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g About KOTESOL A

Korea TESOL.: Korea Teachers of English to Speakers of Other Languages
(KOTESOL) is a professional organization of teachers of English whose main
goal is to assist its members in their self-development and to contribute to the
improvement of ELT in Korea. KOTESOL also serves as a hetwork for teachers
to connect with others in the ELT community and as a source of information
for ELT resource materials and events in Korea and abroad.

Korea TESOL is proud to be an affiliate of TESOL Inc., an international education
association of almost 14,000 members with headquarters in Alexandria,
Virginia, USA.

Korea TESOL was established in October 1992, when the Association of
English Teachers in Korea (AETK) joined with the Korea Association of
Teachers of English (KATE). As stated in The Constitution and Bylaws of
Korea TESOL, “The purpose of Korea TESOL is a not-for-profit organization
established to promote scholarship, disseminate information, and facilitate
cross-cultural understanding among persons associated with the teaching
and learning of English in Korea. In pursuing these goals KOTESOL shall
cooperate in appropriate ways with other groups having similar concerns.”

KOTESOL is an independent national affiliate of a growing international
movement of teachers, closely associated with not only TESOL Inc., but also
the Japan Association of Teachers of English as a Foreign Language (JALT),
Thailand TESOL (ThaiTESOL), ETA-ROC (English Teachers Assnh of the
Republic of China/Taiwan), International Association of English Teachers of
English as a Foreign Language (IATEFL), TESL Canada, and most recently
with the Far East English Language Teachers Association (Russia).

The membership of KOTESOL includes elementary, middle and high school
and university level English teachers as well as teachers-in-training,
administrators, researchers, materials writers, curriculum developers and other
interested persons. Approximately 40% of the members are Korean.

KOTESOL has Seoul, Gyeonggi-Suwon, Cheongju, Daejeon, Daegu-
Gyeongbuk, Busan, Jeolla, Gangwon, and International chapters. Members
of KOTESOL hail from all points of Korea and the globe, thus providing
KOTESOL members the benefits of a multi-cultural membership.

Annual membership in KOTESOL costs 40,000 Won. Interested in joining
\K OTESOL? Visit www.kotesol.org for membership information. )
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Editor’'s Note

KOTESOL

TheKoreaTESOL Journal, awarded a‘ nation-wide' scholarly journal rating
by the K orea Research Foundation, continues moving towardsits goal of becoming
recognized as an international journal that welcomes submissions from English
language |earning contexts around theworld but with a particular focus upon learners
from northeast Asia. It is our belief that this volume meets and surpasses this goal.

We have detected three overlapping threads stitching together the articles
selected for thisvolume. A majority of the articles, to some degree, examinetheways
in which culture influences understanding and, hence, understanding of language.
KOTESOL’s mandate reads:. “ To promote scholarship, disseminate information, and
facilitate cross-cultural understanding among persons concerned with the teaching and
learning of Englishin Korea” The Korea TESOL Journal lives up to our mandate. A
second noticeable thread isthat amagjority of articlesfocus on adult learnersin pursuit
of tertiary degrees. Asthenumber of K orean students studying abroad steadily increases,
addressing their needs and assessing their abilities is one of our responsibilities as
English language teachersin Korea. A third thread isthe focus on EFL writing.

® Jin Sook L eeexamineswhether Korean non-native speakersof Englishinterpret
conversational implicaturesin the same manner as native speakers of English.
She determines that learners' knowledge of the culture, personal biases,
stereotypes and transfer of knowledge from the native culture areinvolved in
the process of interpretation.

® Jean Kimanalyzesarticleson theteaching of culturein EFL and ESL contexts
and makes recommendations for the language classroom. She offers up some
teaching materials as examples of waysto incorporate culture into alesson plan.

® Linda Fitzgibbon presents an investigation of one class at an international
school in Macau analyzing its literacy cultures and those of the students’
families. Shearguesfor culturally sensitive EFL teaching that recognizesdiverse
literacy practices and language habits.

® Tying together the three threads, Yueh-miao Chen attempts to identify the
characteristicsand problemsof university EFL writing in Taiwan attempts. She
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concludes that lack of cultural knowledge was one of the causes of learners
difficultiesand that extensive reading of avariety of authentic material might
alleviate these problems.

® Michael Roberts used focus groups and structured interviews to determine
theattitudes of 14 K orean language learners preparing for the TOEFL in Toronto
finding that culturesof learning, individual motivations, and experienceshave
an effect on how learners prepare for the TOEFL.

® Don Makarchuk describes the process of conducting needs analysisto aid in
the selection of appropriate content for a class of Korean professors going
overseas for research or study. Both the results of his study and the process
used to determine the content will be of interest to instructors whose students
need English for specific purposes.

® Bill Templer’slook at how universitiesand university language centers could
better address the needs of faculty and graduate students is the last full-
length articlein thisvolume. The paper, acall to action, evaluates strategiesto
empower non-native speakers as communicators within English dominated
communities of discourse and practice.

New to the Korea TESOL Journal is inclusion of a short report on ongoing
research. Michael K. Leung describes and discusses the benefits of an e-mail based
discussion coursefor EFL teachersin Japan. Short Reports and Summaries are brief
descriptions of investigations of interest to classroom teachers that, due to their
abbreviated form, are excused from the normal peer-review process. We invite
submissions of short reportsin future volumes. Seethe Call for Papersin thisvolume.

The threads described above were neither announced nor preplanned but
emerged as the character of this volume due to our good fortune in receiving a
number of high quality submissions that seemed, when sewn together, to be no
longer acollection of patches but a quilt.

Wewould liketo thank all of thosewho submitted to the KoreaTESOL Journal
and all of those who contributed their time and energy in other ways. There are too
many peopleto namein thisshort space so, in brief, wewould like to thank our Board
of Editors, our proofreaders, our reviewers, Robert J. Dickey without whom the Korea
TESOL Journal would have floundered and fizzled out long ago, David Shaffer for
editing thereviews, the K orea Research Foundation, all of the authorswho submitted
work whether it was accepted for thisvolume or not, and the membership of KOTESOL
for making thejournal possible. | am particul arly thankful to Trevor Gulliver wearing
several hats on this volume and have invited him to co-sign this Editor’ s Note.

Park Joo-Kyung, Editor-in-Chief
Trevor H. Gulliver, Managing Editor
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Interpreting Conversational Implicatures:
A study of Korean learners of English

Jin Sook Lee
Rutgers University

Abstract

The purpose of this study was to investigate to what extent Korean
non-native speakers of English are able to interpret conversational
implicatures in the manner native speakers of English do and how
the strategies that are employed in the interpretation differ for the
two groups. Data show that native and non-native speakers differ
significantly in their ability to interpret particularized conversational
implicatures in English, but do not vary in their ability to interpret
generalized implicatures. The two groups also demonstrated
different preferences for strategies to interpret implicatures. The
learners’ knowledge of the culture, including personal biases,
stereotypes, and transfer of knowledge from the native culture,
seem to govern the way in which they interpreted certain
conversational implicatures.

Introduction

Successful communication can be achieved when interlocutorsadhereto similar
pragmatic rules that govern how language is used and interpreted. For second
language speakers, this process is complicated by the fact that these speakers often
rely on adifferent set of pragmatic rules based on the sociocultural conventions of
their native language. The discrepancy in the expectations of language use created
by the different pragmatic systemsis often the source of miscommunication between
native and non-native speakers of a language. Thus, language learners must not
only acquire the correct forms and sounds of the target language, but also the
knowledge of how languageis pragmatically used in the culture. Asnative speakers
of alanguage, we constantly employ pragmatic strategiesthat allow usto play with
wordsto achieve variouscommunicative effects. For example, asaway of expressing
sarcasm, we use expressions that really mean something other than what isliterally
said as in the case of “Boy, she really knows how to sing,” said about a horrible
singer. In order for second language learners to have the same access to these
pragmatic strategies, they need to figure out how their native sociocultural
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conventions of language use differsfrom those of thetarget language. In an attempt
to better understand how language learners acquire pragmatic conventions that
allow for meaningful communication, this paper examinesthewaysinwhich Korean
ESL learners differ from native speakers of English in their interpretation of
conversational implicatures commonly found in the English language.

Research suggests that the rules for discourse units or speech acts can vary
significantly from cultureto culture (Keenan, 1976; Nash, 1983; Olshtain & Cohen,
1989; Wierzbicka, 1991; Lee, 2000). However, some theorists claim that there are
certainrulesthat underlieall conversational interactionin any language (Grice, 1975;
Fraser, 1980; Brown & Levinson, 1987). Grice (1975) first presented the idea that
certain inferences that we make from utterances arise from our expectations of
conversational behavior. He provided aframework for explaining how it ispossible
to mean more that what is actually said by proposing the Theory of Implicatures,
which suggests that interlocutors derive inferences based on a certain code of
conversational behavior that interlocutors are expected to follow in the culture of the
language.

According to Grice, interlocutors are expected to conform to certain
conversational maxims. For example, they are expected to cooperate by recognizing
acommon purposein communicating, which he defines asthe Cooperative Principle.
Related to this general principle are four types of individual maxims that direct the
particulars of discourse. The Maxim of Quantity, Quality, Relation (= Relevance),
and Manner specify the rules of what should and should not be included in the
conversation and how they should be said. The Maxim of Quantity specifies that
one should give asmuch information asiscalled for, but no moreinformation thanis
required; the Maxim of Quality states that one should tell the truth, and not say
anything that onelacksinformation for; the Maxim of Relation or Relevance claims
that one should ask questions and provide information that is relevant to the course
of conversation; and finally, the Maxim of Manner refersto therulesof being orderly,
brief, and avoiding ambiguity and obscurity when speaking.

Gricefurther explained that the expectationsfor fulfilling these maxims can be
violated by speakers in the following ways: (1) a speaker may quietly and
unostentatiously violate amaxim, which usually resultsin amisunderstanding; (2) a
speaker may opt out from the operation of maxim or the Cooperative Principleindicating
an unwillingness to cooperate; (3) a speaker may find that two maxims clash and
choosesoneover the other; or (4) aspeaker may chooseto flout amaxim by obviously
failing to fulfill the demands of therules.

Thefailureto live up to these codes of conversation can initself convey some
type of meaning. This study examines the intentional failure to fulfill a maxim to
achieve acommunicative effect known as conversational implicatures. That is, the
listener is required to make inferences based on shared cultural knowledge and
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presuppositions and arrive at an interpretation of the speaker’ s message assuming
that both parties are adhering to the Cooperative Principle. For example,

[phone rings]
John: Can you get that, Susan?
Susan: I’'min the shower.

In this case Susan is not following the Maxim of Relevance; that is, sheisnot
giving adirect response such as“No” to John’s question. However, John assumes
that Susan is being cooperative and makes the connection between Susan being in
the shower and therefore, not being able to answer the phone.

According to Clark and Clark (1977), in coming to an interpretation, listeners
must first input the message, form ahypothesis about what routine isbeing enacted,
and then rely on social background knowledge and expectationsto evaluate what is
intended and conveyed. Gumperz (1982) stated that “what distinguishes successful
from unsuccessful interpretation isnot absol ute or context-free criteriaof truth value
or appropriateness, but rather what happens in the utterance exchange itself” (p.
167). We make those inferences that are likely to help us to understand a text.
Usually, the need to make an inference only becomes apparent when the current
sentence cannot be integrated satisfactorily with what has gone on before.

Although Grice claimed that these codes of conversation are universal in
application, itisan empirica question asto whether inal societiesandinall situations,
these codes of conversational conduct are followed and the interlocutors are able to
arrive at the same interpretations. Research has shown that these maxims of
conversation exist to certain degrees in al language and cultures (Keenan, 1976;
Fraser, 1980; Blum-Kulka, 1991). However, the boundaries of these domains vary
situationally and cross-culturally. The extent to which these domains vary and the
specificity of how they differ need to be determined. Thus, in cross-cultural
communication and in situationswhere second language | earners have not yet attained
native-like proficiency, the process of making inferencesand creating meaning through
the use of implicatures has great risk of going astray.

Previous Research

Keenan (1976) investigated the validity of the universality of Grice' smaxims
of conversation by examining the use of the Maxim of Quantity -”beinformative’ in
aMalagasian society. Shefound that the maximsdo not function in the sameway in
all cultures, but differ in the domains to which they are expected to hold and to the
degree the members of society are expected to conform to them. In contrast to the
American society where the primary objective of a conversation is to exchange
necessary information, the Malagasians are expected to “provide less information

Jin Sook Lee 3
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than isrequired by their conversational partner, even though they have accessto the
necessary information” (Keenan, 1976, p. 70). Keenan offers several reasons why
thewithholding of information isaplausible code of conversationin Malagasy. For
example, there are cultural reasons such as “ the stigma of guilt attached to those
who provide incorrect or damaging information and the reactive rarity of new
information in society” (Keenan, 1976, p. 70) aswell assituational constraints such
asthefamiliarity of theinterlocutors and the gender of the speaker. Thus, the blatant
flouting of amaxim by withholding information, which would result in an implicature
in the American English speaking society, would not result in an implicature in the
Malagasy society because the expectation that the participant will fulfill the
informational requirements of what the question asksisnot abasic norm. Duetothe
differencesin the expectations of the behaviorsin different cultures, Keenan argues
that speakers from different cultures can interpret the same utterance in the same
context differently.

Inafurther test to investigate whether the maxims of conversation are universal,
Devine (1982) examined how second language learners and native speakers of the
target language interpreted implicatures arising from the violation of these
conversational maxims. If they wereindeed universal, speakersof different languages
would not have any difficulty interpreting them. Devine found that the extent to
which the native speakers (NSs) and non-native speakers (NNSs) recognized and
interpreted the implicatures depended on which of the Grice’ smaximswas violated
and what the basis of theviolationwas. She concluded that speakersdo not uniformly
respond to the manipulation of Grice's maxims as a Gricean analysis predicts they
will. Shealso claimed that her research supportsthat of Keenan (1976) and that the
conversational expectations of interlocutors “may vary because of cultural or
situational constraintson these maxims’ (Devine, 1982, p. 203).

Bouton (1988) conducted a similar study on the ability of foreign students,
who are non-native speakers of English, to derive the same meaning from
conversational implicatures as native English speakers do. He conducted a cross-
cultural study by comparing the abilities of speakersfrom six foreign culturesincluding
Spanish, German, Chinese, and Japanesewho had similar levelsof English proficiency
asAmerican English speakers. Ingeneral, hisfindings support theresultsof Devine's
study inthat the ability of NNSsto interpret implicaturesin English varied with the
individual NNS and with the specific type of implicatureinvolved. Furthermore, the
comparison of the groups of NNSs from linguistically and culturally different
backgrounds showed that there were statistically significant differences between
the ability of informants from different cultures to interpret implicatures
[F(6,323=23.83), p<.0001]. Thus, thiscomparison of groupsemphasizestheimportance
of cultural background asafactor underlying aperson’ sability tointerpret implicature.

In order to find out whether NNSscan learn to useimplicatureswith little or no
direct instruction and how long it takes for |earners to reach a point where their
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interpretations are not significantly different from those of American NSs, Bouton
(1994) conducted alongitudinal study of newly arrived NNSsover al17-month period
in the U.S. and aso retested the NNS informants who had participated in his 1988
study to see how much their implicature interpreting skills had developed. The
informants were categorized into two groups, the 17-month group and the 4.5-year
group. Theresults showed that for the 17-month group, there was no improvement
over the 17-month period in their ability to interpret implicatures, whereas the 4.5-
year group showed evidence of near-native like competencein their interpretation of
implicatures. Thus, according to Bouton, NNSsarelikely to become quite proficient
intheir ability to interpret implicatureswhen they have had ampletimeto experience
and observe the culture that influences the language. However, this process is a
long and frustrating one for many second language learners and with explicit and
systematic instruction, it is predicted that NN Ss can become effective communicators
in English moreefficiently.

In light of previous research, this study goes a step further by trying to
understand in what ways NNSs and NSs differ in their ability to interpret
conversational implicatures. Because of the culture-sensitive component of the
topic at hand, | chose to conduct an in-depth study on the ability of Korean non-
native speakers of English to deriveinterpretations of implicaturesin comparisonto
American native speakers of English. It examined the types of strategies Korean
learners used when interpreting implicatures and also tested whether certain types
of implicatures were more difficult for these learnersthan others. The findingswill
provideinsightsinto thelevel of cultural understanding that second language learners
possess as well as inform ESL pedagogica techniques intended to help learners
develop their pragmatic competence.

Methods

Informants

A total of 30 graduate studentsfromaU.S. university volunteered to participate
in the study. Fifteen monolingual native speakers of English and 15 Korean ESL
learners were recruited to form the groups for comparison. In the native speaker
group, there were seven males and eight females and in the non-native speaker
group, there were nine males and six females. Twelve of the native speakers were
either humanities or socia sciences majors and three were science majors, whereas
for non-native speakers ten were science majors and five were humanities or social
sciences majors. The foreign students’ length of stay in the U.S. ranged from five
monthsto two years and their average TOEFL scorewas 619 on the paper and pencil
test. Most of the ESL learnersin the study were not required to take any additional
ESL courses during their program of studly.

Jin Sook Lee 5
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Instrument

The Implicature Test used in this study was an abbreviated version of an
instrument originally designed by Bouton in 1988 and revised in 1994 (See A ppendix
A). Each item on the test was composed of a situation, a dialogue and a question
concerning the meaning of theimplicature within the dialogue. Fourteen questions
representing six different types of implicatures were selected from Bouton’ s pool of
25 questions. The items on the test covered implicatures based on the violation of
the four Maxims that resulted in understated negative criticisms, irony, sarcasm,
indirectness, etc. (For acomplete breakdown of theitems, see Table 1).

For each item, there were four multiple-choice answersand ablank tofill inan
alternativeinterpretation if theinformant did not agree with any of the given choices.
In addition, for every question, there were two 5-point rating scales asking the
informantsto ratetheir perception of the degree of accuracy of their answersand the
difficulty of the question.

Procedure and Data Analysis

Each informant was given approximately 30 minutes to complete the test.
Informants were also asked to think aloud and explain their reasoning behind the
interpretation of theimplicatures asthey solved the problems. Thereasonsthat they
gave asto why and how they chose the answers were tape-recorded and transcribed
for analysis. The Korean informants chose to perform the think-aloud procedurein
Korean.

Themost common response given to each of theitemsby the 15 native speakers
in this study was selected as the “ correct answer” for the question. Each informant
wasgivenascoreof 1, if their response matched the response chosen by the magjority
of the native speakers and 0 if the informants chose a different response. Thetotal
scores ranged from 0-14 on the implicature test. Using T-tests and ANOVAS, the
performances of English native speakersand Korean ESL speakersontheimplicature
test were compared for significant patterns.

Duetothelimited samplesize, thefindings must be carefully interpreted. The
purpose of this study is not to make generalizations across language groups and
proficiency levels, but rather the goal is to attempt to gain a clearer picture of how
learners from a particular culture handle the interpretation of conversational
implicatures, which has not received much attention in the field. Based on the
findings of this exploratory study, further studies that can factor in differences due
to the learners’ cultural backgrounds and proficiency levels will be needed to
understand the development of the ability to interpret and use conversational
implicatures.

6 Interpreting Conversational Implicatures
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Results and Discussion

The mean score on the implicature test for native speakers was 12.0 and for
non-native speakers 10.2, indicating only a slight difference in the performance of
thetwo groups. Thereason for this slight difference may be attributed to the nature
of the types of implicatures or to the fact that the ESL informants had very high
proficiency levels. What is interesting was that Bouton claimed that it took his
informants nearly 3-5 years of exposure to the target culture to achieve near-native
like competencein interpreting conversational implicatures, however, from thisstudy
which examined ESL learnerswith lessthan 2 years of experienceinthetarget culture,
they were still ableto perform at avery high level. Thus, regardiess of thelength of
exposureto thetarget culture, learnerswith high linguistic proficiency seemlikely to
have the linguistic and pragmatic strategies that will allow them to derive the same
meaning as native speakers.

Furthermore, despitethe fact that in many instancesthe group of native and non-
native informants were able to come to a correct interpretation of the implicatures, the
native speakers rated their responses to be more accurate than the non-native speakers
for every question. Evenlearnerswith advanced proficiency in English perceived their
responses to be less accurate than the native speakers. It is interesting to see how the
status of being a native speaker endows a certain level of confidence and authority in
their language use as opposed to non-native speakers who may possess a very high
level of competencein thelanguage, but still 1ack the sense of authority in thelanguage.
This pattern was al so reflected in the way the NNSsrated most of the itemsto be more
difficult than the NSs. A closer examination of the responses and the strategiesthat the
informants used iswarranted to investigate the factorsthat contributed to the difference
in responses and the reasons for why the performance gap was not greater.

Tabulations of the responses given by each of theinformantsin thetwo groups
weredonetoidentify the patternsin theresponses. Table 1 summarizesthe percentage
of correct responses given by native and non-native informants grouped according
to the six types of implicatures the test items targeted.

The responses from the “think aloud” procedure offered valuable insights
that explained some of the patterns found in the quantitative analysis as seen in
Table 1. Based ontheinitial descriptive analysis, one unanticipated finding wasthat
for item Q#11, more non-native speakers arrived at the correct answer than native
speakers. To recap, the correct answer for each item was determined by the answer
selected by the majority of native speakers. In this case, although the majority of
native speakers found this implicature to be an understated criticism and, hence, it
was sel ected asthe correct answer, there were al so some that felt that the expression
should be interpreted literally. According to the think aloud responses, the reason
why more NNSs than NSs were able to select the correct answer was because the
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NNSs understood “1 don’t think | am avery good judge of chili” to be a humbling
gesturein theface of anegative criticism. The NNSinformants said that thistype of
expressioniscommonly found in Korean. However, in Korean, the moretypical way
of expression would bein the line of “My taste buds are not sophisticated enough
tojudgethetaste of chili” to avoid apotential situation where the harmony between
the participantsin the interaction might be disrupted.

Cultureslike K orean that value collectivism place high emphasison maintaining
harmony among the members of their in-group and thus are likely to avoid face-
threatening situations that might cause conflict or disagreement (Park, 1979; Ting-
Toomey, 1988; Gudykunst and Nishida, 1994). Native speakers, on the other hand,
did not make this connection. Although the majority of the NSs understood the
implicatureto beavery subtle negative criticism, several felt that it would haveto be
interpreted at the literal level; that is, the speaker probably has not had chili before
and does not know what it is suppose to taste like and that there are no other
intended implicationstoit. Thus, evenin NS-NSinteractionindividual differencesin
perception and interpretations can result in miscommunication. What was clearly
evident from this example was that even advanced ESL learners appeared to be
applying their schemata of experiencesfrom their native culture asthe basisfor their
interpretation. TheNNSs' ability to arrive at the same interpretation as NSsdespite
someindividua varianceintheinterpretationsatteststo thefact that thereare similar
pragmatic strategiesin both cultures to express negative criticism indirectly.

Toward this end, Q#8 is another test item that provides evidence that similar
pragmatic strategies exist in thetwo cultures. Q#8 resulted in aceiling effect in that
there was no variance in the responses between the two groups; all informants
arrived at the sameinterpretation. Furthermore, it isinteresting to note that both the
native and non-native groups offered the same strategies and reasonsin interpreting
Q#8. The informants recognized that they had to assume that the yellow Honda
belonged to Rudy because of circumstantial evidence. Implicaturesthat are derived
based on logical reasoning appear to be universal initsuse. Thisitem was omitted
from al subsequent analysis because of its ceiling effect.Because the initial data
analysisrevealed some differences between the NSsand the NN Ss, it isimportant to
first examine whether the variance between the NS and the NNS group is statistically
significant and to identify any patterns in the types of conversational implicatures
the NNSs may have difficulty acquiring in the second language. T-tests were
conducted to compare the response patterns of the native speakers and non-native
speakers on each of the individual items. The results showed that there were only
two items (Q#1 & Q#2) that were statistically different (p<.01) between the native
and non-native speaker groups. A scan of the performance data shown in Table 1
shows that there is no systematic pattern in the responses based on the types of
implicatures that were defined. That is, the way the category of implicatures was
defined was not areliable construct in predicting whether non-native speakerswere
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abletorespondin theway native speakersdo. Inorder to find amorereliableway of
identifying apatterninthetypesof implicaturesthat may causedifficulty for learners,
correlationswere doneto identify theitemsthat had high inter-item consistency with
the other itemsin the test. Based on the correlations aswell as on some qualitative
data from the “think aloud” process, two new categories were identified.

According to Grice (1975), these newly identified constructs can belabeled as
Particularized and Generalized Conversational Implicatures (See Table 2).
Particularized Implicatures refer to those implicatures that are very sensitive to the
non-linguistic and contextual cuesthat theimplicatureisembeddedin. For example,
depending on how one says “Bill is areally good friend” and the context of the
situation, this statement could be an implicature through which asarcastic inference
might be made or it could be taken at face value. Generalized Implicatures, on the
other hand, refer to those types of implicatureswheretheimplicatureisnot assensitive
to the contextual cues or non-linguistic cues. For example, statements like “Is the
Pope Catholic?’ will bring about the sameinterpretation in most instancesregardless
of the contextual or non-linguistic cues. Theresultsshowed that theitemswithinthe
Particularized and Generalized category had moderately high inter-item correlations
and had very low or negative correlations with items in the other category.
Cronbach’ salphafor thesetwo constructswas .59 for Particul arized Conversational
Implicaturesand .54 for Generalized Conversational |mplicatures.

A repeated measures analysis of variance conducted on the response patterns
of native and non-native speakers for Particularized Conversational Implicatures
[F(1,26)=4.175, p<.05] showed a statistically significant difference; however, there
was no difference between native and non-native speakersin their interpretations of
Generalized Implicatures[F(1, 26)= 1.536, p=0.226](See Table 3).

Table 2
Pearson Correlations of Individual Items within the Constructs of Particularized Conversa-
tional Implicatures and Generalized Conversational Implicatures

Generalized Implicatures Particularized Implicatures
Q# Type Name R | Q# Type Name r
1 neg. criticism TERM 0.38 5 relevance JOG 039
3 R RECOM 0.21 3 " BEAUTY 026
11 o CHILI 0.24 14 " RAISE 044
4 set expression POPE 0.38 2 sarcasm FRIEND 034
7 be orderly STEAL 0.25 6 be sufficiently informative  BAR 032
10 sarcasm SING 0.40 9 set expression SUN 030
12 be sufficiently informative COWS 0.25
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Table 3

Analysis of Variance on the Dependent Variables of Performance on Particularized and
Generalized Implicatures against the Independent Variables of NS/NNS and Gender

Dependent

Variable Generalized Implicatures Particularized Implicatures
Source DF Mean-Square F-Ratio DF Mean-Square F-Ratio
NS/NNS 1 0.07 15 1 0.22 4.2*
Gender 1 0.05 1.0 1 0.00 1.0
NS/NNS 1 0.00 0.1 1 0.05 0.4

* Gender

ERROR 26 0.04 26 0.05

* p<0.05

Thus, it appears that ESL learners have more difficulty interpreting
conversational implicaturesthat are sensitiveto cultural context and suprasegmental
features such as intonation and tone, which is not surprising. Even native speakers
recognized the difficulty of the former type of implicatures; somesaid, “ Thisisvery
hard for me, vocal intonation would be very important in trying to understand whether
thisissarcasm or heisbeing genuine” (RS), “Thisisatough one. Thiscould mean
alot of things” (TS), and“ Sincel am not hearing the conversation, thereis no way
for meto know. It'shard to assess’ (JK). Despite the fact that the context of these
expressionsaregivenin detail, NSinformantsfelt that the meaning of the expression
would still depend on the intonation and the tone of how the expression is said.
What wasinteresting wasthat the NNSsdid not comment at all on how theintonation
or tone would have changed the meaning of the expression. They seemed to be less
sensitive to the suprasegmental features of language use and more focused on the
semantics of thelexical itemsused. Thisspeaksto alack of training and emphasison
the waysin which suprasegmental features are used to carry meaning in addition to
the lexicon. Vocabulary and expressions need to be taught in full context with the
appropriate gestures, facial expressions, intonation and tone.

Non-native informants commented that the generalized implicatures dealing
with set expressions such as “Is the Pope Catholic?’ or “Does the sun come up in
the east?” were easy to interpret. They recognized that it was a type of idiom and
gave similar examplesthat existed in Korean. For example, oneinformant said, “In
Korean we have expressions like, “ are you sure you are Korean?” [said to another
Korean to mean “you have to know this’] or “you say themasif they were words?”
[meaning “it is so obviousthat it would be awaste of time to explain”].

However, ininterpreting Particularized Implicatures, non-native speakerstended
to interpret the situations in light of their native cultural norms. In many cases
differencesin cultural values and experiences prevented them from arriving at the
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correct interpretation. For example, in Q#2, many NNSs did not catch the sarcasm
intended in the expression, because they were interpreting the situation in light of
the societal responsibility of fulfilling the role of afriend by attending to afriend’s
wife. Inthe Korean male culture, the quality of aman’s character is determined in
relation to how he fares with others; that is, his loyalty to and consideration for
others rather than solely by hisindividual characteristics. Thus, in this situation it
was perceived by the Korean learners that the friend was dancing with hisfriend’s
wife out of responsibility to make surethat the wifeisdoing well, while the husband
isaway rather than with the intention of flirting with her. In other words, if such a
situation wereto happen, the Korean informants commented that if Bill wereagood
friend of Peter’s the benefit of the doubt would be given to him. The NNSs, on the
other hand, perceived the “so-called” friend to have an ulterior egoistic motive in
that he was using this situation to make advances at Peter’'s wife. Because
particularized implicatures are based on the specific codes rel ated to the subtl eties of
contextual cues and non-linguistic cues that are particular to the American culture,
they require sophisticated knowledge and skill in order to arrive at the “correct”
interpretation, which was probably the main cause of the difficulty that the NNSs
had with these items.

Regardless of whether theitem wasaparticul arized implicature or ageneralized
implicature, the strategy that the learners used were the same. They arrived at
interpretations of implicatures based on their transl ations of what it meant in Korean
and on their native cultural norms. In the case of generalized implicatures, learners
were ableto derive similar interpretations as native speakers; however, in the case of
particularized implicaturesthiswas not the case. Thetrandlation strategy that NNSs
used led them to the wrong interpretation, because they were so focused on only the
lexical meaning of the expression without the consideration of other possible non-
linguistic cues. Although it has been more than a decade since the communicative
approach to language teaching has taken precedence, it is clearly evident that it has
not changed the way learners approach language learning. Learners seem to rely
heavily on translation strategies as has been documented in learning and
communication strategiesresearch (Oxford & Anderson, 1995; Kasper & Kellerman,
1997). Thecritical point isthat |earners need to be aware of theinherent nature of the
two types of implicatures and how to differentiate them, so that they know when to
apply and not apply their trandation strategy. Furthermore, learners need to be
aware of how meaning is constructed through various uses of intonation and tone
and how the target culture interfaces with the language. One pedagogical strategy
that can be used to teach learners how to differentiate the different types of
implicaturesisto raise students' level of critical awarenessby explicitly demonstrating
what properties to look for in identifying implicatures. By directing the students
attention to the contextual and linguistic cuesthat govern implicatures, students can
refinetheir skillsin their ability to observe how languageis used in the community.
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The qualitative data from the “think-aloud” procedure revealed patterns in
the reasoning that the NSsand NNSsemployed. Evenin caseswheretheinformants
in the two groups were arriving at the same answer, the reasons and strategies
differed between the native speakers and the non-native speakers. Table4 summarizes
the most commonly cited reasonsfor why the interpretationswere made for both the
native and non-native speaker groups.

The most commonly cited reason for the use of these implicatures by native
speakers was for the effect of sarcasm. Most NSs recognized the sarcasm in the
implicatures, but NNSs interpreted the sarcasm as humor without the negative
implication that undergirds sarcasm. For example, NNSs misunderstood the
implicatures found in such items as Q#10, which was intended to be a sarcastic
remark, to be humorous. Itisinteresting to see how sarcasm isviewed between the
two groups. Native speakers reported that sarcasm was used to highlight the witty
nature of the speaker through a negative evaluation at the expense of the person or
thing being criticized. However, Korean NN Ssreported that the communicative goal
of the speaker in using the implicature was to create a humorous ambiance that can
liven up the conversation. The comment was considered alight joke that could be
said in the presence of the person being evaluated without threat to the person
losing face.

According to Gudykunst and Nishida (1994), one fundamental difference
between western cultures such as the American culture and eastern cultures such as
Korean and Japanese lies in how the self is perceived. Inindividualistic cultures
such as the North American cultures, each person is viewed as having a unique set
of talents and experiences and the emphasisis placed on theindividual’ s goals and
self-realization. On the other hand, in collectivistic cultures such as the Korean
culture, each person is viewed in relation to others within a particular group (e.g.,
family, friends, school, religious groups, occupation, etc.) and emphasisisplaced on
following the social norms and maintai ning cooperation with the in-group.

This difference in the cultures was reflected in the strategies that the two
groups selected. NSs' interpretations were based mainly on their personal biases
and personal experiences. In contrast, NNSswere mostly concerned with the social
hierarchical status of the peopleinvolved inthe conversation intheir interpretations.
Their interpretations were derived under the assumption that the interlocutors were
being polite and trying to save each other’ sface through the use of theimplicatures.
For example, one of the most common reasons given for the interpretation of Q#11
(“I am not avery good judge of chili”) by the NNSswasthat by directly stating that
you don't like chili, you run therisk of threatening the face of the speaker who was
looking for an evaluation of the taste of the chili. Another example wherethe NNS
informantsviewed theimplicatureasan act of saving facewasin Q#2. NNSinformants
commented that by saying “Bill knows how to be areally good friend” the speaker
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isconveying that Peter has asked Bill asafavor to seethat hiswife enjoys herself at
the party while he is away and thus saving both Peter’s and Bill’s faces by
acknowledging that Peter is aware of Bill’ sactions.

Furthermore, many NN Sinformants al so commented that you would never use
phrases like “Is the Pope Catholic?’ to someone in a higher societal position than

Table 4
Examples of the Most Commonly Stated Reasons in Interpreting Implicatures in Rank Order

Native Speakers
1. Sarcasm

ts (Q1) "He is being sarcastic. If he were being polite, he would talk about the content and say well
this part was OK but his other parts missed the target or something like that. He would say
something about the content.”

ba(Q2) "It's a sarcastic expression. Sarcasm in this case is used very negatively about a
supposedly good friend that a good friend does not take other people's wife out dancing
while they are on trips."

2. Social relation/familiarity with interlocutor

ss (Q5) "By saying | went jogging the inference is there that the injury occurred as a consequence
of jogging and | think that if you were to make a statement like this with people you totally
don't know will be totally out of context and people would not have a clue as to what you are
saying. Since this is a husband and wife situation, | don't know I'm making assumptions."

ss(Q1) "l inferred from here that since they were two teachers that they understood each other. |
think if the scenario had been between the parent and the teacher if the student and the
teacher , probably this type of sarcasm would not be used."

3. Indirectness for emphasis

rs(Q10) "I mean um you can say she had sung badly but you weren't really asked that . You were
asked what did she sing so you can really twist the knife in Mary by having been asked to.
You get to really knock her down and not appear vicious about it because you were really
just answering the question asked."

hc(Q4) "Susan's last question means ‘It's an obvious and well-known fact.” She let Joan know
that everyone knows that Susan has a lot of relatives. Implies that Joan is a bit stupid and
uninformed."

4. Personal relevance

rs(Q6) "That... and that | am going to choose that the bartender doesn't know anything because
um as a native speaker the question seems to be to what degree is there personal
honesty as well. In bars, well I'm not sure , one can never be sure that people are telling
you the truth. It may be that it is just part of the culture um.. In this country even if we are
assured that Ted was telling the truth, there is no way for the bartender to know, It's such a
natural instinct to me. Be skeptical that um the next phrase is can | see some ID so the
bartender will not stop there ask to see some ID."

ss(Q2) "I guess for me and its totally personal, when my husband goes out on a business trip its
for like two weeks at a time and um.. this just suggest it for me | think it's applicable for the
norm within our friends."
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Table 4 continued
Examples of the Most Commonly Stated Reasons in Interpreting Implicatures in Rank Order

Non-Native Speakers (English translations)

1. Humor

yy(Q10) "Well, in Korean there are similar expressions. For example, If someone were to sing
awfully you would say, is that really a song? Was there a song like that? | think Sue
probably did a good job playing the piano but Mary sang very badly | think he said it in this
way to be funny."

jw(Q10) "I think it is because Mary is such a bad singer that he couldn't even recognize the song. |
think he said it in this way to be funny. Don't Americans value humor a lot?"

2. Social (hierarchical) status of interlocutors

kw(Q4) "Susan used this type of expression only because it was her friend she was talking to. It
would be very inappropriate to use this type of expression to a professor, because it would
be rude."

jw(Q14) "I think it is more polite of her to just switch to a different subject then to confront this
person and ask her how she could have asked such a question. | mean if she were at a
higher level, it would be okay to say how could you ask such a thing and nobody in their
right mind would ever ask a person higher than them such a personal question, but if
someone in a higher position asks you it would be very improper to avoid the answer like
this, you would have to answer."

3. Indirectness for politeness/humility

¢js(Q11) "But if Rosie says directly that | do not like the chili the it is very rude/ no manners."

js(Q14) "Since she said that before her work load gets heavier, she would like to watch some
movies, it could only mean that she is saying that she did receive a raise in an indirect
manner, so that you don't look like you are bragging about the raise."

4. Face saving acts

yy(Q2) "Bill probably said this to cover for his friend in front of his others friends who did not trust
Peter's actions.”

si(2) "He is saying that Bill is a good friend. It is not sarcastic , but more of a techniques to save his
face by saying that he knew about it and appreciates what Bill is doing of him and his wife."

themselves such as to their professors or boss, because it would be extremely rude
and disrespectful; this type of talk is reserved for equal ranks or to those of lower
ranksthan the speaker. Thus, for NNSs, their use of implicatures seemto be determined
by the socially inherent hierarchical structure that Koreans abide by, whereas for
NSs, their personal judgments of the closeness of or the social distance between the
interlocutors seem to have adetermining rolein use or non-use of implicatures and
the degree of the communicative intent of the implicature.

Finally, both groups mentioned that implicatures could be used as a means of
expressing indirectness. However, the NSs and the NNSs differed on their reasons
for why indirectness is used. NSs claimed that being indirect through the use of
implicatures could at times be used to emphasize a point. For example, one NS
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informant commented that instead of saying directly that Mary had sung badly in
Q#10, by using theimplicature the speaker is highlighting how bad she sang without
being overtly nasty. However, the Korean ESL learners stated that indirectness
through the use of implicatures conveyed politeness or humility. For example, in
Q#14, oneinformant commented that it was a situation where the speaker indirectly
hints that she did receive araise by switching the topic, so that sheisnot caught in
a situation where she could potentially be misunderstood as having bragged about
her raise. For NSsthiswas clearly acase of “it is none of your business,” because
in the American culture, the cost of things and salaries are considered inappropriate
topicsto beinquired about, whereasin the Korean culture, people seem to have more
open attitudes about such topics. Thisis a great example of how cultural values
interplay with conversational strategies.

