaching.” Inthethird group meeting (September seventeenth) she said: “Nobody can
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TaBLE 1 Toprics HEEsOON TALKED ABOUT IN GROUP M EETINGS, | NDIVIDUAL
MEETINGS & JOURNALS

Topic Activities
Category Sub-Category
Journal  Group Individual
Theoriesof Theory 2 8 2
Teaching Application 0 0 4
Approaches Approaches
& Methods & Methods 2 8 1
Content 0 3 0
Teacher’ s
Knowledge 2 6 1
Learners 2 6 2
School
Context 3 5 1
Evaluating Evaluating 2 3 0
Teaching Problems 1 3 4
Solutions 0 1 0
Self- Perception
Awareness  of Self as
Teacher 1 6 1
Personal
Growth 1 0 0
Personal
Goals 0 0 0
Questions  Askingfor
About Reasons 1 0 1
Teaching Asking for
Advice 1 0 0
Tota 18 49 17

can teach language. It's a habit, by themselves, they have to feel motivated. Model
for them, if they feel bored, the teacher must motivate them.”

Also, Heesoon talked agreat deal about her students’ level of motivation. Inthe
third group meeting (September seventeenth) she said: “\We must motivate the students
because Korea is different than other countries; we have passive learning and the
students can’t think independently. That'swhat | found.” In the fourth group meeting
(September twenty-fourth) we were discussing how guestions are asked in class and
Heesoon said: “Korean college students know everything but if we do not ask easy
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guestionsthey get bored. It isbeyond their thinking; they stop thinking. The challenge
isalanguage and culture problem, both.”

Observations

Heesoon had only two classroom observations and after each class she did not
talk about her teaching methods or procedures. Instead she talked mostly about
someone observing her class. For example, after her second observation (October
thirty-first) Heesoon said: “How can we judge ourselves with only five seconds of
looking at our teaching? Thisisonly oneway.” At thefourth group meeting (September
twenty-fourth) she said that her schedulewasvery tight. Sheaso said: “1 don’t teach
that much. Oh! | am terrible for these class visits to be watched as an ESL teacher. |
do not have confidence to share [insights about her class].” She reconfirmed her
uneasiness with having another person observe her class when in a later meeting
(November fourteenth) she said that she did not like people coming into her classroom
because “1 can’'t do my best in front of people.” Therefore, at Heesoon's request,
and after observing two of her classes, she asked the observer not to come into the
class again. From the very beginning it was clear Heesoon was not comfortable with
the idea of having someonein her classroom observing her teach.

Journal Writing

Heesoon used the journal infrequently for reflection. Out of atotal of six short
entries, she wrote only about her class procedures. Her entries resembled the type of
entries that teachers studied by Brown and Mclntyre (1993, p. 36) produced: “Brief,
sometimesat ahigh level of generality and somewhat staccatoinform.” Just asinthe
observations, she was somewhat ambivalent about exploring her teaching in general
and writing about it in particular. For example, in her first journal entry she wrote:
“What do | think about my teaching method? Do they learn something from my
lecturing? | don’'t want to answer these questions. Actually | don’t know.” In her
next journal entry one month later Heesoon used the journal to highlight her favorite
mode for reflecting: group discussions. She wrote: “1I’ m happy when we [the group]
talk about our classes, even though | am sometimes wondering whether I’ m heading
for theright direction to find myself asateacher. I’ m also afraid of knowing myself in
someways.” Heesoon did not feel comfortablewriting about her teaching and preferred
group talking as her main mode of reflection; she felt that she could not achieve
reflection through the medium of writing. At the last group meeting she revealed the
extent of her lack of enthusiasm for writing when she said that the idea of writing a
journal entry every week gave her stress: “| awaysfelt that | had to write something
down, but | didn’t have anything towrite.” Infact, Heesoon stopped writing altogether
just before mid-term. Shewas not comfortable writing about her teaching and did not
want to have anyone observe her teach.
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Discussion

Heesoon'’s reluctance to be observed while teaching could be the result of any
number of reasons. | asked her why she had stopped the observation process and she
said that she was not ready for that level of scrutiny by an outsider “armed with a
video camera.” Thisisavalid comment as many other practicing teachershavesimilar
feelings about | etting outsidersinto their classrooms. However, | was moreinterested
why Heesoon was reluctant to write about her reflections as this is touted in the
literature as an effective means of reflecting for teachers.

Heesoon'sfailureto reflect in any real way whilewriting may be because shewas
working in asecond language (English) and this could have made her conscious of the
fear of making mistakes in her writing. Mistakes in speech are common even with
native speakers, however, mistakes made in writing are in evidence on the page and
this could have discouraged her from further reflections using thismedium. Heesoon's
reluctanceto write about her teaching beliefs could also be dueto alack of preparation
for thismode of reflection. Writing requires planning and practice and isa skill few
native English speaking university students master. Even for native English speakers
journal writing may not be appropriate asamode of reflecting unlessthey are specialy
trained inthisskill (see below). Consequently, for non-native English speaking English
teachersjournal writing may lead to an increased burden of not only concentrating on
reflection, but al'so may be the means of communicating the results of thisreflection.

Time may aso have played arole in making writing within areflective situation
too demanding for this teacher. Heesoon stated that throughout the period of this
project, she was very busy with an increased teaching load and other pressures from
theuniversity where shewasteaching. She said that sitting downto write her reflections
was difficult considering that she would have to write “a rough draft first and then
clean it up before giving it to you.” She said that this would have taken too much
time. Another nonnative English speaking teacher voiced the same opinion about the
problem of rough drafts asthiswas the way they were trained to write. Though | told
the other Korean teachers that we did not mind mistakes, the Korean culture would
not alow them to produce writing that had not been thoroughly checked for mistakes.
Therefore, it seemsthat acombination of the facts caused Heesoon to stop writing in
her journal. It could be that she was (a) writing in a second language, (b) not trained
how to use writing as areflective tool and (c) she did not have the time required for
writing a regular journal entry. Heesoon was more comfortable in a group setting
talking about teaching and not writing about it.

The implication hereisthat talk within a group may be a good starting point for
reflection for teachers who want to come together to share their work experiences.
Written reflection, on the other hand, may require agreater level of commitment and
expertise. Teachers (preservice and inservice) may require special training in journal
writing before teacher educators can assumethey just record their reflections. Talking
about teaching in agroup setting may be afirst step in the reflection processfor some
teachers (especially nonnative English speaking teachers). Emery (1996) has even
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stated that oral dialogue can be more beneficial for teachers self-reflection than
reflective journal writing. This may be because, as Cochran-Smith and Lytle (1993)
have pointed out, “During oral inquiry, teachers build on one another’ s insights to
analyze and interpret classroom dataand their experiencesin the school asaworkplace’
(p- 30). When teachers are comfortabl e talking about teaching, they can then betrained
to reflect in writing to gain deeper insightsinto their teaching.

CONCLUSION

Heesoon was comfortable in agroup situation talking with other teachers but she
did not want to write about her teaching and she did not want to have anyone observe
her class. | can not say for sure why she did not want to have her classes observed.
Additionally, Heesoon was very busy throughout the period of the project, and this
could also have played a part in her reluctance to write ajournal. However, Heesoon
found empathy in agroup setting that can not be conveyed inwriting ajournal; talk is
asocial activity; writing is not; writing istime consuming; talk isinstantaneous. As
Naysmith and Palma (1998) say, “ Reflection upon apractical activity such asteaching
is perhaps best achieved in an interactive, social context through talk” (p. 75).
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Speaking in Tongues. Chinglish, Japlish and Konglish

DAVID B. KENT
Konyang University

...For the needs of the much larger society of the nation [a vernacular] is not adequate, and it
becomes necessary to supplement its resources to make it into alanguage. Every vernacular can, at
the very least, add words borrowed from other languages. (Pride and Holmes, 1972, p.108)

ABSTRACT

The impact of Chinglish, Japlish, and Konglish on the vernaculars of Northeast Asig, and in turn
the cultural mind-set of the populace, holds great sociolinguistic influence over these nationsin the
modern era. Not only have the languages of Northeast Asia devel oped subsets consisting of the use
of English, and other European loanwords and pseudo loanwords, but students of EFL in these
nations have, rightly or wrongly, cometoincorporate thisvocabulary into their English conversation.

This paper discusses these loanwords, in which the EFL learner isimmersed, and how they can be
utilized effectively within the modern EFL classroom. The trend of ignoring such native language
interference, like Chinglish, Japlish, and Konglish, will be reevaluated. A constructive method for
utilizing such learner difficulties, will then be presented with the aim of assisting and promoting
solid socio-cultural and linguistic competence in the English language.

In the modern era changing linguistic use by the populace of Northeast Asia has
cometo affect the cultural, political, and social structure of theregion. Thus, elements
of modern European languages, predominantly English, areincorporated into everyday
use of Chinese, Japanese and South Korean vernaculars. Furthermore, the current
trend of partnerships between universities and the expansion of research networks
continueto alow English competence to play an important educative, and economic
role in the West-China-Japan-South Korea relations. In these newly industrialized
statesan increasein the use of high-technology goods has cometo provide an avenue
for increasing loanword adoption from the English language. These conditionsfurther
serve to emphasi ze the sociolinguistic need for studying loanword assimilation in the
region, and recognition of the fact that English loanword usage within China, Japan,
and South Korea, may pose as a problematic aspect to the study of English for these
people. (Simon-Maeda, 1995; Sheperd, 1996)

The problematic aspect of loanword usage has its basis in the misuse of loan
terminology, and the creation of pseudo loanwords, which lead to the mistaken
interpretation of such terms as English by non-native speakers. As a result, the
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implementation of an effective meansto correctly and more efficiently teach the use
of loan and pseudo loanwords within the EFL classroom needs to be developed. The
development of suitable materials should not only build upon astable core knowledge
of Englishtermsthat are inherent within the non-native speaker’ sinitial |language but
use these terms as mnemonic, or cognitive building blocks for second language
acquisition (Brown, 1995; Daulton, 1999; Kent, 1999). It isthereforetheinitial intent
of thispaper to linguistically detail the means by which English and European language
loanwords become incorporated within the vernaculars of China, Japan, and South
Korea. This examination will then lead to a presentation of methodologies allowing
for the incorporation of such terms within the EFL teaching environment of these
nations.

For the purposes of this paper loan terminology stemming from English, and
European languages have been termed Chinglish in respect to China (including both
the mainland and Taiwan), Japlish in reference to Japan, and Konglish in terms of
South Korea. The reader should note that the use of these termsis for ease, and is
irrespective of the correct representation of these words in the corresponding native
language.

CHINGLISH: “HEN ZHONG-GUO-sHI DE YING-WEN" — VERY CHINESE L IKE ENGLISH

From children to adults more than 200 million people in mainland China study
English—afigurethat amountsto one person out of every six. Thedirector of aforeign
language division within the State Education Commission isquoted assaying, “ English
asan International |anguage has become an indispensabl e tool for the Chinese people
to communicate with the world” (Xie, 1997). Chinglish, however, can be a mgor
problem, although fairly fluent speakers of English, especialy in Taiwan, may
occasionally usetheword when they speak Chinese because it makesthem look cool
touse Englishdang” (personal communication with J. Diedrichs, May 1, 1997). What
the Chinese may actually prefer is the expression, hen zhong-guo-shi de ying-wen,
which translates as very Chinese like English.

Jin Ping Shi (1997) summarizes the use of Chinglish, or hen zhong-guo-shi de
ying-wen, within the English language use of EFL studentsin the People’s Republic
of Chinaby stating,

_Sentenceswe create are grammatically correct but they make either no sense
or mean something very different from our intentions. The main reason for us
to have this problem is that we use English words but still think in Chinese _
something very difficult to spot becauseit isdeeply under the influence of our
native language. (p. 1)

Foreignloanwords of English and European origin, as Taylor (1995) attests, become
entrenched within the Chinese (Mandarin) vernacular in one of four ways,; sound
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based, meaning based, as a hybrid, or based on both sound and meaning. Let us now
detail examplesof each.

Sound-Based

This form of loanword sees the sound sequence of a foreign term brought into
Chinese, segmented by syllables that are similar to the sound of Chinese, with no
regard placed on meaning. One example is san-ming-zhi, or sandwich. In Chinese
san-ming-zhi can literally be translated into English as three from san, bright from
ming, and govern from zhi. Another exampleis Jia-na-da for Canada, translating to
add from jia, take from na, and big from da. This form of meaningless sound
representation, according to Taylor, occurs when the meaning of the foreign word is
obscure. It is interesting to note that sound-based loanwords in Chinese do not
necessarily cometo reflect the original pronunciation of the borrowed term.

M eaning-Based

Initially, Chinesetranscribed the sounds of |oans, but morerecently, mental concepts
rather than foreign words are seeing representation. This borrowing form functions
once the understanding of a loan term has occurred, and where selected Chinese
morphemesthen cometo provide meaning. Examplesare: dian-hua for telephone, or
literally electric speak; dian-nao for computer, or literally electric brain; and zi-xing-
chebicycle, or literally self-go-whesl.

Hybrid Forms

Loanwords in hybrid form see apart of the tranglation sound based, and another
meaning based. Words that result arejiu-ba for bar, where the Chinese word jiu, or
wine, is combined with the sound of the English word bar, and pi-jiu for beer, where
the Chineseword jiu, or wine, iscombined with theinitial syllable of the Englishword
beer.

<@subsection:>Sound and M eaning Forms

Selected Chinese syllables can simultaneously reflect both the sound and meaning
of foreignterms. A famous example comesfrom kekou-kel e which means Coca-Cola,
but literally translates to tasty and enjoyable. A few other examples are ma-ti-ni, for
martini, or literally horse kick you, and ai-si for AIDS or literally love death).

JapLisH: “Wa-sel Ei-co” —ENGLISH TERMS COINED IN JAPAN

Dueto the large differences in the sound system between English and Japanese,
English loanwords within the language can sometimes prove unrecognizable to the
English-ear. When loanwords enter Japanese, they are transformed by fitting themto
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the nearest available native sound. It appearsthat for English loansr substitutesfor I;
b for v; tsfor t; sfor th, asin the word thick; and zfor th asin the word that. Vowels
separate consonant clusters, and final consonants are granted vowel endings. Thisis
due to the fact that Japanese does not possess consonant clusters and relies, like
Korean, on vowel harmony.

When English terms appear in aJapanese sentence, native grammatical morphemes
also appear. An example is mekanikku-NA dezitaru kurokku, or mechanical digital
clock. Inthis case, the grammatical morphemeisin capitals, therest of thetermsare
direct English loanwords.

In Japanese, English and European loanwords appear to be of five major kinds;
representational, replacement, truncated, altered, and pseudo terms (Taylor, 1995, p.
289).

Representational

Thesetermsrepresent foreign objects and concepts such as, ba-na-na, or banana,
and arufuabetto, or alphabet.

Replacement

These loanwords represent objects and concepts that have native words, such as
risuto, or list, and rutsu, or root.

Truncated

Truncated loanwords are shortened versions of the original |oan such as, masukom,
or MASSCOMMunication, and waapuro, or Word PROcessor . Thesetermsmay prove
difficult for an Englishlistener because thewordsare not normally truncated in English.
However, since English does truncate or compress some words, like typo for
typographical error, the concept should not prove foreign.

Altered

Thistypeof loanword hasits meaning changed after entering Japaneselike: haikara
from high collar, meaning modish; waishatsu from white shirt, meaning a dress shirt
(of any color); and abekku from the French avec, meaning with and used to mean boy-
girl dating.

Pseudo Terms

Finally, new meanings or words are also coined from existing English words and
letters for instance: oeru from OL, or office lady, an English-based acronym; and
orudomisu, or old miss, used in place of the English old maid.
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KonGLIsH: KOoREAN ENGLISH

Konglish usein South Koreaislargely propagated through the mediaand the use
of technology, just as Chinglish is in China and Taiwan, and Japlish is in Japan.
Newspapers print Konglish termsthroughout their news stories, and in title captions,
much like Chinglish and Japlish are used in China, Taiwan, and Japan. Television
advertisements and programming al so spread Konglish, just asthey spread Chinglish
and Japlish in their respective cultures, and ensure its continued entrenchment and
use within the culture and vernacular. Media reinforcement also servesto reinforce
the supposed correctness of Konglish in the spoken vernacular.

Like in Japanese, loanwords entering K orean language are pronounced with the
closest available Korean sound. Thisseesb aseither aspirated or pronounced unvoiced
likeap; ¢ pronounced as she; f pronounced as p, and at times asavoiced h, when used
asaninitial. G and d are comparatively lighter sounding than in English. H ispronounced
largely the same, although in some casesit appears as unvoiced. K, p, and t sound as
finalsin Korean and represent aclosing of the air passage without reopening. Generally,
loanwords conform to this pattern. Sisalso largely the same asin English, although
when found as an initial, particularly preceding a u vowel sound, it tends to be
pronounced as sh. W tends to emphasize the vowel that it appears in conjunction
with. And z atersto aj sound. In addition, vowels tend to separate consonants, and
final consonants are often granted vowel endings (Kent, 1998).