It is evident that the cognitive processes by which the native and non-native
speakersarrive at aninterpretation are grounded in their native cultural backgrounds.
For second-language learnersit is commonly the transfer of interpretation cues that
causes breakdown of communication. Such evidence of transfer shows us that
learnersemploy familiar schematawhen encountered with communicative situations
that require interpretation. In other words, these learners search for understandings
based on their native or host culture to make contextual sense of the words. What
causes confusion is that both Korean and English share some types of common
conversational implicatures that allow learners to successfully transfer their
understanding to arrive at the same interpretation and yet in other cases the transfer
of their understanding will set themupfor failure. Therefore, it becomesapedagogica
guestion as to whether we can teach learners how to interpret conversational
implicatures or whether learners must go through trial and error to accumulate a
separate set of cultural understandings that will allow them to interpret these
implicatures successfully.

Pedagogical Implications

Needless to say, students will greatly benefit from systematic and strategic
instruction that will help them acquire the necessary strategies to manage
communicative situationsthat requirethe use of conversational implicatures. Rather
than attempting to introduce students to random situations in which conversational
implicatures can arise, it may be more productive to equip foreign students with the
skills to identify linguistic and contextual cues that may lead them to make an
appropriate interpretation of an implicature. Through explicit instruction, teachers
can teach students about what implicatures are and what communicative purpose
they serve as well as what factors to look for in the context, how to analyze the
situation, and how and when implicatures can be used to convey the intended
conversational effect (see Lee & McChesney 2000 for description of pedagogical
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activity). Studentsneed to raisetheir awareness of how conversational implicatures
areused in thetarget language and al so make connections between what they already
know about language usein their native language with the expectations of language
use in the target language.

Thisrequiresrepeated practice of critically analyzing conversational situations
involving implicatures. Becausethe context of language useisso important, teachers
can first use media clips from television shows or movies to demonstrate how
situations involving conversational implicatures can be analyzed and interpreted.
Then, teachers and students can co-construct situations that may have relevant
application to the students and provide avenuesfor practice. Instead of just informing
students of how conversational implicatures are used and what they mean, learner
autonomy needs to be promoted in that students are expected to take responsibility
for their learning and understanding. Thus, by encouraging students to become
researchers of their own language use and that of the speech community in which
they participate, they will become more activelearners.
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Appendix

Instructions: Each item consists of a description of the setting and a
dia ogue that should beimagined to betaking placein the United States.
After each dialogue there will be a question about what an utterance
(sometimesin boldface letters) means. Each question will be followed
by four multiple-choice answers. Please choose the answer that seems
to best answer the question. |f you disagree with all of the multiple
choice answers, please write out what you think the answer should bein
the blank labeled “ Other”. In addition, please rate the degree of diffi-
culty you experienced in interpreting the English expressionson ascale
from 1 (not difficult at all) to 5 (very difficult) aswell ashow accurateyou
think your answer is. Therewill be 14 questions. Again, simply imagine
that you are present when the dialogue occurs and choose the answer
that comes the closest to what you think the utterance means.

1. Two teachers are talking about a student’s term paper

Mr. Ranger: Have you finished with Mark’s term paper yet?
Mr. Smith: Yes, | have. | read it last night.

Mr. Ranger: What did you think of it?

Mr. Smith: Well, | thought it was well typed.

How did Mr. Smith like Mark’s term paper?

a Heliked it. Hethought it was good.

b. He thought it was important that the paper was well typed.
¢. Heredlly did not read it well enough to know.

d. Hedid not like it.

e. other

Pleaserate how accurate you think your answer is.

NOL AL Al e e very accurate
1 2 3 4 5

How difficult wasit to answer this question?

NOL AL Al oo e very accurate
1 2 3 4 5

2. Bill and Peter work together in the same office. They are good friends.
They often have lunch together and Peter has even invited Bill to have
dinner with him and his wife at their home several times. Now Peter’s
friends have told him that they saw Bill out dancing with Peter’'s wife
recently while Peter was out of town on a businesstrip.

Peter: “Bill knows how to be a really good friend, doesn’t he?”
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Which of the following isthe closest to what Peter meant by hisremark?
a. Bill is not acting the way agood friend should.

b. Peter’ swife and Bill are becoming really good friends.

c. Peter and Bill are good friends, so Peter can trust him.

d. Nothing should be allowed to interfere with the friendship.

e. other

Pleaserate how accurate you think your answer is.

NOL @ All oo e very accurate
1 2 3 4 5

How difficult wasit to answer this question?

NOL @ All oo e very accurate
1 2 3 4 5

3. Professor Williamsis a professor of electrical engineering at the Univer-
sity of Illinois. Hehasbeen asked by alocal company towriteto them about
a student of hiswho has applied for a job asan electronicsresearch techni-
cian with that company. He agreesto do it and sends the following note:

Dear Mr. Royal,

Michadl Ronson hasheenintwo of my coursesand hasbeen my adviseefor two
years. Hewaspresentin classalmost everyday and seemed to pay attention. He
turnedin hisassgnmentsontime, wasalwaysquite pleasant, and got along with
the other students quite well. | hope this brief description will help you in your
congideration of Mr. Ronson’ sapplication for the positionwith you.

If you were Mr. Royal, would you consider this a strong recommendation
for Ronson?

a Yes, because Professor Williams says he attends classes regularly, does his

assignments and is pleasant.

b. No, because Professor Williams did not mention the quality of Ronson’ swork.

C. Yes, becauseif Professor Williams did not want to help Ronson get the job, he
would not have written aletter at all.

d. No, because Ronson apparently missed classoncein awhile.

e. other

Pleaserate how accurate you think your answer is.

NOL @ All oo e very accurate
1 2 3 4 5

How difficult wasit to answer this question?

NOL @ All oo e very accurate
1 2 3 4 5

4. Two roommates are talking about their plans for the summer.

Susan: My mother wants me to stay home for awhile, so | can be there
when our relatives come to visit us at the beach.

Joan: Do you have alot of relatives?

Susan: |sthe Pope Catholic?
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How can we best interpret Susan’s question?

a Susanfedsher rdativesaretoordigious.

b. Susanhasalot of reldives.

¢. Susanwassuddenly remembered aquestion on her finad examin Religion 101
and wanted to make sure she had answered it correctly.

d. Susanistrying to change the subject; she doesn't want to talk about her rdlatives
e. other

Pleaserate how accurate you think your answer is.

NOL AL Al oo e very accurate
1 2 3 4 5

How difficult wasit to answer this question?

NOt at all.....cooveeeieieiieeceeceeene very difficult
1 2 3 4 5

5. When Jack got home, he found that his wife was limping.
Jack: What happened to your leg?
Wife: | went jogging today.

Another way the wife could have said the same thing is...

a Today, | finally got someexercisejogging.

b. I hurtitjogging.

¢. It's nothing serious. Don’'t worry about it.

d. | want to change the subject becauseit is embarrassing.

e. other

Pleaserate how accurate you think your answer is.

NOL AL Al oo e very accurate
1 2 3 4 5

How difficult wasit to answer this question?

NOL AL Al oo e very accurate
1 2 3 4 5

6. Ted and Sharon went to a bar to have a beer and the following conver-
sation took place.

Ted: Can we have a couple of Lite beers, please?
Sharon: Make mineaBud Light, will you?
Bartender: | don’t know. Are you two 21?
Ted: Yeah, weare. Now can we have our beers?

Assuming that Ted was telling the truth, what does the bartender know
about how old Ted and Sharon are?

a Ted and Sharon are both 21- no more, no less.

b. Ted and Sharon are both at least 21.

¢. Ted and Sharon are the same age.

d. Thereisno way for the bartender to know which of these Ted means based
on what he said.

e. other
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Pleaserate how accurate you think your answer is.

NOL @ All oo very accurate
1 2 3 4 5

How difficult wasit to answer this question?

Notat all.....cooeveereeieeceeeceee very difficult
1 2 3 4 5

7. Twofriends, Mariaand Tony, aretalking about what had happened the
night before. Last night, they had had dinner with Andy, afriend of theirs,
in a little town just outside Philadelphia. Then, after dinner, Andy had
left and got in trouble. Now, thismorning, Maria and Tony are trying to
figure out what Andy did after he left them.

Maria: Hey, | hear Andy went to Philadelphia and stole a car after he left us
last night.

Tony: Not exactly. He stole a car and went to Philadelphia.

Maria: Are you sure? That's not the way | heard it.

What actually happened isthat Andy stolethecar in Philadelphia. Inthat
case, which of the two friends has the right story- Maria or Tony?

a Maria

b. Tony

c. Both areright. Since both are saying essentially the same thing, they really
have nothing to argue about.

d. Neither of them has the story right.

e. other

Pleaserate how accurate you think your answer is.

NOL @ All oo e very accurate
1 2 3 4 5

How difficult wasit to answer this question?

NOL @ All oo very accurate
1 2 3 4 5

8. Frank: Whereis Rudy, Helen? Have you seen him this morning?
Helen: There's a yellow Honda parked over by Sarah’s house.

What Helen is saying is that...

a shejust noticed that Sarah has bought a new yellow Honda.
b. she doesn't know where Rudly is.

¢. she thinks Rudy may be over at Sarah’s house.

d. shelikesyellow Honda and wants Frank to see one.

e. other

Pleaserate how accurate you think your answer is.

NOL @ All oo e very accurate
1 2 3 4 5

How difficult wasit to answer this question?

NOE @ All oo e very accurate
1 2 3 4 5
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9. A group of studentsaretalking over their coming vacation. They would
like to leave a day or two early, but one of their professors has said that
they will have a test on the day before vacation begins. “No one will be
excused,” he said. Everyone has to take it. After class, some of the
students get together to talk about the situation , and their conversation
goes as follows:

Kate: | wishwedidn't havethat test next Friday. | wanted to leavefor Florida
before that.

Jake: Oh, | don't think we'll really have that test. Do you?

Mark: Professor Schimt said he wasn’t going anywhere this vacation.

Jake: What do you think Kate? Will hereally give usthat test? Do you think
we have to stay around until Friday?

Kate: Does the sun come up in the east these days?

What does Kate mean by her last question?

a | don’t know. Ask me a question | can answer.

b. Let’s change the subject before we get really angry about it.

c. Yes, he'll give usthetest. You can count onit.

d. Almost everyoneelsewill beleaving early. It always happens. We might as

well do it, too.

e. other

Pleaserate how accurate you think your answer is.

NOL AL Al oo e very accurate
1 2 3 4 5

How difficult wasit to answer this question?

NOt at all....cooveeeeieiieececeeene very difficult
1 2 3 4 5

10. At arecent party, therewas a lot of singing and piano playing. At one
point Sue played the piano while Mary sang. When someone who had not
been at the party asked Bob what song Mary had sung, Bob said,

Bob: 1'm not sure, but Sue was playing a song named “We are the
World”.

Which of the following is the closest to what Bob meant by thisremark?
a Hewasonly interested in Sue and did not listen to Mary.

b. Mary and Sue were not doing the same song.

¢. The song that Mary sang was “We are the World”.

d. Mary sang very badly.

e. other

Pleaserate how accurate you think your answer is.

NOL AL Al oo e very accurate
1 2 3 4 5

How difficult wasit to answer this question?

NOL AL Al oo e very accurate
1 2 3 4 5
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11. Two friends are talking about different places to eat.

Robin: Have you tried the chili at Pedro’s?

Rosie: Yeah. Just the other day.

Robin: How did you like it?

Rosie: | don’t know. | don’t think 1’m a very good judge of chili.

How does Rosie like Pedro’s chili?

a Wedon't know. She doesn’t say whether she liked it or not.
b. Shecan’treally remember

c. Really hot and spicy.

d. Not very much.

e. other

Pleaserate how accurate you think your answer is.

NOL @ Al1 . very accurate
1 2 3 4 5

How difficult wasit to answer this question?

NOL @ Al1 .o very accurate
1 2 3 4 5

12. Mr.Brown isadairy farmer and needsto borrow money to build anew
barn. When he goesto thebank to apply for theloan, the banker tellshim
that he must have at least 50 cows on hisfarm in order to borrow enough
money to build a barn. The following conver sation then occurs.

Banker: Do you have 50 cows, Mr. Brown?
Mr. Brown: Yes, | do.

Which of the following says exactly what Mr. Brown means?
a. He has exactly 50 cows- no more, no less.

b. Hehasat least 50 cows- maybe more.

¢. He has no more than 50 cows- maybe less.

d. He could mean any of these three things.

e. other

Pleaserate how accurate you think your answer is.

NOL @ A1l oo very accurate
1 2 3 4 5

How difficult wasit to answer this question?

NOL @ A1l e very accurate
1 2 3 4 5

13. The cashier in arestaurant istalking to her boss.

Cashier: | need agood long rest. I'm afraid my beauty is beginning to fade.
Owner: What makes you think that?
Cashier: The men are beginning to count their change.
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What does the cashier mean by her last comment?

a Recently the cashier has given some customersthe wrong change, so now the
men count what she gives them.

b. Instead of looking at her, the men have begun to pay attention to their money.

c¢. If her beauty fades, the customerswill not cometo the restaurant to meet her.

d. Sheisgetting older.

e. other

Pleaserate how accurate you think your answer is.

NOL AL Al oo e very accurate
1 2 3 4 5

How difficult wasit to answer this question?

NOL AL Al oo e very accurate
1 2 3 4 5

14. Sarah and Joan ar e colleagues at work. Joan turnsto Sarah and says:

Joan: By the way, how much are you getting thisyear? | heard you got areally
niceraise.

Sarah: Haveyou seen any good movieslately, Joan? I'dreally liketo see one
or two before the workload gets heavier.

Why does Sarah bring up the movies?

a. She wantsto go to some before she gets too busy thisfall.

b. Shedid get aniceraise and isinviting Joan to be her guest at the movies.
¢. She does not want to talk about how much money she makes.

d. Shehasn’t seen any good moviesin along time.

e. other

Pleaserate how accurate you think your answer is.

NOL AL Al oo e very accurate
1 2 3 4 5

How difficult wasit to answer this question?

NOL AL Al oo e very accurate
1 2 3 4 5
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Teaching Culture in the English as a
Foreign Language Classroom

Jean Kim
The Catholic University of Korea

Abstract

It is a generally accepted principle that language and culture are
inseparable. Yet, traditionally, when one thinks of second language
teaching, there is a tendency to think of only the four skills to be
taught: listening, speaking, writing and reading. Thus with this
emphasis on the so-called ‘skills,” the teaching of culture is
often a neglected, if not forgotten, component. However, as tech-
nological advances bring the world closer together as a ‘global
village,” the emphasis on the teaching of English for intercultural
understanding and communication is becoming a vital part of edu-
cation in countries all over the world. This paper analyzes various
published articles that investigate the teaching of culture in the
English as a Second Language (ESL)/English as a Foreign Lan-
guage (EFL) context as well as in SL/FL contexts in general. Based
on the findings, recommendations for the language classroom will
be made with some newly designed ‘culture teaching’ materials
offered as examples of ways for teachers to incorporate culture into
their actual lesson plans.

Introduction

Astheworld joins closer together in a‘global village,” therole of Englishin
thisever-shrinking global community isbecoming increasingly important. Englishis
the language of international business, prevails in the transportation and media
sectors, and isdevel oping astheworld’ struly first international language (Ashworth,
1991). Hence, needlessto say, the emphasis on teaching English isbecoming avital
part of education in countriestheworld over. However, in order for Englishto play a
role as the lingua franca, it is insufficient to promote the use of English as a mere
linguistic tool. Rather, its function as a means for intercultural understanding and
communication should befurther expanded. Therefore, theteaching of Englishasa
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second or foreign language should not be limited to teaching English asalinguistic
skill, and thus the scope of language learning should be broadened into one that
incorporates intercultural awareness and understanding as well. Accordingly, this
paper will examine and analyze various published articlesthat investigate the teaching
of cultureinthe English asa Second Language (ESL )/English asaForeign Language
(EFL) context aswell asin Second Language (SL)/Foreign Language (FL) contextsin
general. Based on the findings, implicationswill be sought that can be applied to the
language classroom with some newly designed  cultureteaching’ material s offered
asexamplesof waysfor teachersto incorporate cultureinto their actual lesson plans.

Literature Survey

The History of Culture Teaching

Although there is evidence of an interest in the interrelationship between
language and culture interspersed throughout the ages, prior to the 1960’ s, the vast
majority of studies did not associate culture with communication, but rather with
literature. Therefore, the primary goal of language study was to develop sufficient
linguistic skillsto enabletheinterpretation of great literary works (Flewelling, 1994).
However, from the 1960s on, a deeper interest arose towards the aspect of
communication, which necessitated a better understanding of the people whom one
was trying to communicate with. Beginning in the 1980's, educational systems
started placing emphasis on cultural literacy for sociopolitical and socioeconomic
advantages within the international market (Moore, 1995). Thus, the teaching of
language was accordingly modified from aheavy focusonlinguistic skillsto agradual
increasein the incorporation of cultural literacy instruction.

Over the years, there have been changes and modifications in terms of the
criteria employed in deciding what was meant by culture. Because educators
traditionally tended to define culturein terms of ‘Big C’ (i.e. culture as aesthetics-
the fine arts, the great books, opera, and architecture) or ‘Little C' (i.e. culture as
anthropol ogical -customs, values, manners), language teacherswere also inclined to
choose between these two approaches (M oore, 1995). However, with theincreasing
emphasis on the inclusion of ‘authentic’ materials in classroom instruction, the
definition of culture was broadened from these dichotomous notions to include
“everything related to the world views of people and individuals’ (p. 597).

Theoretical Approaches to Culture Teaching

Aswith any aspect of teaching, theinclusion of atheoretical model for teaching
culture isimportant to teachers because theory can provide teachers with abasis on
which they can judge the adequacy of the particular approach that they employ.
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AccordingtoArries (1994), there are essentially two different theoretical approaches
to teaching culture that have been advocated by researchers — the ‘activity’ and
the *anthropology-process approaches. The former group suggests that teachers
include activities such as culture assimilators, mini-dramas, field trips, and visitsby
native speakers, and utilize authentic materials. On the other hand, those who
advocatethe latter approach claim that an exclusive focus on materialsand activities
reflects a misconception about the nature of culture. Within the *anthropology
process approach, cultural behaviors are viewed as constantly changing, and thus
materials can easily be outdated and/or applied in artificial and inauthentic ways. In
other words, this approach conceives of culture learning as a process rather than a
“mere conglomeration of factsthat trivialize the concept of culture” (p. 523).

Issues in Culture Teaching

Regardlessof existing theoriestofall back on, teaching foreign language culture
till remains adifficult task for teachers due to avariety of factors. The significance
placed on communication and interaction that characterizes ESL/EFL instruction
today demands that ESL/EFL teachers possess not only a high level of language
proficiency, but also cultural proficiency aswell (Schimidt-Rinehart, 1997). Naturally,
thereis now agreater recognition on the part of the foreign language teacher of the
importance of integrating culture into their curriculum. However, mere recognition
does not necessarily lead to automati ¢ application of cultureteachingin thelanguage
classroom. In fact, language teachers face obstacles due to their lack of preparation
on culture teaching as well asthe lack of available insights, sources of information
and the conceptual tools to effectively integrate culture into their actual lessons
(Hadley, 1993). Moreover, according to Alptekin (1993), foreign language teachers
are oftentimesforced to teach the culture of which they have scarcely any experience.
Such teaching based on inaccurate knowledge may lead to dangerous misconceptions
towards the target language culture. Consequently, it is imperative for language
teachers to consider several issues related to the teaching of culture prior to any
classroom instruction.

Defining Teachers’ Own Beliefs on Culture

The word culture is perhaps one of the most complex terms to define in the
English language. Thus although language studies specialists are constantly
searching for what culture meansin language teaching, the complicated nature of the
term makes it difficult to create a clear-cut definition of it. Likewise, it has become
apparent that language teachers aso have different definitions, concepts, and
underlying assumptions about culture. As Pajares (1992) suggests, individual
teachers’ beliefs strongly influence their teaching behavior. This claim can also be
applied to the teaching of culture, and as Ryan (1996) asserts, discrepancies among
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teachers' cultural beliefs may become problematic since how the teacher perceives
culturerelatesdirectly to their instructional behavior in the classroom. Ryan’ s two-
year qualitative study of university English teachersin Mexico exemplifiesthediverse
range of definitionsteachers had of culture, and how each teacher’ s definition was
influenced by their personal experiences, especially deeply rooted in the Mexican
setting. For example, someteachers admitted that their attitudestowardsthe English
culture have been somewhat negatively influenced by their own parents' negative
attitudes toward acquiring any foreign culture, not just that of English speaking
countries. Therefore, although teachersinvolved in the study cannot be generalized
to all ESL/EFL teachers, it is nevertheless worth noting the potential dangers of
teachers conveying their own personal prejudice to their students. This would be
particularly hazardousif the teacher denigrates some aspects of target culture, which
may result in negative consequences for the students. Hence, Ryan suggeststhat in
order to prevent such possibly dangerous effects, teachers need to become
ethnographersinvestigating their own beliefs of culture, not only that of their target
language but also that of their native language, thereby developing ‘healthy’ and
beneficial sociolinguistic goalsfor their language classrooms.

Target Culture Only vs. the Incorporation of Native Culture

Researchers continue to encourage culture learning that is more ‘ authentic.’
Here, important issues that need to be addressed are some theoretical claims about
the necessity of teaching target language only in relation to target language culture.
Someresearchers, for example, Stewart (1982, cited in Alpetekin, 1993), go sofar asto
assert that teaching formal aspects of aforeign language whilereferring to the native
culture of the learner isvirtually useless. Others, like Valdes (1986), reiterate this
view by arguing that the use of native cultureinforeign language teaching isdevoid
of benefit.

On the other hand, Kramsch (1993) claims that learning culture can only be
pursued when there is a development in the understanding of one's own culture.
Thus although practical advantages do exist in teaching and presenting the target
language solely in relation to the target culture, culture teaching must begin with
comprehension of one's native cultural behavior, its prejudices and ethnocentric
outlook, which can be used as a basis for cross cultural application and analysis.

Applying culture teaching through the use of native culture knowledge that
teachers are actually more familiar with may be more effective rather than placing
overemphasis solely on target language culture. In fact, Prodromou’s 1992 study
surveying 300 Greek EFL students' preferences on English lessons revealed that
students prefer to discuss about various culturesin general, followed by discussions
of their native culture, then followed by the culture of their target language. Moreover,
intermediate and advanced students believed that it was more important for their
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teacher to befamiliar with their local culturerather than that of their FL. Prodromou
interprets these results as the students' desire to prioritize their cultural identity
before acquiring any new cultural knowledge.

Ownership of Language

Another concern regarding the teaching of target language culture involves
the potential misconception of “equating language with the combined uses and
usages of its native speakers, thus making them not only its arbiters of appropriacy,
but moreimportantly, itssole owners’ (Alptekin, 1993, p. 141). However, considering
the linguafranca status of the English language, it isvirtually impossible to think of
English asthe sole possession of native speakers. “ English already represents many
cultures and it can be used by anyone as a means to express any cultural heritage
and any value system” (p. 140). Hence, Alptekin arguesthat rather thanindulging in
an over-simplification such astheinseparability of language and culture, it would be
amore realistic approach to address a certain language that may not necessarily be
inextricably tied to one particular culture, asisthe case with English.

Thereare ESL/EFL textbookswhich also contributeto creating misleading or
inappropriateteaching of culture. Thisismorethe case when the textbook writersare
native speakers who consciously or unconsciously transmit their views, values and
beliefs of their own society, such asthe US or UK (Philipson, 1992). In such cases,
these texts may once again confine the English language culture to one of its native
settings, in amanner devoid of comparative insight and critical perspectives.

Analysis

Theory vs. Reality

Although teachers and researchers alike agree on the importance of culture
teaching, it is difficult to produce the ultimate ‘successful’ language teaching
curriculum. Researchers encourage the use of native speaker informants and the use
of more authentic material sto promote cultural understanding (M oore, 1995). However,
such suggestions do not reflect what could actually be used in the classroom setting,
for not only are qualified and well trained native speaker informants difficult to
locate, such additional activities become burdensome and time consuming for the
already over-worked teachers. Thus on the one hand there are theoristswho criticize
the ineffectiveness of culture teaching methods employed by teachers in that they
lack cross- cultural understanding, comparison, and analysis. Yet on the other hand,
there are teachers in the real classroom who, for many reasons beyond their control,
cannot but reduce culture teaching to mainly imparting factual knowledge, and“if time
permits, extend that teaching to some‘ cultural activities” (Moore, 1995, p. 599).
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Assessing Cultural Knowledge

Assessing student progress is an important part of teachers' responsihility,
thusif cultureisto beintegrated as part of the language class, testing cultureisaso
an issue that needs to be addressed. Because of the traditional quantitative view of
theimportance of areliable and valid test, culturetests have also been dominated by
objective and easily scored items that measure students’ geographical knowledge,
historical facts and figures. Some researchers (e.g. Lafayette, 1988, cited in Maoore,
1995), have criticized such culturetests aslimiting students’ |earning to fragmented,
incomplete and sometimes inaccurate pieces of information. Although some
modifications have been made in response to such criticism, such asthe creation of
multiple choice or true/fal seitems, such testswere again questioned for their validity
in that they measured students' reading skills more than cultural understanding.

Theuse of portfolios has been anewly emerging method in assessing students’
cultural knowledge as part of adopting more ‘authentic’ and performance-based
assessment. Those who use and advocate portfolios (e.g. Moore, 1995) attest to
their ability to capture the depth and breadth of the students’ learning, and to
provide evidence of growth that cannot be measured by standardized tests.

The Need for More ‘Tangible’ Suggestions

One of the main concerns of culture teaching is not whether teachers dispute
theimportance of cultureteaching in the language classroom, but rather their lack of
knowledge or confidencein how to attempt to do so. Among some empirical studies
that may offer more tangible suggestions to teachers are examinations on the
effectiveness of videosto teach about FL culture. In her 1998 study, Martinez-Gibson
reported the findings of an exploratory study to assess FL students' ability to
observe cultural differences between target and native culture as presented in
television commercials. Her results indicated that the addition of pre- and post-
viewing culture-based discussion activities seemed to have positively affected
studentsto recognize cultural featuresinaFL commercial. She claimsthat the visual
aspect of television commercia messages, which isoften moreimportant than verbal
messages, hel ps students become aware of the actions of the people, which in turn
aids comprehension and enhances cultural awareness.

Herron et al’ s 1999 study al so investigated the effect of video based language
learning on students’ acquisition of target language culture. A pre-test, administered
prior to exposure to the videos, and a post-test given at the end of the semester after
exposure to the videos, assessed long-term gains in cultural knowledge. A
guestionnaire administered also revealed that students themselves thought they
gained cultural knowledge through such video viewing.
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Seelye (1994) warned, however, that the use of visual aids should be carefully
planned so as not to present fal se images about the people and places being studied.
Thisisespecialy the case with outdated visual materials, where teachers must take
steps to ensure that students understand what they are seeing istruly representative
of thepast, not asthey are now. Otherwise, the original intent to encourageintercultural
understanding will only backfire, for there may be arisk of students ridiculing the
people portrayed.

Other suggestionsto utilizein classroomsinclude the use of literature, popular
music, magazines, brochures and pamphlets, commonly perceived as ‘authentic’
by language teachers (Moore, 1995; Shanahan, 1997).

Application

Based on the various af orementioned studies on culture teaching, | will now
provide a lesson plan and some materials related to culture teaching that can be
incorporated into the actual EFL classroom (refer to AppendicesA and B for detailed
lesson plan and materials). *

One Week Lesson Plan

The lesson plan can be applied to an intermediate-advanced EFL class that
meetstwice aweek (for 75-90 minutes) or 3-4 times per week (for 50 minutes). The
focus of the lesson is to introduce students to the notion of culture shock and
compare, analyze, and discuss various cultural behaviors of different cultures and
countries. Here, the teacher is encouraged to involve students' own experiences as
much as possible by promoting discussions that compare students' own culture
with that of their target language culture. By doing so, students are able to analyze
cultural differences that may possibly lead to cross cultural misunderstanding and
undue prejudice towards certain cultures/people.

Materials

Various handoutsillustrating common areas of intercultural misunderstanding
will be provided (refer to Appendix B). Again, it is important for the teacher to
encourage students to explore reasons behind such misunderstandings instead of
merely ‘telling’ them the answers to comprehension check-up questions. Since
studentswill most likely emphasizetheir need for linguistic skillsaswell ascultural
knowledge, the teacher can inform students of various expressions that can be used
to resolve cross-cultural misunderstandings or shock (refer to Appendix B, Handout 4).
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Video viewing will also beintegrated into thislesson plan. AsMartinez- Gibson
(1998) claims, the visual aspects of video viewing will help enhance student
understanding of cultural behaviors. Studentswill watch ashort clip of avideo (here,
| have specifically chosen the movie ‘Mr. Baseball’?), discuss the content of and
difficult languages used in the scene, and compare the various cultural behaviors
shown in the video with that of their own culture. Then, with the language skills
(Handout 4) learned in the previous class(es), students will be asked to create a
detailed script that describesthe scene from the video they have watched (in groups)
then present their scenario to the rest of the class as a role play; by doing so,
students will not only be discussing/learning culture, but also practicing their
language skills at the sametime.

Assignment

Students will be asked to write journals that describe their experiences of
culture shock and/or miscommunication.

Concluding Remarks

Based on the various articles examined above, there are several
recommendations that can be made for the teaching of culturein not only the ESL/
EFL context, butinany SL/FL classroom context. Oneimportant implication isthat
althoughitisagenerally accepted principlethat language and culture areinseparable
(Flewelling, 1994), before any actual teaching isconducted, itisvital for teachersand
the curriculum designers to devise clear goals for culture instruction based on a
mutual understanding of what is meant by culture. Furthermore, prior to any hasty
integration of authentic materialsinto the classroom, it is necessary to first address
theissue of incorporating native culture vs. solefocuson target culture and consider
the various advantages/di sadvantages invol ved with both approaches. The decision
to choose between either approaches is again heavily influenced by the teachers
own beliefstoward culture, thusit iscrucial for theteacher to haveaclear yet critical
understanding of his/her own perceptions towards culture so asto provide students
with opportunities for unbiased and ‘healthy’ culture instruction. In addition,
whether or not cultural knowledge can/should be assessed with standardized tests
or other alternative methods, or whether cultural knowledge can/should be assessed
at all is another area that needs to be examined by the language teacher. Teachers
need to be catalystsin analytical cultural thinking (Hyde, 1994). These vital issues
related to culture education need to be examined in order to create the most beneficial
culture teaching curriculum for the second/foreign language student.
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Endnotes

1 Thisparticular lesson plan has been utilized by the author while she taught international
ESL students at the Hawaii English Language Program and K orean EFL students at the
Catholic University of Korea. Upon completion of the lessons, the author requested
feedback from her studentsregarding their views on the content, activities, and materials
involved in the lessons. The majority of students provided positive feedback in that it
was interesting, relevant to and reflective of their real life activities and needs.

2 Thespecific sceneused from ‘Mr. Baseball’ isashort clip (approximately 7-10 minutes
long) about an American baseball player whoisinvited to lunch at atraditional Japanese
family’s home. During the meal, there are several incidents that provoke confusion ,
annoyance and shock on the part of the various characters. Most of the scene is filled
with non-verbal actions, which neverthel ess sufficiently explain the situation.

3 Someof these expressionswere taken from Chan, D. & Sandstrom, D. (1995). Journeys
to cultural understanding. Boston: Heinle & Heinle Publishers.
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Appendix A: Lesson Plan (For 50-minute classes)

Focus: Understanding Cultural Differences

Day 1

1) Discuss culture shock (refer to appendix B, handouts 1 & 2)

- discuss the incidents described in the handouts & discuss whether
such behavior is acceptable in students' own culture (in small groups
then as awhole class).

2) Assignment: read handout 3 (appendix B), and prepare to discussin
next class.

Day 2:

1) Go over and discuss content of handout 3. Compare the behavior
portrayed in handout 3 to that of students' own culture (in small groups
then as awhole class).

2) Discuss ways to describe and resolve cross-cultural miscommunica-
tion (refer to appendix B, handout 4).

Day 3:

1) View video clip (“Mr. Baseball”).

- pre-viewing discussion

(present students with brief background information of the scene that
will bewatched)

- view video and discuss content of video as a class

- review video, go over difficult language

- discuss in small groups whether the behavior seen is culturally ap-
propriate in the students’ own countries

Day 4:

1) Based on the video watched on day 3, and using the expressions
learned from handout 4, create a script that best describes the scene
from the video. Work in groups, then perform as role play in front of
class.

2) Assignment: Journal- “describe atime when you experienced culture
shock or cross-cultural miscommunication.”
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Appendix B- Handouts

Handout 1: Greetings in different cultures

All cultures have different styles of greetings. Here are some examples
of greetings in some countries. Think about greetings in your country.
Arethey similar to any of the examples?

- American/Canadian: “Hi, how areyou?’
- Egyptian: “Good morning of roses.”

- Chinese/Korean: “Have you eaten yet?’
- Thai: “Where are you going?’

- Certain African groups: “Areyou alive?’

Handout 2

Cultural Differences

Read the situation described below. Do you agree with the discussion
that is going on between the three people? What do you think of the
English teacher’s behavior?

“Look! There sour Englishteacher, Mrs. Smith.”

“Who isthat man sheis hugging?’

“That's not her husband. I’ ve seen her husband before. That's a different man!”
“Oh, that isTom. He sone of her sudents who recently received a scholarship.”
“A student? How can she hug aman in public? And heis not even her husband.”
“| can’t understand American people!”

DEH>O0>WP

Handout 3

Michael, Kelly and Soojin work together in a company in the U. S,
Michael and Kelly are American and Soojin is Korean. Michael and
Kelly invite Sogjin to dinner one day, and Soojin recommends a nice
Korean restaurant. At the end of the meal, Sogjin triesto pay for every-
one. Here is a conversation of the three people.

Michael: “Here, takethis please (offering Soojin $20).”

Soojin: “No, that's OK. “

Kelly: “Sogjin, you can't pay for al of us. Besides, we asked you to join us.”
Soqjin: “Please don't worry about it. It was a pleasure for me to introduce you to
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this restaurant.”

Kelly: “Yes, but we asked you to join us, not the other way around.”
Michael: “Please let us pay for ourselves.”

Soojin: “No, no. Today, you are my guests.”

Michael: “Well, OK. But next time, it'son us.”

Soojin: “No, you don’'t have to do that.”

Handout 4

L earning from miscommunications
Here are some expressions you can use to talk about and possibly
solve some cross-cultural miscommunications.®

1 You candirectly talk to the person right away:

- “I’msorry. Did | say (or do) something to upset you?’

- “I’'msorry. | didn’t mean to upset you.”

- “I think we misunderstood each other.”

- “Inmy cultureit’salittle different.”

- “I think there’ s been a misunderstanding. Can you tell meif | said (or
did) something to upset you?’

- “I think I upset you, but I’'m not sure why.”

2 You can talk to the person after some time has passed:

- “Do you have some time to talk about what happened the other day?’
- “Can| tak to you about something? I’ ve been wondering about what
happened the other day.”

- “l don't quite understand why there was a misunderstanding. Can we
talk about it?’

3. You can explain the situation to another person and ask for advice:

- “Something happened to me a few days ago that | don’t understand.
Maybe you can help me understand and tell me what you think about it.”
- “Can | ask you about something that happened with an American (or
other nationalities)?1 don’t know the culturewell enough to understand.”
- “Why do you think he/she said (did) that?’

- “What would you do in that situation?’

- “What would most Americans (or other nationalities) do in that situ-
ation?’
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Looking at Discontinuity in an Asian
Context

Linda Fitzgibbon
Hanguk University of Foreign Studies

Abstract

In international settings educators cannot hold English language
practices and embedded values and skills as the norm. The aim of
this project was to undertake an investigation of one class at an
international school in Macau, to characterize its literacy prac-
tices and those of the families and analyze them in the light of the
concept of discontinuity. Specifically, this study focused on the
concept of ‘discontinuity’ in the teaching of reading.

The case study approach was employed with data being collected
from a wide range of sources: classroom observations, interviews,
guestionnaires and school documents.

The study found discontinuity at the data collection site. One kind
of discontinuity centered on the methods and materials used; an-
other was found between the homes and EFL best practice. A
similar discontinuity was found between the curriculum and EFL
best practice and a degree of difference around EFL best practice
between staff and administration.

Introduction

The examination of literacy practices among different groups has led to the
realization that children experience greater school successwhen homeliteracy practices
closely match those of their schools (Gray, 1990; Heath, 1983; Watson-Gegeo 1992).
That all cultures have specified ways of imparting knowledge of theworld and ways of
asking children what they know has al so been shown (Heath & Mangiola, 1991).

The aim of this Project was to undertake a case study of one classroom at an
international school, to characterize its literacy practices and compare them with
culturally specific practices of thefamiliesat the school. Specifically, the notion of
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discontinuity was examined to identify whether the teaching of English asaForeign
Language (EFL) was constrained by lack of awareness regarding the importance of
providing continuity between the home and schooal literacy cultures.

Malcolm describes discontinuity as “incompletely shared acceptance or
awareness of the norms of interaction by participants’ (cited in Cazden, 1988, p.74).
Heath and Mangiola(1991) theorizethat al cultures have specified ways of imparting
knowledge of the world and ways of asking children what they know about it. They
suggest that when the school way hinders education, teachers need help in bridging
the cultural gulfs. Such help would include community building and opportunities
for cultural exchange between the protagonists.

Theoutcome of thisresearch wasto document and congder what isgoing oninterms
of literacy a aninternationa school andinthefamiliesof aYear 1 class Theresults, whilenot
generdiseable to other schoals in this context, will highlight the importance of providing
continuity between what goeson in school and at homeas* failure occurswhen participation
(inschooal) violatesprinciplesof discourselearned at home” (Wittrock, 1986, p.20).

At the outsst, | would like to make it clear that this study was not about making
judgments. rather it was about answering a research question and providing a rationae
regarding theimportanceof addressing continuity between homeand school literacy cultures.

Research Question

I's discontinuity evident in the teaching of reading at the School of Nations?
And if so, how?

Literature Review

Presentation of literacy issues is warranted in order to construct a framework,
whichidentifiescertain pedagogica orientationsfor crosscultural teaching andlearning.

Freireinformsusthat literacy issocially learned, and not amechanical decoding
process (Freire & Macedo, 1987). Functional, cultural and critical literacy arethree
terms of central import to adiscussion about what literacy is, who ownsit, and how
itislearned and used. To Freireand Macedo, functional literacy istechnical mastery
of the discrete skills necessary in the decoding process. Cultural literacy involves
the gaining of skills that enable one to be aware of the way language operates.
Critical literacy involves awareness of the variations of discourse. Friere maintains
that literacy is constructed in the world via experience and knowledge. In an
international setting, acceptance of this notion helps to change the pedagogy from
one that places the teacher and the school at the center to one that places the
students at the center. These conceptsare critical in the treatment of EFL pedagogy.
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The concept that literacy isasocial reality ishighlighted by many researchers
who challenge dominant conceptions of the functions and uses of literacy as they
do not “correspond to the social meanings of reading and writing across either time
periods, cultures or contexts of use” (Heath cited in de Castell, 1986, p.16).

Beare and Slaughter (1993), in presenting the dimensions of change in
education, challenge educators to review their world view, that set of assumptions
on which systems and practices are based. Cummins (cited in Minami & Kennedy,
1991) givesadetailed framework that assiststeachers and administrator in examining
the types of “personal and institutional redefinitions’ (p. 373) that are needed in
order to reassess the attitudes and assumptions that currently underlie teacher and
student interaction. In common with Friere, Cumminsbelievesthat Standard English
isdominating minority students’ linguistic skill and cultural knowledge.

The inappropriateness of transferring pedagogy across cultural contexts has
been theorized from a number of perspectives (Harris, 1990). Similarly, there has
been much research that shows how various cultural groups use language differently
(Kale& LukeinFurniss& Green, 1991). Ultimately, thesefindingsenableteachersto
examinetheir understandings of literacy, astheseinfluenceteacher practicesin EFL.
Cultura and linguistic differences are manifested by unique ways of using words.
For exampl e, in some communities adults ask children display questions, wheretheir
knowledge will be on show. Display questions are not real questions in that the
child’ sinterlocutor does not need theinformation. Display questions often take the
guise of language games, the ritual naming of body parts, for example. In contrast,
other communities abhor overt displays of knowledge and to do to so may result in
ridiculefrom others (Heath & Mangiola, 1991, p.14).

Home and school discontinuity is discussed by Campbell and Yong (1993).
They point out that “ignoring the cultural context guarantees failure of general
teaching strategies.” The authors report that general teaching strategies only work
in a cultural-specific context when attention is given to students needs, teacher
qualificationsand traditional cultural-specific relationships between the teacher and
the students.

School desegregation in the U.S. caused many to focus on the language
differences of children. Heath (1983), working at the request of American parents,
showed that different communities had contrasting patterns of language use. The
analysis of her ethnography reveals language socialization differences that make
progression beyond functional literacy problematic. Clear discontinuity practices
between home, community and school were identified. In an African American
community different language structures were expected from boys and girls. Boys
received encouragement to perform “ public challenges’ while girlswere encouraged
to adopt “fussing” language behavior. Children do not expect adults to ask them
guestions, as they are not seen as information givers. Adults do not give children
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the opportunity to show knowledge of theworld. Therefore the behaviors of Anglo
Saxon teacherswould be aclear violation of home cultural norms.

At present, theclaim that schoolsinAustraliaare giving theindigenous population
access to academic success has to be chalenged. Aboriginal ways of knowing and
doing conflict with white Australian ways of knowing and doing. Aborigina people,
when expressing the frustration they collectively feel, have pleaded to learn what they
call “secret English” that they believe is being kept from them. For Aborigines to
progress beyond the middle years of primary, they have to adopt Western styles of
thinking and knowing. Gray (1990) adds further perspectives to the work of Freire
(1987), recognizing that literacy education for Aboriginal children hasto develop within
apedagogy that will givethemmorethan marginal accessto English. Presently, Aborigina
children are educated in a system that is structured on a model for non-Aboriginal
children. Anexampleof thisdiscontinutity can be seenin how writingistaught. Process
writing is an ethnocentric pedagogy, which assumes lengthy immersion in Standard
Austrdian English (SAE). Thefailureof schoolsto recognizetheAborigina oral tradition
essentially meansthat the resulting learning context — the “ways with words’ (Heath,
p.42) — will not be accessibleto Aboriginal children. Thus, we can be critical of theuse
of theimplicit pedagogical model, asinthe processwriting approach used with Aboriginal
children, astheir experience with the socia construction of SAE isnot considered.

In the Solomon Islands, Watson-Gegeo conducted a ten-year research project
studying school failure. Thebelief underlying thisresearch wasthat “ differencesin
language use and cultural understandings between home and school are the cause
of low school success rates among children from ethnic minority backgrounds”
(1992, n.p.). Inthe Solomon’s, thelanguage of instruction at school isEnglish. The
research findings detail an interesting discontinuity pattern. The children receive
language socialization at home that is “direct, [and includes] verbally mediated
teaching of intellectual and cultural skills” (Watson- Gegeo, n.p). Recognizing the
distance between home and school, failure is attributed to the thin discourse that
takes place in the classroom. Teachers are often inadequately trained, not native
speakers of English, and materials are outdated and culturally irrelevant. The
discontinuity lies therefore in the classroom environment providing diminished
interaction when compared to therich literacy practices at home.

Kaleand Luke (in Furniss & Green, 1991) undertook a case study of Elsey, a
child fromthe Torres Strait Islands (Australia). It wasfound that Elsey used a set of
speech and literacy acts, which were different from those of her Anglo teacher and
her peers. Elsey’s language socialization was specific to her community. The
language acts used habitually at school were observed to provide advantages for
those children whose previous language experience matched that of the school.
Therein lies the discontinuity. The researchers predicted that Elsey would not be
successful in school. This prediction is a consequence of the authors' assumption
that literacy isasocia practice, which manifestsitself differently in different contexts.
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Differing expectations about schooling are detailed by Toner (1995), when
describing 2 familiesfrom the Pacific. Shedescribesthe discontinuity between what
the school provides for emergent reading with the familial expectations. The
expectations of these families are clearly grounded in experiences in their home
community. The premise of the research wasthat “the more the expectations of home
and school run pardlel, the greater the likelihood of success for the student” (p.7).
Toner warns that learners’ cultural and language experiences need to be considered
when considering teaching and learning materialsas* If teachers expect studentsto talk
about stories as a preliminary to [reading], then we have to present them with the sorts
of material, people, settings and referents which they recognize”’ (p.8).

Case Study

The research design chosen to answer the research questions was the case
study, which isan in-depth examination of one environment. Individual environments
have unique interpersonal interactions and patterns of influence; the researcher’s
task istherevelation of these patterns. Theresearcher determinesan issue, question
or event and then observes, questions and analyzes the environment subsequently,
systematically and critically. The construction of an explicit theoretical framework
prevents personal bias and assumptions that may distort both the data collection
and analysis. Despite the heuristic nature of this study, it does not aim to be
generalisable. Other studies conducted in other locations have contributed to the
literature; thisresearch seeksto add to the collective body of objectiveliterature. In
common with Bassey’s views, this research aims at “...the improvement of
education...” (citedin Bell, 1993, p.9).

The validity of this research is supported by the collection of data at the School
of Nations from predetermined perspectives. The research question was answered by
following an appropriate research framework which focused on reading, from both the
school’ sposition and the home' sposition. Reliability involvesthe utilization of known
operational procedures demonstrating that further case studies can be undertaken.
Again, astheresearch questionsand framework areexplicit, it ishighly possiblethat the
study may bereplicated. Thereliability of this project was enhanced asthe datacoding
of all documents were scored by two additional independent individuals (executive
teacher and aPh.D. student). 1n80% of the cases, codeswereclassfied identicaly. This
system helped ensure that the research instruments and results were reliable, credible
and consistent. Another critical technique employed wastriangulation. The sametype
of information was collected from various sources. For example, information about the
reading program was elicited from administrators, the class teacher and researcher
observation. Data about reading practices was gained from interviews with parents,
parental questionnaires, classroom observation, examination of documents and
interviewswith administrators.
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Data Collection Site

School of Nations (SoN) was established in 1987 with 5 students to provide an
educationa opportunity to the children and youth of Macau. Its opening was prompted by
a desire to show the students the world and its inhabitants from a new perspective. The
current enrolment issome450 sudentsranging from Pre-primary to Secondary. Thestudents
represent 35 nationswith asignificant 75% being from Macauitsdlf. Approximately 80% of
the student population spesks alanguage other than English as afirst language.

Intheearly yearsof schooling, 70% of instruction isundertaken in English and
theremaining 30% in Mandarin. In secondary school theratio changesto 80:20. The
expectation is that by the end of secondary school, the students will have become
fluent in both languages. The SoN argues that it develops in each student the
fundamental knowledge, qualities, skills, attitudes and capacities necessary for them
to become conscious directors of their own growth and active, responsible
participantsin the building of an emerging global society. The SoN believesthat the
use of English enablesthe studentsto access an increasing amount of information at
theinternational level, concomitant to attaining adegree of language that will facilitate
tertiary education in an English speaking country. Mandarin was chosen asalanguage
of instruction in order to prepare the student for the time when Macau would return to
Chineserule and with thisevent apossiblerolein China sdevelopment. With mastery
of Mandarin comesthepossibility of tertiary education at aChineselanguage university.

Macau has no standard curriculum and as such the school recognizes the
potential to devel op approachesto curriculum that reflect not only the diverse student
and staff bodies, but also 21st century pedagogy. At the SoN, the Administration is
keento aid in the evolution of apedagogy inspired by spiritual and moral principles.

Inthe pre-primary areanot all teachersaretrained. The remaining members of
the faculty are tertiary graduates, some with Masters Degrees. At the time of the
research the faculty came from Iran, Sweden, Columbia, Canada, Australia, USA,
China, Taiwan, India, Maaysiaand Singapore.

Academically the educational program is directed towards the Cambridge
International General Certificate of Secondary Education. The traditional subjects
are studied; Math, English Literature, World History, Geography, Science and Art.

Case Selection

A Native English-speaking teacher working in alower primary classwasinvitedto
participate in the case study. The class consisted of 25 children, 12 girlsand 13 boys.
The Lower Primary was chosen, as the data collection site as it is at this stage that
reading behavior is“emergent” and thelikelihood of parentsbeinginvolvedisgreatest.
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Data Collection and Instruments

Specifically, the case study was undertaken by formulating research questions,
reading the curriculum documents, discussions with the classroom teacher and
administrators, analysis of questionnaires to parents, and where possible parental
interviews. The discussions with the classroom teacher and administrators were
vital because arange of diverse and sometimes contradictory views on the nature of
language and its acquisition can be displayed within any given faculty. A three-week
period was spent operating as participant observer.

In all, seven data collection instruments were designed for this project: an
observation schedulefor usein the classroom, an interview schedulefor theteacher,
a set of open ended questions for use with the whole school staff, a checklist for
inspection of teaching programs and curriculum, a questionnaire for the parentsin
English and Mandarin, an interview schedule for administrators and a set of open
ended questions for use with parents.

Data Analysis

The qualitative analysis of this data was conducted by the “cut and sort”
approach. Thirty code categorieswere sel ected, and the datasorted into one or more
of the categories. Some of the themes identified were perspectives held by the
subjects, some were strategy codes and some were the subjects’ ways of thinking
about their environment. The scaled responses of the parental questionnaires were
collated on afrequency distribution graph.

This project found discontinuity at the data collection site. It was found that
differences in the way the homes and SoN undertook literacy existed. Onekind of
discontinuity centered around literacy practices at home and at school. Another
kind of discontinuity was assumptions about schooling at home and at School.
Discontinuity was also evident between the School’ s stated philosophy and actual
practices. Finally, the Reading 360 Seriesis a source of further issues.

A Description of the Reading Materials

This set of books for emergent readers, published by Pearson Education, is
known as the Ginn Reading Steps Program in Canada and the U.S. In England,
Macau and Australia it is known as the Reading 360 Series. The series has been
reprinted several times since the 1970’'s. The whole seriesis a K-6 product. The
Reading 360 Series follows the philosophy of supporting emergent readers by
providing them with texts using high frequency words. The current publisher
describes it as a bottom up approach to reading. That is to say, the inherent
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methodology is one in which emergent readers acquire reading by reading books
with vocabulary being progressively presented. The publisher notes that each
teacher’s guide includes a list of high frequency words as well as a word count
(Ontario Curriculum Centre).

Discussion of the Discontinuity of Literacy
Practices at Home and at School

Table 1 shows the types of activities provided by home and school
environments to support literacy. 1t shows that the homes provided a more diverse
range of activities. Both qualitative and quantitative evidence of discontinuity was
found, in that the home provided numerically more activities and these occurred
more frequently than did the activities at school.

Table 2 detail sthe material s provided by the participant parents and the schoal.
When contrasted, a difference between both groupsisevident. The school does not
provide materials on acomparable level to those provided in the children’s homes.

When asked to describe the materials that she had in the classroom to support
literacy, the teacher responded “almost none.” For all the diversity of culture,

Table 1
Activities undertaken at home and at school to facilitate learning to read

Home School
Story books, Chinese and English. Limited
Read carefully. Unknown
Listen contents read daily in class. None

Parents read to children, let them read
interesting books and let them listen to the
radio.

Help child learn English by same method as
Chinese.

Read in English and then translate to Chinese
and ask children to read in English.

Bought a lot of books and encourage reading.
Provide books.
Let the children read.

Ask child to read aloud, and then have child
talk about the book to check comprehension.

In part, dependent on materials.

None

None

In part
Limited
Yes, limited materials

Children do not read aloud, but the teacher
does comprehension checks.
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language and experiencesat SoN, therewasadistinct lack of diversity inthereading
material available. Theteacher also described how high humidity prevented the use
of environmental print, such as posters and displaying the children’s work on the
walls of the classrooms.

Parents held different beliefs about “best practice” in teaching reading. The
following comments summarize the responses. Four parents agreed “slightly” and
four parentsagreed “agreat deal” with the view that agood reading |esson “teaches
mainly spelling, punctuation and grammar.” Six parents agreed “ slightly” and four
a“great deal” with the statement “that the best method for areading lesson is one
where children work by themselves.” To the statement referring to the children’s
enjoyment of reading, nine parents indicated that children do not need to enjoy
reading to be good readers.

Discontinuity in Assumptions About Schooling
at Home and at School

The way reading is understood, taught and supported differed between home
and school. Parental expectations of SoN covered awide range of positions: from
expectations for more supervision and use of interesting methodologies to the
provision of agood learning environment. Of the ten respondents, four mentioned

Table 2

Reading materials at home and at school
Home School
Magazines and Newspapers None
Story Books Limited
Reading library materials and books on tape None
Story books, picture books, novels and No magazines
magazines.
Chinese and English books Limited
Children's Weekly Magazines None
Animal story books Limited
Picture Books Limited
'Read it yourself 'books None
Nothing Not applicable
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character/moral development. With particular reference to expectation of thereading
program, one parent during the interview responded, “it was not important for my
childtoreadin English.” Thisparent commented that she wanted her child to learn
English conversation only. Another parent reported that her expectations had been
reached and the child was* how able to communicate withthemaid in English.” This
deserves consideration asin thisenvironment themaid (usually Filipino) isoftenthe
primary caregiver.

The parentsdiffered in their understandings of how reading is“ done” at SoN.
The question went unanswered by three respondents. Two didn’t know how reading
wastaught. Of theremainder, none was ableto describe theteaching/learning process
asit occursat the school. Three believed that reading wastaught in the sameway in
English and Mandarin. During an interview one of the parents said that the children
“learn by pronouncing the words.” Analysis of these responses indicates that
parents do not understand current trends regarding the teaching of reading in EFL.

Parents also differed in their understanding of how reading was taught in
Mandarin. Two did not respond, two said it was learned at school, three said it was
learned from school and home, one from the family, one from the parents daily life,
one by heart, one by hearing and speaking often, one by reading, watching TV and
listening to the radio.

Several respondents related that their child liked to read “after homework.”
The homework was seen asan essential element of school life. Indeed, teacherswere
assessed as “good or bad, by the amount of pen and paper work given.” A salient
feature of this environment is that parents provide tutors for the children, even at
this young age. The tutor is tasked with homework responsibilities in addition to
activities that will support not only literacy but also learning in general, be it in
English or Mandarin. It was reported to me that the children are “tutored to death.”
Despite the extreme nature of thisstatement, it remainsthat almost universally children
receive daily individual lessons from tutors. The parents do not believe that the
school can provide sustained individual attention.

From the point of view of the school, parent involvement is not a critical
concern. It was reported that in this region “teachers give knowledge [and that]
parents want results and don’t understand about the process.”

During interview, the Director reported that the school had not addressed the
issueof differencesin school and familial reading practices. While he stated that the
school was aware of language differences, his comments suggest that most of the
understandings centered on dialect differences. Understandings around the issues
of differences in language use and structure were not evident. Indeed, questions
regarding these concepts were apparently misunderstood. When asked to comment
on the idea of “not holding western languages practices as the norm” a member of
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the administration said “we can’t hold it as the norm, but as this is an English
language school, we have to (...) for us to teach it.” When asked how culturally
specific language and concepts were treated in the classroom the teacher responded
that “they are avoided as much as possible.” The Director responded to these
guestions with reactions about an appropriate age to commence reading instruction
and about teachers who “used flowery language that others can’t follow.”

One of the challenges of such ascenarioisto determine an appropriate strategy
for building bridges among the partiesinvolved. It issuggested here, that doing the
samethingswith adifferent awareness, seemsto makeabigger differencethan doing
different thingswith the same awareness. The quantum shift facilitating more effective
learning isin the level of attitudes, awareness and attention to process.

Parents, as children’ sfirst educators, teach numerous matters of significance
and in ways that are extremely child centered. That said, if teachers could emulate
the learning environment of the children’s homes, it is probable that they would
continue to learn effortlessly, asthey do in their early years. Interms of producing
proficient readers, much research is available that supports the concept that what
occurs at home has almost equal importance with what goes on at school (Nicoll &
Wilkie, 1991). Inthisrespect, Cambourne (cited in Butler & Turbil, 1984) nominates
several conditions fundamental to language learning that are transferable to any
classroom situation.

In such a context, culturally relevant materials are of paramount importance.
To Toner (1995, p.12), this means providing materials that reflect the children’s
culturesand experiences, including illustrationsthat include referentsthat the children
will recognize. Shesummarizes: “Thisisnot simply having peoplewith brown skin
behaving in exactly the same way as white, middle class people behave.”

Discontinuity between the School’'s Stated
Philosophy and Actual Practices

The findings indicate the nature of discontinuity isin the way the curriculum
approaches reading. It prescribes that English be taught in a bottom-up approach,
where phoneme drills, minimal pairs and structure drills occur. The School’s
Administration has a clearly articulated English Language Arts syllabusfor Year 1;
central is the use of a reading scheme, the Reading 360 Series. An administrator
seesreading asthe gaining of discrete skills, “...phonicsisabig areathat we want to
develop....”. When describing the school entry test, the same administrator says,
“Basically the test has three parts, initial reading skills, phonics, word recognition
and amath test.” Theleft hand side of Table 3 is based on a description of current
reading pedagogy. It was used as a framework to assess classroom observations
and serves to characterize reading practices.
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Table 3
Classroom observations.

Current Reading Pedagogy

Observations

Concepts of Print
Is time given to read, listen to and enjoy
books?

Is occasion given to associate pictures to text
and meaning?

Is reading undertaken for a range of
purposes?

Reading Behaviors
Is a range of print material available in English?

In what way are children oriented to a book?

How often do children read?
Teaching Strategies
Is the approach Whole Language or Phonics?

Is the classroom an environment structured for
mastery of content?

Is the classroom a flexible environment where
the process is important?

Is co-operative group work encouraged?

Is creativity and originality encouraged?

Classroom Organization
Is the focus in the classroom on individual,
small groups or the whole class?

Is the classroom teacher or student centered?

Classroom Resources
Books, Fiction, Non-Fiction, Student produced.

Reading schemes

Reading corner

Environmental print

The Library

How much time is spent in the library?
What do the children do in the library?

Yes, within the limits of lack of literature and
70% English time.

Yes, see above.

As wide a range as limited resources allow.

Limited

Author, illustrator, cover, questions to check
comprehension purposes.

Daily

Phonics

Mastery of content

Teacher wants understanding. Due to
curriculum and time constraints process is
largely ignored.

Not in group work but co-operation, respect
and justice are highly valued.

Reading curriculum requires students to give
the right answers.

Whole class

Class is centered on getting through the
program.

Limited Fiction and Non-Fiction. No student
produced stories or reading material.

Reading 360.
No reading corner or listening post

Class has 4 posters displayed.

Half an hour a week.

Choose 1 book from a particular selection
deemed suitable for the year level.
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A salient feature of this data is that the emphasis in the classroom is on the
whole class approach, focusing primarily on the use of the Reading 360 Series.
Another feature of the classroom is that its practices were being constrained by
limited resources. The space availableto the class preventsthe use of activelearning
centers and forces the teacher to teach the class as awhole.

Another level of discontinuity shown in the datais between the class teacher
and the administration. The teacher stated on severa occasions that she prefers to
practice a less lock step methodology, focusing on meaning and communication;
however, the SoN’s documented preference is for one that focuses on the content,
form and discrete language elements. Table 3 shows the results of classroom
observations and discussionswith the teacher and characterizesthe reading practices
that occur in the classroom.

During an interview, an administrator experienced difficulty expressing the
exact language needs of the Year 1 class. In addition, the classteacher isrequired to
complete a Yearly Overview before school commences, before undertaking any
assessment, and without knowledge of the children and their experiences and needs.

Despite the class teacher’s considerable teaching experience, the school
prescribed both the methodology and material s that she would use to teach reading.
The School mandated that the Reading 360 Series be used, despite sufficient copies
of the Core and Companion Readers being available. Also, there was evidence that
the prescriptive bottom-up approach was not working, that is, the students were not
fluent readers, speakers nor writers of English. The class teacher reported, “ They
[thechildren] arenot learning to my expectations.” Furthermore, the stated purposes
of the Reading 360 Series and SoN differ. School documents state that students are
expected to becomefluent in the oral and written forms of both English and Mandarin,
whilethe preambleto the Reading 360 Series states that “fluent reading isthe goal”
(Teachers Manual, 1973, pp. 4 -5). The Reading 360 Series was not designed to
develop oral language skills.

A further implication of the findings relates to the overall philosophy of the
school. The School statesthat the curriculumis* constantly analyzed and improved,
and careful attention is given to maintaining a harmonious atmosphere.” Can the
discontinuity between the Administration and the class teacher be conducive to a
harmonious atmosphere? Isthe discontinuity congruent with the emphasison moral
education? A member of the Administration explained the need to establish “an
understanding of spirituality in terms of visible behavior.” Perhaps the tension
between thetwo levelsof staff showsdifficultiesin practice as opposed to principle.
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The Reading 360 Series: The Source of More
Problems

The homogenous nature of the English language syllabus potentially precludes
children whose families do not share the same language [and use] and assumptions
about language. Culturally determined schemataembedded in the Reading 360 Series
from England arelargely unfamiliar to the children of Macau. The SoN’ s prospectus
states: “using English ... the SoN will open to the youth the doors of theworld.” The
children need |earning to read material sthat will make accessing thisworld possible
by giving them opportunities to explore other worlds, concepts, values and ways of
knowing from awiderange of literary experiences. The Reading 360 Seriesdescribes
itself as “innovative” (Teacher’'s Manual, 1973, p.6) and then teaches words in a
sequential fashion, focusing on form, in books devoid of intrinsic motivation or
relevance to the children.

In its Guiding Philosophy, the School, in describing the principles around
which the School is built, states the necessity of recognizing, “...the consciousness
of the oneness of humanity....”. Asthe classwasadiverse group and the children’s
individual needs and cultural differences seemed to be unconsidered, this principle
isnot being acknowledged. The School isdesirousof “...enhancing and harmonizing
the interaction among the members of the school community.” This principle begs
the question of how it is possibleto attain such nobility with acurriculum that limits
childrento “...acontrolled and limited vocabulary” (Teachers Manual, 1973, p.5).
Another feature of this seriesis that being written in the 1970s, it was not done so
from a bias free perspective, be it gender or culture. This is not congruent with
notions of education “asameansof realizing individual potential and asapowerful
forcein the transformation of ajust society” (SoN, Guiding Philosophy).

The classteacher reported that in order to get through the required number of
books in the Reading 360 Series ‘everything else is being pushed aside [and that]
their writing is not so good.”

While the School’s philosophy states that up-to-date methods will be used,
the use of the Reading 360 Series indicates that the SoN is not in fact carrying out
thisgoal. A significant feature of current methodology isthat of exposing childrento
reading material that rhymes, isrepetitiousand is predictable (Gibbons, 1991, p.11).
This framework is not a feature of the Reading 360 Series. Current practice in the
teaching of reading is based on evidence of what successful readers do by focusing
on meaning, predicting and then checking comprehension. Furthermore, at the SoN
little attempt has been madeto immersethe childreninaprint environment. Language
displays, big books, genre based materials, readers, children’s literature, listening
postsand library research materialswere unavailable. Whilelimited copiesof readers
are available, literacy cannot be adequately supported by the use of photocopied
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readers from the series. Children’s literature is also a central feature of aliterate
environment asit, in addition to being wonderful to read, typifieswhat children will
encounter later inlife.

In short, the school would serveitscommunity by adopting alanguage program
that focuses on meaning and purpose, where children are immersed in arich and
varied language environment. The children should be exposed to communicative
language, which isboth comprehensibleand relevant to their lives, while participating
in awide range of language experiences across various genres and registers.

Conclusion and Further Issues

Whereinternational schoolsteach English asaforeign language, withalargely
imported teaching staff, the administrators and teachers need to be cognizant of the
notion of discontinuity. This knowledge involves the realization that students from
diverse linguistic and cultural backgrounds bring to the classroom different “kinds
of knowledge, language habits, and strategies for learning at school” (Heath &
Mangiola, 1991, p.14). Awareness of these principleswould no doubt enable more
effective EFL teaching and learning and decrease the possibility of cultural
denigration.

Responding to any discontinuity involves decisions about focus. Should the
focus be on enabling the parents to understand and value the literacy practices of
the school or vice versa? To Cairney (1995) a combination of both is the most
effective. Involving the familiesin the life of the school provides opportunities for
cultural exchange. It is not enough to show parents the “way of the school” but to
determine a systematic approach to building understanding between the school and
the homes, which informs and supports parents, and affirmstheir cultural resources.

It is my desire to add to the effectiveness of international English language
schools by providing them with a secure knowledge base in EFL pedagogy, by
which to frameteaching and learning and to become culturally sensitive. Readingis
not simply amatter of the transmission of information, it relatesto ways of learning
and ways of thinking, which areinextricably linked with culturally specific processes
of socialization. Inagreement with Campbell and Yong (1993), when they comment
that “ignoring the cultural context guaranteesfailure of general teaching strategies’,
these schools need to have the highest regard for the cultural and linguistic contexts
of the client group. Campbell and Yong continue with the concept that general
teaching principles only work in acultural -specific context when attentionisgivento
students’ needs, teachers’ qualifications and traditional culture-specific
rel ationships between student and teacher. As schooling isa cultural practice, it is
essential that those schools teaching EFL remove their overtly Western views and
assumptions and become culture-specific.
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The Problems of University EFL Writing
in Taiwan

Yueh-miao Chen
National Chung Cheng University

Abstract

This study attempts to identify the characteristics and problems
of university EFL writing in Taiwan. Twenty-eight sophomore and
freshman students, mostly foreign languages and literature ma-
jors, were asked to write a self-reflective report on the topic: “y
problems when writing in English.” The problems of EFL writing
stated by students were categorized by identifying key ideas and
by counting the frequency with which they occur in the students’
reports. The main ideas of problems students have when writing
were matched with real statements from the students. Based on
these results, | conducted an error analysis of the students’
self-reflective reports to find evidence of the students’ stated
writing problems. It is expected that a thorough understanding of
the characteristics and problems in EFL writing might offer insight
to university EFL writing instruction.

Introduction

Writingisnot only acommunicativetool, but also ameansof learning, organizing
knowledge and thinking. However, few people write effortlessly. Writing hasbeen a
difficult skill for students, especially EFL students, to learn and develop. In their
composition classes, we often observe students struggling to transform their thoughts
into words and put them on paper. Students are confused with word usage, sentence
structure, and are constrained by a shortage of vocabulary, aternative expressions
and cultural knowledge. They arelimited at amost every level, fromlexical to syntactic,
from pragmatic to social-cultural levels. ‘How can we help them? This question
weighs heavily on the minds of EFL writing teachers. The purpose of thisstudy isto
identify the characteristics and problems of university EFL writing in Taiwan.

An earlier version of this paper was presented at Second Regional Con-
ference on College English Teaching: Crosslinksin English Language
Teaching 2001, Hong Kong, June, 2001.
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Twenty-eight sophomore and freshman students, mostly foreign language and
literature majors, were asked to write aself-reflective report on thetopic: “My problems
when writing in English.” Through analyzing students’ reports thematically, the
EFL writing problems, which students stated they had, were categorized by identifying
key ideas and by counting their frequency of occurrence in the students' reports.
The main problem areas were illustrated with real statements from the students.
Based on these results, | conducted an error analysis of the students’ self-reflective
reports to find evidence of the students' stated problems within their reports. It is
expected that a thorough understanding of the characteristics and problemsin EFL
writing might offer insight into university EFL writing instruction.

Related Literature

Writing Development

Children learn to speak through frequent exposure to the utterances of their
mother tongue, and through interaction in speech with their peers and with adults.
However, they often learn to write through formal instruction, normally in a school
setting. How can they become good readersand writers? Edel sky, Altwerger, and Flores
(1991) intheir Wholelanguage: What' sthe difference state that children become good
readersand writerswhen literacy learningispresented to them through whole, meaningful
texts with authentic socia purposes made clear to the learner. In this respect, they
emphasizethesocial nature of language and literacy learning Edelsky et al. (1991) write:

People learn to write by attending to what they have to say in contexts where
writing has particular meanings and wherethe writer hasparticular socid rela
tions with others. What is learned is thus a huge bundle — how to write plus
what writing means pluswhat socid relationsaccompany writing. (P71

AsRose (1984) argues, thereisaneed to createarich model of written language
development and production that considers not only the cognitive dimension but
also the emational and situational dimensions of language. The model will help
writersto understand what is observed aswell aswhat can only beinferred. In other
words, observations of the cognitive dimensions of writing and of the contextual
nature of tasks need to be associated with the larger cultural dimensions in which
students learn to read and write. Writers come to understand writing and develop
their writing abilities not in avacuum, but within social contexts, including home, the
world at large, the school and the classroom (Hudelson, 1989).

In his“Tranglating Context into Action,” Ackerman (1990) states:

Writing is a social activity. And as teachers and researchers, we knew
that our students' responses to a reading-to-write assignment were as
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much afunction of larger social, economic, and cultural influences as of
theimmediate social context of awriting task in auniversity classroom.
We knew that the reading and writing behavior we saw was strongly
influenced by these students' twelve years of public schooling and
eighteen years (or so) of living in aliterature culture. (p.276)

Ackerman (1990) then triesto discover how the* cultura matrix” (p.176) influences
the reading and writing practices of a group of students in freshman composition. He
intendsto interpret how these studentstrand ate context into anintellectual act fromthe
perspectiveof thewriter insidealinguistic community. He makesit clear that thewriter’s
history in school actsasa“legacy of literate behavior” (p. 176) in which the habitsand
assumptions from schooling appear as procedures for reading and writing for students
to trandate writing task into adraft. Then, thislegacy transformsinto a“legacy within
thecomposition of adraft.” (p. 176) From thisview, he describeshow afreshman writer
confronts the unique problem of acting upon a college-level writing assignment. This
suggests, in part, that students, coming to university writing, may be struggling with
the transition between high school and college assignments.

McCormick (1990) also notes that there is a need to place student writing in
broader cultural contexts, involving academic and nonacademic influences, to
recognize assumptions underlying students’ writing. By examining the positions of
students and educators on the nature of reading and writing, she discovers the
ideological assumptionsthat command reading and writing acts. Through looking at
students’ work within larger institutional contexts, she arguesthat their reading and
writing acts can be seen asmuch more culturally motivated, directed, and constrained;
that students have to become conscious of the cultural and cognitive forces that
direct the strategic awareness needed for academic success. She finally proposesto
supplement the reading and writing instruction with cultural studies.

Flower (1990), in her article, “ Negotiating academic discourse,” describesthe
act of entering university-level academic writing asacognitive and social transitional
event in which students need to learn textual conventions, the expectations, the
habits of mind, the methods of thought to operatein an academic community. However,
the transition is not a linear developmental path, because students bring prior
knowledge, past practices, and tacit assumptions about school writing. To help them
move along the path, she holdsthat the necessary strategic knowledgeis made up of
three elements, goal, strategies, and awareness, which can gear actions within a
specific context. Learning to write in the academic context involves negotiating a
transition from one discourse to another discourse. In order to assist the individual
student to act asagoal -directed thinker functioning in acomplex socia and educational
environment, it is important to integrate cognition and context theories and guide
themin dealing more directly with the strategic knowledge—the goal, strategies, and
awareness. The knowledge supports studentsto develop their writing ability, and as
a consequence, their academic advancement.
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This section reviewed some studies on writing development and on writing
and contexts. Although ESL/EFL writing is treated as a distinct area of study and
teaching and the ESL/EFL writer isviewed asatravel er through discourse communities
(Johnson & Roen, 1989), in general research on the composing process of writersin
English as a second language (ESL) has suggested that the writing process of
nonnativewritersissimilar to that of nativewriters (Raimes, 1985, 1987; Spack, 1984;
Zamel, 1982, 1983, 1987). Meanwhile, it isassumed that thefirst language writersand
EFL writersface similar situationsintransiting from high school to university intheir
academic advancement.

Contrastive Analysis

Robert Kaplan (1966) studied L 2 student essays and coined the term contrastive
analysis with the teaching implications for ESL writing instruction (Enkvist, 1987;
Leki, 1991). According to Kaplan (1966, 1987), therhetorical structure of languages
differs. Written texts, and the way in which they are perceived, vary according to the
cultural group towhich anindividual belongs. Two aspects of language show cultural
differences. the content or what is written, and the forms or structures used to
encodethat content. The two aspects constitute the surface manifestations of cultural
differences. Students, under theinfluence of the normswithintheir own culture, may
deviate from the norms of the foreign culture in what kinds of materials are to be
written in which variety of written language, what style is appropriate, and how the
discourse is to be organized (Enkvist, 1987). This indicates that what L2 students
writeisnot necessarily wrong, but it isdifferent. Under the circumstances, differences
in cultural expectations create an obstacle for those who are learning to write in a
foreign language.

Reid (1990) indicatesthat ESL writers bring various cultural and educational
experienceswith themto their second language writing experiences: “ Second language
writerswho are successful writersin their first languages often know what issocially
and culturally appropriatein termsof thewriter roles, audience expectations, rhetorical
and stylistic conventions, and situational or contextual features of written text in
their native languages’ (p. 201). However, as Kaplan (1988) states: “there is no
reason to assume that the nonnative English speaker will be aware of this set of
conventionsin English, or that the learner will be able to acquire these conventions
for him- or hersalf” (p. 294). Kaplan (1987), in his* Cultural thought patternsrevisited,”
further statesthat the non-native speaker does not possess as complete an inventory
of possible alternatives, does not recognize what sorts of constraints exist on those
alternatives, and does not recognize what sorts of constraints a choice imposes on
thetext which follows. These concernsimply that thereisaneed to recognizetheL 1
influence on L2 development and, in the meantime, there is a need for non-native
writers to learn about the inventory of alternatives and constraints of the target
language.
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Li (1999) states that there is a need to revalue EFL student writers from the
perspective of literacy devel opment by understanding the nature of writing and from
the perspective of current contrastive rhetoric. His case studies concluded that there
isaninfluencefrom L1 literacy development on EFL writers' self-esteem; however,
he did not discuss the nature of first language development for studentsin Taiwan.
This study, then, intends to study the problems and characteristics of EFL writing
development and hopefully to find out how EFL writing instruction can befacilitated
from the understanding of EFL writing problems and characteristics.

Error Analysis

According to Corder (1983), alearner’ serrors provide evidence of the system
of thelanguage heisusing (i.e., has learned) at aparticular point in the course. The
errorscan besignificant in threeways (Corder, 1967, 1983). First, they tell theteacher,
if he undertakes a systematic analysis, how far towards the goal the learner has
progressed and what ¥he must learn. Second, they provideto theresearcher evidence
of how language is learned or acquired, specifically, what strategies or procedures
the learner is employing in his’her discovery of the language. Third, they are
indispensable to the learner, for the making of errorsis a device the learner usesto
learn. Inthearticle, “ Describing the Language L earner’ sLanguage” (1972), Corder
distinguishesremedial error analysisfrom developmental error analysis. Theformer
type of EA facilitates teacher evaluation and correction; the latter describes the
successivetransitiona dialectsof alanguagelearner (Schachter, Celce-Murcia, 1983).

Richards(1983) claims:

Ananalysisof themgjor typesof intralingual and developmental errors
— overgeneralization, ignorance of rulerestrictions, incomplete applica-
tion of rules, and the building of false systems or concepts — may lead
usto examine our teaching material sfor evidence of the language learn-
ing assumptions that underlie them. (p. 206)

He (1983) concludes that teaching techniques and procedures should take account
of thestructura and developmental conflictsthat can come about inlanguagelearning.

Hendrickson (1987) a so states: “ Errorsare signalsthat actual learningistaking
place, they can indicate students' progress and success in language learning”
(357). According to Brown (1994) and Littlewood (1998), language learner’ serrors
come from systematic and non-systematic sources. Systematic sources contain
interlingual errorsof interferencefrom the nativelanguage and intralingual errorswithin
the target language. Non-systematic sources contain the sociolinguistic context of
communication, psycholinguistic cognitive strategiesand countl ess affective variabl es.
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The intention in conducting an error analysis in this study is to identify the
students’ errors and their frequency of occurrence and rank the frequent errorsin
order to offer evidence from their writing to what they had stated in their writing
about their problems of writing in English asaforeign language.

Methods

This study seeks to discover underlying problems that create writing obstacles for
university EFL writingin Taiwan. Therearemany factorsaffecting students Englishwriting
processesand products, such asculturd, linguistic, and affective condraints. Inorder togain
first-hand, empirica information from students perspectives to understand the underlying
congtraints impeding their English writing, | conducted this study, designed to fit within a
quditativeaswel asaquantitativeresearchframework of collectingmaerids, andyzing data
and reporting the results. The following presentsinformation about the participants and the
methods of data collection and andysis.

The Participants

Twenty-eight students were the participantsin this study. They were asked to
write self-reflective reports in English on the topic: “My problems when writing in
English” to gain first-hand information about the problems they encounter when
writing in English. Among twenty-eight students, twenty-four of them wereforeign
languages and literature majors. They were taught English composition formally in
the department and submitted English writing assignmentsregularly for their English
writing courses for one or two years. The other four participants were not foreign
language majors; however, they wereinterested in English language learning and at
that time were taking English language skills courses with foreign language and
literature majors. However, whether they were majors or non-majors, all twenty-eight
students started their formal English education inthefirst year of junior high school.

Data Collection and Analysis

Twenty-eight self-reflective reportswritten in English were collected, forming
the database of this study. The twenty-eight articles were numbered and used
anonymously. Two methods were employed to analyze the datain order to achievea
cross-section check effect (Yin, 1989). First, a thematic and content analysis was
utilized to identify the major problems and key ideas reported by the participants. A
narrative account along with dense descriptive data excerpted directly from the
participants would present the findings of this analysis. This account, based on the
researcher’ s interpretation of original data, constitutes a descriptive report with its
coherence and internal consistency. Second, in order to have more evidence to
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achieve adatadensity (Smith, 1987) of the findings, an error analysiswas conducted
to determine the real errors occurring in the twenty-eight students' reports. There
were three steps undertaken for this analysis: (1) The researcher and a research
assistant reviewed all students' writing to determine the errorsin their writing; (2)
they then categorized those errors by type; (3) the frequency of error occurrence by
category was then determined. The results from the error analysis offered more
support to the students’ statements about their writing problems.