Thelinguistic subset of Konglishincorporates English, aswell asother European
languages, into the South K orean vernacular in 5 major ways: direct loanwords; hybrid
terms; truncated terminology; through substitution; and, by the creation of pseudo
loanwords. Each of these are detailed below.

Direct Loanwords

Thesetermswithidentical, or phonetically modified pronunciation are pronounced
in Korean the same as, or close to the English pronunciation, and include words like
chocolate and orchestra. The assimilation of direct |loanwordsal so seestermsmodified
to fit the pronunciation governing structure of the Korean language, such ask’ opi or
coffee, and jusu or juice.

Hybrid Terms

These Korean and English terms or phrasesincorporate words from both English
and Korean such as: binil-bongtu for a plastic bag, or literally vinyl-envelope; and
bang-ul-tomato for a cherry tomato, or literally bell tomato.

Truncated Ter minology

Theseloanwordsareformed from the shortening of English termssuch as, remocon
for REMOte CONtrol, not to be confused with remicon for REady-MIxed CONcrete.
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Substitution

These words or phrases have come to replace existing Korean terminology
(especialy among younger people), and are terms not required for increasing the
linguistic functionality of the native vernacular. Examplesinclude the words; lighter
which has come to replace Korean terms such as pul, and parking which often
supersedes the original Sino-Korean term ju-cha.

Pseudo L oanwor ds

These are ideologically restructured terms, possessing semantically modified
meanings such as o-ba-i-tu for over-eat, meaning vomit; and hunting meaning
attempting to pick up women or men.

REFLECTIONSON L OANWORDS

Loanwords, at first, may appear to be unimportant items of linguistic code.
However, the confusion and ramifications of their usage necessitate their study by
EFL students. The previoudly illustrated methods of |oanword assimilation highlight
thisneed. Also, loan terminology occursdifferently, and on many varied levels, within
each of the nations and languages of Northeast Asia.

Modern loan terms evident in the vernacular of China, Japan, and South Korea
stem largely from the English language. A few exceptions originate from European
languages such as German, French, and Italian (Kent, 1996). Additionally, thesemodern
loanwordstend to beintrinsically tied to their original cultures such as French terms,
used in association with fashion and food (Taylor, 1995): ba-gae-tu for baguette, and
bu-fae for buffet. English loanwords, on the other hand, cover the whol e spectrum of
loan term use, but are predominantly linked to technical vocabulary, or stem from the
impact of advertising and movies.

One may expect that loanwords would be adopted to linguistically represent
concepts and objects that are non-existent within the native language. However, this
isnot the case since some native words have popul arized loan equivalents. In addition
to direct borrowing, recent loan terms are also used in hybrid or contracted forms.
Perhapsthisistofacilitate convenience, speed, or stylein conversation. When listening
to native discoursein Northeast Asia, modern loan termsmay proveto be an additional
source of confusion for the native speaker of English because they take on aform of
their own, which may mask the original source code of theterm. This, combined with
the fact that the use of English loanwords is increasing within the Northeast Asian
region, pose aproblem for EFL students. Modern loan termsfound in the vernaculars
of China, Japan, and South K orea are sometimes abbreviated and often the original
grammar associated with the loan is disregarded. Individual terms that were once
“ prepositions become nouns, nouns become verbs, and conjunctionsand suffixesjust
disappear” (Shepard, 1997, p. 2).
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A summary of the assimilation of loanwordsin the Northeast Asian region can be
presented in six points:

1. Themagjority of recent loanwordsin China, Japan, and South K orea appear to
stem from the English language, and to alesser degree from other European
languages.

2. Shortening, limiting, combining and extending English termsresult in thefact
that, on most occasions, they are incomprehensible to a native speaker of
English.

3.  Some loanwords tend only to be used as compound words.

4. Loanwords tend to be nouns in the original language, but are incorporated
into the languages of China, Japan, and South Korea as any cognate form.

5. Loanwords are blended with other loanwords or the native language to coin
new terms or pseudo loanwords.

6. Brand namestake on semantic meanings.

As a result, EFL students can easily confuse loan terms in discourse by
misinterpretation or through misuse. Therefore, students must re-learn the context of
theseterms and apply them in cross-linguistic discourse, not as adaptationsfrom their
own languages, but asthe uniquelexical unitsthat they are. EFL studentswith acore
language base of Chinese, Japanese or South K orean must re-learn most of theloanword
language they aready know in order to correctly understand and use these termsin
English. However, the bridge of commonality between English and the native language
should not be ignored throughout such a process. Indeed, if utilized effectively, itis
hypothesized that it can advance the English progress of the students concerned.
“Loanwords result not from stupid, straightforward copying: rather they result from
phonological and semantic transformations that are complex and creative” (Tanaka,
1997, p. 2).

SUPPORTING THE UseE oF CHINGLISH, JAPLISH, AND KONGLISH IN THE EFL CLAssrooM
IN NORTH EAsT Asia

How learners acquire their second language is different than how they acquired
their first language. These two complex processes are not completely understood and
are still being researched. However, it is safe to state that learners try to learn their
second language the way they learned their first language. In the East, people are
primarily trained to learn through rote memorization, in contrast to the West, where
people are primarily trained to learn through analysis and critical thinking. Hence,
studentsinthe EFL classroominthe Far East are generally skilled at grammar because
that is the primary focus of language instruction. The grammar translation method
has been generally used within the Northeast Asian educational systems of English
language education at the primary and secondary school levels (McArthur, 1992).
However, Asian learners are usually not skilled at and lack confidence in speaking,
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misuseloan terminology, and often pronounce wordsinaccurately. To sumit up, English
students in Asia learn the theory behind the language, but need more practice in
producing the language for communication.

In contrast to the grammar trang ation method used in most primary and secondary
schools, the communicative language method is used in most language institutes,
cram schoolsand university classroomslead by native speakers (Richardsand Rogers,
1993). Pedagogical methodologies that support the production of student target
language utilizing Chinglish, Japlish, and Konglish can be incorporated within the
communicative method, expanding the English language base these studentsinherently
have accessto within their native languages.

The lexes of Chinglish, Japlish, and Konglish do not have to be relearnt, hence
providing a mnemonic basis for learning English vocabulary. The learner, asafalse
beginner, possesses afunctioning though limited knowledge of the EFL target language.
The student has an inherent base of key terms and phrases which can be built upon
(Brown, 1995; Daulton, 1999; Kent, 1999). However, the learner does need to learn
how to reapply Chinglish, Japlish or Konglish, when communicating in English,
according to the appropriate grammar rules and, at times, as dictated by pragmatics
and context. Thisconcept isthe backbonefor utitlizing thelexes of Chinglish, Japlish,
and Konglish for teaching English.

Thefirst step in this approach isfor studentsto study the direct and phonetically
altered loanwordswith afocus on pronunciation. The next step involvesincorporating
truncated loans through teaching the expanded forms. Third, the learner focuses upon
recontextualizing the more popular uses of loans, which are not commonly used inthe
English language, or are not used in the manner expressed by the Chinese, Japanese,
and Korean speech community. Focus on pseudo loan terms, as well as other loans,
hel ps students associate English terminology and vocabulary related to the ‘ base’
structures or associated meanings of such loanwords. Finally, the hybrid formsof loan
terms can be taught with an emphasis on expansion from a semi-English term into
correct English terminology. Thesetechniques can promote appropriateinter-linguistic
learning behavior on the part of the EFL student, and ahigher degree of understanding
within the arenaof socio-cultural, cross-linguistic communication.

CoNSTRUCTING AN APPROPRIATE EFL FRAMEWORK
Utilizing Learner Memory asKnowledge

Theingtructor utilizesthelearner’ smemory and presentstarget |anguage sentences
composed from loan terminology. Learners, thus, have access to meaning through
previously acquired lexical knowledge, and through familiar context. At this stage
direct loanwords, or loan formsthat are used identically to those found within English
(such as the Konglish terms; bus terminal, cola, hotel, and mini-skirt) should
intentionally be made availableto thelearner.
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The placing of a loan item, with the same pronunciation and semantic
conceptualization as an English word, within a simple sentence then creates an
environment from which thelearning of grammar can beinferred and the function and
forms of linguistic competence can be focussed upon. Kwon (1986, p. 5) supports
such anotion through the assertion that, “ sociolinguistic competenceis more crucial
in cross-cultural communication than isgrammatical competence.” In addition, when
using direct loanwordsat thislevel not only iscommunicative competence devel oped,
but so too is student confidencein speaking thetarget language. Other direct |loanwords,
though phonetically modified by thelearner’ snative language, can a so beintroduced,
provided that appropriate English pronunciation guidanceisgiven.

Anexample of asimpledialogueillustrating the use of Konglishtermsasfamiliar
vocabulary itemsfollows.

David: Shall we have fast food for lunch?
Hyon-Hee: Yeah, let’s have hamburger, salad, and coffee.

In this exchange the Konglish terms salad and coffee represent phonetically
modified direct loanwords, and the contracted Konglish loan burger isillustrated in
full form ashamburger. Indeed, not only can the student recognize vocabulary items,
but also word order can be determined, even if the structure differs from the native
language. The decoding of speech processes using a known code renders a message
comprehensible.

Use of loansfrom Chinglish, Japlish, and Konglish can generate an affiliation and
arealization of the common sharing of another’ sperception. A perception of common
linguisticidentity can then be obtained between Northeast Asian and English speaking
people. This would ensure that “language then becomes not simply a means of
communicating information” but “also a very important means of establishing and
maintaining relationships’ (Trudgill, 1983, p. 13).

Adding a Positive Char geto Negative I nterference

When two speakersinteract in communication, they interpret the noises or sounds
that each other vocalize. When Northeast Asian students and native English-speaking
teachers engage in conversations, they approach conversations differently, as both
have disparate socio-cultural backgrounds. As a result, problems may arise: one
language and cultural system being interpreted in terms of another, and elements of
one cultural system being presented through the use of a non-native language.

Negativeinterference can result from use of truncated loans, or loans not commonly
heard inthe Englishlanguage. The vocabulary item can actually communicate amessage
other than the one intended by the speaker.

Truncated loan terminology can be taught and used in the classroom to illustrate
differences between native and target |anguage use by focussing upon the expanded
forms of theseterms used in English. Examplesfrom Japlish include: word processor
(waapuro); and air-conditioner (ae-con). Konglish examples follow: apartment
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(a-pa-tu); department store (de-pa-tu); ready-mixed (remix); and remote control (remo-
con).

Theuse of English loansnot commonly heard in the English language can also be
introduced, along with more common vocabulary, through recontextualization. For
example the English term various can be taught along with the Konglish use of the
English term omnibus. Where thisloan term in English means a collection of several
items, isused in Korean only in reference to music and means various artists.

o, too, theinappropriate ways English loans and pseudo |oan terms are used can
be utilized to teach associated vocabulary. For example, the Konglish term o-ba-i-tu
(over eat, meaning vomit) can be used in conjunction with English terms such as;
over active, overcharge, overconfident, and overwork. Skinship (meaning close physical
contact, usually between mother and child) can be used in conjunction with English
termsthat contain the noun modifier -ship such asfriendship, partnership, relationship,
and membership. In addition, other loan terms such as the Konglish term meeting
(meaning a blind date) can be introduced in appropriate English usage contexts. By
association with business English terms, this technique can a so be used to highlight
the further inappropriate use of English terms by Koreans such as promise for
appointment.

All of these elements may be presented through classroom activities, like the
following example using Konglishterms.

David: L et’s see amovie on Saturday.

Hyon-Hee: Oh no, | have a promise(T) with my friend on Saturday.

David: A promise?(1) If you mean, you have an appoi ntment with your friend
on Saturday, then we can see amovie on Sunday.

Hyon-Hee: Yeah.(R) Sunday is okay, how about 1 o’ clock?

David: I’ll bethere.(RR)

This dialogue represents a misunderstanding on the part of the native English
speaker, who asksfor clarification. The point requiring clarification isindicated by the
native speaker echoing in question form the term that was misunderstood, and then
suggesting arepair. Students could be presented with such a dialogue, and given an
opportunity to identify the misused loan term and itsrepair by the native speaker.

Provision of the dialogue transcript could teach students how to identify linguistic
components, based on the Varonis and Gass model (see Gass & Madden, 1985, p.
151). Students write various symbols within the dialogue: T for trigger, meaning
incomplete understanding; | for indicator, or the hearer’ ssignal that understanding is
not complete; Rfor response, meaning the original speaker’ srepair; and RRfor reaction
response, meaning the hearer’ sacceptance; or continued difficulty with the speaker’ s
repair).

Use of such an exercise, asindicated by Simon-Maeda (1995):

...would help focus students’ attention on the use/misuse of loanwordsin their
own speech, especially on the indications of misunderstanding or acceptance
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in an exchange with an NS (native speaker). The alternative, correct usage
would hopefully develop their awareness of the necessity to know the many
variations of acertainlexical item. (p. 4)

This type of exercise is the opposite of what generally appears in current EFL
textbooks, where interlocutors engage in discourse with complete understanding. In
real life, this seldom happens and at |east some of areal life dialogue is dedicated to
negotiating meaning between the participants.

Developing an Intellectual Toolbox

Perhaps Chinglish, Japlish, and Konglish can be designated asan inter-language.
Furthermore, direct loanwords can provide positive interference in foreign language
acquisition. Loanword categories that fall into this category include: hybrid words;
joining terminology from the English and native language; and some pseudo |oanwords
(PLWs) that are not understood by native English speakers. In some cases, the meaning
of such terms can be guessed, although a background of socio-cultural knowledge
pertaining to the EFL student’s environment may be required.

Hybrid loans, like the Konglish term bangul-tomato, can be utilized in the EFL
classroom to build vocabulary, and cognitive understanding of linguistic representation
within the target language. For instance, bangul can be used to teach the translation
bell, providing new English vocabulary to the student. In addition the English word
cherry tomato can be taught, as representative of the Konglish term, thusillustrating
the cognitive differences of perception between native and target languages. For
instance, where Koreans view the shape of a mini-tomato as a bell, English culture
views the shape as being similar to another food, acherry.

Concluding Remarks

Studying the sociolinguistic history of the Pan-Asian region, and the globalization
of China, Japan, and South Korea, it can no longer be said that English isonelanguage
with one culture and a set of functions or code unique to itself. The vernaculars of
Northeast Asia have incorporated some of these codes as well as elements of the
English culture. In addition, they have defined them as part of their own linguistic
code. The sociolinguistic and cultural paradox here is that the vernaculars of the
Northeast Asian region are remarkably different to the English vernacular, and vice
versa. Yet, at the same time aspects of these linguistic codes arein essenceidentical.
Thisasyet, has not been recognized as an are useful for teaching English in the EFL
classroominAsia

It is theorized that the use of Chinglish, Japlish, and Konglish will function as a
cross-linguistic mnemonic key for phrasesand vocabulary learnt in thetarget language
by Northeast Asian EFL students (Brown, 1995; Daulton, 1999; Kent, 1999). Inthis
sense, theaim isto produce functional communi cative competence rather than exact
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linguistic and grammatical competence through the positive use of sociolinguistic
interference. Research (Kwon, 1986) showsthat communicative competenceismore
crucial than grammatical competence for EFL students.

Howatt (1984) _ advances the claim that language is acquired through
communication, so that it is not merely aquestion of activating an existing
but inert knowledge of the language, but of stimulating the language system
itself ... (by) using English to learnit. (Richards and Rogers, 1993, p. 66)

Hence, the socio-cultural communicative pedagogical theory underlying the use
of Chinglish, Japlish, and Konglish seeks to go one step further. It promotes not just
the use of English to learn English, but the use of English existent within the EFL
student’s native vernacular to assist the student in the language | earning process.
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Diffusion of Creative Language Teaching in Asia

DAVID MCMURRAY
Fukui Perfectural University

ABSTRACT

This article aims to define creative teaching ideas and to model how they can diffuse throughout
Asia. It merges two main themes that relate to change in foreign language education: a) creativity
and b) the management of its diffusion. The term creativity embraces a wide range of classroom
interventions and is therefore sometimes criticized as a buzzword, but it is an important link to
larger social and cultural questions, including economics and individuality. Teachers in Asia are
currently searching to motivate their students by using a task-based curriculum that allows
for autonomous learning and focuses on real-world, international English. Once innovative language
teaching ideas related to these goals are defined, researched and tested, they still need to be shared
and adopted by colleagues and students. This article presents five models of how this diffusion can
take place, including a method that relies upon action research.

Once a teacher has come up with a creative teaching idea, perhaps by conducting
an action research project, how can it be used to affect change in our profession and
in classrooms around Asia? Change is a constant in the education profession, but
most curricular change in Korea, Thailand, Taiwan, and Japan during the past few
decades has generally been spread using top-down management and governmental
decree (Kim, 1998; Kimball, et al., 1999; Sutadarat, 1999). Language teachers are
hoping to become more involved in the idea-creation stage of the process of change
through their action research (Cornwell, 1999). Bottom-up leadership by classroom
teachers implies that it is the teachers who identify the need for change and propose
ideas to solve the problems or to take advantage of the opportunities they perceive in
their classrooms and with their students. Hoelker (1999, p. 1) notes that action research
in Asia “is rapidly gaining recognition at international conferences (TESOL, PAC,
and JALT),” and that teachers in these organizations hope their efforts will lead to
new ideas which will improve teaching and learning and the community at large.