Limitation of This Study

Since there were only twenty-eight participants included in this study, their
perspectives and experiences cannot completely represent the whole population.
One would expect there to be awide variety of differences existing even among the
participants. As a consequence, the results just reveal “adlice of life” (Yin, 1989),
which might only be generalized to putting forth some tentative theoretical
propositions.

A second limitation of this study comes from the methodology. According to
Smith (1987), aresearcher in aqualitative approach istheinstrument of datacollection
and analysis. He/she describes the situation through his/her eyes, a subjective
perspective. In order to gain objectivity in the findings, two graders reviewed the
students’ writings and conducted the error analysis, specifically, the researcher and
aresearch assistant. Ideally, if time had not been limited, a third grader could have
reviewed the writing to increase the degree of objectivity.

Findings and Discussion

This section covers two major parts: First, the results from the thematic and
content analysis are presented in a descriptive and narrative account with real
statements from the participants; second, the results from the error analysis are
presented and summarized in atable followed by interpretation.

Problems of Writing English

After analyzing twenty-eight self-reflective reportswritten by the participants
inacontent and thematic analysis, it wasfound that the six most frequently perceived
problemswere: (1) Word usage/choice, (1) Vocabulary, (111) Grammar, (1) Organization,
(V) Chinese/English translation, and (VI) Content/thinking. The less frequently
perceived problemswerelearning attitude/habits, spelling, phrase/slang, expressive
skills, and sentence structure. In the following sections, the most frequently reported
problems are presented with elicited, simplified examplesfrom the participants.
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Problem I: Students are unable to use words properly or precisely.

Eighteen students reported that they couldn’t use words to express meaning
precisely or properly. They said that they tended to put wordsin the wrong places or
they did not know what words to use to express their ideas. They were uncertain
about the usage of words; sometimes they were confused by words of similar
meanings and did not know which ones to choose in order to be exact. Because of
confusion about word choice, they tended to use words repeatedly and from time to
time they used a lot of repetition in their writing. They thought that whether the
words used in their articles were really appropriate or not was vital in constructing
the whole composition; each word was a brick and the article was the house to be
built. Therefore, every singleword was un-negligible because each word constituted
an element of the article. Asaresult, the correct choice of wordswasvery important
to them. The following were statements reported from the participants:

Student 3’s report

[Ulsing aword precisely isalso difficult. For example, ‘beautiful’ and
‘pretty’ are both adjectives used to describe awoman. But it is better
that you use “beautiful” than “pretty” when you give a compliment to
alady. ‘Beautiful’ describes awoman who has beauty and gives plea-
sureto the senses or the mind. But when you describe awoman who is
“pretty” instead of “beautiful”, it meansthat you are satirizing her with
physical charmsbut noinner beauty. | often make mistakeslikethe above
whenwriting English. Such mistakesmake my writing reads strange.

Student 5's report

Knowing lots of English wordsisthe most basic fundamental to express
oneself properly. My problemsin English writing are that | often mis-
spell aword and | cannot find the proper word to describe what isin my
mind. For example, there are several wordsto use when aperson speak-
ing in anger, like ‘roar’, ‘bellow’, ‘shout’, ‘yell’, ‘cry’, and so on.
| think I should consult the English dictionary more often to learn more
about the specific meanings to each word.

Student 11's report

Sometimes | use aword, they will say that that word is not suitable in
thisoccasion. Then, they will tell me abetter word. Inmy opinion, | think
thetwo words are very similar, but they don’t think so. For example, in
senior high school, | always couldn’t distinguish “ problem” from“ ques-
tion” very well. | often wrote asentencelike“My legwas hurt, it wasa
big question.” | didn't know the problem of that sentence until my
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teacher told me. Now | know the way of using “problem” and “ ques-
tion” very well, but | believethat there are still many other similar prob-
lemsthat | don’t know at all in my Englishwriting. | haveto find them out
and correct them. So, thisismy second problem of writing English.

Problem Il: Students are short of vocabulary.

Seventeen students reported that they were short of vocabulary. Constrained
by limited vocabulary, they usually used simple, easy, and the most common words,
which made their writing repetitive and boring. Since entering university, they had
not actively attempted to memorize new words. A lot of words they had learned in
high schools have been forgotten. Anytime they wanted to write an article, they
spent a lot of time looking for the English translations of words in their Chinese-
English dictionaries. Students lacked in vocabulary, i.e., their word bank was very
limited. As aresult, they found no words to use and spent much time in looking up
words in the dictionary. This problem is different from problem I, saying that they
could not usewords precisely or correctly. Thefollowing are exampleselicited from
the participants' reports:

Student 13's report

One of my problemsisvocabulariestend to leak out of my brain. | began
to forget the use of vocabularies and phrases. When | meet new words
| wastoo lazy to remember them. Perhaps| know many vocabul aries, but
just lost the skill of using them so that the essay would come out as a
very good article. ... Onthewhole, | get two problemsinwriting English:
losing of old vocabularies and lack of new vocabularies; difficult in
expressing feelingsin English.

Student 16’s report

The first problem | had is the problem about vocabulary. To me it’s
pretty difficult to find a suitable word in the writing, and my vocabulary
ispoor. I’ve tried to learn some more words in books, but strangely, it
seems that | couldn’t put them into use so that the English writing |
make are always lack of beautiful words and phrases.

Student 19's report

| do not have enough vocabulary. When | write English, | usually use
the samewordsfor several times. | think itismy serious problem. If one
word appears in my writing for many times, this will make the writing
boring. No reader likesto read the same word again and again.
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Student 23’s report

Second, insufficient vocabulary. | find it’ shard for meto put my thought into
words. Sometimes| tendto betoowordy and talk alot of nonsense, sometimes
| can’t find the right word to express my idess properly.

Problem Ill: Grammatical errors are very serious.

Fourteen studentsreported that one of their serious problemswasin grammar.
They made a lot of grammatical errors in tense, singular/plural, punctuation, etc.
Tense was particularly troublesome, they claimed. They were confused with which
tense was the correct one. Making grammatical errors seemed unavoidable for most
of the participants because they were not familiar with the form of English writing.
Some even viewed grammatical errorsasvital enemiesin their English writing and
they thought that without correct grammar, a composition wouldn’t become a
complete one. Thefollowing are exampleselicited from the partici pants:

Student 5’s report

| dso have some problems of use the correct English grammar. If | write a
sentenceinthewrong grammar, thereisnoway for readersto understand what
I’'mtrying to say. Unlike Chinese, there are usage of future and past tense, and
the sngular and plura forms. They cause much confusion when | writeasen-
tencein English. The prepositions are dso very confusing.

Student 20’s report

Third, the most mistakes | often made are grammar mistakes. For example, |
usudly writeinwrongtimepattern, but | think itiseaser for metocorrect. After
finishedanarticle, dl | need to doisto check carefully.

Student 23’s report

First, grammatical errors. ... | tend to make lots of grammatical errors
because | don’t concentrate on the grammar and learn the rules by
heart. Even more, | regard grammar as aobstacleto my free writing and
it will kill my thought at the same time. ... Although we usually don’t
emphasize grammar so much in our daily conversation, grammar isthe
key to coherent awhole paragraph.

Student 26’s report

First, grammatical problems, | am still confused with the usage of ar-
ticles, prepositions, and tense. For example, the article “the”, | am not
very surewhen | should useit. Asfor tense, | am still not very certain of
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my usage. As for prepositions, because there were lots of prepositions
and they are applied to different cases, sometimes | might wonder which
oneis correct.

Problem 1V: English organization is very different from that of Chinese

Thirteen students reported that because English organization was so different
from that of Chinese, they had trouble in getting used to the English discourse
pattern. Each culture hasits own discourse style and the uniqueness of each discourse
stylereflects the ways peopl e both talk and write. Not familiar with English writing
organization, somereported that they didn’t know how to combine sentencestogether
in a paragraph. Sometimes they lacked topic sentences, unity or coherence, then
they lost the connection with the topic of the paragraph(s). Some reported that they
did not have a clear idea about how to organize writing well. They often followed a
Chineseway of composing an English composition; for example, to devel op thinking
following the four-step pattern: beginning, devel oping, turning, and integration (i.e.,
in Chinese, chi, cheng, zhan, he). Though it was not the best way to write an English
article, they still thought it wasthe easiest and fastest way to write up acomposition.
Obviously, organization and presentation of ideas and opinions caused a lot of
confusion for the participants. The students’ examples of statementsare asfollows:

Student 3's report

Thewayswewrite Chinese composition are quite different from English.
We take examples or make descriptions in advance and point out the
subject at the last sentence. However, when weread English articles, we
see the point clearly at the very beginning of every paragraph. This
makes me confused because | am used to write English compositionin
Chineseway.

Student 6’s report

First, when you write English compositions, you have to write the topic
sentencesin the beginning and then you describe something to support
your thoughts. When | was young, however, | was taught in another
way. My teachers always reminded me that when you write composi-
tions, you have to take some examples and you can write down your
conclusion.

Student 17’s report

The second oneisthe problem of organization. Once, ateacher told me
that | should organize my thought before | write down it. The teacher
told methat my opinion was presented, but my readerswouldn’t under-
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stand the exact thought of mine. It is because my thoughts are disorder.
... My thoughts are mixed up.

Student 22’s report

Asweall know, theway wewritein Chineseisvery different fromthat in
English. When writing English, we' re taught we ought to start with a
topic sentenceto show our mainideaclearly, then the explanation of our
opinion, and finally the conclusion. ... The problemisthat | always stick
tothe principle. I’ mtoo accustomed to describing thingsdirectly. Little
by little, | find my writingsarelackingin variety.

Problem V: Students tend to think in Chinese first, and write in
Chinese English.

Thirteen students reported that they tended to think in Chinese first when
writing English, then translated what they thought into English; therefore, what they
wrote was Chinese English. That is to say, they wrote English in a Chinese style.
Because English isnot their mother tongue, they found it very difficult to expressin
an English way. They reported that they usually could generate beautiful sentences
in Chinese; however, it was quite hard to expressthe sameideasin English. Theway
they expressed their ideas was not native-like; they tended to write strange English
sentences and sometimesthey even trand ated word by word from Chineseto English.

Student 8’s report

Third, | usually write Englishin Chinese English. | do not know exactly
what isso called Chinese English. However, when my classmatesreview
my articles, they mentioned that.

Student 13’s report

Sometimes, | used to think of the sentence in Chinese first, and then
translate it into English. But | find that this method is not a correct way
to writing English, to say it precisely, it is hard to express the words in
English.

Student 17’s report

To us, English is a second language. We are unable to use it as well as
our mother language. Therefore, wewill construct the statement that we
want to present in our first language first, then translate in English.
However, during the translation, there would be some linguistic
misemploy that we wouldn'’t discover.
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Student 26’s report

Second, sometimes the grammar seems correct, but theway | write En-
glish doesn’t seem to conform to American syntax. It readslike Chinese
English.

Problem VI: Students have trouble in generating ideas.

Ten students reported that they didn’t know what to write or could not decide
what to write. They said that sometimes they did not have any experience with the
topic, or had few feelings to share with others. As a result, they possibly wrote
around few pointsrepeatedly, and thismade the article boring. They were constrained
by limited life experiences or lack of independent thinking, which madetheir writing
short of content. It seemed that facing an empty paper, they were also struggling
with an empty mind, too.

Student 10’s report

Thelast problemisthat | am not aborn-writer, so | alwaysfindthat | do
not know what to write. | have to spend along time thinking what | can
write, and after along timel still do not know what to write.

Student 14’s report

In addition, every timel write, facing that empty white paper, | feel afraid
that should | have enough ideas to fill it with words, sentences, or
paragraphs. Sometimes, when | see asubject of acomposition, | would
begin to write down a list of associations with the subject. However,
although | would make some surprising and interesting associations
between the ideas, | always agonize over what to write next so that |
always could not write it smoothly.

Student 17's report

The first one, the most serious one is that | would never know how
should handle the content. That isto say that | never know what should
I write. | don’t know what kind of opinion that | should state.

Student 26’s report

Fourth, the content of writing English. Thisisalso aprobleminwriting
English. It takesmeto think more and deeply of one problem and to have
aclear understanding of it.
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Besides the above six frequently mentioned problems, there are still some
other minor problems stated by the participants. For example, five of them reported
that they had problems in learning attitude. One said: “However, | think al the
problems caused by myself. Because | don't have constructive learning attitude
and good studying waysand plans, | couldn’t improve my English ability.” Another
said: “I’mtoo lazy to study English hard. | spend less time on studying rather than
fooling around all day long.” In short, we can categorize these statements as negative
learning attitudes and bad habits. Meanwhile, four participants reported that they
are short of phrases or slang. This problem is related to the participants’ lack of
cultural knowledge as most phrases and slang reflect cultural content. Also, three
participants stated that they couldn’t express feelings or points clearly. The most
infrequent problem areawasthat of two participantswhoindicated that their problems
were that they were inclined to write very long and complicated sentences, which
made their writing difficult to understand. To summarize, less frequently reported
problems had to do with learning attitudes, limited phrases/slang, poor expressive
skills. Table 1 summarizesthe whol e section:

Table 1
Self-reported EFL Writing Problems

Writing Problems Frequency
Word usage 18
Shortage in vocabulary 17
Grammatical errors 14
Organization 13
Chinese English 13
Limited ideas about topics 10
No constructive learning attitude 5
Spelling 4
Lack in phrases and slang 4
Poor expressive skills 3
Writing long and complicated sentences 2

Results of Error Analysis

After finishing the content analysis, the students' original writings were
reviewed to find the errorsthey actually made. Two graders conducted the analyses:
the researcher and one research assistant. There were three steps in the reviewing
process: (1) identification of the students' mistakesand errors, (2) categorization of
those errors by type, (3) calculation of the frequency of each type of errors. Table 2
summarizestheresultsfromtheerror analysis.
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Table 2
The Findings of Error Analysis
()
[ — c
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1 2 3 2 3 1 1 2 14
2 2 1 1 4
3 3 1 1 1 1 1 1 9
4 2 2 1 7 1 13
5 3 1 4 2 1 2 1 1 1 16
6 1 9 4 1 1 1 17
7 7 1 8 5 2 1 2 1 1 1 29
8 3 2 3 1 3 1 13
9 7 1 2 1 1 3 1 16
10 2 1 3
11 1 2 1 1 1 6
12 3 1 1 5
13 4 15 2 2 23
14 5 6 1 2 2 1 1 18
15 2 1 2 1 2 8
16 6 1 1 1 1 1 11
17 11 2 3 2 4 4 4 30
18 2 2 6 3 3 2 1 19
19 5 3 1 2 3 1 1 1 17
20 8 1 3 1 3 1 1 18
21 8 1 2 3 3 1 1 19
22 3 2 5 1 2 2 1 1 1 18
23 5 1 3 1 4 1 1 2 18
24 7 1 1 4 1 2 1 2 2 1 22
25 5 3 2 2 1 1 1 15
26 5 3 1 1 10
27 4 2 2 1 9
28 4 1 1 1 7

% 29 14 13 10 8 6 5 4 3 3 2 2 1

The table above shows that the most frequent errors the participants made
were: (1) errorsinword usage, (2) errorsintense, (3) errorsin definite article usage,
i.e., “the”, (4) errorsin prepositions, (5) errorsinverbs, (6) errorsin number, singular
or plura, (7) errorsin relative clauses, (8) redundant usage. Table 3 showstheseerror
types tabulated and ranked.
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Table 3
The Most Frequent Errors the Participants Made in Order
Errors in order Frequency
1. Word usage 118
2. Tense 58
3. Definite article 54
4. Prepositions 39
5. Verbs 32
6. Number, sing./pl. 25
7. Relative clauses 18
8. Redundancy 17

Conclusion and Implications

From thetwo analyses, wefind similar results, that is, word usage and English
expressions were both the most perceived and the most real problematic aspect of
English composition for the participants. Lacking in cultural knowledge, they were
confused with the subtle differences among similar words. They were also confined
by limited vocabulary, often using similar simple words repeatedly.

Grammatical errors bothered them deeply, too. Thisis supported by evidence
from the error analysis, which included several types of grammatical errors:. tense,
definitearticles, verb form, number and relative clauses.

Organi zati on appeared to be the next most frequent problem. Different ways of
presenting and organizing ideas brought difficulties for the participants too. They
were not familiar with English discourse and rhetorical patterns and, furthermore,
they were still deeply influenced by Chinese ways of organization. This may bethe
reason that they lack topic sentences in paragraphs and also produced English
writing with Chinese characteristics. The error analyses also provided evidence of
this, i.e., the participants made a lot of errors in prepositions, which frequently
appeared in Englishidiomsor slang. Naturally students’ writing was short of idiomatic
accuracy and, asaresult, they have shown very limited cultural proficiency in English
writing.

We can conclude that the major problems of EFL writing arein word usage
and English expressions, vocabulary, grammar/tense, organization/rhetoric patterns,
idiomsand slang, first language influence, and independent thinking. The problems
that studentsfaced werewidely spread from lexical, syntactic levelsto rhetorical and
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cultural levels. Wemight say that EFL writing is characterized by various constraints
from linguistic representationsto rhetorical and socio-cultural representations. EFL
writing isconstrained at almost every level of thelanguage, plussuffersfromlinguistic
and culturd transfers(Soter, 1988) from thefirst language. AsKaplan (1987) remarked:
“The non-native speaker does not possess as complete an inventory of possible
alternatives, does not recogni ze the sociolinguistic constraints on those alternatives”

(p.12).

With the thorough understanding of EFL writing characteristics and
problems, then what can EFL teachersdo to hel p students cope with those obstacl es?
First, extensive reading of authentic materials and various rhetorical patterns might
provideinput of every type, lexical, syntactic, rhetorical, and cultural, to EFL writers.
By using meaningful texts with variousrhetorical patterns asthe teaching materials
and using integrated activities of reading and writing in the language learning
classroom, we might expect to both increase students' lexical inventory and
knowledge of syntactical variations, and to demonstrate discourse patternswhile, at
the sametime, informing them about social issuesand cultural differences. We might
then be able to attain our objectiveto, as Kaplan (1987) stated: “increase the size of
the inventory, to stipulate the sociolinguistic constraints, and to illustrate the ways
inwhich achoicelimitsthe potentially following text” (p.11).

Second, sincethereislinguistic and cultural transfer in EFL writing, especially
indiscourse patterns, thefield of contrastive rhetoric is seemingly ableto contribute
greatly to our understanding of the impact of the first language discourse pattern on
writers learning second or foreign language writing (Soter, 1988). Therefore, the
study of thefield isworthy of our attention. Finally, we need to recognize the value
of error analysisin diagnosing students’ individual errors, then hel ping them identify
their weaknesses and cope with those problems.
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TOEFL Preparation: What are our
Korean students doing and why?

Michael Roberts
Catholic University of Korea

Abstract

The way students prepare for the Test of English as a Foreign
Language (TOEFL) has implications for the test’s validity. A
review of the literature on the washback effect from TOEFL re-
veals that studies have focused on classroom activities but few
have considered students’ attitudes towards TOEFL preparation
and the extent to which these stem from their educational back-
ground. | surveyed through focus groups and structured inter-
views the attitudes of 14 Korean language learners preparing for
the TOEFL in Toronto to discover their attitudes and beliefs to-
wards TOEFL preparation. The findings suggest the following: (a)
participants’ culture of learning seemed to have an effect on the
way they prepare for the TOEFL, yet their preparation is also influ-
enced by individual motivations and experiences; (b) TOEFL prepa-
ration manuals influenced the way they prepared for the TOEFL;
(c) participants engaged in preparation practices that seemed to
weaken the utility of the TOEFL; and (d) participants’ language
education was affected by the TOEFL.

Introduction and Review of Relevant Literature

The purpose of this study was to make a contribution to how sociocultural
backgrounds influence the way second language |earners conceive of and prepare
for standardised examinations. Specifically, the study looks at how Korean learners
prepare for the Test of English asaForeign Language (TOEFL). This study looked
at how Korean students studying in Toronto prepared for the TOEFL , and what their
overall attitudesweretowards TOEFL preparation.

Validity and Multidimensionality of Washback

In order for aproficiency test to be an adequate instrument, students’ scores
must be a reflection of the desired proficiency goal of the people using the test.
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Creating and evaluating how well testsachieve adesired god isthe complex task of test
validation. Thisstudy looks at an aspect of test validity known as “systemic validity”
or washback — an ideathat statesthat tests can have significant influence on classroom
behavior. Messick (1996) pointsout that for some educatorsthisisthe most important
aspect of test validity, “holding that atest’s validity should be gauged by the degree
towhichit hasapositiveinfluenceonteaching” (p. 241). The problemwith thisconcept
isthat washback is often only associated with the actual test; however, Messick argues
that the actual test is only one of many influences on classroom behaviors.

Such forms of evidence are only circumstantial with respect to test va-
lidity in that a poor test may be associated with positive effects and a
good test with negative effects because of other things that are done or
not donein the educational system. (Messick, 1996, p. 242)

In a study of the impact of the introduction of a new language test in Sri
Lankan high schools, Wall (1996) revealed thirteen reasons, from lack of teacher
training to political unrest, why positive effects were not realized in the classroom
after the introduction of the new test.

Watanabe (1996) studied washback on classes preparing for the English section
of the exam for Japanese university entrance. He found that two teachers, teaching
inanidentical setting, with comparable students, were not affected by the format of
the examsto the same extent.

Brown (1995) explains the process that his team went through in preparing
Chinese science students for the TOEFL. They radically changed the method of
TOEFL preparation by taking “the position that, if we taught the students English
for science and technology (EST) (based on acommuni cative approach), their TOEFL
scoreswould naturally rise” (Brown, 1995, p. 241). What these examplesimply, and
what | noticed in thefinding of this study, isthat the washback is more dynamic than
just atest’s influence on classroom behavior.

Overview of the TOEFL

The TOEFL isthe most widely used and most internationally recognized test
of English language proficiency. While many groups, such as corporations and
governments, also use it, the TOEFL’s primary purpose is to judge the English
proficiency of adults who have not been educated in an English dominant country
wishing to enter an academic program at an institution of higher educationin English-
speaking NorthAmerica(ETS, 1999a).

For many international students, achieving adegree or graduate degreefroma
North American university can be a crucial step for success at home. For these
students, the TOEFL is a high-stakes exam because many universities stringently
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require aminimum score (Hamp-Lyons, 1998). Taylor, Irwin, Eignor, and Jamieson
(1999) reported that only 38% of students achieved a score greater than 550 on the
TOEFL inthe 1995/96 testing year. For comparison, the University of Toronto requires
ascore of 580 to 600 to enter its undergraduate programs.

Alderson and Wall (1993) argue that atest of significance to the learner will
affect classroom behavior. Givenitsimportancefor the futuresof thetest takers, the
TOEFL can be expected to have a significant impact on the way students approach
languagelearning.

TOEFL History and Stakeholders

Themajor stakeholdersof TOEFL include ETS, the College Board, the TOEFL
Policy Committee and its Committee of Examiners, individual universitiesthat usethe
TOEFL, TOEFL preparation materials devel opers, teachers of TOEFL, and TOEFL
examiness.

TOEFL Administrators

The College Entrance Examination Board (The College Board) devel oped the
TOEFL in 1961 asaway to standardize English proficiency examsin order to “ meet
the needs of all US colleges and universitieswho were considering the admission of
foreign students” (Spolsky, 1995, p. 217). ETSjoined the TOEFL projectin 1965 and
thenin 1975 took over thewhole TOEFL project.

Within the TOEFL program thereisaPolicy Committee, which isresponsible
for advising ETS and the College Board on issues pertaining to TOEFL. Withinthe
Policy Committeeisthe Committee of Examiners, whoserole“isto establish overall
guidelinesfor the test content, thus assuring that the TOEFL test isavalid measure
of English language proficiency reflecting current trends and methodologies in the
field” (ETS, 19994, p. 5). Under their initiative, the TOEFL 2000 Committee was
established in 1993 to create a new battery of tests that improve the validity of the
TOEFL. Thenew test isbeing developed in three stages (ETS, 1999a).

Revision to the TOEFL

In 1995 the TOEFL was revised. The paper-based test (1995) consisted of
three sections of equal weight — listening, structure, and reading. The emphasis
placed on structure and the single dimensional nature of the format caused many to
guestion the test’s validity: “Some teachers of ESL and EFL are concerned that
discrete-point test items, and exclusive use of multiple-choiceitemsto assessreceptive
skills, have anegativeimpact oninstruction” (ETS, 1999b, p. 2).
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The computer-based TOEFL, now in use in most countries, incorporates four
significant improvements over the old paper-based TOEFL, namely, the following:
the incorporation of the Test of Written English (TWE) into every TOEFL test; the
introduction of an adaptive listening and structure section; the reduction of weight
given to structure and written expression questions; the creation of question types
that more realistically resembl e the academic tasks expected of university students,
and more careful consideration to ensure that the reading passages “are similar in
topic and styleto academictexts’ (ETS, 1999b, p.12).

Within the next few yearsETS promisesanew test that will aim to measurethe
English proficiency for academic purposes of university candidateswith even greater
accuracy. It is hoped by many that this new test will also have an impact on the
classroom, helping to facilitate positive washback. However, this will depend on
whether the other stakeholders are able to adjust their attitudes and beliefs towards
the TOEFL and the preparation for it. Thisiswhy it is helpful to understand how
students’ sociocultural backgrounds influence test preparation practices.

Registrars

Itistheregistrars’ decision asto whether and how to use the TOEFL for their
ingtitute. According to ETS “TOEFL is used by more than 3000 colleges and
universitiesinthe United Statesand Canada’ (ETS, 1998, p.1). ETSrecognizesthat
institutions have varying needs and suggests that each school should carefully
consider thevalidity of the TOEFL for their situation. Registrarsshould be sensitive
to characteristics of the applicants such as“instructional language at undergraduate
institution, ... length of timein the United States, Canada, or other English-speaking
country, native language, [and] length of instructionin English” (ETS, 1998, p.5).

TOEFL Teachers and Materials Developers

Teachers who prepare students for the TOEFL, the materials devel opers who
design thetest preparation books, and the test-takers make up the dynamic relationship
of TOEFL preparation.

Traditionally, TOEFL preparation classes “generally consist of test-taking
strategies and mastery of language structures, lexis, and discourse semantics that have
been observed on previous TOEFLS’ (Hamp-Lyons, 1998, p.332). In TOEFL classes
that follow theformat of thecommercially developed TOEFL preparation materials, skills
(reading, listening, and structure) are practiced by continuous review of simulated test
questions. Thevast mgjority of TOEFL preparation classesusecommercially devel oped
materiasthat are marketed towards students' preparation for the TOEFL. Inatelephone
survey | conducted of 8 language institutes in Toronto, all of the schools that taught
TOEFL (7 out of 8) stated that they used TOEFL preparation books (Roberts, 1999, p. 18).
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The problem isthat these preparation books tended to reinforce a non-communicative
approach to language education (Hamp-Lyons, 1998).

TOEFL Preparation Manuals

To give an understanding of the format of traditional TOEFL preparation
curricula, | will review The Cambridge preparation for the TOEFL test (Gear, &
Gear, 1998) (hereafter referred to as the manual). It is, in my opinion, one of the
better TOEFL manuals.

The book is divided into four parts, one for each of the four sections on the
TOEFL. Thegoal of themanual isto provide studentswith every possible question
type that they could be asked and to show them how to practice those question types.

The first part is the listening section. Over the years TOEFL materials
devel opers have discovered that there are recurring themes in the particular skills
that are needed for the TOEFL. The manual uses TOEFL type questions to give
students practice in these skills and themes. Section two is Structure and Written
Expression, the longest section in the book. This is somewhat imbalanced,
considering this section isworth much less than the other sections on the computer-
based TOEFL. The format of this section is similar to the listening section. The
third part of the manual is the Reading Comprehension Section. Once again, the
manual providesaseriesof TOEFL-type readings and practice questions and gives
some advice on how to answer typical questions. Thereissomefocuson developing
vocabulary in this section but only by getting students to identify synonyms.

The final section isthe TOEFL Essay. The manual only provides a twenty-
five-page introduction to writing, which makes up less than one-tenth of the book.
It provides some general lessons on brainstorming, outlining, and writing paragraphs.
| think that it is questionable to believe that this simplistic treatment of the writing
section can lead to any real benefit in students’ development of writing skills.

Essentially, what the TOEFL preparation manual does is provide students
with an opportunity to practice questions similar to those that will appear on the
TOEFL. Thismanual allows studentsto become more comfortablewith thetest and
providesthem with many test-taking tricks. However, the manual provides students
with little authentic language input, merely systemic and contrived listening and
reading passages, and no opportunity for authentic output.

Test Takers

Since achieving a satisfactory TOEFL score is often a necessary requirement
for them to pursue their academic studies or professional careers, the test takersare
the stakeholders with the most personal and profound stake in the TOEFL.
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According to Taylor et al. (1999), 740,279 examines took the TOEFL in the
1995/96 testing year, making it the“most widely used test of itskind” (ETS, 1998, p. 1).
Whilethetest istaken by examineesthroughout theworld, the largest concentration
of studentsisin Asia. Japan, China, Korea, and Thailand alone represent 56% of all
examinees(Taylor etal., 1999).

Culture

Reflecting on culture itself is a useful way of discovering how it affects the
ways in which students approach language education and language testing. People
are educated within a cultura context. As each culture, and thus each education
system, is constrained within a “socially and historically situated discourse
community” (Kramsch, 1998, p. 10) our understanding of what it meansto be educated
is also constrained within this historical framework. This historical framework is
always understood through a language or languages.

Culture both liberates and constrains. It liberates by investing the
randomness of nature with meaning, order, and rationality and by
providing safeguards against chaos; it constrains by imposing a
structure on nature and by limiting the range of possible meanings created
by theindividual. (Kramsch, 1998, p. 10)

Cortazzi and Jin (1996) offer the term “cultures of learning” as a way of
understanding that education happens within a culture that is historically based.
Through this historicity the conception of what it means to be educated is shaped:
“Any particular culture of learning will haveitsrootsin the educational, and, more
broadly, cultural traditions of the community or society inwhichit islocated” (Cortazzi
& Jin, 1998, p.169).

What constitutes successful learning and acceptable learning practice is
acquired though this educational historical context. Declaring alearning practice,
such as rote memory, as educationally indefensible is a culturally defined opinion.
Many cultures value such learning as it shows respect for the words of the teacher.
Whereas the ability to apply knowledge is often seen as agoal of education in the
west, thismay not be taken for granted in an Asian culture. Cortazzi and Jin point out
that foreign teachers of English in China, who often stereotype Chinese students as
being poor language learners, also do so from a cultural perspective:

[Foreign teachers’ attitudes do] not take into account Chinese culture
of learning, or students’ achievements and expectations. For example,
it is not unusual for students to memorize extensive lists of English
words: we met adozen or more studentswho could recitethewhole of a
good-sized dictionary by heart. (Cortazzi & Jin, 1998, p. 185)
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Cole (1996) adds to the understanding of culture by presenting the idea that
culture, while being historically rooted, is also “that which surrounds.” For Cole,
every person is part of an embedded context which shapes who we are and how we
think: “Context is defined as ‘the whole situation, background, or environment
relevant to a particular event,” and “environment” is “something that surrounds’
(Cole 1996, p.132). In Cortazzi and Jin’s exampl e above, the Chinese students and
their Western teachers come from different educational environments and thus each
judge the other in terms of that which has traditionally surrounded them.

What constitutes good TOEFL preparation is also situated within a belief
system of what iseducationally acceptable. Opinions, such asHamp-Lyons' (1998)
critical judgment of TOEFL preparation manuals as educationally indefensible, are
formed from within a western tradition of education and may be quite foreign to
others who have been socialized in other traditions.

| am not creating a defense for non-communicative language learning; my
point here isjust that we must be sensitive to the historicity of language learners.
The argument that a form of education is acceptable because it is culturally rooted
would imply that cultureisastatic and unchanging “institution.” Both Cole (1996)
and Kramsch (1998) argue that culture is in fact not static, but rather it is always
changing and developing. It isnot that what constitutes good language learning in
one cultureof learning isantithetical to good language learning in another culture of
learning, it is just that how we consider such questions is rooted in our historical
context. Itisfor thisreason that the test users and developers must be sensitive to
the historical, sociocultural backgrounds of thetest takers preparing for the TOEFL.

Gardner (1985) devel ops asocio-educational model of languagelearning. Inthis
model hearguesthat cultura influences have both amacro and micro effect onlanguage
learning. How much value is placed by the community on learning the language will
affect not only how much time and energy are put into language learning but also will
shape the way the language is learned. A group that values the learning of aforeign
language, for example, for usein the tourism industry may have significantly different
goals for and approaches to language learning than a group that values language
learning for academic applications (Gardner, 1985, p.146). Gardner arguesthat individual
motivation and anxiety are factors that contribute to both how well learners learn a
language and the approaches that they take to language learning. These factors are
greatly influenced by the culturd beliefs of the community. Wadden and Hilke (1999)
provide a good example of the importance of understanding the sociocultural
backgrounds of students when considering why test takers act the way they do when
preparing for important examinations. They illustrate that students' attitudes and
beliefs about a particular test are shaped by their culture of learning:

Japan, for instance, like several other East Asian countries, possesses a
veritable culture of testing with roots stretched back to the imperial
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examinations of 12th century China. Even today in Japan, resultson a
wide array of testslargely determine the course of one' slife — success
on tests smoothes the way for everything from entrance to the right
kindergarten to lifetime employment in a prestigious corporation.
(Wadden & Hilke, 1999, p.269)

This example shows that different cultures place varying degrees of importance on
examinations.

Design and Methods

The data collected for this study consist of attitudes and opinions of adult
learners. The datawere collected through participation in focus groups and structured
interviews. The focus group sessions lasted one hour, and the structured interviews
lasted thirty minutes. My research questions were: How do a sample of Korean
English language |learners, studying in Toronto, prepare for the TOEFL? And, what
aretheoveral attitudestowards TOEFL preparation of asample of Korean language
learners studying in Toronto?

Phase One

Phase one consisted of focus groups. Participants in groups of three to five
were asked to comment on aseries of questionsthat dealt with how they prepared for
the TOEFL and what their attitudesweretowards TOEFL preparationingeneral. The
purpose of this phase was to generate an overview of the attitudes and beliefs
towards TOEFL preparation of asample of Korean studentsin Toronto. Verification
was achieved by conducting four sets of focus groups over a period of two months
with participants who had no connection with the previous group of participants.
See Appendix A for the focus group questions.

The focus group sessions were audiotaped and then transcribed. A total of
fourteen participants were involved in this phase of the research. From each group,
| asked one or two participants to be involved in phase two, as described below in
the section, Elicitation of Data.

Phase Two

Phase two consisted of structured interviews. The structured interview
consisted of each participant answering aseries of questions about how they prepare
for the TOEFL and their attitudestowardsthe TOEFL. Theselasted for about thirty
minutes each. The questions in the structured interview were considerably less
open-ended than the questions from the focus group. The purpose of the structured
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interview was to draw out more detailed information about the attitudes and belief
towards TOEFL preparation from the participant to help support and enrich the data
that was gathered in the focus groups. See Appendix B for the structured interview
guestions.

Participants

The 14 participantswere adult Korean learners of English, who were preparing
for the TOEFL at private language institutes in Toronto. They were al enrolled in
either anintermediate or advanced TOEFL preparation class. Participantswere asked
to choose apseudonym for themsel vesthat preserved only their ethnicity and gender.
Table 1 summarizesthe participant’ s background information.

Table 1
Summary of participants’ backgrounds

Background Factor % Background Factor %
Sex Time spent in English speaking country
Male 57% Less than 2 months 0%
Female 43% 2 to 5 months 21%
6 to 11 months 58%
Age 1to 2 years 21%
0,
18 10 20 7% more than 2 years 0%
21to 25 36% .
26 t0 30 50% Reason for preparing for the TOEFL
over 31 7% To enter a university or college
in Canada or the United States 35%
Total ESL/EFL To improve English proficiency 36%
To enter a Korean university 28%
0,
Over 6 years 100% To enter a company in Korea 21%
U o
Full-time ESL/EFL To teach English in Korea 7%
2 to 5 months 14% Future plans for English
6 to 11 months 58% ' . . o
110 2 years 21% Bus!ness Wl.t|;1] nanvi speakers 65%
more than 2 years 7% Business with speakers _
of other languages than English 50%
» Studying at an English speaking university 28%
Full-time employment Travel 28%
None 29% Teaching English 14%
Less than one year 43% Live as a Canadian Immigrant 7%
1 to 2 years 0%
3 to 4 years 14%
5to 6 years 7%
more than 6 years 7%
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Elicitation of Data

| began each focus group by giving a brief overview of my study and why |
believed it to beimportant for research and devel opment intheareaof TOEFL preparation.
| then gave the participants afew minutesto ask me general questions about my study
and my academic, teaching, and personal background. Ingenera, | found the participants
to be articulate and competent enough to expresstheir beliefsand opinionsin English.
| encouraged them to speak freely and not to worry about errorsin grammar.

Five participants were selected for the structured interview so that areasonable
representation of thelarger group wasinterviewed. Evenif adominant group wereto
have existed, | would not have chosen alarger number of students from that group.
Thereason for doing thiswasto ensure that the study was asinclusive asit could be
of the general population. | paid special attention to participants background
information sheet to ensure that people with various backgrounds and future goals
were selected, using criteria such as gender, age, level of English, years having
studied English, work experience, time spent in aforeign country, reason for taking
the TOEFL, and reason for studying English.

Research Instruments

The purpose of the research instruments was to elicit the participants’ ideas,
attitudes, and beliefs about the TOEFL and TOEFL preparation in order to answer
the two main research questions guiding the thesis research.

Preparation Practices — First Research Question

Thefirst research question asks, “ How do asample of Korean English language
learners, studying in Toronto, prepare for the TOEFL?" | addressed this research
question by asking about: a) participants’ general preparation practices; b)
participants’ beliefs about which language skills are important for TOEFL; c)
preparation time that the participants allotted to individual TOEFL sections; d)
participants’ attitudes towards TOEFL preparation manuals; €) participants’
opennessto aternativeformsof TOEFL preparation; and f) participants' preferences
for native versus non-native TOEFL preparation teachers.

Attitudes Towards TOEFL Preparation — Second Research Question

The second research question asks, “What are the overall attitudes towards
TOEFL preparation of asample of Korean language |earners studying in Toronto?”
| explored this question by asking about: @) importance of the TOEFL for the
participants; b) participants’ perceptions of which TOEFL sections were most
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difficult; c) TOEFL preparation and general language ability; d) participants’ attitudes
towards TOEFL as a test of language proficiency; and €) participants’ overall
satisfaction with their TOEFL preparation methods.

Analysis

Thedatafrom each focusgroup and structured interview datawere transcribed
into Microsoft Word. Inthetranscribed data, | made some grammatical and stylistic
changesto the participants commentsin order to better communicatetheir opinions
inthewritten form. The datawere then grouped into sections related to each of the
two main research questions. Where applicable, | have provided statistics in the
form of percentages.

A significant portion of the datafrom this study is qualitative in the sense that it
is derived from participants comments and responses to structured questions. The
focus group participants were often asked direct questions and then asked to defend or
explain their answers or choices. For example the participants were asked, ‘Do you
think a TOEFL preparation teacher should be a native speaker of English? Why? In
the case of the above, five possible answers were identified: @) Yes, b) Yes but with
qudification, c) No, d) No but with qualification, €) It doesn’t matter. This method of
grouping participants answers was necessary because the participants tended to give
very straightforward answers, though it required some interpretation on my part.
Verification was achieved by having an independent researcher repeat the process of
grouping the responses on 30% of the questions. Inter-rater reliability was 95%.

Findings
TOEFL Preparation Practices

Thefirst research question focused on the actual preparation practices of
the participants.

General Preparation Practices

When asked to give general comments on how they prepared for the TOEFL,
the participants gave the following comments. @) most participants reported that
they prepared for the TOEFL at private institutes and on their own; b) they used a
combination of English and Korean preparation manuals; ¢) some participants said
they used authentic English materialsfor TOEFL preparation; and d) they seemto be
aware of the issues facing them in preparing for TOEFL. For instance, Chang-ho’'s
commentsarefairly typical in comparison with the other participants.
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| prepare for the TOEFL two ways. Oneisthat | am at the language
institute taking the TOEFL program. Then, | study individually using
the TOEFL referencesbooksthat | have bought in Canada. | had bought
some TOEFL booksin Koreathat use the Korean language. (Chang-ho)

Beliefs about Which Language Skills are Important for TOEFL and
Preparation Time Allotted to Individual TOEFL Sections

The participantswere asked which language skillsthey believed most important
for TOEFL preparation and how much time they spent studying for each TOEFL
section. They tended to believethat listening isavery important skill for TOEFL and
spent the most amount of time studying for the listening section. None of the
participants believed that writing isan important skill for successon the TOEFL, and
so they did not spend much time studying for the TOEFL Essay.

As shown in Table 2, the participants in the focus groups indicated that they
believed listening wasthe most important skill for TOEFL, followed by grammar. The
structured interview participants, as summarized in Table 3, aso indicated that they
believed listening skillsweremost important for TOEFL preparation. Table4 showsthat
thelistening section isthe section most studied for, with only 7% of participants studying
lessthan one hour aday. In contrast, the writing section isthe least studied, with 79%
of participants studying lessthan 1 hour or never studying for the TOEFL Essay.

The participants indicated that listening is an important skill for TOEFL
preparation. Many believed that it isthe only skill that cannot be mastered simply
through preparation manuals. For example,

Listening isthe most important for me becausein grammar part or read-
ing part my score gradually increased by studying myself but [not lis-
tening]. (Sung Chul)

Listening is the section that the participants spent the most amount of time
studying. For example, thefollowing isatypical comment about thistopic:

| spend the most amount of time studying for the listening section ... |
spend at least 2 hours a day on the listening section. (Chang-ho)

The gructure section was the second mogt studied for. Some participants fed that
grammar is easy, S0 they attempt to gain a perfect scorein the structure section of thetest.

| think grammar is most important for TOEFL. | think that you can
improve your grammar score more easily than your listening and reading
score ... If we study grammar hard, we can get a perfect score in the
grammar section. (Suk-gu)
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Table 2
Opinions of which language skill is most important for the TOEFL

Most important skill for TOEFL %
Listening 50%
Grammar 29%
Vocabulary 7%
Reading 7%
Equal 7%
Writing 0%
Table 3

Structured interview participants’ mean ranking of language skills important for the TOEFL.

Importance(Ranked by Mean)  Language Skills M SD
Most Important Listening 1.6 0.55
Second Reading 3.0 1.41
Third Grammar 3.2 1.92
Fourth Vocabulary 3.8 1.48
Fifth Writing 4.6 0.89
Least Important Speaking 5.2 1.09
Table 4

Time spent studying for each TOEFL section: focus group participants.

Time spent per day Listening  Structure  Reading TOEFL Essay

2 to 3 hrs. 28% 22% 14% 14%
1to 2 hrs. 64% 50% 43% 7%
>1 hr. 7% 28% 43% 72%
Never 0% 0% 0% 7%

The participants perceived writing as an unimportant skill for the TOEFL and
did not spend much time preparing for the TOEFL Essay. The participants seemed
not to realizetheimportance of writing for the computer-based TOEFL. For instance,

Beforel camehere, | didn’t know that | would have to write on thereal
TOEFL test ... | never practiced writing exercisefor the TOEFL test, soit
isalso very difficult for meto write an essay. (Dong-wook)

Dong-wook’ scommentsindicatethat thereis some confusion surrounding the changefrom
the paper-based TOEFL to the computer-based TOEFL even though the computer-based
TOEFL had dready beenimplementedin Koreaat thetimeof thisresearch.
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Attitudes Towards TOEFL Preparation Manuals

All (100%) of the participants believed that TOEFL preparation manualsarea
good way of preparing for the TOEFL. They believethat manualshelp them learnthe
language skills and test-taking strategies necessary for the TOEFL, and help them
gauge their level or readiness for the TOEFL. For these participants, manuals are
seen as an indispensable part of TOEFL preparation. For example,

If there were no TOEFL preparation manual s then maybe we could
not study for the TOEFL. We could study but we could not
prepare properly. (Suk-hyun)

The participants indicated that the manuals offer practice with relevant
grammar, reading, and listening skills and are agood way of mastering the TOEFL
test-taking skills and strategies.

| think TOEFL preparation manuals are good because | can concentrate
onwhat | need for the TOEFL : grammar, reading, listening. (Jin)

They have alot of strategies for taking thetest ... | learned how
to eliminate the impossible answers and then choose from the
possible answers. (Mi-na)

The participants said they used the simulated tests in the manualsin
order to gauge their test readiness. Many participants reported that they
take the simulation tests on aregular bases. For example:

| used the TOEFL manualsto test myself ... every two days | took
asampletest for myself with the TOEFL materials.(Dong-wook)

Openness to Alternative Forms of TOEFL Preparation

The participants were asked if they used authentic materials to help them
prepare for the TOEFL: 64% reported they did and 36% did not. Those who used
authentic materials did so to improve their reading speed, vocabulary, and listening
skills. The participants who did not use authentic material s view authentic materials
asaninefficient way of improving their TOEFL score.

Some participants argued that authentic materials help them improve their
reading speed:

[S]o | think that if we read magazines and articles we can increase our
reading speed and learn a lot of the vocabulary in the TOEFL reading
section. (Mi-na)
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Some indicated that using authentic materials are a good way of developing
skillsfor dealing with new and difficult vocabulary:

If you get used to reading articles you develop a skill for guessing the
meaning even if thereisaword that you do not know.  (Hee-seung)

Others use authentic materials, such as TV and radio, to improve listening
skills. For example:

To improve my listening comprehension, | watch television ... | didn’t
understand all of them, but some parts of the shows | can understand.
(Dong-wook)

A typical reason given for not using authentic materials is that TOEFL
preparation manual s are amore efficient way of increasing a TOEFL score quickly.
For instance:

| never read magazines or newspaper ... | want to get my TOEFL mark
soon. So | think that the fastest way isto just use the TOEFL books.
(Sung-jin)

In sum, there was division in attitudes towards using authentic materials for
TOEFL preparation.

Preference for Native Versus Non-Native TOEFL Preparation Teachers

The participantswere asked if, for TOEFL preparation, they preferred anative
English-speaking teacher or aK orean teacher who was not fluently bilingual. Table
5 showsthat 58% believethat it would be better to have aKorean TOEFL preparation
teacher; 21% believefor the most part they prefer aK orean teacher; and 14% believe
for the most part native English-speaking teachers are better.

Table 5
Beliefs about native speaking versus non-native speaking TOEFL preparation teachers.
Preferred Preferred Preferred Preferred
KT KT- with exceptions  NT - with exceptions It doesn’t matter NT
58% 21% 14% 7% 0%

Note: Korea Teacher (KT)/Native English Speaking Teacher (NT).
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One reason for preferring a Korean teacher is that participants said that they
find it easier to understand vocabulary and grammar ruleswhen they areexplainedin
Korean. For instance,

| think that the TOEFL teacher should not be a native speaker ... some-
times | didn't understand my teacher’s (native speaker) explanations ...
Even though | heard her explanation, | sometimes| did not understand
perfectly. (Dong-wook)

Many participantsa so believe K oresnsknow how to preparefor sandardized language
tests much better than native English soeskers.

Whenwego to aprivate school totakea TOEFL classwewant toimprove
our score, so the teachers, especially the Korean teachers, give us special
skillsto help usimprove our TOEFL score—like how to solve problems.

(Mi-na)

For the mogt part, the participants who preferred a Korean teecher, but with some
exceptions, argued that native spesking teachersarebeneficid when studying for thelistening
Section:

| think to prepare for the listening part the teacher should be a native spesker.
For the other parts | think that a K orean teacher is better because sometimes|
can't understand what the native speaking teacher says. (Sungjin)

Some participants indicated that, for the most part, they preferred an English
native speaking TOEFL teacher. They argued that there are serious limitations to
learning vocabulary through a crosslingual approach and non-native teachers do
not have the necessary cultural familiarity to explain the meaning of vocabulary
items or the context of situations in the listening section:

[My Korean] teachers could not explain exactly some of the vocabulary,
but heretheteachersawaysknowsthevocabulary and can explainit well.
(dn)

| think that language is from the culture and so Korean teachers do not
really understand some expressions and ideas that arein the TOEFL.
(Chang-ho)
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Attitudes Towards TOEFL Preparation

The second research question examines participants’ attitudestowards TOEFL
preparation.

Importance of the TOEFL

Participants were asked how important the TOEFL was for their futures and
why they weretaking it. Table 6 showsthat 72% believed that ahigh TOEFL isvery
important, 14% believed that it is somewhat important, and 14% believed that it isnot
very important.

Table 6 Table 7
Importance of a high TOEFL score Reasons for taking the TOEFL.
Importance of the TOEFL % Reason for taking TOEFL %
Very important 2% Enter university in North America ~ 36%
Somewhat important 149% Enter gniv_ersity in Korea 21%
) Get a job in Korea 29%
Not very important 14% Improve general language ability 21%

As indicated in Table 7, 36% of the participants said they were taking the
TOEFL to enter auniversity in North America, 21% to enter a university in Korea,
29%to get ajobin Korea, and 14%to improvetheir general Englishlanguage ability.

All of the participantswho indicated that they wanted to go to aNorth American
university, and most of the participants who said they were planning to attend a
university in Korea, said a high TOEFL score was very important for them. For
example,

Thereason | amtaking the TOEFL isto get into auniversity in Canada.
So for me it is very important to get a high mark so that | can go to
university. (Suk-guy)

Itisreally important because | want to go to graduate school inKorea...
the school that | want to go to needs areally high TOEFL score.
(Young-hee)

Most of the participantsthat would be using their TOEFL scorestoget ajobin
Koreaalso said that a high TOEFL score was very important for their careers. For
example,
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In my case getting a high mark on the TOEFL test is absolutely impor-
tant. If | get alow mark | can’'t survivein Koreabecause | can’t get a
good job. (Sung-jin)

The participants that indicated that a high TOEFL score was somewhat
important were those who could benefit from a high TOEFL score but did not
absolutely need it. For instance,

| want to be an English teacher in Korea[so] | need to pass the special
exam. If | havea600 scoreinthe TOEFL then | can get extrapointson
that exam. (Mi-na)

Perception of Difficulty

The participants were given allist of the four TOEFL sections, and asked to
rank order them from mogt difficult to leagt difficult. Figure 1 indicates that the listening
sectionwasranked theoverdl most difficult section. 50% of theparticipantsranked listening
the mogt difficult, and 22% ranked it second mogt difficult. Thus, atota of 72% ranked
listening asét least above averagedifficulty. The TOEFL Essay wasranked the second most
difficult section. 28% ranked it most difficult, and 22%ranked it second mosgt difficult. Thus,
atota of 72% ranked the TOEFL essay as at least above average difficulty. The structure
section was ranked the easiest section of the TOEFL. 64% of the participants ranked the
structure section as the easiest section, with atota of 86% of the participants ranking the
structure section as below average difficulty.

Many participants indicated that the listening section was the most difficult
becausethey felt that their oral comprehension skillsarethe skillsmost neglected in
the Korean education system:

| think listening ismost difficult. Beforel came herel couldn’t under-
stand anything that | heard. (Chul-so0)

Those who rated the TOEFL Essay as difficult indicated they did so because
of alack of writing experiencein their educational backgrounds.

When | study in Koreal never had to write anything. | just had to pick
the answer from the questions. So | had no experience in writing En-
glish ever. (Suk-gu)

Theparticipantsrated thegtructure section theeas et section of the TOEFL. Themain
reason cited wasextensiveexposureto English grammar in their education. For example,

The structure section is the easiest. From middle school, high schoal,
and university | studied grammar. Soitisvery easy for me. (Chang-ho)
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TOEFL Preparation and General Language Ability

The participantswere asked if they felt that their general language ability was
improving by preparing for the TOEFL : 36% answered yes and 64% indicated they
wereimproving only in specific language skills (see Table 9). Of the 64% who gave
aqualified yes, 44% said they were improving reading skills, 22% said they were
improving listening skills, 22% believed they were increasing vocabulary, and 22%
believed that their writing skillswereimproving (see Table 10).

The participants who felt that they were improving overall general language
ability tended to have been in Canada for a relatively longer period of time. In
general, they tended to believe that the TOEFL gives them a goal or a reason for
studying English:

My general language ability is being improved alot. | think that we
study so much for the TOEFL, so our ability isbeingimprovedin listen-
ing and reading and even speaking. It helps usto study English harder
| think. We have agoal. (Jin)

Table 8
Ranking of the four TOEFL sections by difficulty.

Listening TOEFL Essay Reading  Structure

Most difficult 50% 28% 14% 7%

2nd 22% 44% 28% 7%

3rd 14% 28% 36% 22%

Easiest 14% 0% 22% 64%
Table 9

Opinions about improving their general language ability by preparing for the TOEFL.

Is your language improving? Yes Qualified Yes Not Improving
% 36% 64% 0%
Table 10

Language skills they were improving by taking a TOEFL preparation class.

Quialified Yes. Which skills? %

Reading 44%
Listening 22%
Vocabulary 22%
Writing 22%

Note: From the participants that indicated a qualified yes only.
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Many participants felt that they had made improvements in general reading
ability. For example:

| used to hate reading the newspaper because it was too hard but now |
can read the paper much better because | have learned a lot of new
vocabulary. (Chang-ho)

These next three quotati ons exemplify how participantsindicated that TOEFL
preparation isonly helping them improve specific language skills:

| write an essay every other day and that ishelpful for me. But just thet one. |
think that the other parts don't redlly help my language ability.  (Young-hee)

| think that it helps my structure but | don’t think it is helping me with
anything else. (Sun-hee)

In my case, the writing and listening are being improved by taking the
TOEFL test but the other things, well | don’t know. (Chul-soo)

TOEFIL as aTest of Language Proficiency

The participantswere asked if they believed that TOEFL isagood measure of
English language proficiency. Table 11 shows that 57% percent of the participants
believed that the TOEFL isagood test of English for academic proficiency, and 7%
believed it isagood judge of language proficiency in general. Only 36% said they
believed it is not a good test of language proficiency.

The majority of the participants believed that the TOEFL is a good test of
academic readiness but a rather poor judge of English proficiency for the other
purposes that it is used for:

[ITn order to understand what the professor are saying and to get agood
score at university we have to study TOEFL ... but besides studying in
a university it is not useful. | know that both in Korea and Canada
people have to take a TOEFL test sometimesto get ajob ... so | think
they should add more speaking, rather than writing or grammar.(Min-sue)

Participants, who believed that the TOEFL isnot agood test of academic language
proficiency, offered two main reasons. First, it was pointed out that many Korean
students achieve ahigh TOEFL score with out being able to speak or writein English:

In Korea many students who get a good score but they can’t speak
English at al and they can’t really write very well. (Chul-so0)
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The other reason isthat some participants felt that the TOEFL is unfairly difficult.
For example:

The TOEFL test is not very good. | think that the vocabulary is too
difficult, even for university students. (Sung-jin)

Overall Satisfaction with TOEFL Preparation Classes

The participants were clearly divided as to their satisfaction with their
TOEFL preparation methods, with 50% unsatisfied, 43% satisfied and 7%
undecided (Table 12). Motivation wasthe primary distinguishing factor between
those who were happy and those who were not.

Some participantswho were unhappy with theway they preparefor the TOEFL
argued that they would prefer a method that helped them improve their overall

language ability.

No, | am not happy. | think that the problem for me is that | need to
improvemy real ability of English. | think that in my TOEFL classwetry
to get a higher score just through practice ... Sometimes my teacher
says, don't listen to the whol e sentence; just try to pick the main words.

(Sung-chul)

On the other hand, the parti cipants that were happy with their current method
of TOEFL preparation felt that they were using the most expedient method for
achieving a high score.

Table 11
Beliefs about the TOEFL as a measure of language proficiency.
Belief %
The TOEFL is a good test of academic proficiency 57%
The TOEFL is a good test 7%
The TOEFL is not a good test 36%
Table 12
Overall satisfaction with TOEFL preparation methods.
Satisfied Not Satisfied Not sure
43% 50% 7%
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For me, | am satisfied with my approach because I’ vejust studied TOEFL
for three months but my TOEFL score is getting better.  (Dong-wook)

In sum, participants satisfaction with their method of TOEFL preparation
seems to depend greatly on their expectations of a TOEFL preparation class.

Discussion

The findings from this section lead to eight conclusions. First, at least for
these participants, the TOEFL is a high-stakes exam. Second, the participants
culture of learning seem to have an effect on the way they preparefor the TOEFL, but
individual motivation and experiences also affect these processes. Third, TOEFL
preparation manuals influence the way the participants said they prepared for the
TOEFL. Fourth, many participantsare opento exploring aternative waysof preparing
for the TOEFL. Fifth, the participants were engaging in certain TOEFL preparation
practicesthat seemto subvert theutility of the TOEFL. Sixth, participants' preparation
practices were significantly affected by the test methods of TOEFL; i.e., thereisa
washback effect in such areas as grammar, reading, and listening. Seventh, the
introduction of the computer-based TOEFL has had limited washback effect for
these participants. Eighth, participants' satisfaction with their method of TOEFL
preparation seemed to depend on their motivation.

The findings reaffirm that the TOEFL is considered very important for the
participants future academic and work careers. Thisisimportant sinceitisgenerally
assumed in the literature that on standardized tests washback effects occur in tests
that are perceived as important, or high-stakes, by candidates.

In general, participants shared very similar TOEFL preparation practices, which
do seem to be in keeping with their culture of learning. The participants tended to
prefer Korean TOEFL preparation teachers because they believe that the “ Korean”
system of test preparation is an effective way of increasing on€e's score on the
TOEFL. They indicated that they spent agreat deal of time studying listening because
their educational background lacked oral communication. They indicated that they
felt they were able to do very well on the structure section of the test because of the
emphasis placed on grammar by the Korean public education system. Also, they
tend to shy away from writing and consider the TOEFL essay very difficult.

Thefact that all participants reported using TOEFL preparation manualsisan
important finding for this study. While the patterns and trends in the way that the
participants prepared for the TOEFL tend tofit thetheir culture of learning, they also
fit theformat of TOEFL preparation manuals. Thisfinding demonstrates, at least for
these participants, the importance that preparation manuals play in the design and
structure of TOEFL preparation instruction.
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Findings about participants’ openness to alternative forms of TOEFL
preparation reveal that participants' individual choices, preferences, and experiences
affect the way they prepare for the TOEFL. Before conducting this study, | had
assumed that most of the participantswould not be open to using alternative methods
for TOEFL preparation. My assumption was based on the perception that participants
would be more comfortable, given their educational backgrounds, using traditional
approachesto TOEFL preparation such ascommercially produced TOEFL preparation
manuals. Themajority believed that using authentic materialsin additionto TOEFL
preparation manuals was agood way of improving their TOEFL score.

The findings from this study indicate that, at least for these participants, the
TOEFL may often be used, or perhaps misused, for purposes other than its primary
intention. Nearly two-thirds of the participants indicated that they were taking the
TOEFL for reasons other than to enter auniversity in North America, which raises
the question of the appropriateness of the TOEFL for some of the purposes the
participants are being required to takeit for (e.g., employment, study at universities
inKorea).

My findings concerning the amount of time participants spent on each section
of the TOEFL show that most participants were preparing for the TOEFL full time.
However, they also admit that they werederiving limited benefit from their time spent
studying intermsof improving their general English language proficiency. | believe
that this demonstrates that the language learning activities of these participants are
significantly affected by the nature of the TOEFL, and clearly there is a washback
effect for them.

In contrast to the above findings, there seems to be alack of washback from
the addition of the TOEFL Essay to the TOEFL. Thelack of importance placed on
developing skills for the TOEFL Essay is a rather disturbing trend. | pointed out
earlier that one of thereasons ETS (1999b) gave for devel oping the computer-based
TOEFL wasto affect improvement on TOEFL instruction. However, the participants’
comments suggest that this change has made virtually no impact on their TOEFL
preparation practices at this point in time. The participants rated writing skills as
relatively unimportant and tend to dedicate less study time to the TOEFL Essay in
comparison to the other TOEFL sections.

The participants’ attitudes towards their TOEFL preparation methods
depended on their motivation in studying for the TOEFL. Those who saw TOEFL
preparation as a means of achieving a high score on the TOEFL seemed to be more
satisfied than those who wished to gain alanguage education from the efforts they
placeinto TOEFL preparation.
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Implications

The issues raised in this study present some implications for the TOEFL
stakeholders. For ETS and its test developers, | believe that the lack of washback
from theintroduction of the TOEFL Essay on participants attitudesand practicesin
terms of developing writing skills is an indication that consideration needs to be
given to publicity and orientation when making improvements to the format of the
TOEFL. Dissemination of information about the structure of thetest seems necessary
if positive washback on test preparation isagoal of the next generation of TOEFL.

Registrars at universities should be aware that students might be engaging in
activitiesthat allow themto increasetheir TOEFL scoreswithout having the English
language proficiency necessary to perform at an academic level. Moreover, registrars
should be aware that stringent reliance on the use of TOEFL scores as an indication
of language proficiency might be negatively effecting the way students approach
language learning.

The writers and publishers of commercially produced TOEFL preparation
manuals should be aware that they are considered an authority, at least by the
participants in my study, on how to successfully prepare for the TOEFL. The
participantsrelied heavily on these manualsfor not only the content of their language
studies but also for information on the structure of the test.

Teachers of TOEFL preparation to Korean learners should be aware that the
participantsindicated that listening was askill for which they felt they needed more
practice, whereaswriting isaskill that the participantsfound difficult yet unimportant
for success on the TOEFL.

Researchers concerned with the TOEFL should consider that on the whole,
the participants tended to indicate that a significant portion of the time that they
spent studying for the TOEFL was outside the context of aformal classroom. Thisis
animportant finding becausein previous studies of TOEFL preparation (specifically
Alderson & Hamp-Lyons, 1996; Brown, 1995; Hamp-Lyons, 1998) the focus of the
research has been on classroom activities. 1t seemsthen that astudy with participants
such as these, which examines the washback effects on TOEFL preparation, should
bear in mind students’ extracurricular studies.
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Needs Analysis and ESP Course
Content Selection for Korean
Professors Going Overseas

Don Makarchuk
Kyonggi University

Abstract

This article focuses on the use of needs analysis to choose course
content for an English for Specific Purposes course. It highlights a
need analysis model and a way in which it can be implemented to
determine course content appropriate to a particular group of learn-
ers including the selection of appropriate communicative events
and the analysis of these events for teaching/learning purposes.

Introduction

This paper reports on a study that attempted to determine the course content
of an English for Specific Purposes (ESP) course for Korean professors who were
preparing to live in the USA for a period of one to two years in order to pursue
scholarly activities. It originated from the need to design a course to meet the needs
of these learners in conjunction with the discovery that little was available in the
literature to provide for their particular needs. This paper will demonstrate how a
particular needs analysis procedure can be used to determine course content in the
hope that it may be useful to teachers and other course designers working with
learners with specific language needs. It will also detail the communicative events
that were deemed relevant to teaching the learnerswho inspired this coursein order
to guide teachers who find themselves faced with learners with similar language
needs.

Background

While research has been done on the needs of learnerswhosefirst languageis
not English who are preparing to study or are studying at thetertiary level in countries
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wheretheL 1isEnglish (Biber, Conrad, Reppin, Byrd, and Helt, 2002; Jordan, 1997,
Underhill, 1991), much of thisis English for Academic Purposes (EAP) work, and
most of it seems to focus on learners at the undergraduate or post-graduate level.
Thisis, of course, because that is where most of the demand for thisinformationis
concentrated. |, however, was asked to prepare and teach acourse for asmall group
(5 learners) of Korean university professors who were planning to spend ayear or
two inthe U.S. either doing research or teaching or both. Asthese learners were all
roughly middle-aged individuals with doctorates, extensive teaching experience,
and who would not be attending conventional academic programs, the EAP regimen
of academic writing practice, note-taking skills and such seemed of questionable
value. In order to determinejust what might be useful for theselearnersto focuson,
it was decided that the place to start was with a needs analysis.

Needs analysisis the foundation of ESP course syllabuses (Johns and Price-
Machado 2001) and is used to lay the groundwork for other syllabuses. Nunan
(2001, p.63), for example, describes an integrated syllabus that is developed in the
following way:

1 ldentify the general contexts and situations in which the learners
will communicate.

2 Specify the communicative eventsthat the learnerswill engagein.

3. Makealist of thefunctional goalsthat thelearnerswill need in order
to take part in the communicative events.

4. List the key linguistic elements that learners will need in order to
achieve the functional goals.

5. Sequenceand integrate the various skill elementsidentified in Steps
3and4.

The study described here used a sequence of steps similar to Nunan’s
(though Step 5 is not the subject of this paper) with the addition of procedures to
collect information about the learners themselves.

Needs Analysis Model

The needs analysis model used in this study is adapted from one described in
Dudley-Evansand St John (1998) which in turn draws heavily on work by Hutchinson
andWaters(1987) and Brindley (1989). The essentia elementsof themodel areasfollows:

1. Learning Situation Analysis
What do the learners want to learn? How can they best be helped to learn?
How dothey liketo learn? How havethey learned traditionally? (Might there
be a conflict with the course’ s way of teaching the course content?)
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2. Target Situation Analysis
What communicative events will the learners need to negotiate in order
to achieve their objectivesin the target situation they are going to be
living, studying and working in? What are those objectives?

3. Present Situation Analysis
What are the learners’ present target language communicative abilities
with respect to the events described in the Target Situation Analysis?

4. Lacks(2-3)
What is the gap between the communicative ability that the learners
will need and their present level ?

5. Communicative FeaturesAnalysis
What are the types of language that the learners need to learn at the
linguistic, discourse and genre levels? What other communicative
features do they need to be competent in? (e.g., paralinguistic,
pragmatic, cultural)

6. MeansAnalysis
What are the features of the learning and teaching environment that
might affect the progress of the learners?

Conducting the Needs Analysis

A sensible place to begin a needs analysis would seem to be with a
Target Situation Analysis (TSA) as this would reveal the communicative
requirements of the situation in which the learners would have to function.
Then one would conduct a Present Situation Analysis (PSA) to discover
what the learners already know, and then subtract what is known from what
isrequired to leave the language and other communicative features that the
learners need to learn. While this is a seemingly sensible approach it
unfortunately fails to take account of the learners’ preferences. Dudley-
Evans and St John (1998) highlight the importance of distinguishing between
overall needs and course needs with the former referring to all of the needs
relevant to the target situation (TS) and the latter determined by what the
learners want to get fromthe course. Thisis auseful distinction because if
the learners are not interested in studying the course content, no matter
how useful the instructor may think it to be, it is questionable whether
much will belearned and almost certain that the learners will leave the course
dissatisfied. Hence, it was decided to begin with an analysis of what the
learners hoped to gain from the course.
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Learning Situation Analysis

Doing the Learning Situation Analysis (LSA) first was advantageous as the
writer had been planning, based on what he knew of the learners plans from an
informal discussion, to include reading and writing skillswork in the course. It was
assumed that asthe learnersintended to do this sort of work inthe U.S. that it would
be of benefit to them to engageinthissort of practice. However, astructured interview
was held with each of thelearners (Appendix A) and it reveal ed that they were not at
all interested in improving their reading and writing skills, but rather their
conversational English ability. Further questioning showed that as the learners had
considerable experiencein reading and writing English, they believed, unequivocally,
further work on these skillsto be unwarranted.

In addition to information about the learners' reasons for taking the course,
the LSA supplied guidance regarding the learners preferred modes of learning
English, their perceived weak areas, and their preferences for error correction
(Appendix B). Of particular value wasthe knowledge that these learnersbelieved the
following to be effectiveinlearning English:

1. practicing English with other students;
2. studying from atextbook;
3. playing language games.

TheLSA also revealed that thelearnerswere not especially fond of pair work,
but enjoyed small group activities. This knowledge suggested that it would be
beneficial to base the course on atextbook that contained ample amounts of small
group activities and language learning games.

Target Situation Analysis

Having thus limited the course needs to those related to conversation in the
TS, the next step wasto try to decide which communicative conversational eventsto
focusthe courseon. It was decided to seek the advice of those who might reasonably
be expected to know something about the TS needs; that is, individualssimilar to the
learners taking the course who had relatively recent experience of the TS. The
justification for thisapproach wasthat if individual s could be found who were similar
to the learners in background and language ability, and who had recently had the
experience of trying to achieve similar communicative goalsin the TS, their input
ought to be a good indication of what the learners needed to know. To access this
information arating formwas prepared (A ppendix C) which listed anumber of possible
communicative events that might be of importance in the TS and which asked the
respondent to rate them in importance according to a 5-part scale. The rating form
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also asked respondents to add other communicative events not listed on the form
that they had found to beimportant to successfully functioninginthe TS. Therating
form was then sent to 8 individuals with backgrounds similar to those of the course
learners who had spent time in the U.S. for scholarly purposes. (A larger sample
would have been preferred, but it represents the greatest number of qualified
respondentsthat could be found in the limited time available for the TSA beforethe
beginning of the course.) The results of the rating form reveal ed the importance of
the following communicative events (which are ranked by importance). They are
divided into events initially included in the rating form (see Appendix D for mean
ranking scores) and events which the respondents added to those listed in the form.

Communicative Events Included in the Rating Form

Rank of Importance

(1-7 = important, 8-11 = somewhat important, 12-13 = not very important)
(Events beginning with the same number (e.g., 2.1, 2.2) have the sameimportance
rank.)

1 Talking to bank employees

2 Talking to people about accommodations (e.g., landlords), possibly
university-related, including problems

2.1 Having casual conversations with colleagues

3 Talking to insurance company employees

3.1 Talkingto government officials about immigration matters

32 Meeting new people for business or academic reasons

4.  Attheairport (e.g., customs, immigration, claiming baggage, etc.)

5. Talking to school officials and teachers about one’s children’s
education

51 Getting adriver’slicense

6. Talking to the police

6.1 Having casual conversations with friends other than colleagues

6.2 Meeting new people for social reasons (e.g., neighbors, parties —
including etiquette)

7. Eating out at restaurants, etc. (including etiquette)

8 Talking to doctors (e.g., terminology for describing symptoms)

8.1 Talking to dentists

82 Using taxis, buses, the subway and other forms of transportation

9. Preparing for and taking trips

9.1 Takingtolawyers

10.  Shopping at supermarkets, small local markets and convenience stores
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11. Shopping at department stores
12.  Goingto other entertainment facilities (e.g., zoo, etc.)
13. Goingto movies

Other Communicative Events Reported by the Respondents

Ranked by Number of Times Reported

(la=2times, 2a=1time)
(Events beginning with the same number (e.g., 2.1a, 2.2a) havethe sameimportance
rank.)

la  Taking to service people (e.g., mechanics, getting telephone and/or TV
cableservice)

1la Usingthetelephone (e.g., making reservationsfor hotel roomsand tickets
over the phone, using a phone card, reporting emergencies using “911")

12a Buying aused car

2a  Tdkinginsemi-formal/formal situations(e.g., PTA meeting, discussion after
an academic presentation)

21a Getting asocial security number

With this information the course developer has arationale for choosing the
eventstoincludeinthe course. It seemslikely that the events deemed most important
would form part of the course. A question arises, though, as to how to value the
additional events that were reported. On the one hand, the fact that a respondent
took thetroubleto include them indicatesthat they were of considerableimportance
to that respondent, but on the other hand, it’ simpossible to know whether the other
respondents would also similarly value them unless, of course, the events were
reported by more than one person. If every respondent added the same event, it
would mark it as being of considerable importance, however, if only one or two
respondents added the same event (asin this study) it would leave open the question
of theimportance of the event to the other respondents. As aresult, while frequency
of reporting was used as a means of measuring the importance of the events, it was
done so with a lesser degree of confidence than with the events that were initially
includedintherating form.

Another way to address thisissue would be to create afollow-up rating form
containing the additional events and ask the respondents to rate them. Yet another
course of action might be to consider whether the most frequently mentioned events
could be taught as a part of one of the eventsthat the devel oper is more confident of
the need to teach. For example, Event 1.amight be combined with Event 2.1 to cover
getting housing and services (telephone, cable, an Internet service provider), and
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dealing with housing problems. In thisway, the additional events could beincluded,
but the lower level of confidence of the need to teach the events might lead the
course devel oper to spend lesstime on them than would be the caseiif the confidence
level werehigher.

Present Situation Analysis

Learner Data

Number: 5

Gender: mde

Age 35-%4

Academic background: physics(1), Korean history (1), Japaneseliterature
(2), tourism management (1)

Thenext part of the needs analysis consisted of the Present Situation Analysis
(PSA) inwhichthelearners' present level of conversational English was ascertained.
In this particular group, each learner was interviewed by the instructor individually
asthegroupwassmall (5learners). Inlarger groupsalesstime-consuming assessment
instrument would most likely have to be employed (perhaps pair or small group role
playswhich featured the communicative events above). Theinterview was conducted
in English about one month before the start of the course, and lasted for about 30
minutes. It began with small talk to attempt to put the interviewee at ease, and then
covered anumber of the communicative events drawn from the TSA.

Onechallengeidentified by the PSA wasthedifferencein conversationa English
levelsof thelearnerswith 3 of them at the mid-elementary level and theremaining two
at the low-intermediate level. Asaresult, thelevel of the course was set at the high-
elementary level onthegroundsthat it would be accessibleto thelower-level students
while not being so low as to be useless to the higher-level learners. Also, the more
advanced learners could be given additional activitiesor havethe goalsof theregular
course activities set higher than those of the less proficient students.

Aswell as determining the learners’ general level of proficiency, it was also
necessary to check whether they had additional expertise in areas related to the
above communicative events. If, for example, thelearnerswere found to have, because
of their academic background, knowledge of medical or legal termsbeyond thelevel
normally associated with learners of their proficiency, it would make it unnecessary
toinclude these in the course. I nterviewing the learners during the PSA revealed no
particular areas of strength related to the target communicative events.
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Lacks

Having specified certain valuable communicative events of the TS, and having
determined somewhat the learners’ present |anguage ability, one can to some extent
identify the learners’ lacks by detailing the differences between what they need
(and want) to know and what they currently know. It should be said that this process
is far from being an exact science. It is very difficult to truly determine just what
learners do and do not know (especially if one only has a short time). What the
course designer can do is make educated guesses based on the TSA and PSA asto
what to includein the course. For example, in the course being described here, it was
decided that the learnerswould benefit fromwork on all of the communicative events
that were described as either important or somewhat important (Events 1-11, see
Appendix E). That is, given their current proficiency levels, thelearnerswerejudged
to be less than communicatively competent in all of the events.

Part of thisjudgment procedureis attempting to determine to what extent and
inwhat way(s) thelearners are not communicatively competent. The course designer
must try to distinguish the features of the communicative eventsthat the learnersare
likely to be familiar with versus those that are unknown or in need of development.
For example, inthiscourseit was shown that learnerswould likely benefit from being
able to talk to landlords about housing problems. To do this they would need to
know vocabulary related to housing, discourse patterns used to make complaints
and socio-cultural information concerned with thisevent at the very least. Using the
information from the PSA that the optimum proficiency level for the course should be
high elementary, the designer would try to decide what vocabulary to include.
“house’ would likely be deemed to have been learned aready while ‘ blocked kitchen
sink’ might be considered more appropriate for learning. With regard to discourse
patterns, it would be helpful to know whether the series of moves involved in
complaininginthelearners’ L1 aresimilar or different fromthatintheL 2. If similar,
less attention would need to be paid to teaching it. Similarly, if the socio-cultural
dynamics of the L1 and L2 are aike, less emphasis would be needed in this area.
However, if inthe L 1 culture complaining were only done at the end of the day so as
not to ruin the “harmony” of the person’ sday, but not sointheL 2, thismight create
difficulties. Imagine asituation wherethelearner feels s’he ought to wait until latein
the day to complain, but the landlord is never available at that time.

Having made some informed decisions about which of the communicative
events revealed by the TSA the learners need to learn, and the extent and nature of
their lack of communicative competence, the next step is to analyze the eventsin
detail to discover precisely what needs to be included in the course.
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Communicative Features Analysis

This part of the needs analysis seeks to provide the course developer with a
more specific description of what ought to be learned in order for the learners to
succeed at the communi cative events chosen for the course. In thisstudy, theanalysis
was divided into two parts, elements related to language (Language Analysis) and
those not specifically linguistic, but nevertheless vital to overall communication
(Other Communicative Features).

Language Analysis

Language analysis seeks to describe the language to be learned in a way
which makesit easier to learn. There are many waysto analyze language, and itisup
to the course designer to decide which type best suits the needs of his/her |earners.
Thischoicewill depend alot onthe proficiency of thelearners (Lower-level speakers
might benefit more from an analysis that focused on various types of formulaic
utterances than advanced speakers) and the learners’ particular language needs (an
analysisof thefeaturesof formal speecheswould be of more useto learners preparing
for public speaking than learnersinterested in informal conversation).

In order to describe the communicative events relevant to this course, it is
important to consider the vocabulary and grammar of the events. In addition, at a
more holistic level, discourse and genre patterns can be added to the description as
well asmore general categorieslikethose described in Brown and Yule (1995).

Brown and Yule, with regard to spoken language, distinguish between two
types: interactional and transactional. Interactional language is used primarily to
make and maintain social relationships while transactional language is used to give
or get specific information. An example of interactional language would bethelight
banter of conversation at a party, whereas transactional language would be that of
an exchangein astore between acustomer seeking information about clothing and a
salesperson answering. With these two categoriesin mind, the abovetarget situation
communicative events would be divided up as shownin Table 1.