DEFINING CREATIVITY IN ASIA

To create means to bring something into existence through imaginative skill and
by a course of action. Creation is the act of bringing the world into an ordered existence.
Complexity theory tells us that somewhere between chaos and a complex structure
lies the edge of chaos where creativity is nurtured. Creative ideas gleaned from this
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theory are being adopted by classroom language teachers who are trying to make
sense of the complex EFL environment (Larsen-Freeman, 1997; Helgeson, 1998).

Creativity means something new rather than imitated, but it is also a term defined
by culture. Differences in culture help to determine how a society values creativity.
Academic psychology in America contends that creativity is a desirable individual
trait, whereas Japanese culture puts less emphasis on individual than on group
accomplishments. Differences in the language classroom meaning of creativity can be
explained in terms of task completion. Classroom teachers in Asia do not expect
students to develop a novel approach or contribution and instead foster the development
of memorization. Before students can become creative, or even express themselves,
they must be taught possibilities and limits. Routine is important. The student must
follow in the steps of the master until they are ready to offer an improvement to the
traditional pattern. The result of such repetition can be a high degree of analytic and
creative problem-solving which enhances quality control and leads to perfection and
improvements in the arts and technology that others have developed.

In Japan it takes courage to be creative. Students traditionally tend to keep a low
profile and are warned: “The nail that sticks up will be hammered down.” In other
words, as soon as you have a new idea, you are in a minority of one. In western
culture there is a certain repulsion when everything starts looking and sounding the
same and everybody seems to follow the same track. Innovators are encouraged to
break pre-existing rules and go for maximum individuality.

In America there is respect for individual differences. In the mass education system,
higher degrees and education at an elite university are the goals of those who want to
stand out from the crowd. A belief that accompanies individualism is that unique
accomplishments are better than those which somehow resemble the efforts of others.
Creativity leads to Nobel prizes and innovative basic research. American society believes
it moves forward on breakthroughs, on the innovations and discoveries of people like
Albert Einstein, Bill Gates, and Stephen Krashen.

Can university students be creative, or is it too late for them? Popular psychology
asserts that all children possess the potential for considerable creativity, which
diminishes as they grow older. Rigid education and the imposition of adult standards
too early are frequently cited as the culprits in a child’s loss in creativity. The average
child is not creative. To the western educator, Japanese education could never allow
the flowering of creativity. This conclusion may be the result of ethnocentric
assumptions about the source and meaning of creativity (White, 1987). Interestingly,
the theory that young children can more effectively learn a foreign language than
older students has recently gained acceptance in Asia and the idea of teaching English
at an increasingly early age at the elementary school level has spread quickly from
Korea to Thailand to Taiwan and will soon be attempted in Japan.

Creativity embraces a wide range of potential classroom interventions and is
contentiously linked with larger social questions. Encouraging creativity can be an
effective strategy for language teachers. Its development requires teachers to pay
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more attention to students’ individual behavior and goals.

Task-based language teaching is an innovation which is only slowly gaining
popularity in the Asian classrooms (Long and Crookes, 1992). In Asia, where it is
culturally accepted that hard work leads to creative success, this innovative teaching
concept will likely continue to spread. Task-based theory holds that communication
occurs when some participants do not have access to information that is available to
others. Teachers pose tasks as problems which students need to solve by communicating
in the desired foreign language. Creative solutions can be inspired when questions to
which not even the teacher has an immediate answer are posed. The students are then
challenged to think through and to draw upon their own experience and skill.
Engagement is what counts: positive, whole-hearted, energetic commitment, while at
work on a task to produce a result.

Creative people are motivated. That is why Masters of Business Administration
(MBA) programs in English, which are gradually becoming accepted in Asia, screen
applicants to assess their level of motivation. Problem-solving and task-based courses
make up the majority of the MBA curriculum. Interview and personality tests reveal
MBA students have one common trait. They are all very driven. Once selected, MBA
programs place students onto teams that can bring ideas, thoughts, and points of view
together, which is the style of today’s global business.

Razak (1996) reports that in Singapore, the Education Ministry regularly reviews
its curriculum to better develop creative thinking and learning skills required for the
future. Education Minister Teo Chee Hean stated at the Seventh International
Conference on Thinking, “The single most important thing that any government can
do is teach constructive thinking to its people...[As] competition intensifies, so does
the need for creative thinking. Singapore is doing a reasonably good job in getting
facts, curriculum and data into the brains of our students. We are not doing nearly as
good a job in teaching them to think integratively and putting all the concepts together,
in a job-related environment” (p. 62). Singapore’s tests forced students to take in
large amounts of knowledge to help them prepare for the 21st century. But now,
educators in Singapore worry about producing youths who have mastered the art of
scoring high in examinations at the expense of creativity and independent thinking.
The Education Ministry is looking at ways to reduce the quantity of content knowledge
students are required to memorize, to allow for more time to develop communication
and decision-making skills.

Malaysia also laments that its education system failed to produce enough students
equipped with skills fast enough to help the region. Even though Malaysia spends
20% of its national budget on education, Malaysian universities and polytechnics only
have place for 11% of high school graduates. Their target is 40%. In 1996, 50,000
Malaysians studied in higher education abroad. The Ministry of Education would like
their students to do two years in Malaysian universities and finish their studies in two
more years spent overseas. Such collaborative education is a strategy to spur creativity.
Their Education Minister observed, “The quantum leap that I need is from more
imaginative and creative ideas” (Razak, 1996, p. 62).
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DirrusioN oF CHANGE IN LANGUAGE EpucaTioN

Markee (1997) developed a theoretical framework for the production of change
in language education and presented several examples of how innovations in language
teaching such as the natural approach to learning languages and task-based language
teaching have been diffused around the world. Teachers are recognized as key players
in language teaching innovations. In Asia, however, other stakeholders such as ministry
of education officials and school administrators have a stronger say in whether an
innovation is implemented or not.

Diffusion is a form of communication. Languages spread through networks, and
so do language teaching innovations. There are five different models of change,
identified by Markee (1997, p. 62) as social interaction, center-periphery; research,
development and diffusion; problem-solving, and linkage. Each has its own leadership
style.

An example of social interaction is what goes on in the teacher staff room when
teachers share lesson plans. The USIS and British Council are agencies of English-as-
a-first-language countries which share their teaching technologies with developing
countries, based on a center-periphery model of diffusion. In this model, the power to
promote change often rests with local ministry of education officials. The top-down
leadership approach which accompanies this model requires that teachers become
passive recipients of the mandated changes. Research, development and diffusion is
the preferred model of change among academics and originated in the study of
macroeconomic management. This model relies on top-down management and
empowers teacher-experts to serve as agents of change. Teachers at the bottom of the
hierarchy have little stake in the success of innovations. The problem-solving model
encourages bottom-up leadership because the end-users of the innovation are the
ones who identify the need for change. Teachers also act as the agents of change to
share the diffusion of ideas. This is the model in which action research can best function
and flourish. Action research encourages teachers to become the masters of their own
house and to reduce dependence upon experts from other disciplines. This approach
has been implemented in Australia on a large scale and is well documented in a series
of Teachers’ Voices projects (Burns, et al., 1997). The linkage model serves as an
umbrella for all the above models and recognizes that the choice of a particular change
strategy depends upon the problem that needs to be solved.

Parents and students within the public school system and private language learning
schools also participate in determining the fate of any proposal for change. For example,
in the competitive language school market fee-paying students can freely select between
varying language schools and their advertised methods of instruction. The director of
the International Language Center (ILC), Tokyo’s first British EFL school in Japan
and the school which Crown Prince Naruhito attended in preparation for his studies at
Oxford University in Britain, lamented that they will close at the end of 1999 and
cited the lack of consumer market education as a contributing factor in ILC’s demise.
“People don’t know what the differences are between classes taught by professionals
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and those by unqualified teachers. I really wonder if Tokyo wants quality language
schools” (Chan, 1999, p. 1).

An example of the power that politicians and the voting public hold over the
wishes and expertise of language teachers is State of California Proposition 227, which
was passed in 1998 by a citizen’s vote of 61 percent . This law limits bilingual language
education to one-year of immersion classes, after which second language learners
must enter mainstream classes. Language teachers and their organizations such as
California TESOL advocated against the changes, criticized the plan for its lack of
pedagogical validity, and lobbied government and parents. However, their efforts failed
to change the popular public opinion supporting English-only education. Support for
similar proposals is now spreading to other states (Fields, 1998).

Di1rrusioN oF CREATIVE TEACHING IDEAS IN ASIA

The diffusion of teaching ideas can be considered a natural process of evolution
toward better and more efficient ideas, but in most cases where ideas have been adopted
on a wide scale, the changes have been managed. Team-teaching was introduced in
Korea in the 1970’s and later into Japan in the 1980°s using a center-periphery model
of diffusion. Teachers were passive recipients of a mandated program. In its initial
stages in Japan, a British organization provided the expertise and the teachers. Later
two ministries took ownership of the plan and called it the JET (Japanese English
Teaching) program. It has received much resistance and criticism from language
teachers in Japan but it continues. The EPIK (English Program in Korea) was cut
back in 1998 by the ministry of education when overall government funding fell short
during their banking crisis.

Change can be painful if new ideas and the strategies to carry them out do not
carry everyone in the profession willingly forward. Teachers who perceive new ideas
and proposals for change as advantageous are likely to adopt them more quickly. If all
teachers are to adopt new ideas as their own innovations, they must have the opportunity
to clarify their ideas about language education. Hoelker (1999, p. 9) notes that teachers
can gain respect when they carry-out action research in the classroom and then publish
the data “because it is only through our sharing what we learn in the classroom that
the community learns to value our work.”

DirrusioN oF TEACHING ENGLISH AT THE ELEMENTARY LEVEL

In South Korea, the end of a war prompted the Ministry of Education to develop
a modern education system from 1954. Each major change to the system since then
has been introduced by the Korean government and made in response to dramatic
shifts in politics, the economy and perceived opportunities. The sixth curriculum (1995-
99) focuses on foreign language education, computer education, and creativity. Itis a
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comprehensive plan which includes standards for textbooks, training, and teaching
methods. The sixth curriculum provides the basis for introducing English education
into elementary education (Kim, 1998). EFL teacher-training institutions only require
students to gain 140 to 156 credits in literature, linguistics, and EFL theory in order to
be licensed to teach English, but the seventh national curriculum will emphasize self-
directed and autonomous language learning in the classroom.

In Thailand from 1960 until 1977, English was a compulsory subject starting from
grade 5 in a 12-year education program. Thailand’s National Primary Education Act
of 1962 mandated 7 years of primary education, 3 years of junior high school (lower
secondary) and 2 years of high school. From 1978 until 1997, English study was
changed to an elective subject from grades 5 to 12 in a plan of 6-year primary, 3-year
junior, 3-year upper secondary and 4 to 6 years of higher education. In 1997, a People’s
Charter in the Constitution paved the way for all citizens to receive at least 12 years of
education. An economic crisis, which began in 1997 and continues through 1999,
curtailed many of the training programs for elementary teachers.

In September, 2001 teachers in Taiwan will begin teaching English from grades 5
and 6 in their primary schools. Over 6,000 new teachers are needed. Prospective
primary school teachers of English who are college graduates, with or without teacher
training, must take oral and written examinations to enter a fast-track training program.
The program opened in 1999 and requires 360 contact hours within a three-month to
one-year training period (Leung and Katchen, 1999).

The Ministry of Education in Japan enacted changes very similar to those of its
Asian neighbors. The Curriculum Council has proposed 5 curricula to date. In contrast
to Korea, it has decided not to force the implementation of the teaching of English as
a communicative language at the elementary level. Instead by the year 2001, students
will be introduced to English and other languages through studies of international
understanding based upon the schools’ curricula and depending on assessment of
their teachers’ plans and ability.

LANGUAGE TEACHERS WITH A MISSION TO DIFFUSE CREATIVE IDEAS

Bridging research and teaching through action research in the classroom could
help make the language education system in Asia more creative. This strategy could
remedy an apparent weakness of Asian professors who responded in a survey by
David (1997) that they are less dedicated to teaching than they are to research. Table
1 shows their responses to the question “Do your interests lie primarily in teaching or
in research?”

At the Second Pan-Asian Conference held in Seoul, representatives of Thailand
TESOL, Korea TESOL, JALT, and ETA-Republic of China agreed to an eight-point
mission statement that commits their organizations to forging an identity which
encompasses the commonalties and diversity inherent in the teaching and learning of
English in the Asian context. Some 6,000 teachers belonging to these organizations
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TABLE 1

Country All More More All
Teaching Teaching Research Research
Japan 4 24 55 17
U.S. 27 36 30 7
South Korea 5 40 50 6
Hong Kong 11 35 46 8

have been tasked to pursue the discovery of methodology appropriate for their
classrooms and have been provided an international forum of meetings and publications
to exchange, challenge, and announce their ideas.

CONCLUSION

Having shared the results of a few of the action research projects conducted by
EFL and ESP teachers and presented at the Second Pan-Asian Conference in Korea,
I have been led to the belief that our profession is indeed trying to create classrooms
more conducive to learning and endeavoring to encourage students to be more creative.
The language teaching challenges of the new millennium in an Asia context are training
teachers of children and motivating students using a task-based curriculum that allows
for autonomous learning and which focuses on real-world, international English.
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Editing EFL. Manuscripts with Excellence

WILLIAM SCHMIDT
Korea Advanced Institute for Science and Technology

ABSTRACT

A major problem for EFL instructors has been the editing of manuscripts. Often with short notice
and maybe some political pressure, a teacher is given a paper and asked to quickly edit it for
publication. In looking into this, we will first define our terms, then look at the overall situation
with possible approaches. Grammar and syntax problems will also be studied with the end result
being kept in mind. The result involves moving towards possibly establishing some new EFL editing
standards.

INTRODUCTION

I would like to present two similar situations. Both occurred during my first couple
of months in Korea and have been repeated a number of times since then. From what
I understand, many other teachers share these same experiences.

Situation 1: You are busy. Classes are soon to begin. Lesson plans need to be
gone over, and last-minute handouts must be run off. Then, out of nowhere, a
stranger comes up to you, paper in hand. “Can you check this for mistakes,”
he says. As you look at the paper, counting the pages, he adds, “Oh, and can
you get it done in two hours before 5:00 p.m.?”

Situation 2: A high-ranking administrator takes you out to a very nice restaurant.
Before lunch is over, he digs a paper out of his briefcase. He says, “A good
friend, a colleague, wants this published. Can you correct this for me? The
local government wants to see it published also.”

From what I have heard from conversations with other teachers, this is a common
practice here in Korea. With our advancing economy and its technological edge, the
need to meet publishing deadlines in foreign countries and the desire to please local
government officials, teachers find this to be a growing problem. Scheduling time and
creating expertise must now be taken into consideration.

A DEFINITION

First, however, we should arrive at a good definition of editing. Three dictionaries
define editing as followings:
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Webster’s New World Dictionary (Neufeldt & Guralnik, 1994): 1) to prepare (an
author’ s works, journals, letters, etc.) for publication, by selection, arrangement, and
annotation. 2) to revise and make ready (a manuscript) for publication. 3) to supervise
the publication of and set the policy for newspapers, periodicals, reference books, etc.

Longman Dictionary of Contemporary English (1987): 1) to prepare for printing,
broadcasting, etc. by deciding what shall be included or left out, putting right mistakes,
etc. 2) to be the editor of a newspaper or magazine.

Oxford English Reference Dictionary (Pearsall & Trumble, 1995): 1a) to assemble,
prepare, modify, or condense (written material, especially the work of another or
others) for publication. b) to prepare an edition of (an author’s). 2) to be in overall
charge of the content and arrangement of (a newspaper, etc.). 3) to take extracts from
and collate (films, tape recordings, etc.) to form a unified sequence.

Looking at these definitions, we see the common verbs of preparing, revising,
arranging and deciding. Also the role of an editor at a magazine or newspaper is
mentioned. In an EFL context, though, I am not comfortable with these definitions.
They do not seem to satisfy what we do in correcting manuscripts for publication here
in Asia. We, as teacher-editors, are caught between two extremes of stenographer
and ghostwriter:

- As an EFL editor, he is much more than a stenographer or an error corrector who changes
punctuation, spelling, or misplaced articles. However, he must, of course, also do these
things.

He isgnot a ghost writer, actually collecting raw material, drafting it, and then writing it.

Many foreign language teacher-editors here in Asia are not at the advanced-plus or
superior levels in their respective Asian languages, where they would have to be in order

to do these things.

An editor’s job is to make an article clear, that is, to take what an author means
and make it communicate to an English-reading audience. This means narrowing the
gap between an author’ s intent and the audience’s response. This can only be done
with real and clear communication that does not change the author’s intent from
when he originally wrote the article.

So I see a teacher-editor’ s role as clarifying a written document for publication.
We are not just stenographers, correcting grammar or a misplaced article. Nor are we
ghost writers, if we do not know the host Asian language extremely well.

In working towards a solution, I have identified three main points. They are: an
initial overview, the process, and the result.