Table 1
Transactional and Interactional Communicative Events

Transactional Interactional

11,21,31,32,33,41,51,52,6.1, 7.1, 22,6.2,6.3
8.1,8.2,83,9.1,92,10.1, 11.1, 12.1,
13.1, 1.1a, 1.2a, 1.3a, 2.1a, 2.2a
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Further distinctions can be made between (1) aformal and informal style or
register, and (2) talking to a stranger or to someone oneison friendly termswith.

Table 2
Four Determinants of Conversational Style:
Known or Unknown Person/Formal or Informal Context

Formal Informal
Stranger A C
Friend, Acquaintance B D

For example, Conversation A, in Table 2, might be a conversation between a
student and a university president who had not been met previously. B might be a
conversation between colleagues sitting around a table waiting for a university
departmental meeting to begin, C between strangers at a party for college students,
and D between good friends over dinner.

Another level of language analysis might involve the specification of genres.
Genres are frequently occurring language formats. These formats consist of a
commonly occurring pattern of movesor steps (in aconversation, for example), and
are governed by a communicative purpose. Swales (1997) distinguishes between
genres with a clear communicative purpose like a letter of condolence and a pre-
genre(e.g., any letter).

While the communicative purpose is not as clearly defined for interactional
conversations as for transactional ones, the following genre-like pattern (or pre-
genre) isrelevant to interactional and sometransactional conversations (see Richards
(1998) for referenceto parts 1, 2 and 4 of thispattern [3isimplied]):

1. Greeting,

2. Opening remark,

3. Body (topicintroduction & development),
4. Closingremark.

Thisgenre-like pattern usefully allows usto distinguish between conversations
of theA and D typesabove. ConversationA, for example, would have amoreformal
Greeting (e.g., Good afternoon.), Opening remark (e.g., It’ s nice to meet you.), and
Closingremark (e.g., It wasniceto meet you.). Conversation D would be more casual
using language like ‘Hey.’, ‘How’s it going? and ‘ See you later.’
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In addition, thisdescription of genre-like patterns (in termsAustin (1962) and
Searle (1969) called speech acts (e.g., Greeting, Parting) allows us the added
pedagogical benefit of introducing relevant adjacency pairs to our learners. For
instance, Speaker A says, ‘Niceto meet you.” and Speaker B replies, ‘Nice to meet
you, too.’

Aswedll astheformality/informality-stranger/non-stranger dimensionsrelevance
to language, they are also useful for clarifying appropriate topics for the Body. That
is, whilediscussions of sensitivetopicslikereligion and financial concernswould be
suitable for conversations of the D-type but not the A-type, less sensitive topicslike
the news or weather would be appropriate for A-type conversations but less so for
those of the D-type.

At the last level of thislanguage analysis scheme, vocabulary and grammar,
the specification of appropriate topics for different types of conversations would
allow the teacher to introduce vocabulary relevant to a given topic (e.g., sports-
related vocabulary), appropriate functions and grammar. Lexical chunks might be
taught for introducing a topic when having a conversation with a stranger (e.g.,
Couldyoutell mewhat youthink about _ ?), and grammar could beintroduced to
support the accurate construction of the entire sentence (e.g., Could you tell me
what you think about + noun phrase).

As was mentioned above, one important difference between interactional
conversations and transactional ones is that the latter tend to have more strictly
defined communicative purposes which lead to more rigidly structured patterns of
discourse. That is, aconversation in which the purposeisto report an emergency by
caling911ismorelikely to exhibit regularitiesthan averbal social interaction intended
to further interpersonal relations. Whileit may not be possibleto completely identify
the structure of agiven transactional conversation, there often are certain regularities
that would constitute part of agenrethat can be profitably included in asyllabus. As
an example of the process of determining theseregularities, let ustake acommunicative
event that was reveaed to be quite important by the needs analysis: talking to
landlords about housing problems.

Genre (partial)

1. Complaint
2. Apology
3. Justification

This series of speech actsfor complaining, which was described by Coulthard
(1996), providesthe course designer with auseful patternto draw learners attention
to when teaching the above communicative event.
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At the level of the individual speech act, certain commonly occurring lexis,
vocabulary and grammatical structures can be highlighted. For example, when making
acomplaint about a housing problem, the learner would need vocabulary related to
the house (e.g., light, furnace, water heater and so on), lexical chunksto perform the
complaining function (e.g., I'm having some trouble with ., My __isn't/
aren’t working.) and grammatical support (e.g., My + noun phrase + isn’t/aren’t
working.)

Other Communicative Features

Thus far our investigation of the TS communicative events has focused on
language that thelearnersrequireto meet their needs. However, it isalso essential to
consider the other aspects of the communicative eventsthat have been identified for
their effect on successful communication. Of especial importance are paralinguistic
behavior and the process of carrying out relevant communicative events.
Paralinguistic concernsinclude proxemics (e.g., distance between interlocutors), body
language (e.g., head movement to indicate agreement or interest) and physical
communication customs like eye contact and handshaking.

Aswell astheselanguage-related concerns, itishelpful to familiarizelearners
with the procedure(s) that certain communicative events entail. For example, one
respondent to the needs analysis reported that the difficulties she had in getting
telephone servicein the U.S. stemmed not from language problems per se, but rather
from difficulties understanding the concepts related to getting the service. That is,
she understood the words and sentences which were spoken but she couldn’t
relate them to the concepts involved in getting the telephone service as her L1
country’s process of acquiring phone service was quite different from that of the
target country. Another respondent wrote of the need for cultural information related
to expected and unacceptable behavior when attending parties and eating at
restaurants.

Shank and Abelson (1977) use the word “script” to describe the series of
steps that inform a well-known activity in a given culture, and Cook (2001, p. 91)
writesthat when there are differences between the L2 learners' L1-based scriptsand
thoseof theL2 TS“the L2 learnerswill beat aloss.” Cook (ibid) goesonto notethe
importance of the background information supplied by scripts with regard to
conversation.

Thereisan expected framework of information necessary to the task of
booking aticket. The customer has to supply bits of information to fit
thisframework. Both participants are combining background knowledge
of what goes on in atravel agent’ s with the specific goal of booking a
ticket.
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Itisimportant, then, to consider not only the linguistic needs of one’ slearners,
but also the paralinguistic and the cultural.

Means Analysis

Thefinal part of the needsanalysisto be considered hereisthe MeansAnalysis.
This analysis considers the environment in which the course will be held. It is
concerned with practical matters like the availability of technology, classroom
conditions, class times and duration in relation to learners’ needs, the availability
and quality of the teaching staff, textbook costs (if there is one) in relation to the
learners incomelevel, and so forth. For example, in this coursethe cost of atextbook
would not be a concern as the learners were reasonably well-off; for other students
the situation might be quite different.

Conclusion

The needs analysis process delineated in this paper set out to provide
information about what to teach aparticular type of ESP learner that isnot prominent
intheliterature. Whilethe results described in this paper are directly applicable only
to learners with wants, needs and backgrounds similar to those of the learners
described in this paper, it is hoped that the content selection process described in
the study will be of help to other teachers who find themselves confronted with the
task of choosing appropriate course content for other similarly little-researched
groups of learners.
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Appendix A

Interview Questions

1. Why are you taking the course?

2. What situations do you think you will use English in?

3. Who are you going to talk to?

4. What do you think will be the most difficult situations with respect to using
English?

5. What do you want to be able to do in English when this course is finished?
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Appendix B

Please Tell Me a Little About Yourself*

Please rank the following answers in order of importance. For example,
most important = 1, second most important = 2, third most important = 3, and so on.

Why do you want to learn English? From1to 8
To talk in formal situations (e.g., to a doctor, employer, government official)
To understand the radio or television

To talk informally with native speakers (e.g., a friend, future neighbor, etc.)
To read newspapers

To understand foreign cultures (e.g., American, Canadian, British, etc.)
To do further study in a foreign country

To travel more easily in foreign countries

To write letters and essays

T

What learning activities do you like best? From1to 8
Memorizing grammar rules

Practicing English with other students

Practicing pronunciation by repeating what the teacher says

Learning new words by looking them up in a dictionary

Studying a textbook

Playing language games

Doing role plays

Listening to the teacher lecture and writing the information in your notebook

T

Ihave a problem with English because... From1to 4
| can’t understand native speakers.
| can’t say what | want to say.

| can’t read very well.

| can't write very well.

i

When you make a speaking error, how do you want to be corrected? From 1to 4
Immediately, in front of the whole class.

Later, at the end of the speaking activity, in front of everyone.
Later, in private.

| don’t want to be corrected.

i

In class, how do you like to learn? From1lto 4
Individually.

In pairs.

In small groups.

In one large group (the whole class together)

i

*adapted from Nunan, D. (1994)

122 Needs Analysis and ESP Course Content Selection



The Korea TESOL Journal Vol. 5, No. 1 Fall/Winter 2002
Appendix C

Living and Communicating in the US

Please rate the following communicative activities according to their
level of importance. Usethefollowing scale: 1=very important, 2=impor-
tant, 3=somewhat important, 4=not very important, 5=not important.
Thank you!

Put an X in the appropriate box 1y 2| 3] 4|5

At the airport (customs, immigration, getting your baggage, etc.)

Using taxis, buses, the subway and other forms of transportation

Eating out (restaurants, cafeterias, street vendors, etc.)

Shopping at supermarkets and small local markets

Shopping at department stores

Shopping at convenience stores
Talking to doctors

Talking to dentists

Talking to lawyers

Talking to other professionals (Which ones? )
Meeting new people for business or academic reasons

Meeting new people for social reasons (neighbors, parties)

Having casual conversations with friends

Having casual conversations with colleagues or business associates

Talking to government officials (police)

Talking to government officials (immigration)

Talking to government officials (getting a driver's license)
Talking to people about your accommodations (e.g., phone, cable service

Talking to bank employees

Talking to insurance company employees

Talking to school officials or teachers (e.g., at your children's school)

Preparing for and taking trips
Going to movies
Going to other entertainment facilities (zoo, other )

PLEASE ADD OTHER RELEVANT COMMUNICATIVE ACTIVITIES ON THE BACK
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Appendix D

Living and Communicating in the U.S.

Mean Scores of Respondents to the Communicative Events Initially
Included in the Rating Form

Please rate the following communicative activities according to their level of
importance. Usethefollowing scale: 1 = very important, 2 = important, 3 = somewhat
important, 4 = not very important, 5 = not important. Thank youl!

Mean
Scores  Rank
At the airport (customs, immigration, claiming your baggage, etc.) 2.0 4
Using taxis, buses, the subway and other forms of transportation 2.5 8
Eating out (restaurants, cafeterias, street vendors, etc.) 2.4 7
Shopping at supermarkets and small local markets 3.1 10
Shopping at department stores 3.4 11
Shopping at convenience stores 3.1 10
Talking to doctors 2.5 8
Talking to dentists 2.5 8
Talking to lawyers 2.6 9
Talking to other professionals (Which ones? ) Not scored
Meeting new people for business or academic reasons 1.8 3
Meeting new people for social reasons (neighbors, parties) 2.3 6
Having casual conversations with friends 1.6 2
Having casual conversations with colleagues or business associates 2.3 6
Talking to government officials (police) 2.3 6
Talking to government officials (immigration) 1.8 3
Talking to government officials (getting a driver’s license) 2.1 5
Talking to people about your accommodations (e.g., phone, cable service) 1.6 2
Talking to bank employees 15 1
Talking to insurance company employees 1.8 3
Talking to school officials or teachers (e.g., at your children’s school) 2.1 5
Preparing for and taking trips 2.6 9
Going to movies 3.9 13
Going to other entertainment facilities (zoo, other ) 3.6 12
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Appendix E

Course Outline Developed from the Needs Analysis

Unit 1 Arriving in the States

Class 1 -Topic 1 Introduction of the course, teacher and students

Class 2 - Topic 2 Arriving at the airport (customs, immigration, baggage concerns)
Class 3 - Topic 3  Using taxis, buses, subway, etc./Eating out

Class 4 - Review 1

Unit 2 Getting Set Up

Class 5 -Topic1 Meeting new people at the university for academic-related purposes

Class 6 - Topic 2 Having semi-formal conversations related to accommodations
(phone, cable service)

Class 7 - Topic 3  Talking to bank employees about accounts and insurance company
personnel

Class 8 - Topic4 Talking to school officials about one’s children’s education

Class 9 - Review 2

Unit 3 Settling In

Class 10 - Topic 1 Meeting new people for social reasons (neighbors, etc.)

Class 11 - Topic 2 Having casual conversations with one’s colleagues- Part 1

Class 12 - Topic 3 Having casual conversations with one’s colleagues- Part 2

Class 13 - Topic 4 Talking to government officials (immigration, social security humber,
driver’s license)

Class 14 - Topic 5 Buying a used car and getting insurance

Class 15 - Review 3

Unit 4 Dealing with Problems

Class 16 - Topic 1 Talking to people about your problems-Part 1(housing)

Class 17 - Topic 2 Talking to people about your problems-Part 2 (police, lawyers)
Class 18 - Topic 3 Talking to doctors, dentists

Class 19 - Topic 4 Reporting emergencies using 911

Class 20 - Review 4

Unit5 Enjoying American Life

Class 21 - Topic 1 Going shopping
Class 22 - Topic 2 Making reservations on the phone

Class 23 - Topic 3 Preparing for and taking trips
Class 24 - Review 5
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Institutionalizing Innovation: Better
Addressing the ESL Needs of Graduate
Students and University Staff

Bill Templer
Lao-American College

Abstract

L2 graduate students and teaching staff need more efficient strat-
egies to empower them as proficient communicators within their
discipline’s English-dominated “global communities of discourse
and practice. “ Yet at most universities here in the region, EAP/ESP
remains something of a graduate school Cinderella. The paper
explores three areas in particular: (1) evolving international para-
digms in language revision services on a structured, institutional
basis, providing advanced students and university personnel with
low-cost access to high-quality editing and vetting of their own
academic English writing; (2) exemplary developments in writing
centers and online writing labs, coupled with programs for Writing
in the Disciplines as an innovatory focus; (3) the imperatives of a
better calibrated innovatory battery of learning modalities for ESP
geared to the specific needs of university staff and their post-
graduate students across a diverse range of spoken and written
genres. Some thoughts on the temporal economy of postgraduate
EFL and suggestions for applied textographic research on EAP in
postgraduate and postdoctoral contexts are also explored.

Introduction

In an age of globalizing science, the Web and the headlong rise of English to
near total hegemony as akind of linguistic “ Tyrannosaurus Rex” (Swales, 1997) in
most fields, NNSE (non-native speaker of English) graduate students and teaching
staff in universities acrossthe planet need more efficient strategiesto empower them
as proficient communicators within their disciplines English-dominated “global
communitiesof discourseand practice” (Swales, 1998, pp. 197-201). Thisisvita to
the internationalization of universities, their staff, curricula and research and the
building of world-classand regional Centers of Excellence.!
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Pragmatism, in Korea and elsewhere, would seem to suggest more and more
English for Academic Purposes and English for Specific Purposes (ESP) at ever
higher levelsof instruction and inquiry, including more*“ content courses,” especially
at the graduate level, taught in English and new attention to devel opmentsin content-
based ESL instruction (Kasper, 2000a).

A Graduate School Cinderella

Yet at most universities here in the region, and at many elsewhere in
international academe, EAP/ESP remains something of agraduate school Cinderella.2
Throughout NNSE academe, graduate students and staff members may have not
attended formal language classes for many years. Aside from certain notable
exceptions, faculty in the disciplines and their postgraduate students often lack
advanced ESL training tailored to their changing oral and written research needs,
while in-house vetting services for upgrading professional written English texts
remain ararity. Koreaisno exception: among the 47 respondentsto Gulliver’ ssurvey
of EFL teachers, only two were employed in Korean graduate school s (2000, p. 62).
This paper pointsto some fruitful paradigmsfor possible appropriationin East Asian
academe and elsewhere.

The New Imperatives of BK 21

Inthe context of globalization asan emerging priority in Korean higher education
and the aims of the ambitious “Brain Korea 21" (Du-Nwae Han-guk 21) program
launched by the Ministry of Educationin 1999, Gulliver (2000, 2001) has stressed the
pressing need for anew array of culturally appropriate English for Academic Purposes
(EAP) coursesin Korean universities. Based on an empirical survey of EAPin higher
education, he notesastriking shortage of relevant courses at most K orean universities
(Gulliver, 2000, pp. 50-55). Among the BK 21 objectives, universities seeking financing
through the program are expected inter alia to encourage publication of articlesin
international academic journals (primarily in English), publication of PhD theses,
lectures conducted in a foreign language, increased international collaboration,
graduate school students' long term overseas training, participation of professors
from abroad in thesisexamination, credit exchange programswith foreign universities,
and globalization of academicjournalsinagivenfield (Gulliver, 2000, p. 15). Indeed,
Seoul National University, Korea' s most prestigious public university, even aspires
to alevel where“eventually, all courseswill betaught in English,” in part to attract
foreign students (ibid., p. 16) and reduce Korean students’ desires to study abroad.
How can such aims be better furthered? What innovations can be adapted and
encouraged to spur similar developmentsin higher education elsewhereintheregion?
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Blueprinting an Innovation Agenda

In generating an “innovation agenda,”® three areasin particular deserve more
intensive focus and development: first, language revision services (LRS) should be
set up on a structured, institutional basis, providing advanced students and NNSE
university personnel with low-cost access to high-quality editing/rewriting mini-
centers, preferably staffed by native speakers, either face-to-face or online. Second,
TESOL should import new ideas and structures from two evolving initiatives in
hands-on academic rhetoric: writing centers & onlinewriting labs (OWLs), coupled
with facilitative centersor programsfor WAC/WID (Writing acrossthe Curriculum,
Writing in the Disciplines). Third, existing ELT centers and English departments
should build a better calibrated battery of courses, tutorials and other learning
modalitiescreatively geared to the specific present and projected needs of university
staff and their postgraduate students across a diverse range of spoken and written
genres, encompassing both formal and informal registers.* More secondarily, we
need to better assess the temporal economy of postgraduate EFL, responding to its
specific pressures and constraints. Finaly, it is imperative to expand the base of
research focused on the empirical ecology of EAP/ESPamong L2 userswith specific
focus on graduate and post-doctoral contexts and communities of practice.

The Imperatives of Revision and Vetting: Evolving
Paradigms

Inahighly competitive research world of refereed publications, commonly in
English, studentsand researchers need an in-house university vetting facility staffed
by qualified editors with native-language competence. At most institutions, that is
still handled on an informal, catch-as-catch-can basis.®

Among evolving paradigmsin Western Europe, the ol dest and best-established
FL vetting unit in European academeisthe Language Revision Service (since 1983)
within the Language Center at the University of Helsinki. The LRS offersuniversity
employees, departments and administrative unitsin-depth revision of textswrittenin
aforeign language at subsidized rates (currently at 5 Euros per page; prior to 2001,
such services were offered cost-free to most university employees) to staff and
advanced degree candidates; atandem Language Services Unit providesrevision at
market rates to outside clientele. The Language Revision Service assesses work
acrossabroad written spectrum, including dissertations, theses, scientific and popular
articles, abstracts, oral presentations, conference programs, examination questions,
teaching materials, cover lettersand | etters of recommendation, résumés, departmental
WWW pages, brochures, etc. Revisers, most engaged on a part-time basis, are native
speakersof thelanguage concerned, and al of them havetheir own fields of specialty.
AsFullenwider (1993, p. 17) noted nearly adecade ago, “the Revision Service of the
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Language Centrewill play anincreasingly important role among the research support
servicesof the University of Helsinki.” Experienceat UH hasbornethisout. Svensson
(1998, p. 5) observesthat “there is agrowing demand for this service, and ideas for
expansion have been put forward.” The University of Munich has only recently
inaugurated a Fremdsprachenservice (accessible online) offering similar academic
editing and translation services to university staff at reasonable fees.

Herein Asia, the unit for Language and Educational Development (LED)® at
theAsian Institute of Technology in Bangkok, Thailand’ s premier English-medium
graduate technical university,” has pioneered a multifaceted Writing Services unit.
Part of its function is to address the specific vetting needs of graduate students and
NNSE staff, offering basic writing analysis, hard-copy and computer editing of
manuscripts, final proofreading and even composition servicesfor shorter documents.
It also provides writing assessments of dissertations in progress, with detailed
recommendations on what is needed to finalize the manuscript. A distinctive feature
of LED services is one-to-one consultation as a follow-up to analysis. Revision
services are financed in part by fees from certain categories of users, though it no
longer provides editing services for Master’s theses.2 Among the diverse EAP
writing services offered by the Language Teaching Center at the Central European
University (URL: www.ceu.hu/ltc/Itc) in Budapest are cost-free individual
consultations for students, faculty and administrative staff.® Such vetting services
need to network, exchanging ideas, even sharing staff online, both regionally and
globally.

Financing Editing Services: New Sources of University
Income

In terms of practical financing of such ventures, university personnel and
advanced students can be charged reduced rates for vetting & revision, as at the
University of Helsinki. Similar income-generating “bespoke” services can also be
provided at reasonable commercial rates to individuals, firms and institutions off-
campus.’®* Commercia editing services are proliferating on the Internet. Revision
mini-centers can appropriate variousideasfrom an onlinefirm like Agradeabove.com
or the state-of -the-art “language globalization” firm, SDL International, specializing
intechnical translation and “global multilingual content management,” though these
companies charge high feesfor quality work. Academic mini-centers can offer such
services in their communities at costs significantly undercutting those of upscale
onlinecommercial ventures. In building cyber outreach, the potential market ishuge.
With publicizing, such an LRS unit based in Europe or Asia could provide virtual
servicesto academic staff and graduate students anywherein cyberspace, at attractive
competitiverates, aswell asto interested firms and institutions amouse click away.
There is no reason why an LRS in Korea could not furnish services to interested
staff, students and others in Japan, China or elsewhere.
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A Thesis Vetting Requirement?

One option in graduate education for science & technology and other
“internationalized” disciplinesisto introduce an obligatory EL vetting and editing
requirement for student theses written in English: all M.A. and PhD theses can be
required to pass through an editing advice and review process by a competent EFL
professional, perhaps covered by aflat nominal fee. In Korea, thiswould clearly bein
linewith the desiderataof BK 21. That charge could in turn help finance such an on-
campus ESP editing unit. A system of waivers for deserving students or stipendsto
finance such editing costs can be devised. Thiswould help ensure“ quality control”
of the final research write-up. At the Asian Institute of Technology, doctoral
dissertation writing assessment is a top priority, its goal to “ensure that external
examiners' high standards for doctoral writing are met.”

New Angles in Staffing

Problemsin staffing can beresolved in part online: ase-learning and e-editing
spread, onemajor plusisthat ateam of vettersand writing tutors (at many universities
in the states, advanced students) can be contracted in part online, and even given e-
training specificto editing (Gillespie and L erner, 2000). On-campus EAPteacherscan
also beemployed part-timein acampusrevision service, and qualified writing center
directors constitute anew career profilewithin ESP(Healy, 1995).

Innovating New Writing Centers

To bolster itslong-term effectiveness, aLanguage Revision Services unit can
be operated intandem with awriting lab for staff and graduate student needs, online
and on-campus. Oneinfluential stateside paradigm isthe OnlineWriting Lab (OWL)
at Purdue University, alode of experience and ideas that can be tapped in creating
OWLsfor EFL abroad, say an adjunct experimental unit attached to an innovative
undertaking like the Foreign Language Education Center at Kyongju University or
the Language Center at KoreaAdvanced I nstitute for Science and Technol ogy. Most
work at Purdue’'s OWL isindividualized, writers meet one-to-one with an assigned
tutor (seetheir URL). Such one-on-onetutoring, and the careful mentoring of tutors,
isadistinctive feature of writing labs (Harris, 1988).

The International Writing Centers Association maintains the primary website
for writing labs (most now both “bricks and mortar” & “wired”), highlighting new
departures in rhetoric and offering advice on configuring electronic writing
environments (see http://iwca.syr.edu). There are now well over a thousand such
centers in North American higher education. The site features a “Writing Center
Startup Kit,” a* Virtual Writing Center Tour,” “Tutor Stories,” “E-Mail Discussion
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Groups,” links to many North American online writing labs & writing-across-the-
curriculum centersand to the Writing Center Journal, Writing Lab Newsl etter, Kairos,
the Journal of Advanced Composition and other relevant periodicals. The European
Association for the Teaching of Academic Writing (EATAW)* brings together some
200 writing specialists across European academe, including staff at writing centers
for academic German in Bochum, Erfurt and Bielefeld and the EFL Writing Center at
the American College of Thessaloniki. In West Asia, the innovative Bilwrite unit at
Bilkent University in Ankara, Turkey’s flagship English-medium university, has
pioneered fresh directionsin writing for undergrads. The Writing Centre at Sabanci
University near I stanbul, anew English-medium institution, offers extensive writing
services for both undergrads and graduate students, with workshops, mini-courses
and tutorials. It also provides editing consultation for theses.

Tapping Stateside Experience in L2 Writing Programs

North American writing programs and WAC centers are increasingly more
involvedinteaching L2 writers. In asignificant move, the CCCC Committee on Second
Language Writing in the United States has recently urged “writing teachers and
writing program administratorsto recognize the regular presence of second-language
writersinwriting classes’ in American higher education and to “ develop instructional
and administrative practices ... sensitive to their linguistic and cultural needs,”
pressing the profession to “encourage ... researchers of writing to include second-
language perspectives in developing theories, designing studies, analyzing data,
and discussing implications” (CCCC 2001). This broadened perspective among
rhetoric teachers stateside is also reflected in the Journal of Second Language
Witing, launched in New York in 1992.2* Theinsights of stateside L2 teachers can
open new vistas for the international field, as reflected in Smoke (1998), Silva &
Matsuda (2001) and Kasper (2000a).

WAC and WID Centers

A conjunct initiativein L1/L 2 academic rhetoric are specific centersfor Writing
across the Curriculum (WAC) and Writing in the Disciplines (WID).** Bilwrite has
recently launched a separate sub-unit for writing acrossthe curriculum. It ispossible
that intandem with Bilwrite, the WA C Center will movetoward targeting the needs of
graduate students and staff. The Writing Across the Curriculum Center at the
University of Wisconsin/Madison provides staff with online tips for “Integrating
Writing Into Your Course” and also organizes coursesfor teachersin the disciplines
on developing improved writing strategies in their own classes.’® Babbitt and
Mlynarczyk (2000) detail administrative perspectives on connecting with other
departments, including regular “ curriculum devel opment workshops” for associated
non-ESL faculty. Some such centers offer summer writing seminars for university
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faculty aswell. EAP bridging with graduate work in students’ major fields must be
better structured, a priority focus at AIT in Bangkok (now run directly out of the
university’s separate faculties) and the Central European University over the past
decade.

More concerted work in “pairing” between ESL and discipline courses,
including “interdisciplinary collaborations’ (Kasper 1998) would help to creatively
meet some of the evolving needsin Korea. An “EL Teaching Committee” could be
established for each faculty or graduate school to monitor EFL/EAP teaching and
editing within the graduate program, upgrading and expanding existing facilitiesand
course offerings. In Thailand, the ongoing self-assessment integral to programs at
AIT isagood working example, as reflected in the document on “ sel f-assessment”
at the AIT website.

Support for Thesis Writing — a Key Imperative

A tried and original model that could be creatively appropriated in East Asian
graduate school contexts is the Introduction to Academic Writing at the Language
Teaching Centre of the Central European University, aclassroom coursefollowed up
by regular thesis consultations (see their URL). The LED unit at Asian Institute of
Technology conducts an analogous regular classroom course Writing Up Research,
accessibleonline (URL : http://www.ait.ac.th/EL 21.htm). The course hassomeemphasis
on “Problem-Based Learning (PBL),” involving learnersin an “ active, collaborative,
student-centered learning process that develops problem-solving and self-
educational abilities.” The LED website offersfresh anglesonintegrating writing in
English as a Second Language in content courses, such as “Language Across the
AIT Curriculum: a Manifesto” (URL: http://www.languages.ait.ac.th/
langcom.htm#manifesto). The inventive English Centre at the University of Hong
Kong, with one of theregion’ srichest arrays of discipline-specific ESP coursesand
virtual adjunctsfor undergrads, offersa24-hour course Postgraduate ThesisWriting,
now obligatory for all MPhil and PhD students, and an elective follow-up course
Writing for Publication (J. Lewkowicz, personal communication, July 23, 2002; see
alsoAllison, Cooley, Lewkowicz, & Nunan, 1999 and Cooley & Lewkowicz, 19974,
1997b; Nunan, Lewkowicz, & Cooley, 1998).

Cyperspace in Academic Rhetoric

TheLED atAlT features an excellent detail ed guide on writing “ Argumentative
Essays,” asdoesthevirtual site of the English Centre at University of Hong Kong:
the “Writing Machine” for step-by-step online guidance in EAP essay production.
The Writing Center at Haverford College, though geared to undergraduate needs,
offerslinkspotentially useful to L2 writersinAsia, including the Harvard University
“Writing Tools.” The Language Teaching Centre at Central European University
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maintains amultifaceted Self-Access Pagefor graduate students and staff, including
template models for various text genres, tips on effective oral presentations and
three concordancers.’® And of course, auniversity webpage is a convenient site for
posting EAP course outlines, even sample units.'” The operative maxim: share what
you're doing. Language educators in Korea and the region can readily integrate
these cybersites into their own EAP programs, encouraging students to go down
more self-directed, individualized paths. Kasper (2000c) exploresthe possibilities of
incorporating the Internet into content-based ESL instruction at all levels.

In-House Materials Exchange: The Need for Networking

Both Hamp-Lyons (2001) and Dudley-Evans (2001) stressthat EAPand ESP
materials development is dominated by the creation of in-house materials: “most
materials... are prepared by individual teachersfor particular situations, and thereis
not ahuge amount of published ESP material” (Dudley-Evans, 2001, p. 135). Thatis
all the more the case in advanced EAP materials for graduate school and use with
practicing scientists. Exchange networks should be developed in Korea and East
Asia to encourage hard-copy and online sharing of locally developed materials.
Eastern Europe has pioneered a resourceful related paradigm: an international
European networking schemefor ESP teachers sponsored by the British Council has
held several “anti-conferences’ focused on info-exchange and intensive teacher
contact. Thereismuch useful state-of-the-art discussion at their conference websites,
and ahandy list of locally produced ESP materialsin Eastern Europe and Austriafor
subjects as diverse as English for Law and English for Electrical Engineering. The
1999 anti-conference in Slovenia published an online list of “Burning Issues’ in
ESP, aswell asan original “ESP Cookery Book” providing concrete guidelinesfor a
range of questionsin ESP materials preparation & use and ESP testing.®

Graduate EAP Outreach and Consultancy: Two Paradigms

TheAsian Institute of Technology hasalso pioneered “ Talkbase,” anintensive
course on English for Science and Technology that has been exported and adapted
as acomponent of the Swiss-AlT Management Development Program in Vietnam.
This is integral to regional outreach at AIT, an initiative worth appropriating
elsewhere. Since 1999, the Language Teaching Centre Outreach program at Central
European University has been conducting local seminars for academic writing in
Russia, Kazakhstan and Kyrgyzstan, predicated on the thesisthat the low academic
English level among researchersin many corners of Eastern Europe and the former
Soviet Union “if not combatted, will prevent the countries in the Region from
interacting fully in the world academic community, the lingua franca of which is
English.”*® Outreach could also be pioneered by new EAP initiatives in Korean
higher education, possibly within the armature of the Asian Pacific Education
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Exchange Promotion Plan, intended to improve educational co-operation between
Korea, Chinaand Japan. Itsmajor goalsincludeinternationalizing higher education,
enhancing universities global competitiveness, and increasing the number of
lectures conducted in English (Bak 2000, p. 38, cited in Gulliver, 2000, p. 11).

Moving Beyond Writing

Speaking Science: Presentation Skills and Other
Competencies

Myers (2000) discusses in depth how to develop field-specific materials for
EAPIearning that address students’ listening and speaking needs. The new English-
medium Asian University of Science and Technology in Chonburi, Thailand is
developing “tailored” courses stressing such skills as spoken presentations and
negotiating within their “Communication Skills for Business and Industry.”
Presentation skillsfor advanced students and scholars are an adjunct focus addressed
inapractical, user-friendly format by the online course in presentation skills at the
University of Hong Kong English Centre.® In Korea, the Center for Foreign Language
Studies at Hankuk University of Foreign Studies has considerable experience in
delivering Language for Specific Purposes geared to the specia L2 communicative
needs of government officialsand other groups.# As Svensson (1998, p. 4) observesin
Helsinki: “demand is growing for courses such as Professional Writing or Conference
English,” along with “French for Rectors, English for Directors.” Hlavsova (1998)
describesan experimenta short-coursefor researchersat the Czech Academy of Sciences
stressing enhanced learner autonomy and argumentation skills, utilizing buzz groups
and capped by asimulated “ mini-conference” that prioritizes oral competence.

Curricular and Extracurricular Innovation

Centerscan develop what Hamel (2000: 297-306) callsan “innovation portfolio,”
experimenting with amix of modalities, including more elaborated individualized,
learner-centered and collaborative approaches, and new applications of interactive
dialogue-journa writing in EAP work with postgraduates and staff.?? Potentially
exciting for EAPwork at undergrad and graduate level sare somefacets of the Fluency
First holistic approaches developed at City University of New York, where student
journasalso play akey role(Mlynarczyk, 1998b), a ong with heavy doses of extensive
reading (Day and Bramford, 1998). We need new ideas in EAP on how massive
reading (of literary and other genres) can be spliced into syllabi and graduate students’
study habits (“10 pages aday, 7 days aweek,” Mlynarczyk 1998b, p. 132). Maley
(2001) a'so callsfor more extensive reading, plus holistic approaches and hands-on
projects at lower levelsof EFL under “difficult circumstances’ inAsiaand Africa;
suggestions that can aso be productive right on up the instructional ladder.
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In proactive extracurricular space, EFL Writing Centerscan spark joint bridging
projects, such as a monthly departmental graduate student/staff Journal Club for
presenting research in progress, or an annual departmental research symposium in
English. Advanced students and staff could also be involved in producing a
Departmental Newsl etter, possibly online, containing book reviews and brief research
reports. Student writing contests can be encouraged (as among undergrads at Sabanci
University). The English Language Centreat City University of Hong Kong coordinates
a battery of English-focused “clubs and informal activities.” Intensive week-end and
two-week EAP refresher courses (see Hlavsova 1998) for graduate students and
interested scientific staff areanother option that language centersin theregion can explore.

Resource/Self-Access Facilities

Aslearning individualizes, self-access mini-centersfor Foreign Languagesfor
Academic Purposes (FLAP) are springing up across the globe. Prototypes abound.
InKorea, theAudio-Visua Education Center at Hankuk University of Foreign Studies
is abellwether uniquely equipped prototype. AIT maintains a Languages Resource
Center for postgraduates, the University of Helsinki Language Centreisexperimenting
with tutored self-study in “Autonomous Learning Modules.” The Language
Teaching Centreat Central European University isdeveloping aMultimediaLibrary.
In Europe, two of the best resource centers are the Mediatheque at Fribourg University
and the highly inventive Selbstlernzentrum at the Leipzig University of Applied
Sciences. In Southeast Asia, the self-access Language Resources Center at Al T, the
Multimedia L earning Centre at Hong Kong Baptist University and the Self-Access
Center attached to the English Language Centre at City University of Hong Kong are
topnotch facilities, as is the state-of-the-art Language Resources Center at the
University of Hong Kong. New centers in the region can network and synergize,
inter aliathrough the Asia-Pacific Distance and Multimedia Education Network of
the Association of Universities of Asiaand the Pacific (AUAP) (Srisa-An, 1998).

Discipline-Specific Services and Mini-Centers

The Graduate Faculty of Science at Prince of Songkla University in Hatyai,
Thailand has proposed an ESPteaching & editing mini-center to offer tail ored courses
and vetting for both its staff and advanced students. Kindred LSP mini-centers
directly attached to a specific postgraduate or professional school (as at law or
medical schools)?* or a related cluster of departments (such as the
Fachsprachenzentrum at the University of Munich) will likely multiply. A large graduate
school could develop severa such mini teaching and vetting units, discipline-specific,
but working in close federation. In the realm of North American writing centers, the
University of Washington operates discipline-specific English for Specific Academic
Purposes (ESAP) writing mini-centers for anthropology & geography, business,
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engineering, sociology, art history, philosophy and several other fields. The University
of Toronto has developed separate writing mini-centers for the health sciences,
philosophy and engineering, and a number of its associated colleges. This may
herald an expanding trend: writing centers attached to individual departments or
divisions. In Germany, a number of universities have Fachsprachenzentren (LSP
Centers) that teach courses specifically geared to various departmental specialties:
for example, The Technical Language Center at the Univ. of Leipzig offers seven
categories of ESAP (English for Specific Academic Purposes) courses, with four
subcategories in the humanities (including English for Journalists, English for
Theologians) and nine subcategories in English for natural sciences. Korean
universities should move toward more ESAP offerings, especially as an adjunct for
graduate students. Kwangoon University has pioneered courses geared to EAP for
students in the social and natural sciences and engineering, Sogang University has
developed acoursein English for Presenting Research and Seoul National University
teachesLegal English (Gulliver, 2000, p. 51) —thisisalaudable beginning.

Appropriating the Portfolio in Asian Graduate Education

In new departuresfor vocational-oriented language learning (VOLL), centers
in Korea can tap the experience and new findings of the ongoing Vocational Foreign
Language Portfolio project, targeting needs in banking and finance, local
administration and tourism, aspin-off of the Council of Europe' s European Language
Portfolio (ELP).® Indeed, the time has come to consider embarking on experimental
appropriation of the ELP (now available in many prototypes) and the Common
European Framework of Referencefor Languages(Council of Europe, 2001; Templer,
2002) in pilot projectsfor graduate students and staff at universitiesin Korea, Japan
and the region. Given their professional motivation, this group of L2 learners/users
represent afocal target group for introducing an appropriate Portfolio in Asia.

The Temporal Economy of Postgraduate EFL

We have to be pragmatic about the added time burden NNSE grad students
must struggle with to upgrade their English. Graduate school s at the receiving end of
“internationalization” should recognize this added burden formally, instituting
master’ sprogramswhereafull extrasemester and summer (maybe more) are devoted
exclusively tointensivewriting (or other skills) for the studentswho need it, akind of
graduate preparatory school, asin Pre-Mastersterm at Al T, entailing work with the
“Talkbase” and “Bridging” programs. This is the temporal cost of “globalized”
education and science.

A similar double time burden is also shouldered by NNSE teaching staff,
especialy when they are asked to preparelecturesin English or arewriting up research
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to advance professionally. Acknowledge this formally as well. Universities can
introduce an incentive system where personnel not only take FL courses or consult
with writing centersfree of charge, but are given paid “time of f” to upgradelanguage
skills as part of their contractual hourly load: education ministries in Asia should
devise new imaginative systems that credit staff hours spent in ESP short courses,
tutorials, self-instructional arrangementsand special EFL leavesto improvelanguage
skills. They can aso be given inducements for time and effort spent in “bridging”
between their disciplinesand the FLAP program, and can be encouraged to participate
in collaborative empirical action research onwriting in the disciplines, one of thefoci
of the June 2003 European Association for Teaching Academic Writing conference.

Research Foci and Desiderata

There has been groundbreaking research on the communicative strategies of
L2 writers of scientific articles (Sionis, 1995) and graduate theses (Bunton, 1999;
Dong, 1998). In two key papers, Paltridge (1997, 2002) examines L2 strategiesin
thesis writing, while Cadman (1997) raises important questions about contrasting
epistemol ogies and differing self-concepts among international research studentsin
Australia and how these impact on their approaches to writing athesis. Belcher &
Braine (1995) provide a wide-ranging collection on the research and pedgogy of
academic writing in asecond language, while Flowerdew’ svolume (1994) explores
the central skill of academic listening. Hamp-Lyons (2001) notes anew interest in
research on the EFL skillsof NNSE academics, especially in countries such asHong
Kong and Singapore, “and this group’s needs are beginning to be addressed
(Sengupta, Forey, and Hamp-Lyons, 1999). We can expect thismoreall-encompassing
view of EAP to develop much further before it is exhausted” (p. 130). In arelated
vein, Flowerdew (1999) provides an empirical survey of Hong Kong academicsand
their ESL writing practices. Lewkowicz & Cooley (1998) examinethe oral needs of
graduate students at the Univ. of Hong Kong, stressing that grad students often
lack presentation skills, not “micro-skills’ (pp. 111-112), alsolooked at by Lewkowicz
(1998). Again in Southeast Asia, McClure (2001) evaluates experience in teaching
EAP and research skills to international postgraduates at Nanyang Technological
University in Singapore. Swales' work has recurrently focused on problems of
graduate level EAP, as reflected in Swales and Feak (1994) and Swales, Barks,
Ostermann, and Simpson (2001). In afocus on the specific problems of graduate L 2
academic writers, Powers and Nelson (1995) present asurvey of ESL conferencing
services provided by writing centers at 75 graduate schoolsin the U.S. If Dudley-
Evans (2001) is accurate in suggesting that “ ESP teachers and researchers can have
an increased role as ‘genre doctors', advising disciplines and professions on the
effectiveness of their communication” (p. 135), then seminal work along the lines
explored by Swales (1990), Johns (1997, 2000) and Dudley-Evans (1994; Dudley-
Evans & Henderson, 1990; Dudley-Evans & St John, 1998) should spawn more
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extended genre-focused investigation in years to come. Moreover, there has been
little empirical research of any kind to date on the vetting needs of NNSE academics
and their graduate students across a range of discourse communities and ecologies
of practice.

Applied Textography: an Action Research Spin-off

Onelonger-term focusfor an EAP/ESPwriting lab cumrevision center islocally-
based inquiry in textography. Combining elements of discourse analysis and
ethnography, such textual “ethnography” probes patterns of “text life” and
“textways’ in specific disciplines in the institutional setting of the university, as
pioneered by Swales (1998) in his study of aplace discourse community (PDC) at the
University of Michigan. An“applied EFL textography” can examine how NNSE staff
and studentsinteract with EFL texts, the“genresthat orchestrate verbal life” (p. 20)
within everyday work and research contexts. Students can be engaged in collaborative
“soft” inquiry into their own NL and FL text practices (and interview staff members
on theirs), especialy in the “networked” environment. Dialogue journals can be
specificaly utilized by participantsin such real research to record and describe their
own text behavior, taking cues from the methodol ogy used in ESL classes by Norton
(1998). At AIT, for example, postgraduates drafted interview questions to probe
“how faculty members collect theinformation they need for their work and how they
communicate with colleagues, with particular attention to their use of information
technologiesand theroleof print versuselectronic resources’ (Baker & Clayton, 1999).

Over time, applied textography can feed into finer-grained profiling of actual
situations of use and user competence, “textual biographies of others in other
situations’ (Swales 1998, p. 196) — a kind of comparative empirical “ecology” of
English asan International Languagein given global and local research communities
of practice and their workplaces. Thiswas an adjunct focus explored at the June 2002
University of Hong Kong international conference “Knowledge & Discourse:
Speculating on Disciplinary Futures.”? While amplifying more traditional L SP needs
analysis,? such hard dataon communicative practicesin science and the professions
could also facilitate more accurate country-wide ESP profiling, vital for foreign
language language policy and planning. Action research in applied textography
should be placed on theregional TESOL agendafor the coming decade. It isdoable.

Conclusion

Though the dynamic ecology of academic and general English in much of East
Asian society and higher education differs markedly from the situation at many of
the paradigms mentioned, especially at English-medium universities, inventive
appropriate experimentation ininnovating for EAP/ESP in graduate educationinthe
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region will likely become a growing wave of the future under the impress of
Anglicization of communication among its scientific and other elites. Prudent
innovation to integrate creatively aflexible geometry of advanced EAP/ESAP options
should evolveinto atop priority in Korean graduate school s over the coming decade,
as they tap developments in content-based ESL instruction across the globe. To
seek new directionsis not to denigrate what exists, but to build on it.
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Endnotes

1 Asenvisioned in Japan for example in the programmatic document “Chiba
University in the 21st Century,” see Chiba Uni. webpage <http://www.chiba-
u.acjp>.

2 For arecent overview of research on ESP, see Swales (2000) and Dudley-Evans
(2001); Hamp-Lyons (2001) provides a concise survey of issuesin research on
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EAP. For Eastern Europe, especially Bulgaria, adiverse empirical collectionis
Trendafilova et a. (1998), centering primarily on undergraduate language for
specific purposes (L SP); in an Asia-Pacific context, see Khoo (1994). Theleading

EFL journal inthisburgeoning subfield is English for Specific Purposes (1980-),
published by Elsevier.

Stimulating for such an agendain EAP/ESP are economist Gary Hamel’ s* design
rulesfor innovation” (Hamel 2000, pp. 244-275).

For more information on Foreign Language for Academic Purposes (FLAP)
centers across Europe, see the European Federation of Language Centres in
Higher Education (CercleS, <http://www.cercles.org>). . It bringstogether some
250 language centers across Western and Central Europe, and iscommitted to an
agenda of innovation, cf. Bickerton & Gotti 1998. The Federation publishes
biannual conference papers and aregular Bulletin.

Schmidt (1999) providesadvicefor vettersin aK orean academic context, atopic
seldom broached in conference presentations or in the professional literature.

LED (since 2001) incorporatestheformer Center for Language and Educational
Technology (CLET).

Of course, at an English-medium graduate university in an EFL country such as
Thailand, the ecology of institutional EAP differs substantially, but innovation
there can spur initiatives el sewhere.

URL : <http://www.languages.ait.ac.th>.

LikeAlIT, the CEU isa so aselective English-medium graduate university, though
focusing on the humanities and social sciences and oriented esp. to students
from the former Eastern European socialist states.

On paid services provided by the Language Services Unit in the UHLC, see
Svennson (1998; 2001), and their URL..

See URL: <http://www.languages.ait.ac.th/new_services.htm>.

URL: <http://www.ku.dk/formidling/eataw>. The EATAW will hold an
international conference at CEU in Budapest in June 2003 focusing on tutors
and theteaching of academic writing. The program of their June 2001 conference
in Groningen, “ Teaching Academic Writing Across Europe” isavailable online.
Thewebsitefeatures a Second L anguage Writing Research Forum and abstracts
of all JSLW articles.

Kasper (2000b, pp. 15-17) provides an instructive overview and analytical
distinction between WAC and WID centers. Useful basic studies on Writing
CentersareGillespie& Lerner (2000), Harris(1982; 1986), Mullin & Wallace (1994),
Murphy & Law (1995), Raforth (2000); for general guidelines, see esp. Harris
(1988); on evolving OWLSs, seelnman & Sewell (2000). Of the many recent books
on ESL writing, see Ferris& Hedgcock (1998).

Also imaginative are the WAC Center at Richmond University, the Campus
Writing Program at Indiana University, the University of Missouri Writery (all
online), but thereare many first-rateinitiatives, even at decidedly “ unprestigious’
campuses across North America.
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On concordancers and corpus linguistics in language teaching in an East Asian
context, see Hung (2002) and Tan (2002).

In a Tailwan context, see the innovative webpage of the Dept. of Foreign
Languages at Chung Hua University, Hsinchu, the English Centre at the
University of Hong Kong or the highly origina course outlines for “content-
centered” First-Year English Composition in the School of English (BUSOL) at
Bilkent University.

The 6th conference (Bled, 1999) URL is <http://www.britishcouncil.org/english/
eltecs/esp99.htm>. The 7th (Lodz, Sept. 2000) can be accessed at <http://
www.anticonference.pdi.net> and 8th conference (St. Petersburg, Oct. 2001) is
accessible at <http://spelta.spb.ru/anti-conference>. These anti-confereences
areincludedinthe BC ELTECS (English Language Teachers Contact Scheme).

See LTC webpage, Outreach Program.

On presentation skills, see Comfort (1995) and Powell (1996).

Asaproto-global trailblazer in K orean academe, HUFS has been apioneer over
several decadesin training “ creative and independent global citizens’ (website
HUFS), especially for service in government and business, offering an
extraordinary array of Occidental and Oriental languages. Their expertisein English
for Occupational Purposes for professionalsin Koreais unique.

On journal writing in ESL more generally see Mlynarczyk (1998a). LED puts
special emphasis on energizing “collaborative self-directed learning.”

Describing hisexperiencein teacher training in Ghanain the 1960s, Maley notes:
“We were able to focus on the students as the main content area: their lives
outside schoal, their interests, their problems ... Economic deprivation does not
mean that the environment has nothing in it, or that the students are empty
shells. Once we began projects, awhole world of interest opened up.” Why not
new initiatives in collaborative project-based advanced EAP instruction for
graduate students?

Dokova(1998) reportsona TEMPUS JEP “ Languagesfor Specific Purposesin
Medical Universities.”

URL: <http://www.vflp.net >.

See conference program at the EC/HK U website.

Fresh angles in needs analysis, centered on corporate ESP but applicable to
EAP, are elaborated in Reeves & Wright (1996), where five “audit stages’ are
described. The questionnaire in Appendix 3 is suggestive for such textographic
inquiry. The ELPprogram at AI T in Bangkok hasbuilt up considerable expertise
in a“needs-driven” approach, see their “Language across the AIT curriculum:
amanifesto,” loc. cit.
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Short Reports and Summaries

A Profile of an Email-Based Discussion Course
and Implications for EFL Teachers

Michael K. Leung
Kanda University of International Studies

Abstract

This paper describes an email based discussion course focusing
on topics of professional interest to EFL teachers in Japan. The
benefits of email discussion, such as a less inhibited, indirect
discussion environment, greater time allowances for the develop-
ment of ideas and arguments, and improved fluency and organiza-
tion, are discussed in the description of this course.

Introduction

The purpose of the present paper isto document atopic-based email discussion
course conducted at Teachers' College, Columbia University, in Tokyo. The core
purpose of thisdiscussion courseisto develop analytical and critical thinking skills
as applied to current research in classroom-based English foreign and second
language teaching. The term “discussion” is used in this particular context to
represent an exchange of ideas and opinions through email. The participantsin this
course read and discussed research papers published in various areas of ESL/EFL as
related to their professional interests. Ideas and opinions were exchanged with the
ultimate purpose of improvement in classroom teaching and approaches.

Review of Literature

There have been anumber of documented usesof email in ESL and EFL learning.
Bowman, Boyle, Greenstone, Herndon, and Valente (2000) were involved in a peer

Short Reports & Summaries are excused from the peer-review process.
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mentoring email group where, as practicing ESOL teachers, they could discuss
controversial or unacknowledged ESOL topics, stimulating critical, constructive
discussion. The topicsin the current discussion course covered a wide variety of
ESOL topics chosen by the participants, from the use of music in EFL to reading
comprehension strategies. Some of thesetopicsweredirectly related to EFL teaching,
which the participants could immediately apply to their classrooms, whereas other
topics were more theoretically based, but which may have still been interesting and
beneficial to consider.

The exchange of personal email between students at the University of North
Carolinaat Charlotte and Taiwan's National Kaohsiung Normal University (Davis
and Chang, 1994/1995) resulted inimproved writing fluency and organization. Because
of the asynchronous response characteristic of email, written responses and
arguments can be carefully organized and reviewed before being sent.

Kroonenberg (1994/95) haswritten about the use of email towriteemail dialogue
journals that are shared between members of a class in a Hong Kong-based
international school. The benefits cited include: improved debating skills through
email writing, freedom to expressideasthat may be more difficult to expressvocally,
and increased confidence due to the fact that entries can be erased or corrected
before submission. For the participantsin the current discussion course, criticismis
emphasized and email discussion may allow them to be morevocal, aswell asallow
them the chance to edit their criticisms before they are sent.

Gonglewski, Meloni, and Brant (2001) citeanumber of benefits of using email
communication. Firstly, email extendslearning timeand place: thereisthefreedomto
write email in locations other than the classroom, including their home, an Internet
café, or apublic library. In the course being described here, the discussion session
takes place over atwo-week period, whichisconsiderably longer than most in-class
discussions. Secondly, interactive email discussion can simulatereal-world discussion
because of its “informal and interactive nature...” but “unlike face-to-face
communication, email isinwritten form and this can servethelanguagelearner well.”
Thirdly, students can choose the topic and change the direction of the discussion. In
the current discussion course, al topics are chosen by the students, discussions are
led by the students, and the direction of each discussion is not fixed; this promotes
student-centred language learning. Finally, examples of other studiesare cited where
computer-mediated communication increased total class participation to 100% and
that students who are “reticent to speak in face-to-face contexts are more willing to
participate in the electronic context” (Beauvois, 1995; Gonzéez-Bueno, 1998;
Warschauer, 1995; all cited in Gonglewski, Meloni, and Brant, 2001).
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Description of the Discussion Course

Participants

The discussion group described here consisted of eight full-time,
professionally-qualified EFL teachers working in junior high and high schools,
universities, and conversation schoolsin Japan; simultaneously, they were part-time
graduate students studying at Teachers' College Columbia University in Tokyo,
who had chosen this course as an option towards an M.A. degreein TESOL. The
focus of this course is on “reading and critically discussing on-line many of the
issuesraised by the assigned and/or chosen readings’ (Teachers' College Columbia
University Tokyo, 2000). In the current cohort, all but one of the participants were
native Japanese speakers.

Theinstructor of the course acted asaguidefor the participants. He monitored
the discussions, offering feedback and other comments as necessary. However, this
was kept to a minimum in order to encourage the participants to devel op autonomy
in the leading of and participation in the discussions.

The Discussion

This course was originally conducted on aface-to-face basis, with a period of
online written discussion through email, but has evolved to the present state of
being conducted almost entirely through email. The full duration of the course was
approximately 16 weeks.

At the beginning and end of the course, the instructor and participants met
face-to-face for personal introductions and choosing topics, and concluding the
course, respectively. All other discussions and interaction throughout the course
were conducted through email. Each participant in this course chose one referenced
research article from peer-reviewed journals in the areas of EFL and ESL, chosen
according to their professional interests. These articles acted as the basis for
discussion throughout the course. Each “virtual” discussion session spanned two
weeks, led by the participant who had chosen the article.

To begin the session, each participant was required to read the article and
subsequently respond to one or two discussion questions posed by the leader of
the discussion through email. Participants were expected to critically discuss an
article with the purpose of evaluating the usefulness of a given method of teaching.
The email based discussion continued until the end of the first week, at which time
each participant would submit to the instructor and to all other participants a 500-
word summary/critique, summarizing the article and some of the main issuesraised
during the discussion, and critically analyzing the article. This summary/critique
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could be included in the body of an email message, or as an attachment. For the
second week, after everyone had read each other’ s summary/critiques, the discussion
continued.

At the end of the two-week period, the discussion leader provided asummary
and closing email. The next day, the next discussion session began with anew article,
anew topic, and anew discussion leader. This cycle repeated itself for the duration
of the course, covering a different topic and article every two weeks.

Topics Discussed

A total of eight research articles from education journals were discussed in
turn over the 16-week span of the current cohort, each occupying atwo-week period,
chosen by the participants, reflecting their professional interest areas. The topics
covered avariety of areas: (1) pop music and EFL classrooms; (2) learning styles of
Japanese participants; (3) communicative reading and writing; (4) distance team
teaching and computers; (5) wholelanguagein TESOL; (6) reading comprehension
strategies of Japanese ESL participants; (7) graphic representation and literature;
and (8) letter-writing.

Participant Opinions on the Course and
Conclusion

At theend of the 16-week course, when all eight articleshad been discussed in
turn, the participants met with the instructor in a final face-to-face summary and
coursefeedback session. A review of the EFL/ESL articlesdiscussed and any changes
in classroom teaching practices that had resulted indirectly from these discussions
was talked about (all participants had continued to teach at their regular jobs
throughout this course). Some participants, for example, had taken ideas from the
article on the use of music and had tried it in their classrooms to some success. As
another exampl e, after having discussed the article on whol elanguage, someteachers
had begun to think of how to teach the junior high school English curriculum using
the whole language approach.

Opinions on the use of email in topic-based discussion were also expressed.
Some found it more difficult at times to participate in written “discussion” than in
verbal discussion, to which they were more accustomed, because verbal discussion
wasmoreinteractive and turn-taking ismore clearly defined in face-to-faceinteraction.
One of the inherent disadvantages to email is the characteristic of asynchronicity:
the timing between an opinion being expressed and subsequently being responded
to unavoidably involves atime delay, which varies according to how often a given
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discussion participant responds to email. To this point, perhaps real-time Internet
messaging (“chatting”) or video-conferencing would be more appropriate.

Some participants stated that email-based discussion afforded them the time
and psychological space to critically examine one another’s arguments on a given
topic because of the absence of face-to-face, real-time interaction and the inherent
pressure to provide more immediate, spontaneous responses. Less-inhibited
expression, debating skills, and critical thinking skillsthrough email writing wasalso
reported by Kroonenberg (1994/95). As in the case of Bowman et a. (2000), the
participantsin the current discussion coursewere practicing ESOL teachers, engaged
in topics they had chosen and had a vested interest in, thus stimulating critical,
constructive discussion.

Most participants expressed satisfaction in the course because they were able
todiscussavariety of topicsover aperiod of time, which allowed them to think about
a topic, carefully construct their opinions, gain new insights on that topic from
others, reflect ontheir own ideasrelating to that topic, and perhapsalter their opinions
about that topic. Typical classroom-based discussions may belimited to the duration
of agivenlesson and thetimeallotted, for example, 30 minutes, whereasthe discussion
sessions in this course took place over a period two weeks. This permitted the
participants the time to think carefully about questions posed or opinions expressed
before responding. In addition to this, they had opportunities to repeatedly refer
back to the article being discussed to review the ideas presented in the article,
including the terminology and/or methodology of a given teaching method. On the
topic of learning styles of Japanese participants, for example, over the two-week
discussion period, it would befeasiblefor aparticipant to find rel ated referencesand
background reading to help her/him to understand and/or review various learning
styles, and henceforth to be able to more deeply discuss the topic using the proper
terminology; this was similar to the improvement in fluency and organization that
Davisand Chang (1994/95) reported.

Although email based discussion lacks face-to-face interaction, lacks clearly-
defined turn-taking, and has response time delays, the benefitsinclude allowing the
discussion participants to take part in written, critical discussion with their peers
regardless of time and place — it alowed them adequate time to clearly form and
expresstheir opinionsin aless-inhibited environment on various self-chosen topics
in EFL teaching in Japan.

For any EFL or ESL teacher, it is beneficial to continuously evaluate their
teaching ideas and methods, as well as constantly explore new ones. Critically
discussing these ideas and methods with fellow practitioners in an uninhibited
environment such as email-based discussion that is accessible regardiess of time
and placewould befeasible, practical, and beneficial for many classroom teachers.
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The course discussed in this paper used email as a medium. An increasingly
popular medium for opinion exchange is | nternet message boards, where messages
related to a given topic are accumulated and displayed in chronological discussion
order; this allows participants to view adiscussion in its entirety. This medium can
also support a number of discussion topics simultaneously. Future research can be
conducted in this area to determine whether there are benefits beyond those found
in email-based discussion.

The Author

Michael L eung hastaught English at variousjunior and senior high schoolsin
eastern Japan. Heiscurrently aL ecturer inthe English Department at KandaUniversity
of International Studiesin Chiba, Japan.
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Teaching English as an International
Language

Sandra Lee McKay.

Oxford: Oxford University Press, 2002.
Pp. 150. (ISBN 0 19 437 364 9)

Reviewed by Michael Duffy

With the number of users projected to grow from 235 million to 462 million
worldwide over the next 50 years, English is no longer the sole property of those
peoplefor whomit isanativelanguage. More and more, it isused between members
of different language communities and cultures both within and across national
boundaries. This is the author’s understanding of “English as an International
Language’ (EIL).

Kachru (1989) used theterm “Inner Circle” for the countriesthat have English
astheir first language (e.g., the UK, the US, Australia). This group, he proposed, is
surrounded by two more concentric circles: the* Outer Circle,” the 70-plus countries,
which use English asasecond language or lingua franca (e.g., India, the Philippines,
Singapore), and the “Expanding Circle,” countries where it is widely studied as a
foreign language (e.g., Germany, China, Korea) and often used asadefault language
among speakers of different first languages.

The wide diffusion of English in conjunction with its de-linking from any
particular culture hold important implications, the author believes, for theway English
is used and taught. The main target of this book is what she terms “the native
speaker fallacy” (p. 44), the twin notions that all users should aspire to a common
“native speaker” standard and that learners should aim at native speaker (NS)
competence. With 80% of the English teachersin theworld being (non-native speaker)
NNS bilinguals, such attitudes are inappropriate and counterproductive, she argues.

The abandonment of NSnormsinlexis, grammar, and phonology carriesobvious
risks, and teachers may look for guidance as to what constitutes a serious enough
departure from Standard English to warrant correctionin class. Chapter 5, “ Standards
for English as an international language,” addresses this question, but without
coming down firmly on one side or the other. Indeed, at one point, the author seems
to this reviewer to come down on both sides at once:

. .. those who support the promotion of Standard English argue that if
consistent standards are not upheld, there will be aloss of intelligibility
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among speakers of English. Othersarguethat thispossibility isunlikely
duetothefact that many . . . acquirethelanguagein aformal educational
context where standards of use are promoted. (p. 78)

Since English isnot these days part and parcel of any particular culturein the
way that Korean is, for example, the question arises as to what kind of cultural
content, if any, should be included in English education. Should materials contain
information about the local culture, or should they serve to introduce a “target”
culture? The author arguesfor “ establishing a sphere of interculturality” (Kramsch,
1993), that is, understanding one’ sown culturein relation to that of an Inner Circle
country. It is questionable whether some of the conclusions arrived at add much to
what an aware teacher would know intuitively:

“ ... adifficult question isto define the parameters of global as opposed
tolocal lexical knowledge. . . themorelocally used thelexical item, and
thelower itsfrequency, thelesslikely it will be needed for EIL.” (p. 86)

Of most potential interest to English teachers will be Chapter 5, which deals
with teaching methodsfor EIL. In Outer and Expanding Circle countries, Englishwill
be taught both by native speaker and local bilingual teachers. The author argues
that, just as bilingual users of English do not need to follow an Inner Circle (NS)
model of English, local teachersdo not havetofollow Inner Circlemodel s of pedagogy,
since each country hasitsown “ culture of learning.” More specifically, the“BANA”
(Britain-Australia-North America) communicative language teaching (CLT) model,
even though it has recently been adopted by the Japanese and K orean governments,
need not be universally followed.

Thereareboth theoretical and practical objectionsto theuseof CLT in countries
whereit isincongruent with thelocal “ culture of learning” (Cortazzi and Jin, 1996).
Chinese university teachers and Korean secondary teachers generally felt it would
be an inappropriate model to follow for their students. In Korea, difficulties would
arise from the low proficiency of students and teachers’ lack of confidence aswell
asfrom the educational system (Li, 1998). However, it would have been interesting
for the book to address the position of the NS teacher in Expanding Circle countries
like Korea. Whatever teaching methods are used, they have to be informed by the
teacher’ s“sense of plausibility,” or intuition about what teaching should be (Prabhu,
1990), something which will inevitably be shaped by the teacher’ s own culture of
learning. Should NSteacherstry to conformto thelocal culture of learning, or onthe
contrary, should they import and impose their own culture? At least one experienced
teacher in Korea (Voorhees, 1991) has argued very forcibly in favor of the latter
position. McKay reports two interesting case studies, one from Vietnam, where
college students preferred to turn a textbook pair-work exercise into awhole class
activity, and another from Pakistan, where ateacher found her attemptsto introduce
communicative methodsflatly rejected by her students. One may speculate that the
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studentsin these cases may have adifferent sense of what isplausiblefor alocal and
aforeign teacher, and that the outcomes may have been different had the teachers
been native speakers.

Both NS and NNS teachers should find something in the book to appeal to
them. The former will find a useful reminder that CLT, as Maley (2000) put it, isa
“one-size theory that does not fit al,” and the latter may find reassurance in the
author’sview that locally developed approaches to teaching have their own value.
One may have wished for some proposals asto how local and imported approaches
may be reconciled and merged. And with the establishment of a center in Hanoi by
the Hyderabad-based Central Institutefor English and Foreign Languages (Rai, 2001),
McKay's thesis that English has passed away from the ownership of the Inner
Circle would seem to be an ideawhose time has come, at leastin Asia.

The Reviewer

Michael Duffy hastaught Englishin the UK and Hong Kong, and hasbeenin
Koreasince 1988. He hasheld anumber of positionsin Korea TESOL, including four
years as president of its Busan Chapter. He is currently a professor at Dong-A
University, Busan. Email: duffy@mail.donga.ac.kr
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Teaching English as a Second or
Foreign Language (3rd ed.)

Marianne Celce-Murcia (Ed.).
Boston: Heinleand Heinle, 2001.
Pp. viii + 584. (ISBN: 0-8384-1992-5 Paperback)

Reviewed by Kirsten B. Reitan

Teaching English as a Second or Foreign Language, edited by Marianne
Celce-Murcia, recently cameout initsthird edition. | was quite pleased to review this
book, as| amintherather unique position to have used the first and second editions
astextbooksin TESL methods classes. Thefirst edition of thisbook cameout in 1979
and addressed many EFL/ESL issues of thetime. The second edition, which appeared
in 1991, was a complete overhaul of the previous edition, with entirely new topics,
new chapters, and new contributing authors. The third edition, likewise, is
substantially changed from the second edition. Though many of the authorsremain
the same, the material has been updated, and it reflects theissues and methodsin use
in the 21st century.

Thethird edition has been expanded to include 36 articles and 40 contributors.
The five major focus areas/units in the book are Teaching Methodol ogy, L anguage
Skills, Integrated A pproaches, Focus on the Learner, and Skillsfor Teachers. Asthis
book isclearly designed to be used as atextbook in aclasswith pre-service and new
teachers, the review ismadewith thisin mind.

The Teaching Methodology unit includes five articles, specifically geared to
new teachers. Each articlegivesabrief overview or summary. Leading off isan article
by Marianne Celce-Murcia giving an overview of nine teaching approaches in the
20th century. Thefour following articleseach have aspecific focusarea: communicative
language teaching (Savignon), syllabus design (Nunan), ESP (Johns and Price-
Machado), and guidelines for classroom instruction (Crookes and Chaudron). In
particular, | like Nunan’s article for its excellent overview of the different types of
syllabi. Allindll, | fedl thissectionisadecent primer on someimportant methodol ogical
issues. Further reading will be required for the new teacher who wants a thorough
understanding of teaching approaches and ESP (English for Specific Purposes).

Unit 2, Language Skills, which is by far the longest unit in the book, has
fourteen articles focusing on six major skills areas. Listening, Speaking, Reading,
Writing, Grammar, and Vocabulary. Thetwo articleson Listening (Morley, Peterson)
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are anice, comprehensive balance of theory and practice. These two articles alone
would provide new teachers with a solid base for teaching a listening class or
incorporating listening into afour-skills class. The Speaking section actually covers
three different aspects of teaching speaking: teaching oral skills(Lazaraton), teaching
pronunciation (Goodwin), and teaching children speaking and listening (Peck). Both
Peck’ s and Lazaraton’ s articles cover awide variety of activities ateacher can use
inthe classroom. However, itis Goodwin’ sarticlethat | found particularly useful to
the practicing teacher. Not only does it cover all the areas of pronunciation
(segmentals, stress, intonation, etc.) a teacher should consider teaching, it also
addresses how to teach it in a communicative context. The articles in the reading
section (Ediger, Weinstein, Grabe and Stoller) and in the writing section (Olshtain,
Kroll, Frodesen) are good foundation pieces, but would need to be supplemented
with additional readings. Finally, the last section in this unit looks at grammar and
vocabulary together. All three articles in this section reflect recent research and a
shift away from amoretraditional view of grammar and vocabulary teaching. Thetwo
articleson teaching grammar, by Diane L arsen-Freeman and Sandra Fotos, advocate
more meaningful, inductive, and cognitive-based approaches to grammar teaching.
Finally, the vocabulary article by Jeanette S. Decarrico looksat current issues, various
learning strategies, and the implications of corpus studies. Overall, Unit 2 givesthe
new teacher some necessary tools for practice and food for thought in developing a
teaching philosophy.

Unit 3, though perhaps not essential to the new teacher, examines Integrated
Approaches to teaching. Articles introduce content-based and immersion models
(Snow), literature as content (M cK ay), experiential and negotiated language learning
(Eyring), and bilingual approaches (McGroarty). | particularly found “Literature as
Contentin ESL/EFL” and “ Bilingual Approachesto Language L earning” informative.
Unit 4, Focusonthe Learner, isperhapsfar more essential to the new teacher. Though
there are articles for both teachers of children (Hawkins) and adults (Hilles and
Sutton) in this section, they are definitely more geared towards ESL contexts than
EFL contexts. The only articlein this section that has applicability to both contexts
isRebecca Oxford’ sarticle on “Language Learning Styles and Strategies.” Oxford
manages to whet the appetite, but to satisfy your knowledge on learning strategies
you will need to read her learning strategies book (Oxford, 1990).

The final unit, which is aso perhaps the most practical, is called Skills for
Teachers. It coversawide range of practical subjectsfrom lesson planning (Jensen)
and textbook evaluation (Byrd) to the use of media (Brinton) and computers (Sokolik)
inthe classroom. And, of course, what methods and material sbook would be complete
without an article on assessment (Cohen). However, the strong pointsin thisunit are
its articles on teacher development and on intercultural considerations. Teacher
development articlesfocus on reflective teaching (Murphy), action research (Bailey),
and keeping up to date (Crandall). Crandall’ s* Keeping Up to Dateasan ESL or EFL
Professional” includesalist of publications, professional organizations, and websites.
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Bailey’s" Action Research, Teacher Research, and Classroom Researchin Language
Teaching” explains what they are and how research can benefit the teacher. Though
for afull understanding of how to conduct action research, the reader would need to
alsoread Allwright and Bailey (1991) or one of the many other books now available
on the subject. Finally, this section includes two articles that focus on intercultural
considerations. Eli Hinkel’s “Building Awareness and Practical Skillsto Facilitate
Cross-Cultural Communication” givesthe reader plenty of food for thought on why
the teacher needs to develop cultural competence in themselves and their students.
It isniceto see amethods book that includes an article on this very important issue.
The other article considers issues involved with being a non-native teacher
(Medgyes). Since most of the ELT teachersin thisworld are non-native speakers, it
is refreshing to see the inclusion of thistopic. | particularly appreciate Medgyes's
positive view of non-native teachers and the six strengths that non-native speaking
teachers have to offer their students.

At 584 pages, this book is too long to use in a single methods course. It also
cannot provide the depth needed by a new teacher in many of the areas covered.
However, it provides a great overview of many issuesin TESL/TEFL andisavery
effective introductory text. Also, its articles are in-line with current research and
practices in ELT. | would definitely recommend Teaching English as a Second or
Foreign Language asaprimary text in amethods course or as ahandbook/reference
book for the practicing teacher.

The Reviewer

Kirsten Reitan teaches English at Kyung Hee University in Suwon, Gyeonggi
Province. She holds M.Ed. degrees in English Education and TESOL, both from
SUNY-Buffalo. Over the last five years, she has served Korea TESOL in various
chapter and national offices. Currently, sheislnternational Affairs Committee Chair.
Email: kotesolkirsten@yahoo.com
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Approaches and Methods in Language
Teaching (2nd ed.)
Jack C. Richardsand Theodore S Rodgers.

Cambridge: Cambridge University Press, 2001.
Pp. ix + 270. (ISBN 0-521-00843-3)

Reviewed by Trevor H. Gulliver

Introduction to the Second Edition

Thefirst edition of Approachesand Methodsin Language Teaching (Richards
& Rodgers, 1986) isannoyingly thin. | do not mean that it isparticularly insufficient
or lacking. It isjust that it continually getslost in that growing stretch of blue on my
bookshelf that is made up of books from the Cambridge L anguage Teaching Library
—abad habit for such an essential book.

Upon first inspection of the second edition of “one of the most widely referred
to books on teaching methods” (p. vii), | was happy to see that Approaches and
Methods in Language Teaching (AMLT) has attained some mass. Over haf of the
material inthisextensiverevision of thefirst editionisnew. Thethousands of students
of TESOL who usethisbook asan introductionto or arefresher onthe more significant
language teaching methods and approaches that have sprouted in the last 60 years
will be ableto find the book when it is needed.

When they find it, they will find that it: (1) has been reorganized; (2) contains
severa new chapters on language teaching methods which have grown inimportance
sincethefirst edition waswritten; (3) has had some chapters cut short, asthe authors
believe that some methods, no longer being used, do not require the same amount of
coverage; (4) hasupdated lists of referencesfor most chapters; and (5) speaksin the
same objective, dry toneasthefirst edition. The second editionisnot just an expanded
version of thefirst; it isareorganized and reprioritized update of thefirst edition.

What's New in the Second Edition?

If you already have thefirst edition on your bookshelf, do you really want
to spend more for the second edition? For any reader who wants to stay up to
date on methods and made good use of the first edition, the answer to this
question will be yes.
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How the Text Is Organized

The first edition of AMLT began with a brief history of language teaching,
followed by a chapter that worked to define the terms used in the book, and then
covered the major approaches or methods from this century in what amounted to an
overlapping but chronological order. The less well-known approaches foll owed.

The second editionisdivided into three parts. Thefirst part, “Major Language
Trends in Twentieth Century Language Teaching,” remains relatively untouched
and includesthe same brief history of language teaching, the definition of terms, and
chapters on “The Oral Approach and Situational Language Teaching” (chapter 3)
and “The Audiolingual Method” (chapter 4). Readers seeking a more historical
perspective on language teaching methodology could look at Howatt (1984) for an
excellent presentation.

Part 11 istitled “ Alternative Approaches and Methods.” The approaches and
methods described in this section have enjoyed some support but have never been
used widely enough to be considered mainstream. They have however been
provocative enough to be commonly referred to in courses on methods and
approaches. These methods include most of those that appeared in the last half of
thefirst edition including “ Total Physical Response” (chapter 5), “ The Silent Way”
(chapter 6), “Community Language Learning” (chapter 7), and “ Suggestopedia’
(chapter 8). In this edition, these chapters have been given “a shorter treatment”
than was given in the first edition. Several new chapters on more recently proposed
methods also appear in this section (see below).

Part 11 istitled “ Current Communicative Approaches’ and includestwo barely
touched chaptersfrom thefirst edition. The chapters on “Communicative L anguage
Teaching” (chapter 14) and “The Natural Approach” (chapter 15) have had their
references updated and a few minor changes. There are four new chapters in this
section aswell (see below).

New Chapters

New to this edition are chapters on several “alternative methods’ — methods
that have not met with agreat deal of support or acceptance (and perhaps never will)
— including “Whole Language” (chapter 10), “Neurolinguistic Programming”
(chapter 11), “The Lexical Approach” (chapter 12), and “Competency-Based
Language Teaching” (Chapter 13). Aswas the case with the chapters on alternative
methods in the first edition, | find myself inspired by reading about these methods
but do not, for the most part, come away with aclear idea of how they would look in
the field. I might recognize ateacher of Suggestopediaif she bit me, but | certainly
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may be missing the more subtle ways Suggestopedia has influenced mainstream
language teaching, if it hasinfluenced it at all.

New chapters that many readers of the first edition have been anticipating
appear in Part I11. These include chapters on “Cooperative Language Learning”
(chapter 16), “Content-Based Instruction” (chapter 17), and, judging from the buzz
at thelocal conferences, the chapter that will probably be of most interest to practicing
teachers and students of TESOL today, “ Task-Based Language Teaching” (chapter
18).

One interesting change in the second edition, reflecting shifts of more
significance than the birth or death of thisor that method, wasthe replacement of the
final chapter of the first edition “Comparing and Evaluating Methods: Some
Suggestions” (chapter 11, 1st ed.) with a new chapter titled “The Post-Methods
Era’ (chapter 19, 2nd ed.). While, in the first edition, the authors concluded by
bemoaning the lack of systematically gathered data on the effectiveness of various
teaching methods, in the second edition they discusstherelatively short shelf-life of
methods and the criticisms|eveled against the very notion of methodsin the 1990s.
This change is significant in that it reflects a questioning of the value of studying
methods, never mind the value of training teachersin their application. The authors,
needless to say, till see value in the enterprise.

What’'s Not So New in the Second Edition
Descriptions of the Methods

The 16 methodsthat are given their own chapter inAMLT are presented in the
same descriptive framework. While the repeated use of this*framework” makesthe
book seem almost formulaic or mechanical, users of AMLT will appreciate the ease
with which information on different methods can be looked up. This framework
explicates several “levels of conceptualization and organization” that make up a
method.

Each chapter begins with some background information on the method,
introducing readers to key figures behind the methods, social or historical factors
that spurred its development, and broader education trends from which the method
drew inspiration.

The methods are then analyzed in terms of their “approach,” which the authors
describe asreferring “to theories about the nature of language and language |earning
that serve as the source of practices and principlesin language teaching” (p. 20).

“Design,” the next level of method analysis, is a bit harder to grasp. The
authors describe design as:
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... thelevel of method analysisin which we consider (a) what the objec-
tives of a method are; (b) how language content is selected and orga-
nized within the method, that is, the syllabus model the method incorpo-
rates, (c) the types of learning tasks and teaching activities the method
advocates; (d) theroles of learners; (e) theroles of teachers; and (f) the
roleof instructional materials. (p. 24)

Thisseemsto be abit of acatch-all for how the theories of amethod could be
spelled out in the classroom, or, with some of the methods that originated el sewhere,
how the theories might ook when applied to the field of language teaching.

The final level of conceptualization is the level of procedure. With the first
edition, | wasawaystempted to flip to thissection first, and was usually disappointed.
The authors use the term “procedure” to describe “the actual moment-to-moment
techniques, practices, and behaviors that operate in teaching a language according
toaparticular method” (p. 31). For ateacher who spends moretimein the classroom
than the library, this section should provide the most tangible introduction to the
method, with the rules or ideas behind the method being understood in this context.
However, aswith thefirst edition, the sections on procedure for each method in the
second edition are too thin to be very effective and usually describe no more than
one class or classroom activity. The authors leave the readers wanting more details
of how the methods were applied by their proponents; wanting sample pages from
classroom students' books no longer in print; and wanting more than one snapshot
of one way of doing each of the methods. Unfortunately, what the authors would
need to do to satisfy the appetite of teachers who want a teacher’s perspective on
these methods is far beyond the scope of this book.