INITIAL OVERVIEW

An overview might have two aspects, honor and time. Often when suddenly
presented with a paper, a teacher may feel like a stenographer or low-ranking secretary.
“Am I being taken advantage of?” he may wonder. Especially, this can be true when
one is not paid after a number of hours of work!
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But this problem of honor also includes the author, the client. Going to some
foreigner to get your English mistakes corrected can cause one to lose face. This is
especially true if some foreign magazine editor also returns your academic article with
a cryptic comment to get your mistakes corrected, and corrected soon, in order to
meet a publishing deadline. Often it is not the writer who brings his own paper to be
edited. It is one of his subordinates who brings it.

Here we face a choice. A vicious cycle or a gracious cycle could commence. A
vicious cycle where dishonor to the writer brings dishonor to the teacher-editor who
in turn returns the dishonoring “favor,” would benefit no one. A gracious cycle where
honor breeds more honor and respect must begin.

One possible way to do this is for teacher-editors to have their own subordinates.
A staff administrator, part-time student, or even some help hired by the teacher-editor
could be the one who initially talks to people about possibly editing papers. A deadline,
usually a couple weeks hence, would usually be given. I have found this system has
worked very well in both of the schools where I have taught. At KAIST it has been
very successful, honoring both authors as well as teacher-editors.

Allowances need to be made for emergency situations. Sometimes a paper must
meet a very close deadline. I have said I would do these emergency papers, on an
average of once every two weeks. I do not charge extra for this service, seeing it as
part of my community service to Korea as a whole.

THE PROCESS

My second main point is the process. By process I refer to detecting “landmarks”
that can help a teacher-editor bring a paper to a successfully edited conclusion. Often
we have papers that are hard to edit. Sometimes they look more like an alphabet soup
of English words than a paper ready for publication. In my first year here in Korea, I
returned some of those papers, seeing no way I could clarify them for publication.
Now I wonder if I could not have edited those first-year papers with the landmarks I
have found that help the editing process.

I have two sets of landmarks. One is a general set, which hopefully can be used
throughout Asia. The other might be specific to the situation in Korea.

Before I go into detail on grammar, [ would like to mention one general landmark
which always applies. I have found that “voice-reading,” or mouthing or sounding
the words as you read the manuscript, is a better technique than “sight-reading.”
When we were children, we were taught by our teachers to sight-read, to read silently
without mouthing the words. This sight-reading improves reading speed and promotes
better understanding. But in editing, I have found reading out loud or mouthing the
words helps me to find more mistakes in the manuscript. In the future, I will conduct
a further study to see whether other teachers are able to correct more mistakes through
voice-reading.
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Below are specific grammatical considerations, or landmarks, for English
editing.

LANDMARKS IN ENGLISH EDITING

General Landmarks

Voice-reading is better than sight-reading, because with it you are also hearing the
language and listening for mistakes, using more of the five senses, and therefore giving
more opportunities to “catch” a mistake.

Articles: the, a, an These are important because they are used to show singularity
or plurality, could introduce new ideas or things, and also can be used to refer to
either specific or generic things. Indo-European language articles are not useless
redundancies.

Run-on Sentences Keep sentences simple and clear, without too many add-on
clauses or phrases sneaking their way into the sentence. Use the pronouns this, that,
these, and those in order to break up a sentence and form two from it. This also
promotes paragraph order and cohesion.

Sequence and Ordering Sentential adverbs such as first, also, furthermore, in
addition, and finally show order and sequence. First, second, third, fourth, and finally
may be simple, but they can also be employed to cut through the confusion. Paragraph
order with a topic sentence is also important.

Conditional Sentences Conditional sentences employing /f..., (then)... need to be
used more: If this condition is used, (then) this result will occur.

Time Conditional Clauses Time conditional clauses using when are important
for clarity in scientific as well as technical research: When this ingredient was added
over this time period, we got this result.

Showing Possibility With academic or technical writing, showing possibility
when giving interpretations or results is very important. Could and might should be
used as auxiliary verbs. Possibly and maybe should be used as adverbs. Unless you
are absolutely certain of your results, these words should be used: Our results might
point to this cause, Maybe this is why it occurred.

Plurals Use -s or -es. Uncountable nouns such as research and information must
also be used. Also the words both and either should be used when comparing pairs.
Knowing whether something is plural or singular can be very important in scientific
and technical research!

Possessive Pronouns Our analysis, its components, and my interpretation sound
better than only using the definite article the with nouns.

Landmarks Specific to the Korean Situation

Prepositions For, in, at, and from need to be used more often instead of the
possessive of. This could clear up a lot of confusion. Melt combination of thingamajigs
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for example, can better be written as melt combination in thingamajigs. Of
whatjamacallit can be incremental change, 1s improved upon by changing it to with
whatjamacallit can be incremental change.

At must many times be changed to on.

Among, between, and in-between are also not used, though they often should be.
This chemical component has this layer on top and this layer on the bottom can be
simplified to This chemical component is between these two layers.

Perfect Tense for Emphasis and Repetition To emphasize the importance of a
piece of research, a phrase such as This research reported can be changes to This
research has reported.

Clearly Showing Past Tense In the main text of the research paper past tense
should be employed to clearly show that a particular piece of experimentation has
been completed: We conducted this experiment. But in figures and diagrams, the present
tense is kept. In Figure 3 we see this.

Using Yer to Show Future Possibility It is beneficial to use yef to show that,
although something has not been done, the possibility exists that it can or will done in
the future: This study has yet to be done.

Infinitives Changed to Prepositional Phrases with Gerunds to Show
Progression Phrases such as 7o reduce the inner stress, can be revised to In reducing
the inner stress. This more clearly points to the next step in a time sequence.

THE RESULT

The last main point is “the result.” Our goal is a readable paper for the author’s
audience. Individual creativity must be remembered. The author does not have to
sound like a compatriot of the editor! The author’s audience should also be kept in
mind. Readers of academic or technical journals can be busy people, who quickly scan
an article, dismissing what is unclear. We need to understand this audience as we
correct for their quick and clear understanding.

EFL editing by a teacher-editor should be done with the author viewing himself as
amediator and a clarifier between the author and the author’ s foreign, English-speaking
audience.

THE AUTHOR

William Schmidt presently teaches at KAIST, the Korea Advanced Institute for Science and
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Proposals to Increase Teaching Effectiveness and Job
Satisfaction

PETER NELSON
Chung Ang University at Seoul

JIM GONGWER
Chung Ang University at Ansong

ABSTRACT

Adaptation to a different culture is a complex and often lengthy process, especially when foreigners
do not speak the language of the host country. In this workshop, participants discussed common
adaptation and communication problems encountered by teachers at Korean schools. The seminar
facilitators first reported highlights of a survey of native speakers of English at Korean universities,
which showed them generally satisfied with their work but expressing noticeable disappointment
because they were not well accepted within their departments or eligible for promotion and tenure.
Workshop participants then discussed their own situations, many of which paralleled findings in
the survey. They concluded that major cultural differences inhibited both effective communication
and useful short-term solutions.

INTRODUCTION

Living in a new culture requires adaptation to it, and this is often a long and
difficult process. Adaptation also requires effective communication within the host
country. Frequently, communication is poor and the culture is misunderstood due to
ignorance and related factors like indifference, rudeness or racism. The result of these
adaptation difficulties may be frustration, anger, reduced effectiveness, or even early
departure by expatriates. International studies have shown that between 16% and
40% of all expatriates who are sent overseas return home prematurely because of
poor performance or their inability to adjust to the foreign environment (Dunbar &
Ehrlich, 1986; Tung, 1981).

It is important to understand these adaptation and communication challenges in
order to deal with them more effectively. One approach, using psychology, draws on
the research of Abraham Maslow (1943). Maslow pointed out that human beings
have known psychological and physiological needs, and much human motivation stems
from an attempt to fulfill them. Moreover, these basic needs are arranged in a hierarchy,
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although several of them may be satistfied concurrently, or partialy met on different
levels. The most basic level is physiological (food, water), next is shelter (safety and
security), third is social (belonging and love), and fourth is self-esteem (cognition and
recognition). The highest level is self-actualization, which includes both self-
development and a sense of aesthetics (truth, justice). Knowing how these needs
interact plays an important role in understanding human behavior, especially adaptive
and communicative processes in a foreign environment.

The workshop facilitators used Maslow’s categories as the foundation for
examining attitudes of native speakers of English in Korea. Specifically, the researchers
wanted to determine how KOTESOL professors teaching at Korean universities felt
about their work. They designed a survey which employed indicators of four hierarchical
needs: housing, belonging, cognition and aesthetics, as fulfilling these needs eases
expatriate adaptation and promotes good communication between employers and
employees. Moreover, the indicators emphasize recognition, praise and acceptance,
all of which are central to self-actualization.

SURVEY INDICATORS

The survey polled approximately 300 KOTESOL professors and received 129
responses. It was divided into two sections, a member profile (independent variables)
and attitudes to work (dependent variables). Since this was a preliminary study, no
effort was made to link independent variables to dependent ones (e.g., whether
professors living in Korea more than five years have different attitudes than those
living here fewer than five years). In essence both sets of data were viewed
independently.

A brief description of the respondents’ group profile appears below, described
solely by the highest percentage category. Respondents are in their 30’s (32%), male
(56%), primarily with MA degrees (34%) who have lived in Korea for 1-3 years
(55%). They live in cities of over 1,000,000 people (54%) and teach at four-year
universities (88%) in English departments (72%). They teach only one communicative
skill (40%) for 12-16 contract hours weekly (47%), but with no additional hours
(30%). Vacations are 8+ weeks on average (55%) and only a few (25%) teach during
summer or winter break. They live primarily in single apartments provided by the
university (51%). Their largest class size is 31-45 students (42%), with each class
having four major teaching amenities such as air conditioning and video.

Attitudinal variables were selected based on their relationship to Maslow’s
classification system. Respondents were asked to answer each of 23 questions on a 0-
10 scale, with 0 representing Inadequate, 5 as Adequate/Neutral and 10 as Outstanding.
This procedure provided consistency in judgment and comparison, room for a wide
range of opinion to be expressed, and ability to group then analyze high and low
scoring questions. Although the system used permitted a wide range of statistical
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procedures, only simple numerical analysis was used for the workshop. Future analyses,
however, will employ more advanced techniques.

The results are shown below only for questions with reasonably high (median =7
or above) or low (median = 4 or below) scores. The survey suggests that KOTESOL
respondents are satisfied with their work overall, as the median score is 7. Specific
high scores include contract fulfillment in terms of teaching obligations (8.0), clear
understanding of teaching duties (7.0), and independence in both grading (7.0) and
course materials selection (8.0). Respondents also find fellow Korean professors to
be friendly to them (7.0) and office staff to be helpful (7.0). Finally, most are satisfied
with their living arrangements (7.0). In addition to inviting comparison, each question
above matches one or more of Maslow’s criteria: belonging, cognition, self-esteem
and aesthetics.

Low scoring questions are equally important, especially as they relate to adaptation
and communication within a different culture. Respondents felt they were not properly
informed of departmental events and policies that affected their teaching or themselves
(median = 3.0); Korean professors neither elicited nor respected their professional
opinions (4.0); they were not encouraged to play a professional role at conferences,
etc. (4.0), and their departments were not open to new, innovative and challenging
ideas (4.0). Most of all, however, they felt strong dissatisfaction with limited
opportunities for advancement (2.0). The questions also related to Maslow’s needs
hierarchy, with most low scoring answers suggesting that respondents felt they were
not fully accepted (belonging) or had low self-esteem.

It is important to inject a note of caution: the survey results are of limited use
when describing native speakers of English at universities who are not KOTESOL
members. By definition, ours is a professional organization whose members seek ways
to improve their teaching skills. Many had extensive teaching backgrounds before
arriving in Korea, many had important organizational or administrative positions, and
many intend to stay in this country. Consequently, those who responded (about 40%)
may show a different pattern of attitudes than teachers here for a year or two, fresh
from college, who view living and working in Korea as an adventure and not a career.
In particular, respondents as a group may show unusually high AND low scores because
they are committed professionals.

AUDIENCE FEEDBACK

Responses from participants were explicit, relevant and helpful. After the
presentation the audience was divided into small groups for discussion and analysis.
Participants, who taught at K-12 schools and private institutes as well as universities,
focused primarily on their own teaching experiences in Korea. It was clear that many
identified with the positive attitudinal questions asked in the survey: many spoke of
independence in course materials selection, content and grading, kindness shown to
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them by Korean professors and administrators, and efforts of their schools to meet
conditions listed in their contract.

Their negative observations, however, underscored problems in both
communication and adaptation. Low scores recorded in the survey were echoed during
discussion, particularly to aspects of belonging and self esteem. Participants noted
how they were often “forgotten” at school for matters that pertained directly to them
or their teaching; one teacher even mentioned showing up for class only to find it had
been cancelled a week earlier! Others commented how they were not consulted
regarding changes in classroom management or policies under review. Still another
complaint was perceived lack of respect by Korean teachers; several felt their teaching
role was not taken seriously, their professional opinions were ignored or downplayed,
and their qualifications were minimized. Lastly, participants felt unrewarded for outside
activities (e.g., attending KOTESOL conferences) or attainment of higher teaching
credentials. In this regard a universal complaint by the participants was the greatly
restricted opportunities for a tenured job or parity in work benefits.

Following discussion, the groups were asked to summarize main points for later
presentation to the audience. Their observations first dealt with efforts to identify
problems encountered in the workplace. Two possible explanations are listed below.

- Several cultural differences between Koreans and Westerners may contribute to
low morale. These include the vertical nature of Korean society and its structured
social relationships, perceptions of time, and verbal versus non-verbal
communication. Participants felt that Western societies were more horizontal in
social interaction, stressing titles and ranks less than in Korea. They also felt
that “time” here is more loosely structured, combining both casual (e.g., students
showing up late to class) and frenzied (“everything must be done yesterday”)
elements in a disconcerting pattern. Alternatively, Western notions of time appear
more scheduled and planned. Finally, use of verbal and silent cues by Koreans
to initiate, maintain or terminate conversation are not fully understood by
Westerners, thereby leading to miscommunication.

- One source of confusion and stress is perceived inconsistency in the workplace.
Teachers noted, for example, that they would be told one standard for marking
papers and exams, only to find a different system would be used. Related
difficulties include students with poor grades “going over the teacher’s head”
to have them raised, administrators not conforming to all aspects of a contract,
and uncertain support for native speakers in touchy situations (e.g., maintaining
class discipline, designing a new course, scheduling departure and arrival dates).

The second component, making recommendations, was understandably limited in
scope given the brevity of the workshop and complexity of issues to be discussed.
Several proposals were made.

- Establish a staff liaison who could filter problems identified by Westerners, then
voice them to department heads or other administrators. The counter-argument,
unfortunately, was that this proposal has been implemented in some schools but
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without success. Teachers aware of liaison experiments said the intermediary
was in a “no win” situation, and was considered neither Korean nor Western.

- Prepare a report outlining difficulties encountered by native speakers. Some
felt, however, that this was merely a written variant of the staff liaison and
would therefore fail.

- Establish sensitivity training courses or seminars for Koreans and Westerners
alike. These would highlight inter-cultural differences and propose ways to
reduce them. Although many teachers were aware of such courses, the issues of
money, available time and necessary expertise became important.

- Request Korean staff to ask Westerners for more input. Some felt this concept
contained an element of unreality in that the underlying reason(s) why Westerners
are not consulted is not being discussed.

- Develop stronger negotiating skills. Although this technique might enable some
short-term gains, some felt a confrontational approach did not address
fundamental cultural differences or foster the harmony that is so necessary in a
teaching environment.

FUTURE STUDIES

It was clear to the researchers that the survey validated common experiences of
the audience. It was equally clear that many in the workshop had well thought out
views and suggestions. Although participants were specifically requested to use the
survey as a springboard for their own opinions, several voiced concern that it was
essentially one-sided by focusing solely on Western perceptions. Accordingly, they
wanted another survey to consider the perceptions of Westerners by Korean faculty.
To do so, they felt, provided both balance and a new avenue to explore intercultural
differences. When told that one such study was already under consideration, several
felt its debut would help clarify issues by providing a perspective on the ways in which
Koreans hold the views and make the decisions that they do.

This workshop began by noting how adapting to a foreign culture can involve
stress, dissatisfaction, communication difficulties and poor work performance. It then
related the processes of adaptation and communication to the fulfillment of needs,
relying on the classification system first developed by psychologist Abraham Maslow.
From there it proceeded to identify highlights of a survey of KOTESOL members at
colleges and universities, cautioning that respondent profiles and attitudes do not
necessarily reflect those of teachers throughout Korea. Finally, it used high and low
scores from the survey to generate discussion from participants and to stimulate their
own proposals for increasing teaching effectiveness and job satisfaction. Given the
limited time, much was accomplished.
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Promoting Intercultural Awareness through Creative
Fictional Dramas

JOSEPH S. CRAVOTTA, 111
Kyoto University

ABSTRACT

This workshop will examine the use of student-generated dramatic plays as a means of raising
awareness of intercultural communication. One way to help students become more aware of different
cultures is to have them create, write, and perform fictional plays about cross-cultural topics. This
workshop will explore a series of activities which take pupils through a long-term, creative project
of sharing aspects of various cultures with others. These activities utilize a four-skilled process of
pre-writing tasks, multi-draft scripts, collaborative rehearsal with peers, self-direction, and finally,
performance in front of an audience. The purpose of this workshop is to provide educators with a
framework which actively guides students through a collaborative, creative process, while stimulating
and increasing sensitivity to cross-cultural similarities and differences. A non-teacher centered,
student-fronted setting is the approach endorsed during this workshop.

GETTING STARTED

Early Sunday morning, prior to the workshop, the presenter read over the above
abstract, which also appeared in the conference handbook. He wanted to remind himself
of what he had originally written and of the fact that this abstract was all the audience
would see prior to attending the workshop.

The presentation room was small, but that soon became an advantage as only a
handful of people attended the workshop. The members of the audience were greeted
by both the presenter and an outline on the overhead projector (OHP). The audience
had a few minutes to read the outline before the workshop formally began. (See
appendix, OHP 1.) The presenter started by personally thanking and welcoming
everyone to his workshop. He also mentioned how the cooperative bonds within the
Pan Asian TESOL community are getting stronger and stronger thanks to everyone’s
great efforts and hard work.

PROMOTING INTERCULTURAL AWARENESS THROUGH DRAMAS

From the beginning, the workshop took on a less formal atmosphere and had
more of a small seminar’ s dynamics. As the presenter briefly introduced himself and
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the workshop by examining the outline, members of the audience began questioning,
giving their input, and sharing their experiences. This led to a congenial air, producing
more effective cooperation later during the activities. The presenter continued to
explain the technique of promoting intercultural awareness through creative fictional
dramas, the specific pre-writing tasks, and the learner’ s responsibilities, by sharing
the work of some of his students. Looking at authentic, student-generated work allowed
the audience to view the truly fluid nature of using collaborative plays as a way of
expanding intercultural understanding.

The next OHP was examined (see OHP 2).The workshop group examined the
first task learners would actually see. After briefly explaining and answering questions
about the sizes, levels, schedules, curriculum, etc. of classes the presenter has used
this technique in, it became clear that these tasks could be adapted. The following
handout, OHP 3, showed a student-generated, first step at creating an intercultural
play, in which students are encouraged and empowered to make decisions
collaboratively. As seen in this example, the presenter’ s students began with the basic
concept of a topic and developed characters. Subsequent collaborative activities with
another group were examined through OHP 4, and a discussion of the changes and
adaptations took place. Ultimately, depending on the topic and setting, the students’
“feedback” group may also become extras. Extras are non-speaking, background
performers who help to create a more realistic looking play, such as people walking
by in a crowd scene or other individuals getting on and off of a crowded elevator.
Therefore, learners will collaborate with another group during the creative process,
rehearsals, and the final performance. Learners need to discuss their group presentation
with their peers from the creation of the topic and situation to the feedback after the
performance. Thus, from the beginning until the end of this long-term collaborative
task, students must communicate using the target language.

ADDRESSING INTERCULTURAL ISSUES

After reviewing the example, the members of the audience and the presenter began
creating their own characters and a basic intercultural story idea. In this way, the
workshop was participatory and active. The participants collaborated together in
creating a basic setting and situation. However, deciding what culture to represent
and which character to portray was done individually. In addition, various “characters”
were brought together from various cultures, while giving participants the chance to
decide on another culture to research and represent. The workshop group decided to
be international students in an ESL program: one male Thai, a female Chinese, a
female Korean, a female Singaporean, and a female Saudi Arabian. Research gives
learners a foundation of basic knowledge and understanding of a particular culture.
This knowledge is important for the entire class, as it will enlighten everyone to look
deeper than the cultural stereotypes which may exist.
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The presenter asked, “What possible intercultural issues could we address?” One
participant answered “How about something about personal space? And how in big
cities in Korea people don’t say excuse me in a crowded bus. But in America everyone
says excuse me.” The group gave their approval. Another member of the group
commented how that happens with strangers in crowded public places, “but if we are
international students, we know each other. So, manners and saying excuse me and
personal space may be difficult to present.”

The presenter took this opportunity to remind everyone that the play may be
broken up into two or more scenes. Someone suggested that we have a scene getting
on and getting off the elevator, while going to class the first day, before we all know
each other. Then another scene in the classroom as everyone meets for the first time.
Finally, the last scene could be in class, discussing the first day we met. Someone else
suggested that the last scene be done first; the other scenes would follow as flashbacks.
Once again, the group registered their approval. People also started making comments
about the various cultures of their characters and how to portray them accurately and
without stereotypes. Creative ideas flowed naturally and enthusiastically, and a basic
plot was pieced together by the workshop group.

Other subsequent pre-writing tasks were examined and commented on. Finally,
feedback about the workshop and the technique was discussed. Generally, comments
noted the creative nature of the task, which integrates all of the four basic skills.
Learners have the opportunity to take part in meaningful discussions about their play
in the target language. Notions of an individual character and their potential personality
traits and cultural attitudes were discussed in some detail as well. Other factors such
as levels of ability, motivation, attitude, purpose, and atmosphere were commented
on and noted to be essential.

Four-SkiLL PROCESS

This framework utilizes a four-skill process of communicative pre-writing tasks,
multi-draft scripts, rehearsal, self-direction, performance, and peer feedback. A task-
based approach, with a firm foundation in content knowledge, actively benefits
participants and increases intercultural awareness, sensitivity, understanding, and
appreciation through collaborative, student-generated dramas. It is meaningful for
our students to gain a greater understanding of possible cross-cultural encounters
which may affect positive intercultural communication. Educators need to address
not only linguistic and semantic needs, but also intercultural content. Collaborative,
task-based frameworks allow learners to assimilate knowledge through a
communicative learning process. Dramas provide learners with an opportunity to
develop overall communicative competence.
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Communicative Pre-Writing Tasks

Learners will be able to take part in authentic communication in the target language
concerning their group presentation, while at the same time improving their ability to
speak clearly and effectively with each other. Members of the group will have individual
and group responsibilities, which will foster an atmosphere of team work and sharing
knowledge. Indeed, this type of group activity has a great social benefit in terms of
giving people the chance to develop their interpersonal, intercultural skills while using
English.

MuLTI-DRAFT SCRIPTS

After a basic plot is created and outlined, by using a tape recorder or a video
camera, initial free-writing may be done verbally in an improvisational way. Later,
learners should transcribe the tape and begin their multi-draft process of writing,
rewriting, and reworking their scenario. Peer-feedback during these initial stages of
creativity is accomplished by having two groups join together and critique each others’
drafts. The student-generated drama may be longer or shorter (five to fifteen minutes),
depending on the level, particular goals, and requirements of the class. In either case,
as the language and the linguistic aspects of writing the script are accomplished, students
should be encouraged to start thinking about their culturally representative body
language, gestures, facial expression, personal space and numerous other aspects of
non-verbal communication. In addition, volume, pace, and tone of voice must all be
culturally representative, based on the particular situation the learners have created.

Rehearsal, Self-Direction, and Performance

Students should actively practice their role-play during the writing process as a
way to foster fluid creativity and collaborative efforts. Self-direction or peer direction
will also promote discussion and information exchange. In addition, another peer
feedback component, with groups critiquing each other’s rehearsals, should be
undertaken and explored. Finally, the finished product, a well-polished and well-
rehearsed drama is presented to the entire class. Naturally, the interaction between the
characters, which the audience is able to observe, will allow the entire class to learn
about all of the various cultures their classmates have researched and represented.
This creates a significant learning situation for not only the participants but also the
audience.

Peer Feedback

Drama in front of an audience provides an opportunity for more useful and beneficial
feedback, as the audience members are able to be informed, outside observers. This is
another part of the collaborative framework. The drama cast and audience as active
and passive participants, respectively, are able to critique and give feedback on the
performance together.
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CONCLUSION

Student-generated drama inherently fosters a wide range of participatory,
communicative activities which require an incredible array of various communication
techniques. These techniques, which go beyond simple language as intonation, stress
patterns, and tone of voice, are all explored. In addition, non-verbal communication
methods, such as body language and gestures must all be understood and appreciated
from an intercultural perspective. Eye contact, hand gestures, facial expressions, and
personal space are all inherently dealt with while participating in a drama. Drama
activities train students to deal with the unpredictable nature of language and
intercultural communication. Knowledge of another culture is the base behind being
able to communicate effectively. Finally, dramas may be justified as a fun activity,
which provide useful language exchange, promote interaction, stimulate creativity,
develop overall communicative competence, and increase intercultural awareness.
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APPENDIX

OHP 1. Outline of Workshop

I. Welcome and Introduction
A. Benefits
B. Process and Procedures: An Example

II. Workshop Groups
A. Learners Create/Choose Topic
1. Create Intercultural Characters and Roles
2. Begin Preparation for Short Plays
3. Review Tasks Toward Collaboration
B. Collaborative Rehearsal with Another Group
1. Peer Conference Worksheet
2. Simulated Rehearsal
III. Possible Expansion Activities
A. Listening- and Speaking-based Activities
B. Writing- and Reading-based Activities

IV. Conclusion / Feedback in Two Parts

A. Feedback on Technique
B. Feedback on Workshop
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OHP 2. Intercultural Drama

Collaborative Group Project

A. General Guidelines:

Each group will have 3-5 members.

All group members must participate equally.
All students must take part in writing, preparing, staging,

directing, and acting in the play.

B. Requirements:

Do some kind of performance/play in front of the class,
10-15 minutes. (No narration, only dialog.)
Your play should illustrate some kind of intercultural situation

combining, comparing, and contrasting two or more different cultures.

You must use props and simple costumes.

General Topic or Theme:

We hope to show the audience:

We hope to allow the audience to better understand and think about:

Characters in our play:

Name: Name:

Age / Sex: Age / Sex:
Personality: Personality:
Attitude: Attitude:

Body Language: Body Language:
Name: Name:

Age / Sex: Age / Sex:
Personality: Personality:
Attitude: Attitude:

Body Language: Body Language:

General setting of the play:

Basic story and plot:
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OHP 3. Intercultural Drama
General Topic or Theme:

Smoking in public.

We hope to show the audience:

The differences between American and Japanese smoking manners in public
places. Also, the cultural differences in attitudes about smoking.

We hope to allow the audience to better understand and think about:

Why people smoke in public where it is against the law, and how different cultures

view public smoking.

Characters in our play:

Name: Taro

Age/Sex: 49m
Personality: stubborn/selfish
Attitude:

Body Language: shifty-eyed

Name: Mike

Age/Sex: 38m

Personality:  friendly / helpful

Attitude:

Body Language: putting hand on
Taro s shoulder

Name: Hiro

Age/Sex: 35m
Personality: shy

Attitude: non-committal
Body Language: looking down

Name: Lisa

Age/Sex: 40f
Personality:  serious
Attitude: law-abiding
Body Language: stern looks
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General setting of the play:

In Tokyo Station where smoking is illegal.

Basic story and plot:

Four international business people are going to the office. The boss starts to
smoke and the subordinates react in different ways.
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OHP 4. Peer Conference
Watch another group practice their play.
Their general topic or theme is:
Smoking in stations.

Three questions you have about their topic or play:
What is company status positions?
Why they meet in station? By chance?
What happens later?

Basic summary of their play:

Boss smokes in the station, but Japanese worker stay silent.
American worker expresses opinion.

Suggestions on how they could improve their play:

Speak with more volume.

They should line up, like waiting for a train.

Use more intonation. Hiro, should give lighter to Taro.
More introduction into topic.

Comments on non-verbal communication:

Japanese face stay calm. American woman show angry.
People show more feeling in American culture.

Lisa can cross her arms showing she is angry.

Hiro can give Japanese smile showing nervous.

Other questions, comments, or suggestions:

In station, other Japanese do nothing.

Even station workers do nothing about illegal smoking.
Put no smoking sign more extras. Put train noise.

They should make one scene waiting. One scene on train.
Last scene back in the office.

What was the most interesting part of the story? Why?
Lisa, American woman gets angry with her boss.

Japanese workers don t get angry.
Because shows cultural difference.
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To Catch the Conscience of the King: Cultural and
Social Awarenessthrough Drama

DAVID R. CARTER
Yonsal University

ABSTRACT

This article considers the arguments against producing a drama as an extracurricular activity and
explainsthe benefits of incorporating it into anormal teaching schedule, in such away that each stage
in the production has a clear pedagogic function. The author describes his own experiences of pro-
ducing dramas with advanced students, to articulate students concerns about social and cultural
issues, both those within a specifically Korean context and those which have gained prominence
through growing interaction with other cultures. It is argued that the process of developing and re-
hearsing adramais asimportant in this respect as the final performance, which has its own special
functionin thelearning processfor both actorsand audience. The author also explainshisown proce-
dure for producing a 30-40 minute drama, without a script, and presents a justification for active
participation by the teacher at every stage.

| NTRODUCTION

The aim of the present paper, first presented at the 1995 Korea TESOL Confer-
ence at Yonsei University, isto present arguments in support of integrating a drama
production with advanced EFL studentsinto anormal teaching schedule. Brainstorm-
ing for topics, development of ideas, rehearsals, and the final performance al take
placein classtime. Thefina performanceis before alarge audience of fellow students
from all levels of ability. Such aproject isnot concerned primarily with using dramatic
or acting techniquesto teach grammar or various|anguage functions, though positive
language reinforcement doestake place. The author hasindeed always endeavored to
incorporate language practicing activitiesin the process. Justification for the project
isto befound rather in the benefits that it entails, or can entall, if the teacher partici-
pates and encourages at every stage. Some of these benefits remain unconscious for
the students and mainly psychological, but they involve raising consciousness of
social and cultural problems. These problems may be divided into three types.

1. Social problems, by which isto be understood problemswhich are of coursein
a specific cultural context but which are also universal, e.g., violence, drug
addiction, child abuse.

2. Continuing influences of cultural traditions. Here the word cultural is being
used in the sense used by Milton Bennet: “ culture with asmall ¢’ or “ subjec-
tive culture” in his presentation “Teaching International Competence” at the
Korea TESOL Conference, 1995. This culture consists of the behaviord patterns
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of a specific community, whereas “Culture with a big C” would be their
performing arts, literature, styles of architecture and ceremony, etc.

3. Cross-cultura differences, problems which arise when people from different
cultures (with asmall c) interact.

It will be useful to review first some of the functions of dramafor its audience.

FuncTions oF DramA

Much can be learnt about the functions of drama, in the experience of both actor
and audience, from Hamlet's conversations with, and thoughts about, the Players
who have come to entertain the Royal Court of Denmark. He has just been listening
to one of them demonstrating hisart and is amazed that an actor could so powerfully
counterfeit what he did not actually feel (“But in afiction, in a dream of passion,”
Act 1, Sceneii, |. 549). If he can do so much without any deep personal reason, what
would he not do if he were possessed of the real sufferings of Hamlet himself? He
would

Make mad the guilty and appal the free,
Confound the ignorant, and amaze indeed
The very faculties of eyesand ears....
[Act 11, Sceneii, II. 561-563]

Thus, although we know drama to be artifice, it makes us, the audience, more
intensely aware of our own emotions, and of our sufferings. If therefore it can raise
consciousness of real emotions, it can also raise questions of real guilt and responsi-
bility in the broader social and cultural context in which the audience finds itself:

... | have heard
That guilty creatures sitting at a play
Have by the very cunning of the scene
Been struck so to the soul that presently
They have proclaimed their malefactions.
[Ibid. II. 586-590]

So it isthat Hamlet plans to use the dramato goad himself into action and force
the king to reveal hisfratricidal guilt:

... The play’sthe thing
Wherein I'll catch the conscience of the King.
[Ibid. II. 602-603]

Hamlet, as a drama producer, is an archetype of the socially-aware dramaturge:
using afamiliar old story, changed in subtle waysto give it contemporary relevance,
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in order to disturb the conscience of the king, and indeed of his fellow countrymen
and women. The king's crime is symptomatic of what is wrong with the whole of
Danish society. Marcellus had said:

Something isrotten in the state of Denmark.
[Act I, Scene 4, 1. 90]

And after seeing the ghost for himself, Hamlet echoes this:

That one may smile, and smile, and be avillain.
At least | am sure it may be so in Denmark.
[Act 1, Scene 5, II. 108-109]

It is possible to take cues for the present discussion from these insights of Ham-
let. Most people would agree nowadays that raising consciousness of cultural, social
and indeed moral issues has ever been the function of drama in any era or style:
Greek, Medieval, Shakespearian, Brechtian, not forgetting the various Oriental tradi-
tions. Whether it be dramaby great poets, dramain education, or TV soap opera, if it
does not “catch the conscience” in some way, then it remains but frothy entertain-
ment, adistraction for an hour or so, but has no profound justificationin our lives, let
alone in our education systems.

M ost teachers would also not contest the use of dramain various waysto teach a
foreign language. There have been many books, articles and presentations at confer-
ences, dealing with thetheory and practice of this(for example, Dougill, 1994; Wessels,
1988; Via, 1972). The present author wishes, however, to concentrate on the prob-
lems and rewards of incorporating a full dramatic production, without the use of a
script, into anormal teaching schedule. In general thiswill only be feasible with an
advanced class, who have a sufficiently wide range of linguistic ability, fluency, and
greater self-confidence. It would doubtless be possible also with many intermediate
classes, but the author has not personally explored this possibility.

JUSTIFICATION FOR AN INTEGRATED DRAMA PROJECT

Thejustifications for such an extensive project, which must of necessity take up
alot of class time, are complex. All the normal justifications for using role plays,
mime, simulations, etc. aso apply: it liberates students from the more restrictive
structures of formal learning and practicing, it encourages the use of language in
guasi real life situations, etc. A dramawhich isto be performed in front of an audi-
ence aso requires a greater degree of dedication to the tasks than students may be
used to in normal classroom activities: it requiresin effect total commitment to the
goal of realizing the best performance they are capable of, to devel oping a thorough
sense of interdependence, and to relinguishing temporarily their own behavioral pat-
ternsto enter into those of the charactersthey are portraying. They must bewilling to
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step across athreshold from arealm in which role play isrole play and perceived as
subservient to learning, into aworld in which the meaning and significance of what
one does, how one speaks and behavesis of importance to others. the audience. The
audience have cometo beinterested, convinced, and entertained. The presence of an
audience can galvanize even the weaker students to excel themselves. The whole
group goesinto overdrive, when it isfor real, and achieves things that most of them
never dreamed they were truly capable of.

These are justifications for doing a drama at all, and for doing it in front of an
audience. It remains to consider the specific justifications for incorporating such a
production into a normal teaching schedule.

Some detractors argue that it is better for students to produce a drama them-
selves, as an extracurricular activity, with minimum interference by the teacher, and
consequently greater creative freedom. There isweight in this argument, but if stu-
dents are to discover the full potential of dramato articulate their concerns and en-
ablethemto feel confident in their use of aforeign language before an audience, and
indeed to raisetheir own cultural and social awareness, then they will need guidance,
coaching, experienced critical judgement, and above all else reassurance at every
stage. There is much that can be learnt from professional theater people in this re-
spect, from actors, actresses and directors. Teachers of English tend to consider pri-
marily only how drama can be utilized for their own pedagogic ends, but much can
also be learnt from the theater about language. After all, actors and actresses spend
most of their lives analyzing it, learning it, and using it most effectively. Thisis a
theme which can be dealt with only briefly inthe present context, but afew examples
will beincluded to reinforce certain points.

Thefull weight of the argumentsfor an integrated drama project will be manifest
in the subsequent exposition of the procedure undertaken by the author in a particu-
lar case. These arguments will appear more convincing after amore detailed exami-
nation of the drawbacks of producing a drama as an extracurricular activity. There
are five major arguments usually presented in favor of producing it as an extracur-
ricular activity aswell as six against:

Arguments in favor of producing adrama as an extracurricular activity

1. The students are free to create their own performance in their own way.

2. They arein no way limited by the teacher’ s own interests and presuppositions.

3. They work out their own group dynamics. casting roles, choosing adirector, etc.

4. They feed into the production only those things which truly interest them.

5. They have chosen to do it in their own time, so their sense of commitment and
responsibility must be greater than if it were imposed in classtime.

One general comment that may be made on these five pointsisthat their reaiza-
tion would depend on avery idealistic and committed group of students.
Arguments against producing a drama as an extracurricular activity
1. Most studentswill have had little experience, if any, of how to realize aproject
in dramatic terms.
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2. Inchoosing asubject they are likely to rework something with which they are
already familiar in an unoriginal way, reflecting their own prejudices, and there-
fore not learning anything new in the process.

3. They will probably discuss most of the plot and technical problemsin their own
native language.

4. A few forceful individuals are likely to dominate the whole process.

5. Thedramawill befelt by the studentsto be something extra, abit of funintheir
free time, and not part of the learning process.

6. Language errorsare likely to be reinforced by peer group consent.

Many teachersfeel that the gain in complete creative freedom far outweighsthese
objections. Indeed some teachers known to the author have successfully combined
both intra- and extracurricular work on drama, briefing, and advising studentsin the
early stages, and then leaving it entirely up to them. Inthe later stages of productions
undertaken in the author’ s own classes, spontaneous extracurricular rehearsals also
take place, but by that stage all the groundwork has been done.

Probucing A DramA IN CLAss TIME

The benefits of producing a dramain class time are best demonstrated not by a
point-by-point listing of arguments but through an exposition of a recommended
process. However, the dramaproject iscombined with normal coursework, the teacher
should endeavor to ensure coherence by drawing up adetail ed timetable and by mak-
ing the students conscious of the fact that everything they do is part of alearning
process. The author always reminds himself and makes the students conscious of
two important principles: Language Awareness and Total Student Participation.

L anguage Awar eness

This means that the development of the drama and the rehearsals themselves
should be conducted in ways which enable also the development and enrichment of
language ability.

Total Student Participation

This principle implies that all students should be able to feel that they are an
essential part of the processat all times. No student should haveto sit, waiting, doing
nothing for extensive periods of time. How these principles can be followed will
become clear in the exposition of the process. Naturally enough, however, the first
concern of the teacher who considers undertaking a drama project is timetabling.
Before proceeding to a brainstorming session to determine a subject, the teacher has
first to face this crucial decision.
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Timetabling

How many hoursdoesit need? How often should one rehearse? How long should
each session be? What can one reasonably hope to achieve in each rehearsal session?
These are afew of the urgent questions asked by any teacher considering the produc-
tion of adramain classtime. There are of course only afew generally valid answers
that can be given to these questions.

Infact itisdifficult to prescribe the amount of time needed for the main body of
rehearsals. Thiswill depend on many factors: student abilities, length and frequency
of classes, the amount of class time which can be allotted to the project, etc. It is
possible, however, to specify an absolute minimum. Each scene will have to be run
through at |east twice between fixing ways to develop the general story line and the
first of several run-throughs of the complete play, which will be necessary beforethe
technical and dressrehearsals. However, thisistruly the absolute minimum of class-
room practice. For agood quality production, each scene will need about four or five
run-throughs before the final rehearsals.

Generdly it is best to aim for a reasonably workable number of rehearsals at
regular intervals, allowing for the possibility that some extra ones might have to be
fitted in, replacing normal language classes, nearer to the time of performances.

The proportion of rehearsalsto normal classesisbest illustrated graphically, and
an example of part of an actual rehearsal schedule for a recent production has been
included (Table 1). The term started on a Thursday, so that weeks had to be counted
from that day. Prior to week 5 there were normal classes, together with afew brain-
storming sessions to develop the story line. The word Speeches refers to a midterm
course requirement, and the abbreviations C. A. E. and C. t. |. refer to textbooks
being used. The course consisted of four classes per week (excluding Wednesdays),
each of 2 1/2 hours duration.

ToUsea Script or Not

Using a script by arecognized author brings with it the additional challenges of
analysis and interpretation of a literary text. Whatever the intrinsic merits of this
approach, the problems involved are extensive and complex. They require very de-
tailed exposition and are beyond the scope of the present study. Some consideration
of thisapproach together with useful practical advice can befound in publications by
other authors (Dougill, 1994; Via, 1972; Wessels, 1988; Williams, 1986).

Having the students devel op and write their own script isan undertaking compat-
iblewith many of the other functions of dramain the foreign language classroom: the
students use their own ideas, formulating their own dialogue, and provide them-
selves with the security of an agreed text, which they can learn. The author has seen
many student dramas for which this technique has worked successfully. There are,
however, some drawbacks. While it is true that the words can be changed and/or
added to, the text remains basically fixed, and it encourages the studentsto learn the
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words early in the process. Korean students, in particular, have apenchant for learn-
ing by rote, and they can often do it most convincingly. However, if that is all the
drama project isto be, then little will have been achieved.

FiGcure 1
WEEK5 —»
FEBRUARY  Thurs. 9th Fri. 10th
Speeches Speeches
WEEK 6 —
Mon. 13th Tues. 14th Thurs. 16th Fri. 17th
Speeches Speeches C.AE. Drama Rehearsal
WEEK7 —
Mon. 20th Tues. 21st Thurs. 23rd Fri. 24th
C.tl Drama Rehearsal C.AE Drama Rehearsal
MARCH WEEK 8 —
Mon. 27th Tues. 28th Thurs. 2nd Fri. 3rd
C.tl Drama Rehearsal C.AE Drama Rehearsal
WEEK 9 —
Mon. 6th Tues. 7th Thurs. 9th Fri. 10th
Drama Drama: Techni- Drama: Dress Drama:
Rehearsal? &  cal Rehearsal Rehearsal Performance
C.A E.
WEEK 10 —
Mon. 13th Tues. 14th Thurs. 16th Fri. 17th
C.tl C.AE C.AE Final Interviews
Mon. 20th Tues. 21st
Outside class?  Graduation END OF TERM

Thereare many advantagesto devel oping adramawithout a script, and the present
author wishesto advocate this procedure in preferenceto others. Not least among the
advantagesisthefact that the students continueto be creativein their use of language
throughout the process. Provided that they remember cue lines and sequences of
arguments, it is after al not important whether or not they can repeat a speech word
for word, as they did at the previous rehearsal. They are also enabled to cope with
emergencies better. They will have learned how to ad-lib, and will not be afraid of
doing so in actual performances. Students themselves may be nervous at first at the
prospect of rehearsing adramawithout a script, but asthey try it out in practice they
discover the greater expressive freedom that it gives them.
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Thereis sound practical and theoretical advice from respected theater practition-
ersto support the idea that the written dialogue is the last thing that should be learnt.
Stanislavski (1994), in his book Building a Character stressed the dangers of over-
emphasis on learning the lines:

Lines, repeated so often in rehearsals and numerous performances are
parroted. The inner content of the text evaporates, al that is left is me-
chanical sound (p. 131).

Now students struggling to express themselves in a foreign language are not great
actors. Yet they are still actors, asindeed all students, and indeed teachers, of afor-
eign language are actors. This is a thesis that is beyond the scope of the present
article and needs to be explained more thoroughly in a separate study. As with all
actors, so with our students: the teacher does not seek solely grammatical correct-
ness, but also natural intonation, emotional expressiveness, and the conveyance of
meaning and significance, in other words, of what istruly felt and not just cliche. The
word communication has after all the same root as communion.

A respected contemporary British actor has also expressed similar reservations
about learning lines (or “words’). Simon Callow (1995), the first to play Mozart in
the original London stage production of Amadeus, assertsin his book Being an Actor:

It isin my experience, impossible to learn words: you learn the thought
patterns of the character, of which the words are the inevitable expres-
sion. If you learn the words, you lay down railtracks which you must
follow, and any sense of the thoughts and impulseswhich gaveriseto the
wordsisvery hard won (p. 89).

Making students think through what they say each time they rehearse keeps their
language alive, makesit alive. They will often fail to expressthemselves adequately,
if they just try to remember the precise words they uttered in the previous rehearsal.
They areforced to remember what they thought and felt, and then the suitable words
occur to them. A typical exchange between studentsrehearsing ascenewill be some-
thing like this:

Student 1: No, no, when | said that last time you got angry with me and tried to
persuade me not to do it.
Student 2: Oh yes, and what were the arguments | used to convince you?

But the students do not have to depend completely on their memories. They are
encouraged to make notes after rehearsing each scene: on the precise sequence of
events, what they argued about, any particularly good phrases or expressions that
they want to be sure to keep, etc. All students are asked to do thisfor each scene, and
not just those acting in it. Later, when the scene is rehearsed again, they check to-
gether and discuss ways of improving it. Nearer to the dress rehearsal some of the
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students do get together (outside the class) and write down some sequences of com-
plex or difficult dialogue, especially those which incorporate detail ed stage business.
But these sequenceswill have been thoroughly worked out already through improvi-
sation in previous rehearsals. And at many stages the present author has handed out
summaries of what has been planned or practiced so far. An example of these will be
examined later.

THE MAIN StAGES OF PRODUCING A DRAMA WITHOUT A SCRIPT

The procedure adopted in producing such a drama without a script can best be
demonstrated by examining the main stagesin one particular case. Theworking title
for this particular dramawas The Ondal Syndrome. Ondal was a man who was not
particularly intelligent, but who advanced to power and wealth through the aid of a
rich princess. Some Koreans nowadays use the term Ondal Syndrome to refer to a
man who seeks success through marriage into awealthy and influential family.

As usual the process was started with several brainstorming sessions.

TheBrainstorming Sessons

It is here that the teacher can usefully help the students to become aware of the
expressive possibilities of their own ideas. Hints and suggestions as to the richness
of some ideas as against the relative poverty of othersis all that is required. The
teacher can al so encourage subjects which facilitate discussion of cultural and social
issues. Sometimes the most unlikely subjects can undergo a startling and exciting
metamorphosis. If some students are not participating well in general brainstorming,
itisagood ideato divide the classinto smaller groups, set atime limit, and stipulate
that each group must produce at least three ideas for drama subjects.

The results of the brainstorming sessions for The Ondal Syndrome are shownin
Table 2.

It will be noticed that the Ondal story was one of the original ideas, but there was
no clear preference at that stage. In fact in the early stages severa students (about
three in a group of nine) were not in favor of atreatment of the Ondal theme. The
subjects had been arrived at by a combination of general brainstorming and brain-
storming in small groups. Eventually it was discovered that severa of the other themes
could be incorporated in a drama about the Ondal Syndrome in modern Korea.

The theme of discrimination against men (Idea No. 1) was included by present-
ing one of the male characters as sensitive and unassertive, who was consequently
disapproved by a prospective mother-in-law. The problems of ageneration gap (Idea
No. 3) werereflected especially in therelationship of amother with one of her daugh-
ters: the mother wished her daughter to marry for social advancement and financial
gain, but the daughter wanted to marry for love. The theme of preparations for a
wedding ceremony (Idea No. 6) which is an extensive and costly processin Korea,
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much criticized by the younger generation nowadays, wasonly partially incorporated
inthefinal story linein an argument about the practice of giving alarge dowry and in

a scene of traditional matchmaking. The so-called “ Orange People”’ (IdeaNo. 7), a
popular name for the self-indulgent children of the newly rich, were satirized in the
depiction of two characters (the boyfriend of the elder daughter and the fiancee ac-
quired through matchmaking with the son, the Ondal figure). Both “ Orange Peopl€”

were finally unmasked as vain, selfish and only out for a good time. Blind dating
(Idea No. 10), a popular method of meeting people of the opposite sex among stu-

dents in Korea, was utilized in the opening scene, with an amusing account of a
double blind date. In Korean tradition there is a strong preference for having sons
rather than daughters (Idea No. 11), and this was reflected in the mother’ s constant
concern about her son’sinterests, rather than her daughters'. Finally, thewhole drama
reflected many aspects of teenagers problems (IdeaNo. 12).

TABLE 2

DRAMA PROJECT (RE7/SPRING TERM/1995)
Suggestions from class on 13/4/95

1. | Discrimination against Men

2. Version of Terminator

w

Generation Gap

Superwoman Complex

4
5. | Gang of Killers (Korea)
6

Preparations for Wedding Ceremony

7. | Orange People

8. | Ondal Syndrome [Beggar wanting to get rich]

9. | Version of Soap Opera about Chinese Judge

10. | Blind Dating

11. | Preference for having a Son

12. | Teenagers' Problems

13. | Life at Yonsei Foreign Language Institute

14. | Beauty Contest in Unified Korea

After deciding the central relationships in the drama (see Table 3), we then pro-
ceeded to a basic outline of events for each scene.
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TaBLE 3

BASIC IDEA FOR THE ONDAL SYNDROME
A normal Korean family. Main charactersare:

- Two parents
- One son (Ondal-type) and hisrich girlfriend

- First daughter (Cinderella complex) and boyfriend (rich businessman)
- Second daughter (seeks true love) and boyfriend (a bright student)

The son and first daughter are unsuccessful but learn about love.
The second daughter and friend are successful.
Thereis aso amatchmaker, friends, etc.

Establishing a Basic Outline

The basic outline need be little more than the broadest of sketches and need not
be complete (asin Table 4)

Ficure 4

BRIEF SUMMARY

about girl. Matchmaker arrives. Son and girl
alone. Son on phone to Dg. 1. Decides to
keep girl.

Scenes

® Dg. 2 and Dg. 1 discuss blind date. Dg. 1 ® Adisco. Bf. 1is studying and Bf. 2 is on the
happy, Dg. 2 unhappy. They persuade son to phone. Dg. 1 arrives, followed by Dg. 2. Bor-
have blind date. ing conversation. Dance. Bf. 1 leaves, argu-

ment with Dg. 2.

@ Mother on telephone plans meeting with ® Mother and father discuss children’s plan to
Matchmaker. Father disagrees, exits. M. tells invite all to father's 50th birthday.
son of plan. Dg 1 tells son of blind date; he
decides to follow mother.

® Dg. 2in library meets new boyfriend. Theygo @  Library. Dg. 2 at first refuses to listen to Bf. 2,
out for coffee. but becomes reconciled.

@  Hotel coffee-shop. Mother and son. Mistake Bf. 1 and ‘other woman’ in bar. Drunk. He

tries to seduce her. Bf. 2 and friends arrive.
Bf. 2 sees Bf. 1, but Bf. 1 doesn't see him,
etc.

Key: Dg. = Daughter; Bf. = Boyfriend




Allocating Rolesand Responsbilities

The allocation of roles involves crucial and sensitive decisions. It is not advis-
ableto leaveit entirely to the students: quieter, less assertive students may not get a
chanceto play interesting parts, whereas they can often proveto be the best actors or
actresses, coming out of themselves behind the guise of their roles; one or two indi-
vidualsmay dominate, afew may be completely miscast in roleswhich do not enable
them to realize their potential. The teacher will need to coax the students towards
wise choices, based on familiarity with the characters of the students, making sure
that every student plays some role which gives them satisfaction, however small.

The other responsibilities are very important, because they enable students with
smaller roles to feel that they are an important part of the production. There are
several responsibilities which are crucial to most productions: director, sound engi-
neer, lighting assistant, props assistant and advertising assistant. There are others
which are necessary for some productions: costume assistant, continuity assistant,
etc. It is not necessary to analyze these responsibilities in detail in the present con-
text. The director will normally need alot of help and advice from the teacher. The
sound engineer need only be responsible for recording and playing back music and
sound effects. In most productions, the lighting assistant will probably only have a
few banks of switches at his’her disposal with limited options. A props assistant is
indispensable to check that all props are brought by those who promised them and
located where they should be. The responsibility of advertising assistant can give a
student with aflair for art and design achance for extra self-expression (usually only
ahandful of posters and some handoutswill be necessary). The author isdeveloping
many of these points of practical advice separately in a handbook for teachers.

Detailed Development

Each scene is then worked through in greater detail, lending it afuller dramatic
shape. Students are encouraged all the time to consider certain important points:

1. Aretheideasdramatically interesting? (Many studentstend to think in terms of

the written narratives of novels.)

2. Isthere sufficient action or conflict?

3. What is an interesting way to start the scene?

4. How can the scene be developed in an interesting way?

5. How should the scene end?

6. How can suspense and interest for the audience be created?

7. If new characters are introduced, how are they going to be used again later?

Eventually afuller summary is achieved, asillustrated in Table 5.
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Ficure 5

RE7 (Spring 1995) Drama Project
“The Ondal Syndrome” (provisional title)

again.

doesn’t come. They try to recognise girl.
Some amusing mistakes. Real girl is dull, bor-
ing one. M.M. rushes in. Introductions. M. &
M.M. leave. O. & girl talk. O. disappointed.
She is rich but unattractive. He calls Dg. 1 on
the phone, talk about other girl, discovers she
is not rich. Goes back to girl. Agrees to meet

@ Dg. 2 enters angry, disappointed with blind ® M. &F discuss their children and their
date. Dg. 1 follows, happy with hers. They dis- friends. They can't agree. Decide to invite
cuss. Ondal enters, complains about girlfriend them all to F's 50th birthday party.
he has recently given up. Dg. 1 suggests he
have a blind date, Dg. 2 against it. Dg. 1
promises to arrange it.

@ Mother talks to Matchmaker (in person or on @  Bf. 1and ‘other woman’ (O.s girl) in a bar.
telephone?) Father overhears. (Exit MM.) M. Both a little drunk. He tries to seduce her.
& F. argue. M. wants son to meet a rich girl, F. Bf. 2 alone at another table, lonely, sad. Bf. 2
disagrees and goes out. Ondal enters, M. tells sees Bf. 1, but Bf. 1 does not see him.
him her plan and leaves. O. wonders what to
do. Dg. 1 enters, tells of plan for blind date,
leaves. O. wonders what to do. He ought to
follow M.'s advice.

® Dg. 2in library studying. A boy asks about Library scene, similar to scene 3. Dg. 2 study-
free desk. She says ‘No’. When Bf. 2 comes ing. Bf. 2 comes. At first Dg. 2 refuses to lis-
she says ‘Yes'. They talk. Others: ‘Shhh!" She ten to him, but eventually they become
has problems with English. He is student of reconciled. Go out for coffee again.
medicine and at F. L. I. Suggests they study
together. Others complain. They go out for
coffee.

@ Hotel coffee-shop. M. & O. waiting. M.M. ©® M. &F prepare the party. M.M. arrives, helps

and discusses the situation. Then Dg. 2 and
Bf. 2 arrive, introductions. F. likes him. M.
asks usual questions. Dg. 1 and Bf. 1 arrive.
Bf. 2 remembers what Bf. 1 was doing in the
bar, but says nothing at the moment. O. and
girlfriend arrive. Bf. 2 recognises her from the
bar. He decides to tell others everything. Par-
ents angry. M. & M.M. argue. M. tells M.M. to
get out. Bf. 1 and the girl also exit. Family are
at first sad and disappointed, but F. reminds
them that although they have lost on daugh-
ter-in-law and son-in-law, they have gained
another. He embraces Bf. 2.

ues.

® Adisco. Bf. 1 at one table (on phone). Bf. 2 at
other table (studying). Dg. 2 arrives. They dis-
cuss. Dg. 1 arrives. Introductions made, bor-
ing chat. Dance music. Bf. 2 not good at
dancing, wants to go and study, argues with
Dg. 2, and leaves. Dg. 2 sad. Dancing contin-
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Theater Language and Idioms

Before starting rehearsals proper, it is useful to take the opportunity to introduce
students to commonly used theater language and idioms. This will need to include
language which will be useful during rehearsals (e.g., cue, upstage, downstage, props,
see Appendix A). It is also a chance to introduce them to idioms common in every-
day English, which derive from the theater (see Appendix B) or to quotations from
famous dramas and shows which have become idiomatic (see Appendix C). The
famous “Seven Ages of Man” speech from Shakepeare’'s As You Like It, “All the
World's a Stage,” etc. are also readily accessible to advanced students, who will
need only alittle help with unfamiliar vocabulary, and it provides interesting per-
spectives on life for general discussion.

If there istime teachers can also include language about the actual structure and
character of theater buildings (Appendix D) and even utilize visual representations
of theater interiors, such as those supplied in the Oxford-Duden (Pheby, 1981).

Rehear sals

It is not really possible to provide an exposition on rehearsal techniques in the
present context. The author has described such techniques at length in a separate
handbook. It isaso notoriously difficult to describe and prescribe procedures which
must beintuitive and adaptable from minute to minute to be effective. Simon Callow
(1995) has made the point succinctly:

To write about it might anyway be quiterash: like taking aloaf out of the
oven to see how it actually rises (p. 169).

The best method of studying rehearsal techniques may well be through video record-
ing and subsequent discussion and analysis.

Itis, however, useful and important to make some further comments on ways of
ensuring total student participation throughout the rest of the rehearsal period, and
on maintaining creative language awareness.

The present author has always stressed to students, at the beginning of rehearsals,
that everyone must do their homework: this means thinking through their roles, al
the scenes in which they appear, developing their arguments, etc.

After a scene has been run through, in which, for example, there has been an
argument between husband and wife, followed by a soliloquy by the wife, pondering
what to do next, then, more likely than not, the dialogue in early rehearsalswill have
been very vague, with many unsuitable responses, and thoughts produced from the
top of the head. Emotion will have predominated over logic. The homework tasksfor
both actors and actressesin this case consist of the following, amongst others:

1. Thinking through their arguments and responses.

2. Thinking of additional convincing points they could make.

3. Thinking how best to react to the other’ s comments.
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All students should be encouraged to participate creatively at all timesin various

ways.

1. By making suggestions when other students rehearsing a scene are at a loss
what to do or say next. (After awhile such suggestions come spontaneously).

2. The whole group or nominated individuals are asked to look out for and note
down language errors, to be discussed and corrected at the end of rehearsing a
scene.

3. If no oneis appointed continuity assistant, then all students should ook out for
and note errorsin continuity (e.g., “You went offstage right, but the next time
you came onstage left,” etc.)

4. By keeping notes on good jokes, suitable gestures and other inspirations of the
moment.

5. They can act as stand-ins for latecomers or absent students, or as extras in
scenes in cafes or public places.

CROSS-CULTURAL AWARENESS

The process of devel oping one drama about the Ondal Syndrome, utilizing con-
cerns about specific social issues in Korea, has been examined in detail. It is now
intended to give some account of how, in the production of two other dramas, it was
possible to encourage students to consider the differences between attitudes to cer-
tain issuesin different cultures. Theresults, as drama, might have been light-hearted
or serious, but the process leading up to the final performances often produced a
fruitful conflict of opinions.

" Sopyonj e Blues'

" This drama was also successful in incorporating the students' various talents:
singing, dancing, piano and guitar playing, etc.

In the initid brainstorming sessions there was considerable interest in producing a
drama within a drama, and in subjects reflecting Koreans' concern about their own
cultural identity. Finaly, the students fastened on an issue discussed frequently in the
press at the time: the threat to the Korean film industry by the overwhelming predomi-
nance of American films (a problem not, of course, unique to Kored). One of the most
widely acclaimed Korean filmsin recent years has been Sopyonje, afilm which reflects
specifically Korean cultural and ethical themes. Finaly, the students hit upon astory line
about highly unscrupulous Korean film producers trying to gain aniche in the interna-
tional market, by making a Hollywood-style version of the Sopyonje story. The drama
within the drama presented the film itself, set in America, with the main e ements of the
origina story aso transposed into forms comprehensible in the context of American
culture. The pansori (narrative ballad) tradition became “blues.” The girl inthe original
gory became an American boy bluessinger, and “modern music” was represented by rap.

To CarcH THE CoNscCIENCE OF THE KING: 255



In rehearsals the students were continually faced with challenging cross-cultural
guestions, for example:
1. “Now thisiswhat we would say in Korea, but how would an American react?’
2. “A Korean father would do this. What would an American father do?’
3. InaKorean bar the customerswould behave like this, but how would customersin
an American bar behave? etc.

Dreaming of Korea

In another project difficult international problems were dealt with more directly.
The subject finally decided on was the problems of immigrant foreign workers in
Korea. Severa studentsfelt very strongly about the issues, and they wanted to stir the
audience to reflect on them, too. They were truly, therefore, trying to “catch the
conscience of the king.”

Many long discussions on the issues were, of course, necessary for this produc-
tion, and during them, widely differing views were discovered within the group on
the plight of the foreign workers. Many students had read reports of bad treatment,
poor salaries, and unsatisfactory living conditions, and most sympathized with the
foreign workers, but opinion was divided on who was responsible: the government,
the factory bosses, the workers themselves in their unrealistic expectations of what
Koreacould offer them (one of the possibleinterpretations of thetitle “ Dreaming of
Korea’). Much research was undertaken for this drama, with students bringing in
press and magazine cuttings, so that the detailed outline plan became very complex
in this case, involving also several interconnected plots.

It has been true of most of these drama productions, and it was certainly true of
this one, that the students forgot after awhile that they were rehearsing in aforeign
language, so involved did they become in the issues, expressed in the language they
were using. The result was also one of the most thought-provoking dramas that the
students have produced, according to audience feedback. Consciences had indeed
been caught.

THE PRESENCE OF AN AUDIENCE

The presence of an audienceis essential for that final surge of creativity and for
propelling the actors and actressesinto overdrive. It enablesthem to performinways
which many of them would never have dreamed themselves capable of at the start.
Inhibitions come tumbling down, and that magical thing - rapport - is established
with their fellow actors and actresses, and with the audience. They discover that the
audience loves them.

The audience of fellow students, too, whatever their levels of linguistic ability,
gains more than just brief entertainment. They gain:
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1. Thethrill of understanding adramain aforeign language
2. The knowledge that they too could do it if they reached the advanced class
3. Theinsight that “Yes, that’s what we Koreans are like.”

To help the audience it is a good idea to provide a handout for teachers, with
suggestions on how to prepare their class for watching the drama, and for follow-up
discussions afterwards. An exampleof such ahandout for the dramabased on the Ondal
Syndrome (the find title of which was For Love or Money?) isshown in Table 6.

TABLE 6
RE7 DRAMA FRIDAY JUNE 2nd To ALL Teachers
7.45pm “For Love or Money?” Room G1
Discussion Topics:
Teachers might like to use these before and/or after the play:
BEFORE . Ifthey are not familiar to you, have your students explain to you
THE a) The Ondal Syndrome (Who was Ondal?)
PLAY b) The Cinderella Complex
BEFORE . Have a general discussion on
OR a) Matchmaking
AFTER b) Providing a dowry
c) Does love guarantee a happy marriage?
AFTER . a) Which character would you criticise most? (i.e. who behaved
THE worse?)
PLAY b) Which character would you praise most? (i.e. who behaved best?)
(If there is time!) ¢) How might the story continue?

For the teacher the final, the ultimate gratification can be remarks such as the
following, from the quiet businessman who played the Ondal typein thedrama. At a
party after the performance he said: “ Beforewedid our drama, | was afraid of speak-
ing Englishin public, now | redlize that | enjoy it.”

THE AUTHOR
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APPENDIX THEATRICAL EXPRESSIONS

A. Vocabulary/idiomsin theatrical usage

(on) cue
upstage
stage | eft
monologue
todry

from the top
sight lines
prima donna
professional
break aleg
grease paint
technical rehearsal
the run
Thespian

prompt/prompt corner
downstage
footlights
soliloquy

lights up
projecting
overact

juvelead

amateur

the Scottish play
10/5/1 minute call
dressrehearsal

to understudy
maskers

playing to the gods/the stalls/the pit
stage manager/management

masking
stageright
learning lines
corpsing

lights down
stage whisper
underplay
leading man/lady
backdrop

make up

over the top
first night
continuity
strolling players
props

the set
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B. Theatrical idiomsin everyday use

waiting in the wings in the l[imelight/spotlight against the backdrop
Theshow mustgoon.  It'll beall right on the night. to usher in

theater of war operating theater over the top

(on) cue upstage from the top

prima donna stage fright final dressrehearsal
stage-managed adouble act melodramatic
histrionic interlude encore

Iron Curtain (from the German for “ safety curtain”: eiserner \Vorhang)

C. Quotationsand sayingsin everyday use

The play’sthe thing. All the world’'s a stage. That’s entertainment!
... struts his hour upon the stage ... have our exits and entrances
On with the motley. Thismotley band of players.

D. Thebuilding and work in the theater

bal cony orchestra pit private box

royal box the stalls the gods
thecircle upper circle aise

forestage revolve flies

wings proscenium arch in the round
usher/usherette box office takings

front of house stage door stage door johnny
dressing room foyer green room
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Presentations of the

Second Pan Asian Conference —1999 (PAC2)

The PAC2 Conference Committee gratefully recognizes the following people for
presenting papers, conducting workshops, and |leading discussions at the Second Pan
Asian Conference/Korea TESOL 1999. Thetheme of thisyear’ sinternational forum
was Teaching English: Asian Contexts and Cultures. Listing isin aphabetical order
by last name, followed by thetitle of the presentation; co-presentersarelisted separately.

Yayoi Akagi Implications for Ethical Meanings in English Language Education
Maneepen Apibalsri CAl at Suranaree University of Technology

Allen Ascher Real English vs. Textbook

Asian Youth Forum Socia Issues, Global Issues: Asian Youth Speak Out

Asian Youth Forum Language Learning in Asia: The Students' View

Asian Youth Forum English Speech Contest: “ Challenges for Youth in the 21 Century”
Asia Youth Forum Panel Culture, Communication, International Understanding

Martin Jonghak Baik The Theory and Practice of Practical English Education in Korea
ChrisBalderston Reading Connections, Vocabulary and Reading: They Go Together
ChrisBalderston Time for a Change? Make a Transition

William Balsamo The Use of Interviewsin the EFL Classroom

Andy Barfield Implementing an Effective Extensive Reading Program

Michael Belostotsky Teaching English Pronunciation to Koreans: Testing and Course Design
Malcom Benson |s Task-Based Learning Relevant to Elementary Schools

Rita Berry Comparing the Strategy Use in Two Different Language Environments
GrahameBilbow What’sMy Line? Chinese Undergraduate Students' Approachesto Learn-
ing English for the Workplace

Marc Bowman Useful Activities for the ESP Writing Classroom

William Bradley Reconsidering the Theoretical Basis for EFL Project-Based Learning
Letitia Bradley Writing Quizzes for the WWW

Alan Brady Transcultural Approach to Individuation of Additional Language Learning
Christopher Bragoli Designing Worksheets for Use with Captioned Movies

Carol Brandt AnIntroductory Cross-Cultural Study Program: Design and Implementation
Summer Brooks Research in Rhythmic Language for Better Korean Adult Pronunciation
Anne Burns Approachesto Classroom-Based Research for Language Teachers

Karen Burrell The Development of Pragmatic Competence of Young EFL Learners
David Carter World Englishes and Choosing Standards in EFL and ESL

Ann Cary An Introductory Cross-Cultural Study Program: Design and Implementation
Christine Chai-Nelson A Study of Collaboration in Second Language Learning and Assessment
Naraporn Chan-Ocha ELTECS: Asian Networking

Anchalee Chayanuvat Ability to Give Opinions of Thai First-Year University Students
Anchalee Chayanuvat Learning to Write English: Rethinking Written Disclosure Pedagogy
Hsin-Hwa Chen Program Design for Training Primary English Teachersin Taiwan
Yuh-show Cheng Validation of a Second Language Writing Apprehension Scale
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Mei-ho Chiu Cognitive and Metacognitive Strategies Used in Listening Comprehension
Sookeun Cho What'sin the Pot?

Linchong Chorroiprasert Teaching Portfolio: A Tool or a Threat

Larry Cisar Diagramming, Dictionaries, and Parts of Speech

Larry Cisar Creating Databases for Education in Asia: Use of Computers

Roy Collingwood Adapting and Supplementing Textbooks

Sheelagh Conway Gender in the Asian ESL Classroom

Fiona Cook Master’ s Degree Programs at the School for International Training

Jovita Corrigan Bridging to Independent Learning

Greg Cossu Read With Me! (Teaching Children to Listen: Superkids!)

Gerald Couzens Observing English Teaching in Thai Classroom

Miles Craven Mindmaps

Joseph Cravotta Promoting Intercultural Awareness Through Creative Fictional Dreams
Terence Crowther Whole Words or Phonics: It's a Matter of Choice

Terence Crowther Reading Strategies That Work

Joyce Cunningham Asian Conferences — Teacher Belief, Teacher Action

Joyce Cunningham What'sHappeningin Japan?JALT —Japan Asociation of Language Teachers
Wei-yang David Dai From English as a Foreign Language to Bilingual Education
Martin Dibbs Pop Culture and Language Education

Robert Dickey An Introduction to Asianelt Abstractsearch

R. Kenneth Dillon Cultivating Student Independence Using Mindmaps

Chris Doye English for International Communication: What Can We Do?

Chris Doye Pan-Asian Focus on Materias

Louie Dragut “Relevant” Communicative Listening in the High School Classroom
Louie Dragut Open House: Come In! Step Up! Move Up! and Open Up!

Lanny Dryden Multiple Intdligence Theory and Confucianism: Recipefor Educationd Reform
Lanny Dryden No More Copying: Waysto Prevent Plagiarism in Student Writing

Neil Dunn Critical Thinking: What isit? What's Wrong With 1t? Can It Be Taught?
Lloyd Eldredge The Impact of Phonics on Children Learning a Second Language
Terri-Jo Everest Re-Sounding Remedies

Thomas Farrell Talk IsNot Cheap: A Case against Journal Writing for Reflection
Andrew Finch The Task-Based Classroom in Practice

Christopher Foley Behind the Scenes: Creating a Classroom Textbook

Erica Fox Poetry Writing with Preliterate and Literate Adult Asian Students

Ken Fujioka An Analysisof Teachers' Perceptions of Students' Academic Writing
Fulbright ETAs Dennis—Uh! You Very Hand-Some

Ho Mai Ivy Fung Bridging to Independent Learning

Steve Garrigues Overcoming Pronunciation Problems of English Teachersin Asia
Wilawan Gawichai Genre-Based Approach to Teaching Writing in Thai High Schools
Steve Gershon Course Design from Scratch

Steve Gershon Get Online

Steve Gershon Sound Bytes: Taking Listening from the Classroom to the Real World
Rodney Gillett Curriculum Development: Designing a Pacific Program for Asian Needs
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Christina Gitsaki Using Web-Based Activities for Teaching ESL

Christina Gitsaki Web-Assisted Language Learning: A New Approach to Teaching Eng-
lish Conversation

Steve Golden New Fifty/Fifty: They Speak; They Listen...And They Like It!

Jim Gongwer Proposals to Increase Teaching Effectiveness and Job Satisfaction
Marianne Rachel Gutierrez High-Level Measurement Tools for Language Awarenessin
English Classrooms

Sang Ho Han Language Teacher as Researcher: The Why's and How's

David Harrington Discover Debate, Re-Discover Dialogue

Pamela Hartmann Content-Based Instruction in the Classroom

Yumi Hasegawa How Do Students Find English Information about Asia?

Brian Heldenbrand Teachers Identifying Obstacles to Ideal Classrooms

Marc Helgeson Four Keysto Active Listening

Marc Helgeson Implementing an Effective Extensive Reading Program

Marc Helgeson Access Leads to Success — Firsthand!

Marc Helgeson Using English, Firsthand

Kristin Helland Writing to Communicate: Using E-Mail Penpals to Cross Borders
Mario Herrera Making It Fun and Easy for Pre-Schoolers

Mario Herrera Good Reasons for All to Parade!

Janet Higgins Conversation Strategies and Cultural Awareness: An Observationa Approach
Richard Hodgen Using Graphic Organizersto Advance Intercultura Disclosure and Awareness
Jane Hoelker PAC2 Explorations Through Video Colloguium: Observations of Thai and
Japanese Students

JaneHoelker Can| Do an Action Research Project?

William Hoden Culture in the Classroom 1 — Seeing Ourselves Differently

William Hoden Culture in the Classroom 2 — Vocabulary Activities

Peter Hooper How Do We Re-Describe What Our Students Are Talking About in Thai
Culture?s

Chung-shun Hsia Small Group Activitiesin EFL and Culture Learning

Liang-Tsu Hsieh Business English: How and What to Teach

Patrick Hwang Why Teach Phonics and How?

Patrick Hwang The University of Birmingham Distance in TEFL/TESL

Tae-Duck Hyun The Task-Based Classroom in Practice

Huw Jarvis CALL: Where Have We Come From and Where Should We Be Going?
Kristin Johannsen A Cross-Cultural Approach for Teaching Global Issues

Wayne Johnson Critical Thinking in an East Asian Context

Wayne Johnson Cultivating Student Independence Using Mindmaps

Wayne Johnson Using Gragphic Organizersto Advance Intercultura Disclosure and Awareness
Jeremy Jones Technology and Language Learning: Putting the Computer in Its Place
Yangdon Ju Utilizing Authentic Video Materials for Listening Comprehension Skills
Haeng Jung Development of the English Oral Proficiency Test through SOPI

Linda Kadota An Introductory Cross-Cultural Study Program: Design and Implementation
KAEC Specia Seminar for Fulbright Scholarsin Korea
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Annabel Bhamani Kajornboom Oral Communication in the Asian Context

Shuko Kataoka Friendship beyond Frontier: The Collaboration of Teachers and Learners
across Countries

Johanna Katchen Primary School English Teachers Training in Taiwan: An Investigation
Johanna Katchen PAC2 Explorations through Video Colloquium: Observations of Thai
and Japanese Students

Kinji Kawamura Activating Students via Speeches: An Interactive Approach
CharlesKelly Designing Effective ESL/EFL Web Pages

CharlesKeélly Projects of the Internet TESL Journal

Lawrence Kelly Projects of the Internet TESL Journal

David Kent Speaking in Tongues. Chinglish, Japlish, and Konglish

Sonthida Keyuravong Building a Reading Appreciation Program out of Reading Materi-
alsin a Self-Access Center

David Kim Teaching English Pronunciation to Koreans: Testing and Course Design

Dae Jin Kim The Development of Pragmatic Competence of Young EFL Learners
Duk-Ki Kim EFL Teacher Training in Korea

Gyoung Shik Kim How the EFL Students Learn Music as a Language

Jeong-Ryeol Kim Korean Elementary English Education: Curriculum Changes

Jin Kim Early Childhood Education and EFL

Young Mi Kim Increasing the Chances of Language Use in Taiwan: An Investigation
Ronald Klein Teaching English Literature from Asia

Etsuo Kobayashi Home-Page Making by the MailWeb Systems

Taeko Kumimura Japanese Students' First- and Second-L anguage Composing

Chi-Hua Kuo EST: State of the Art in Taiwan

Yong-JaKwak Pronunciation and Rhythm Teaching — Techniquesfor Korean Young Learners
Katherine Jung Yoon Kwon Come Alive with Tiny Talk

Oryang Kwon Korea's English Teaching Innovationsin the 1990's: A Review

Khin Win Kyi TESL across Cultural Barriers

Hee-Ok Kyung The Future Role of Grammar in TESOL in Korea

Alice Wahl Lachman Wordsin Action: Rhythm Movement and L anguage Teaching
Nicholas Lambert Panning for Gold: Informant Interviews and Writing Projects

Gerry Lassche Syllabus Design: Comprehension Precedes Communication
CharlesLeBeau Discover Debate, Re-Discover Dialogue

Jun-yong Lee Tolerance of Ambiguity of Korean Midshipmen Learning English
Kilyoung L ee Effective Teachersin Fostering Reticent Asian Students’ Oral Participation
Mijae Lee Using Newspapersto Teach English

Yiu-nam Leung Primary School English Teachers Training in Taiwan: An Investigation
Andrew Lian The Nature of Explanation: Implications for Computer-Enhanced L anguage
Learning

AniaLian The Rea World in Task-Based Pedagogy

Gad S. Lim High-Level Measurement Tools for Language Awarenessin English Classrooms
Brian Long Content-Based Courses. A Practical Framework for Teachers

AdaLoredo Minimizing ESL Students“Fear” of Literature in English
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John Lowe Pre-Reading Activitiesto Motivate Learners

Michael Lubetsky Discover Debate, Re-Discover Dialogue

Thomas Mach Filling the Gap Between Cultural Awareness and Appropriate Production
Steve Maginns It’s Timeto Speak Your Mind

Francis Mangubhai Do Learning Strategies Vary with Proficiency: Some Evidence from
University Studentsin China

Doug Margolis Teaching English Pronunciation to Koreans: Testing and Course Design
Isabel P. Martin CAC: A Task-Based Learner-Centered College English Curriculum
Shinobu Martin An Introductory Cross-Cultura Study Program: Desigh and Implementation
Michael McCarthy Words, Words, Words: Developments in Vocabulary Teaching

Neil McClelland Goal Orientations in Japanese College Students Learning EFL
LauraMcGreger Using TV Commercialsto Teach Language and Culture

David McMurray Foreign Language Creativity in the Changing Asian Education System
David McMurray What's Happening in Japan? JALT — Japan Association of Language
Teachers

Gerry Meister In-Put from Individualised Independent Reading — Social, Cultural, Lin-
guistic and Pedagogic Contexts

Michele Milner Wordsin Action: Rhythm Movement and Language Teaching

Hui-Tzu Min Peer Review in an EFL Writing Class

Hayase Mitsuaki Home-Page Making by the MailWeb Systems

Keitaro Miyauchi Home-Page Making by the MailWeb Systems

Victoria Muehleisen Writing to Communicate: Using E-Mail Penpalsto Cross Borders
Junko M ukainakano Friendship beyond Frontier: The Collaboration of Teachersand Learn-
ers across Countries

Shimobu Nagashima Home-Page Making by the MailWeb Systems

Ritsuko Nakata Let's Go: Getting Your Studentsto Talk Fluently

David R. Neill A Checklist for Selecting Movies for the EFL Class

Mark Evan Nelson A Study of Collaboration in Second Language L earning A ssessment
Peter Nelson Proposals to Increase Teaching Effectiveness and Job Satisfaction

Peter Nelson Teaching Culture in Middle and High School

Wade Nichols Reading Connection

Wade Nichols Move Over, Mr. Webster

Wade Nichols Come Alive with Tiny Talk

Wade Nichols Time for a Change? Make a Transition

Wade Nichols Open House: Come In! Step Up! Move Up! and Open Up!

Susan Niemeyer Teaching Writing to Korean University Students

Suchada Nimmannitt PAC2 Explorations Through Video Colloguium: Observations of
Thai and Japanese Students

Suchada Nimmannitt Exchanging and Developing Teaching | deas between Thailand and
Japan

Hiroko Nishimura AnIntroductory Cross-Culturd Study Program: Design and Implementetion
Carol Numirich Developing High-Level Thinking at All Levels of Proficiency

Carol Numirich Developing Critical Thinking Skills
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David Nunan Developing High-Level Thinking at All Levels of Proficiency

David Nunan Motivating Middle School Learners of English

David Nunan Developing EFL Learner’ s Listening and Speaking Skills

Susan Oak Learning by Doing Research and Research Writing

Joo-Kyung Park Korean University Students' Perception of English-Speaking Culture
Young-YePark A Task-Based Approach to Elementary English Education Using Small-Groups
Giles Parker Learner Autonomy and Student Generated L anguage Tasks

David Paul Why English Education is Falling in Asia: A Psychological Perspective
David Paul How Do Child-Centered L essons Work in an East Asian Classroom?

John Pereira OK, So You Wanna Communicate: But with Whom?

Steve Petrucione What? Teaching English without a Textbook?

Chaleosri Pibulchol Innovationsin English Textbooks for Young Learnersin Thailand
Tom Pierce Teaching Writing in a Communicative Atmosphere

Suzan Porter-Babcock Taiwan University Students Actively Embrace Cross-Cultural Class-
room Experiential Education

Gabby Pritchard Sights, Sounds, and Smiles

Nattaya Puakpong CAI at Suranaree University of Technology

Nancy Renman Learning to Write in English: Rethinking Written Disclosure Pedagogy
Roberta Rettner Preparation for Overseas Assignments: Is It Good Enough Now?
Jack Richards The Role of Grammar in a Communicative Classroom

Jack Richards Behind the Scenes: Creating a Classroom Textbook

Jack Richards Developing Expertise in Teaching, New Interchange

Shelly Ridder Filling the Gap between Cultural Awareness and Appropriate Production
Thomas Rabb Implementing an Effective Extensive Reading Program

Thomas Robb Adapting WWW Contest for EFL Classes — The Sporingboard Site
Stephen Roney |s Teaching Writing Style Cultura Imperialism?

Stephen Ryan What? Teaching English Without a Textbook?

Chuck Sandy Building Fluency and Accuracy with Upper Level Students

Chuck Sandy What Color Was the Apple?

Chuck Sandy Designing Scaffolded Materials for Reading Class

Ubon Sanpatchayapong Essential English for Office Use

William Schmidt Editing Manuscripts with Excellence

Eun-Mi Seo Enhancing the Acquisition of New Academic Skills

David Shaffer Picture That! — Drawing Techniques for Teaching False Cognates

Jie Shi An Analysis of Teachers Perceptions of Students’ Academic Writing

Rosa Jinyoung Shim The Theory and Practice of Practical English Education in Korea
Yukiko Shima Implications for Ethical Meanings in English Language Education
Terry Shortall Proto-Grammar Frequency and the Acquisition of Structure

Terry Shortall The University of Birmingham Distancein TEFL/TESL

Sivakumar Sivasubramawiam The Use of Student Journals in Evaluating an Action Re-
search Project

Giles Slade Good-Enough English: What Will Our Grandchildren Speak?

Kevin Smyth Lesson Planning: Making the Most with What You' ve Got
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Craig Sower Critical Thinking in an East Asian Context

Susan Sullivan Radio to the Speech Stream — Teaching Success

Malcolm Swanson Road Tours Around Japan: Cooperative Teachers and Collaborative
Researchers

Donna Tatsuki Alleviating Comprehension Problemsin Movies

Richard Taylor Using Web-Based Activities for Teaching ESL

Richard Paul Taylor Web-Assisted Language Learning: A New Approach to Teaching
English Conversation

Huei-Chun Teng Needs Analysis of EFL Listening by Taiwanese College Students

Todd Terhune Teachers Identifying Obstaclesto Ideal Classrooms

Valerie Ternan Classroom Management with Young Learners

Andrew Todd Move Up to Move Up

Julia ToDutka TOEFL' s Computer-Based Testing in Asiaand Korea

Toshihiko Toji An Introductory Cross-Cultural Study Program: Design and Implementation
Rodney Tyson Learning by Doing Research and Research Writing

Hajime Umeda Movies. A Treasury for Communicative and Cross-Cultural EFL Teaching
Horace Underwood TOEFL' s Computer-Based Testing in Asiaand Korea

Penny Ur Teaching Heterogeneous Classes

GeneVan Troyer Publishingin Asia: Creating New Academic Publications

Gene Van Troyer What's Happening in Japan? JALT — Japan Association of Language
Teachers

Luz Vilches Encouraging Teacher Learning in Process-Oriented Teacher Training
Michael Vince Grappling With Grammar

Michael Vince Action and Reflection in and out of the Classroom

Bruce Vorland On-Line Materials for Community English Classes

Shih-Ping Wang Integration of Corpus-Based Approach into an EAP Class

Punchalee Wasanasomsiyhi Literature for Culturd Understanding in the Language Classroom
Christopher Wenger English for Tourism

Gillian Wigglesworth Approaches to Classroom-Based Research for Language Teachers
Gillian Wigglesworth Preparation and Second Language Acquisition: Effects on Learner
Language

Arunee Wiriyachitra From the Classroom to the Real World: Research to Project

Peggy Wollberg The Theory and Practice of Practical English Education in Korea

Sang Do Woo Non-Native Speakers Should and Can Teach Pronunciation

Dennis Waoolbright Road Tours Around Japan: Cooperative Teachers and Collaborative
Researchers

DennisWoolbright PAC Speech Contents: Helping Students to Speak Out in Asia
Fumiko Yamazaki |s Task-Based Learning Relevant to Elementary Schools

Chanpen Yawai Friendship beyond Frontier: The Collaboration of Teachers and Learners
across Countries

Hsinan Yeh Domains of Curricular Content for English Language Teacher Education
Programsin Taiwan
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