Weaknesses of the Book

The structure of each chapter, described above, makesit more appropriate for
readerswho are prepared to begin from amoretheoretical perspective and learn how
thetheory has been applied in various classrooms. Language teacherswell versedin
linguistic or learning theory might not be put off by this approach to teacher training.
On the other hand, language teachers who have more experience in the classroom
and less knowledge of language learning theory might prefer the second edition of
“Techniquesand Principlein Language Teaching” by Diane L arsen-Freeman (2000).
Freeman introduces the methods from the opposite direction, beginning with an
“experience” and then using that experience to illustrate some techniques and
principles of the method being studied.

For languageteacherswho want asoft introduction to approaches and methods,
Freeman’ sbook might be abetter first choice. Richardsand Rodgers, however, give
fuller coverage to some of the newer approaches. For example, Freeman devotes 22
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pages to “ Content-based, Task-based, and Participatory Approaches’ (chapter 10),
whileRichards and Rodgers devote 19 pagesto “ Content-based I nstruction” (chapter
17) and 21 pagesto “ Task-Based Language Teaching” (chapter 18).

A final word of caution: Richards and Rodgers (2001) may be essential reading
and avery worthwhile addition to you personal library, itisnot, however, likely to be
abook that you “just cannot seem to put down.” It isdry. Thismight be explained by
the authors desire to inform rather than persuade. Richards and Rodgers write:

We have avoided personal evaluation, preferring to let the method speak
foritself and allow readersto maketheir own appraisals. ... [Thebook] is
designed to give the teacher or teacher trainee a straightforward intro-
duction to commonly and less commonly used methods, and a set of
criteria by which to critically read, observe, analyze, and question ap-
proaches and methods. (p. ix)

Thefaith Richardsand Rodgers placein their readers makes up for the dryness
that plaguesthe book. Whilethere are many places areader might expect and want to
find at least subtle barbs aimed at some of the more “out there” methods or
approaches, the authors have restrained themselves admirably.

Thisis abook that requires an investment of time and energy by its readers,
but theinvestment isonethat will pay off. Asarefresher on methods and approaches
this book is one of the best. While there is no substitute for going to the original
sourcetexts, AMLT should be ableto point you to many of those sourcetextsaswell
asto critiques of them. It will also give you acontext in which to place those source
textsand offer insight into them that will increase their value.

The Reviewer

Trevor H. Gulliver teeches a KoreaAdvanced Indtitute of Science and Technology
(KAIST). Hisdiverse academic interestsinc ude the development of English for Academic
Purposesin Korea, input-processng theory, conversation analysis, and the sociopalitics of
Englishlanguageteaching. Email: lang2@mail kaist.ac.kr
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The Cambridge Guide to Teaching
English to Speakers of Other Languages

Ronald Carter and David Nunan (Editors).
Cambridge: Cambridge University Press, 2001.
Pp. x + 294. (ISBN 0 521 80516 3 Paperback)

Reviewed by Roxanne Silvaniuk

As many of us do, | made an ambitious list of New Year’s resolutions last
January. | had decided too that this was going to be the year that | worked on my
professional development. My intention wasto catch up on the current devel opments
in TESOL research by reading all the relevant journals. However, teaching soon
demanded my time, and my professional development resolution moved over to the
“to do” list and stayed there until a colleague suggested that | read Carter and
Nunan’s latest book. Their compilation of the latest research in TESOL goes some
way towards writing “accomplished” next to one New Year’s resolution.

The Cambridge Guideis composed of thirty chaptersranging from thetraditional
four skillsand grammar to the technological in computer-assisted languagelearning
and on-line communication. There are the expected chapters such as second language
acquisition and teacher training alongside more administrative chapters on eval uation
and program management. Some chaptersfocus on the individual learner regarding
language-learning strategies and assessment while others focus on the group in
classroom interaction and task-based language |earning. Some current topics, such
as pragmatics and corpus linguistics, have been relegated to brief mentionsin other
chapters. This is likely due to the fact that this volume is reviewing the field of
TESOL research and practice rather than relevant research from peripheral fields of
inquiry. Also, the major topic of communicative language teaching was deemed to be
better covered in several related chapters than in a chapter of its own.

Why was this book written? To quote Carter and Nunan: “When we planned
this book, we wanted to provide an introduction to the field of foreign and second
language teaching and learning written by top scholarsin the field” (p. 4). While|l
concur that this book offers an introduction and that it should be in every TESOL
resourcelibrary, itisnot anintroductory text in theway that Brown (2000) is. | would
consider basic foundation courses on first and second language acquisition and
teaching methodology prerequisites in order for undergraduate students to benefit
most from this book. Thewriting is dense with few figuresand aglossary limited to
selected key terms. Asintended, thelist of contributorsisawho’swho in TESOL :
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Martin Bygate on speaking, Joy Reid onwriting, Thomas Scovel on psycholinguistics,
Kathleen Bailey on observation, Leo Van Lier onlanguage awareness, Claire Kramsch
on intercultural communication, and the list goes on.

The high caliber of the scholarship is why | recommend this book for those
who want to stay current on how TESOL research relates to the classroom. The
authors present their topics in a very accessible format. “ Similarly, there is the
following basic structure to each chapter: introduction, background, overview of
resear ch, consideration of therelevanceto classroom practice, reflection oncurrent
and futuretrendsand directionsand aconclusion” (p. 5). Thus, within an average
of six or seven pages, it is possible to become current with the latest developmentsin
each of the thirty selected TESOL areas. Another advantage of the book’ s structureis
that one can pick and choose those chapters of interest, as each is self-contained. (If
thereis some overlap with another topic, it is noted for you.) Also, should you wish to
delve further into one of thetopics, aconciselist of key readingsis given at the end of
each chapter. For mysdlf, the list of references makes this amust-have book. For those
doing researchin TESOL, the relevant bibliography isavery useful placeto start.

Now, let metell you what thisbook isnot. Clearly, thisbook isnot intended as
ahow-to book for teachers as the sections on practice serveto show in general terms
how research informs classroom practice. To date, research offers an assortment of
interesting insights, indicators, and tantalizing hints of what the future promises. So
whileweare pointed in possibledirections, there are no definitive answers. Admittedly,
that is not terribly useful for teachers standing at the chalkface. Nevertheless, as
educators we need to be aware of what is happening in our profession because
increasingly relevant knowledgeiscoming tolight.

Hereisan example of what | mean about the need to stay current. The chapter
on grammar isvery illuminating as new research is revealing new compl exitiesthat
affect how we teach grammar. Larsen-Freeman explains the ongoing research on
grammar from six very different foci: focus on form, UG-inspired second language
acquisition research, sociocultural theory, discourse grammar, corpus linguistics,
and connectionism (pp. 37-39). No one has gained dominance and all have been
sources of pertinent findings in the last decade.

Research on grammar has the potential to help teachersimprove what Hymes
calls “communicative competence” (p. 36). Asteachers, we know that the present-
practice-produce approach to grammar does not automatically lead to acquisition
and communicative use, which after all, is the point of oral communication. The
guestion remains how can students learn the correct forms without some deductive
and/or inductive attention to grammar. When, how often, and in what contextsdo we
need to teach and recycle grammar points when there are so many other teaching
points in the syllabus and so few contact hours? Larsen-Freeman replies that the
answer is “controversial” and then goes on to remark that, “It is doubtful that a
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single method of dealing with grammar in classwould work equally well for al learners’
(p. 41). Here is where research coupled with the special knowledge teachers have
regarding their particular situations can lead to informed decision-making on how to
best meet student needs. Aswe cometto realize that our situations are unique within
our different contexts, we must be willing to adapt research and materialsinstead of
accepting the whole package as a given.

How can you get the most out of this book?Although it is possibleto dip into
only those chaptersof interest, | would, however, suggest reading theintroduction and
postscript first. There are several reasons for this. Even though we largely practicein
isolation, what wedo forms, andinforms, discourseinthelarger community. Everything
that wedo islinked to alarger discourse community, yet dueto the pressures of day-to-
day teaching, it is easy to lose sight of our interconnectedness. Carter and Nunan
briefly discusshow Englishisevolving to become Englishes, and al the political socio-
economic ramifications this has for learners, educators, and communities. Teaching is
never valuefree. Thus, teaching in the pan-Asian community putsusintheforefront of
dynamic language change, which inturn meanswhat we have an increased responsibility
to best represent the interests and needs of our particular students bodies.

Theintroduction seguesinto the postscript written by Jack C. Richards, where
helists nine assumptionsthat can be gleaned from the readings. After discussing the
importance of our individual teaching contextsand the contributions of our students
to thelearning equation, heendswith acall for professionalism. We can best respond
to the challenges of teaching if weknow where we are and where we are headed. That
is, what isthe state of our craft, and where arewein it? Increasingly, the onusison
us to know and use research to justify what we do in the classroom to the various
stakeholders, aswell asimprove our practice.

It is our knowledge of our specific situations and our students as well as
pedagogical knowledge that guide thelearning outcome. Titling thisvolumeaguideis
very apt because it focuses attention on how research can serve asaguide for teachers.

The Reviewer

Roxanne Silvaniuk hasaDiplomainApplied Linguistics (major in ESL/EFL)
fromthe University of Victoria, Canada, in additionto aB.A. from the University of
Alberta. Sheisteaching undergraduate conversation and writing classes at Chosun
University in South Korea. Her research interestsinclude critical thinking, heuristics,
and storytelling. Email: roxannesilvanuik@yahoo.ca
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Teaching Culture: Perspectives in Practice

Patrick R. Moran.

Boston: Heinleand Heinle, 2001.
Pp. ix + 175. (1SBN 0-8384-6676-1 Paperback)

Reviewed by Steve Garrigues

For those EFL teachers who want to include cross-cultural materialsin their
courses, thislittle book, Teaching Culture: Perspectivesin Practice, promisesto be
awelcome addition to their arsenal of resources. Teaching Cultureisonetitlein a
series of resource publications on second/foreign language teaching called
TeacherSource, under the general editorship of Donald Freeman.

The author tells how he first came to grips with the issue of culture and
language. As anew college graduate in French he joined the Peace Corps and was
sent off to be an English teacher in the FrancophoneAfrican nation of Céted’ Ivaire.
Although French wasthe common language of communication, he soon realized that
all his university studies had prepared him little for his encounter with the French
language and culture of Africa. Ashe explains, “ Suddenly, all my studies of France,
French history, and French civilization were turned upside down” (p. 2). He later
went on to learn Spanish, worked as a teacher of both Spanish and French, and
finally took apositioninthe MAT Program at the School for International Trainingin
Brattleboro, Vermont. This book is the fruit of his years of teaching and learning
about culture and language.

One of the strengths of this book is that it addresses the broad issues of
culture and language teaching, but it is not confined to English teaching alone, or
even to native-speaker language teachers. It includes stories and perspectives from
awiderange of language professionals, ranging from Korean teachers of English to
American teachers of Swahili.

Each chapter of the book provides summaries of central theoretical concepts
and theideas of other writers, includes useful charts and figures which help clarify
the concepts being explained, incorporatesinteresting personal storiesand narratives
of cultural encounters, provides suggestions for learning/teaching activities, and
concludes with an annotated list of further readings. This is a well thought out
approach, which makes each chapter not only clear and straightforward, but also a
self-contained essay in its own right.
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Thebook beginswith ashort introductory essay on the reasonsand approaches
for teaching culture asapart of language learning. Theredlity of the FL/SL classroom
isaccepted and never idealized. The author recognizes that there are many students
withminimal interest and motivation, whowill probably never make use of thelanguage
they are (reluctantly) learning, and that there are also those who are learning while
already struggling with the day-to-day practicalities of living with asecond language
and culture.

In the second chapter, the author examines the nature of the cultural experience
and looksat waysinwhich people cometo know and reflect upon themselvesas cultural
participants. Here he describes the stages of the* experiential learning cycle’ —concrete
experience, refl ective observation, abstract conceptualization, and active experimentation.

Thedefinition of cultureisdiscussed in thethird chapter. The author describes
the three major components of culture, which he terms “products, practices, and
perspectives’ (I prefer to call them “products, behavior, and values’) and then adds
two moreitems, “persons’ and “communities,” to produce afive-dimensional model
of culture. He proceeds to show how this model of culture can be thought of as an
“iceberg,” with certain dimensions being “explicit” and easily visible (above the
surface, so to speak), such as products, practices, individuals, and communities,
while other aspects (perspectives) remain “tacit” and below the surface. Finally, he
takes usthrough acouple of examples of examining acultural wholetoillustratethe
use of this approach.

Chapter Four specifically addresses the relationship between language and
culture, and examines how languageis activated to manifest each of thefive cultural
dimensionsalready described. Here the author makesadi stinction between “language
used to participate in the culture” and “language used to learn the culture” (p. 42),
and then describes the latter as language of description (“knowing about”),
interpretation (“knowing why”), and response (“knowing oneself"). The following
five chaptersof thebook each deal with oneof thefive dimensionsof culture (products,
practices, perspectives, communities, and persons), and constitute the “meat” of
his exposition. Each chapter presents a succinct description of the topic, summaries
of useful conceptsfrom other writers, illustrative first-person stories, and examples
of teaching activities. In the section on Cultura Perspectives, for instance, he discusses
the difference between perceptions, beliefs, values, and attitudesin relation to tacit
and explicit perspectives, which | found to be an interesting and useful approach. He
then goes on to touch on other anthropological concepts such as worldview, emic
and etic perspectives, and the functionalist and conflict approaches to interpreting
culture.

| found that Chapters Eight and Nine provided some very thought-provoking
perspectives on theimportance of cultural communitiesand cultural personsinrelation
to language teaching. Every language learner is already identified with a particular
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cultural community and already hasan individual cultural identity, even though they
may not have clearly visualized it that way themselves. One of the aims of the FL/SL
teacher may be to help the learner develop a conceptualization of a new cultural
communal identity related to the target language, and a new cultura persona for
themselves. The author usesthe examples of a Swahili teacher inthe USfostering an
African communal perspective among her students, and an Anglo high school Spanish
teacher developing his own alternate “Hispanic” identity.

Thefinal three chapters of the book deal with cultural learning outcomes, the
cultural learning process and guidelines for teaching culture. The author identifies
six different outcomesaccording to various approachesto cultural learning (culture-
specific understanding, culture-general understanding, personal competence,
adaptation, social change, and identity) and clearly explains each one, with pertinent
first-person illustrative exampl es. He then goes on to discuss atimeline-based model
of culture learning in the classroom and illustrates this model with an extended
example, the story told by aJapanese English teacher. Finally, he presentsasuggested
set of guidelines for teaching culture and focuses on the distinct role of the teacher
in the culture learning process. The book ends with two useful appendices, one on
Etic Cultural Perceptions, which rates a number of universal human realities on a
perceptual continuum (e.g., Perceptions of Socia Relationships: authoritarian-group-
individual), and the other which summarizes the major models of culture learning
(e.g., Robert Harvey’'s “Levels of Cross-Cultural Awareness,” H. D. Brown's
“Stages of Acculturation,” and Gochenour and Janeway’s “ Seven Stepsin Cross-
Culturd Interaction”).

Thisbook wasajoy toread. It isclearly written, succinct, makeslavish use of
fascinating personal stories, and presents many different models and approachesto
the learning and teaching of culture without getting bogged down in theoretical
jargon. | think most language teacherswould find much of value, and eveninspiration,
within this small book. Although it is geared primarily toward teachers, and is not
intended as aclassroom textbook, | think Teaching Culture: Perspectivesin Practice
could also be used effectively as a supplementary text for graduate students or for
upper level education students. | am already thinking about how | might incorporate
it in one of my graduate classes.

The Reviewer

Steve Garriguesis a professor in the Department of English Language and
Literature at Kyongbuk National University, where he has been teaching since 1986.
HisMA and PhD are bothin cultural anthropology. Hisprimary research interestsare
in intercultural communication and teacher training. He is a long-time member of
KOTESOL and iscurrently the President of the Daegu-Gyeongbuk Chapter. Email:
steve@knu.ac.kr

Reviews 171



The Korea TESOL Journal Vol. 5, No. 1 Fall/Winter 2002

Motivational Strategies in the Language
Classroom

Zoltan Dornyei.
Cambridge: Cambridge University Press, 2001.
Pp. vii + 155. (ISBN 0521 79377 7)

Reviewed by DouglasP. Margolis

Revising Motivation

Burned out, discouraged, frustrated students. Sound familiar? A major task of
teachersin Korea, aselsewhere, isto motivate studentsfor thelong haul of language
learning. Or asZoltan Dornyei, the author of Mativational Srategiesinthe Language
Classroom, might put it: to generate, maintain, and automate student motivation.

Dornyei sees motivation not as a static possession, like a book —i.e., either
you have it or you don’t — but more as a constantly changing energy, something
akin to gasoline. Students have different levelsthat are consumed and refilled over
time, depending on circumstances. Even this gasoline metaphor fails to capture the
full implicationsof Dornyei’ s perspective. To him, motivation, likelanguagelearning,
must be viewed from a long-term perspective. He thus adopts a process-oriented
approach to motivation that aims to account for the ebbs and flows that occur
throughout the student’s education. He distinguishes three distinct phases of the
motivation process. 1) a generation phase, 2) a maintenance phase, and 3) a
retrospection phase. The generation phase involves selecting goals and making
choices about what to do. The maintenance phase pertains to maintaining and
protecting motivation in theface of distractionsand competing demandsfor attention.
Finally, the retrospection phase relates to how students interpret their progress.
Their retrospective evaluation will determine future action. This phase can lead
students to be better motivators of themselves.

Breaking Down the Motivation Process
The book is part of the Cambridge Language Teaching Library, a series

dedicated to covering central issuesin the ELT field. Dornyei’s target audience is
teachers. Rather than theorize about motivation, he aimsto giveto teacherstools, or
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strategies, that can be employed in the classroom. In this regard, the book is very
practical and useful for teacher training as well asindividual teacher devel opment.

The book is divided into seven parts. an introduction, five chapters, and a
conclusion. Theintroduction aimsto briefly expose readersto the compl exity of the
motivation construct and to inform readers how to make the best use of the book.
Chapter 1 provides background knowledge about motivation theory and the different
approachesresearchersand teachershavetaken to dealing with the construct. Drawing
fromthefield of psychology, in addition to education and second language acquisition,
Dornyei presents and compares several theoretical perspectives. Readers looking
for immediate solutions for solving classroom motivation problems, may not
appreciatethis chapter as much asfollowing ones, but thewriting is“teacher-friendly”
and gives insight into factors affecting student attitudes and behaviors.

As stated above, Dornyei perceives motivation not as a static phenomenon,
but rather as a dynamic, constantly fluctuating process. Therefore, the remaining
chapters of the book dividethis processinto component parts and elaborate strategies
teachers can employ for enhancing motivation within each respective part. Teachers
anxiousto find quick-fix motivation solutionswill especially like Chapters 2 through 5.

Chapter 2 discusses how teachers can create the conditions for motivating
students. For example, teacher behavior, classroom atmosphere, and group dynamics
are examined to offer specific strategiesfor boosting motivating features. Chapter 3
goes beyond these basic conditions for motivation by examining what teachers can
do to actually generate initial motivation. Teachersin Koreamight find this chapter
especialy helpful for identifying strategies that will re-ignite the motivation of
discouraged and burnt-out students.

Chapter 4 considers strategiesfor maintaining and protecting motivation. This
chapter, too, seems particularly relevant to teachersin Korea because students here
often are motivated but easily distracted. In the face of school festivals, exams, and
demands of friendsand family, for example, knowing strategiesfor protecting student
motivation would be handy. M oreover, language | earning requirestime and patience.
Having arepertoire of strategiesto maintain and protect student motivation to endure
the long haul isessential for all language teachers. In addition, self-esteem and self-
confidence is often lacking amongst students faced with many years of ineffective
language training. Dornyei (2001a) considers these affective factors important for
the protection of motivation:

The rationale behind connecting all these issues to classroom motiva-
tion is that in order for students to be able to focus on learning with
vigor and determination, they need to have a healthy self-respect and
need to believe in themselves as learners. Self-esteem and self-confi-
dencearelikethefoundations of abuilding: if they are not secure enough,
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even the best technology will be insufficient to build solid walls over
them. You can employ your most creative motivational ideas, but if stu-
dents have basic doubts about themselves, they will be unable to
“bloom” aslearners. (pp. 86-87)

Given this position, Dornyei includes a number of strategies for improving
student self-esteem and self-confidence.

Thus far, the book has primarily focused on teachers and their choices and
actions. Chapter 5 atersthisfocus slightly to how teachers can help studentsincrease
their own motivation. Here, Dornyel aimsto provide strategiesthat will guidelearners
to use retrospection and self-evaluation to improve their future efforts. The chapter
particularly examinesfeedback and grading issues. For example, Dornyei assertsthat
teachers should provide feedback about student effort. In contrast, he suggests
teachers should refuse to accept students attribution of poor results to ability, such
as claiming they have no talent for language learning. Instead, teachers should
express confidence in student ability and communicate that effort combined with
effectivelearning strategieswill yield success (pp. 120-121).

Dornyei concludes the book with a mativation strategy chart. First, he warns
readersto recognizethat the strategies are meant astoolsto enlarge one’ srepertoire
and prepare for every occasion, but not necessary or even desirable to use all the
time. Then, the chart lists all the strategies introduced in the book so that teachers
have achecklist for experimenting with new strategiesto learn which oneswork best
for their particular contexts. Thischartisan excellent aid for professional devel opment.

Inaddition, Dornyei includes seven pages of referencesfor thoseinterested in
pursuing thetopic further and abrief index to hel p readers quickly navigate the text.
There are also a number of tables, charts, and other graphics to facilitate
communication. Thus, this book is one you will want to keep nearby for quick
referencing, review, and ongoing study.

Dornyei

Every book has some weaknesses. Motivational Strategies in the Language
Classroom, however, lives up to its claim to provide 35 practical strategies that
teachers can use to enhance their student motivation. The writing is clear and
straightforward. Each chapter aimsto give teachers something they can put to usein
the classroom. Teacherswho experiment and adopt strategiesin the book will not be
disappointed.

Readers, however, who may want a more theoretical or scholarly treatment
about motivation, could feel disappointed. Chapter 1 touchesupon theory alittle but
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not enough to satisfy the voracious appetites of serious researchers. Nevertheless,
Dornyei cannot be faulted for not satisfying their hunger becausein aseparate book,
Teaching and Researching Motivation (2001b), he addresses these issues in full.

The only complaint, therefore, that can be made about the book is that the
publisher, Cambridge L anguage Teaching Library, doesn’t include any information
about the author, Dr. Zoltan Dornyei. After reading the book, readers will likely be
interested in thisremarkabl e man from Hungary, who hasreceived several awardsfor
outstanding research, including a Distinguished Research Award from TESOL, Inc.,
and who haswritten over 50 academic papers on various aspects of second language
acquisition and language teaching methodol ogy.

Currently, he serves on the School of English Studiesfaculty at the University
of Nottingham in the United Kingdom. Heis also an assistant editor for the journal
Language Learning. He earned his PhD in Psycholinguisticsfrom Eotvos University
in Budapest. Moreover, he has authored or co-authored several books, a number
destined to be classics in the ELT field. In addition to the two already mentioned
above, readers will want to seek out Interpersonal Dynamics in Second Language
Education: The Visible and Invisible Classroom (1998), Motivation and Second
Language Acquisition (2001), and Questionnaires in Second Language Research:
Construction, Administration, and Processing (in press). Dr. Dornyei’s works
illuminatethe direction forward for the ELT profession.

The Reviewer

Douglas M ar golis currently teaches at the International Graduate School of
English in Seoul. He is also the coordinator of KOTESOL Teacher Training (KTT)
and aTutor for the Birmingham University MA TESOL program. Hiscurrent research
interests include profiling Korean student use of compensation strategies and
examining the relationship of compensation strategies to second language
acquisition.

Thereviewer wishesto express specia appreciation to Dr. Zoltan Dornyei for
providing hisbiographical dataand resumeviaemail and for great insightsthroughout
hiswritings. Email: dpm123@igse.ac.kr
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The Dynamics of the Language Classroom

lan Tudor.
Cambridge: Cambridge University Press, 2001.
Pp. viii + 234. (ISBN 0 521 77676 7 Paperback)

Reviewed by Gerry Lassche

The Dynamics of the Language Classroomis a new addition to the growing
Cambridge Language Teaching Library. While valuable for pre- and in-service
teachers, practitioners interested in classroom and action research and teacher
reflection would al so find thisan inval uable source of information regarding essential
issues of educational change. The book is premised on the ecological perspective,
defined as* aconception of thelearning environment as acomplex adaptive system”
(VanLier, 1997). The complexity isdueto the differential and unique contributions of
learners, teachers, and local classroom contexts. Thus, Tudor maintains that linear
approaches to education typically fail to bring satisfactory results because many
contextual factors are left out of consideration.

Theseissues also apply equally well for teachers of adult learners, who value
independence and diversity (Nunan, 1989), aswell asfor teachers of young learners
in ESL contexts. AsKatz and McClellan (1997) note, today’ sESL elementary school
teachersareincreasingly likely to have students from diverse cultural backgrounds,
and hel ping these children to devel op their social competence requiresan appreciation
of this diversity. Less certain, though, is the book’ s relevance in EFL contexts for
young learnersin Korea and Japan, where resident teachers face classes of students
that approach being culturally homogenous.

The book can be described as being organized into three main sections. The
first section, covering Chapters 1 and 2, serves as an introduction to the compl exities
of theteaching and learning context. The second section, covering Chapters 3 through
5, deals with the different perspectives of language, learning, teaching, and the
classroom context held by the stakeholders in the educational process. The third
section, covering Chapters 6 through 8, describes ways to better understand these
complexities and what their implications are for teachers and learners. Chapter 9
offers some interesting points of departure on variousissues of particular relevance
to education reform.

The chaptersfollow aconceptual progression, from rather abstract theoretical
discussions and descriptions of the nature of learning and the essence of an ecological
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paradigm in the first section, to more practical and localized discussions of
contextualized case studiesin the third section. The layout of the book shortens the
length of discourse into manageable chunks, allowing the busy person who may not
be able to continue reading at long stretches to stick in a bookmark and pick up
where they |eft off later. Each of these sections ends with several helpful questions
concerning essential points, the intention of which is to personalize content and
provide possible avenues for further reflective research.

Although integral to the position Tudor is building, there is a danger with
using constructs such as “context,” “teaching,” and “learning” - one that Tudor is
very much aware of. A repeated refrain from the book is that meanings can change,
depending on the particular context. Such slippage, though, can prove a little
disconcerting to the reader. The concept of “classroom” isacase in point. It is, in
earlier discussions, the physical location of the event, but in later ones it becomes
the collapsed realization of the administrative, teacher, and student culture rolled
into one. As aresult, the concept becomes at times too cumbersome, and invariably
Tudor ends up covering ground aready discussed. However, since his view is
interactional, such a portrayal is probably obligatory, at the expense of occasional
repetitiveness. This especially holds true in the first section, and less so in the
second section. Both sections tend to proceed a little dowly through the defense
and explanation of constructs that compose the ecological perspective. Further,
Tudor does not provide alot of substantiating evidence at this point in the book. On
theother hand, herarely if ever digressesinto extended and complicated explanations.
Some readers may very well appreciate the precise care with which Tudor isableto
paint his ecological themes through the use of increasingly familiar, yet constantly
expanding, icons and motifs.

| found the case studies explored in the third section as easily the strongest
selling point of the book for readersin Asiain terms of information content. Tudor’s
insightful analysis of contextual features provides persuasive evidence for his
ecological perspective of teaching and learning. What is compelling for me about
these studies is their international flavor and depth of qualitative description.

First, it is perhaps in the EFL situation that cultural conflicts and fears of
cultural imperiaismwield their strongest influence. In such situations, an appreciation
of how the context-specific characteristics of local learning events can only help to
mitigate the tension. Tudor suggests that what is essential for initiating curriculum
reform is a more complete understanding of the students’ context and culture of
learning. Thisis afamiliar educational call to armsin many Asian countries these
days and a position in close agreement with literature from the field of educational
change (Curtis, 2000).

Second, Tudor’s analysis actually demonstrates how one can proceed from
aninitial realization of aproblem or casetowards adescription of essential qualitative
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features. When one works with such “messy” contexts, the method of review must
be based on the premise that perceptions of the nature of those factors differ across
individualsand institutions (Cohen and Manion, 2000). Tudor’ sanalysisinvestigates
and aggregates as many of these essential perceptions as necessary to more closely
approximate the nature of the case’s “true” character. By doing so, he admirably
demonstrates what qualitative action research “thick descriptions” look like.

In summary, the current movements in education reform and the increasing
encouragement of reflective practices makethisbook an essential read, for it explains
why such reflection is needed in contexts familiar and relevant to Asian educators.

The Reviewer

Gerry Lassche (MATESOL, RSA CELTA) isthelecturing professor of TESOL
methodology and TESOL practicumin Ajou University’ sTESOL Certificate program.
He has been in Korea for the last five years, and his publications include issuesin
syllabus design, language testing, and e-based language learning. Email:
glassche@yahoo.ca
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The Art of Nonconversation: A
Reexamination of the Validity of the Oral
Proficiency Interview

Marysia Johnson.
London: Yale University Press, 2001.
Pp. 230. (1SBN 0-300-09002-1)

Reviewed by DavidW. Dugas

The place of the Oral Proficiency Interview (OPI) in the history of second
language evaluationisfirmly established. Inthelast 50 years, it has become widely
used internationally by many universities, aswell asby thoseinthe U.S. government
(Foreign Language I nstitute, Defense Language I nstitute, Peace Corps) and private
sectors (Educational Testing Service, American Council on the Teaching of Foreign
Languages). Results from OPI interviews are typically used as a basis for college
entrance, pay increases, promotion, and job assignment. In The Art of Nonconver sation,
Marysia Johnson reexamines the OPI from a current perspective using the current
analytical tools of discourse and conversation analyses and semantic differential study.
She aims at answering two questions: 1) Is the OPI avalid instrument for assessing
language speaking proficiency? and 2) What is speaking ability?

Thebook islaid out in nine chapters, thefirst of whichisan overview. Chapter
2isaninteresting and informative summary of the creation and devel opment of the
OPI. Chapter 3isacritical ook at the OPI which presentsabrief review of validity
and the aspects of the OPI which have been criticized. Chapter 4 explores the
theoretical basesfor assessing the OPI as a speech event. Here sufficient background
isgiven to highlight the differences between several types of speech events and to
support arigorous description of what conversation actualy is.

The discourse analysis study of 35 OPIsand theresultsfrom it are presented
in Chapter 5. Most will not be surprised at the conclusion that the OPI is not
conversation. In Chapter 6, the author reportsthe results of aqualitative assessment,
i.e.,, asemantic differential study, of native speakers' perceptions of the OPI. The
opinions of both testers and non-testers support the results generated in the previous
chapter. In Chapter 7, the construct validity of the OPI is examined and found
wanting. The OPI is shown to include two distinct types of interviews, neither of
which resembles conversation. Having discredited the OPI, the author startstoward
a replacement in Chapter 8. There she describes and compares two previously
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proposed models, the communicative competence and interactional competence
models, to get at what speaking ability really is. She points out that the two core
concepts of second language communicative competence and communicative
language ability have not been validated to date and are thus without formal
support in spite of their widespread use in devel oping the communicative approach
to ESL teaching. In this chapter, she also introduces the sociocultural theories of
Lev S. Vygotsky and describes their pertinence. In the last chapter, Chapter 9, she
points out some similarities between Vygotsky’s theories and other work being
done in the area of second language acquisition. She also proposes a new test of
Practical Oral LanguageAbility and provides some guidelinesfor its devel opment.

Johnson conducts and explains her work well. In particul ar, her use of dialog
and conversation analysis studies allowed this reviewer a greater appreciation of
the potential inthese methods. Still, her explanation of the critical term proficiency
isinconclusive, and her conclusion concerning the OPI’ s construct validity seems
to be fuzzy and abrupt without precise exposition of reasons. Although at times
clearly hostile toward the widespread use of the OPI, she supports her criticisms
with clear new evidence. Theimpression that Johnson gives, however, isthat sheis
inclined to graft her new test onto the still fresh carcass of the OPI. If true, thismight
not be surprising, since sheisan OPI tester, but it would be disappointing. A more
determined attempt at innovation would be preferred.

A complicating factor in applying the changes Johnson advocatesis that the
OPI has many proponents and has been considered an administratively successful
test by many of those who have used it. The OPI, even with itsfaults, seemsto have
filled a “testing gap” pretty successfully for along time. That it still does was
demonstrated when a few minutes search of the Internet produced hundreds of
sites currently using the OPI. Furthermore, development of the OPI has involved
some fine peopleand ingtitutions (North, 1993) giving it agreat deal of “ professional
momentum.” The OPI has also been used in calibrating the results of derivative
languagetests, e.g., the Simulated OPI, an audiotaped version for groups (Stansfield
and Kenyon, 1996), and |anguage tests based on new technol ogies, e.g., the computer-
assessed PhonePass (Ordinate, 1999).

Clearly, even avastly superior test will have to be administratively attractive
to displace the OPI. This book shows why the attempt should be made and how it
might be started. Thoseinvolved in ESL/EFL testing, whether for or against the OPI,
would benefit from reading this book.

The Reviewer

David W. Dugas(M.S., Louisiana State University) has seven yearsuniversity
teaching experience, of which five have been focused on lower-level EFL students.
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His language research efforts have focused on creation of an integrated syllabus
design for lower-level students as well as achievement tests to support such a
syllabus. Heiscurrently in hissixth year asawriter and lecturer at Dagjeon University
in Dagjeon, Korea. He divides hiswriting between EFL and environmental interests.
Email: dwdugas@yahoo.com
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Macmillan English Dictionary for
Advanced Learners

Michael Rundell (Ed.).

Oxford: Macmillan Education, 2002.
Pp. xiv + 1658 (ISBN 0-333-96672-4 Am. paperback ed.
+ CD-ROM), 235x155x47mm.

Reviewed by David E. Shaffer

Four short years ago, Macmillan Publishers decided to begin aforay into the
areaof learner’ sdictionaries and create the first dictionary from scratch in almost a
decade. The product of this undertaking is the Macmillan English Dictionary for
Advanced Learners[MED], and the conclusion of this project has been so expeditious
due to the veteran lexicographers, Michael Rundell and Gwyneth Fox, heading the
editorial team. MED joins a formidable group of advanced learner’s dictionaries
vying for a share of the ESL/EFL market: Oxford Advanced Learner’s Dictionary
[OALD] (Hornby & Wehmeier [Ed.], 2000), Longman Advanced American Dictionary
[LAAD] (2000), and Collins Cobuild English Dictionary for Advanced Learners
[CCED] (Sinclair [Ed.], 2001). Jon Wright (1998) statesthat “ each [learner’ 5] dictionary
isdifferent and itisimportant...to find out what isinit, what it means, and how to use
that information” (p. 10). The aim of this review is to delineate the ways in which
MED differsfrom the othersaswell as point out the similarities.

The Meaning

MED containsover 100,000 references, dightly lessthan CCED’ 110,000 but
more than LAAD’s 84,000 and OALD’s 80,000. For these, it uses a defining
vocabulary of 2,500 words — comparable to CCED, less than OALD’s 3,000, but
more than LAAD’s 2,000. (Though “advanced” in name, LAAD isactually ahigh
intermediate to low advanced learner’ sdictionary.) For the number of referencesit
contains, MED is able to construct its definitions with a relatively few number of
words, making them easy to understand. While most learner’ s dictionaries choose
to give most of their definitionsin thetraditional phrase form (e.g., verb definitions
beginning with “to”), MED employsacombination of thisformand CCED’ spractice
of defining each word with asentence. Compare these examples entries:

OALD: clout. to hit Sbhard, epecialy withyour hand. (p. 224)
CCED: dout. If youdout someone, you hitthem. (p. 275)
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MED: clout. to hit someone or something hard with your hand. (p. 254)
MED: cloud. if anemotion cloudsyour eyes, your eyesshow theemoation. (p. 254)

It is often the case that for words with multiple definitions, severa of the
definitionswill bein sentenceformin MED while othersarein phraseform. Theform
selected is based on the ease with which that form can explain any given headword.
What this practicelosesin conformity, it more than makesup for inintelligibility.

Words with more than one meaning are arranged from most to least common
meaning. Lexicaly related homographs of different word classes are entered as
separate headwords. For example, the headword fast! (adj) is followed by fast?
(adv), whichisfollowed by fast3 (ver b) and fast* (houn) (pp. 498-499). By contrast,
OALD and CCED list al different word classes under asingle headword. Arguments
can be made for either approach, but both work equally well if each word classis
clearly marked.

A unique and very useful feature that MED employs for words with many
multiple meaningsis* meaning menus.” Appearingimmediately bel ow each headword
with five or more meaning is a menu containing a brief reference to the different
meanings of the headword numbered in the order in which they appear below. This
menu is to the headword what the table of contentsisto abook. The menu is boxed
inred for easy viewing as are various other elements of the dictionary. The menu for
the headword fast* (adj), for example, contains: 1. quick, 2. exciting, 3. of aclock, 4.
of film, 5. of colors, 6. of awoman, + PHRASES (p. 498). The numbers correspond to
the numbers of the definitions appearing below the menu.

MED comesin two versions —American English (AmE) and British English
(BrE). The headwords defined in the two dictionaries are the same. The distinction
liesintheversion of English used inthedefinitions. Inthe American English version,
definitions arein AmE. When AmE and BrE definitions differ, both are given —the
BrE definitionislast and clearly marked as BrE. When AmE and BrE pronunciation
differ, theAmE pronunciationisfirst, followed by the BrE pronunciation marked as
such. Inthe BrE version the opposite istrue. Thistwin-version formula, eliminates
the annoying priority, for AmE users, given to BrE pronunciations and definitionsin
OALD and CCED.

MED isnot only anew dictionary, it isan up-to-date lexicon in that it contains
some of the most recent wordsto enter the English language. A search for three new
wordsarising from an email newdetter (R.S. Koch, The Grammar Exchange L etter 23,
personal communication, November 22, 2002) revealed that MED contained them all
—the newly coined word digerati, and the new meanings of alpha male and anorak
(BrE), which refer to people. By comparison, CCED and OALD contained the new
definition of anorak only, while LAAD contained only that of alpha male.
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The Usage

A dictionary as comprehensive as MED contains many more words than any
language learner can hope to learn, and even the number of words that a serious
learner comes in contact with is more than they can learn. They must, therefore,
prioratize, i.e., decide which words to concentrate on at present for internalization.
MED helpsthelearner greatly in doing this by marking headwordsfor frequency of
use by fluent speakers. The 7,500 most frequently used headwords appear in red and
arefollowed by one, two, or threered starsto designate frequency of use (more stars
designate higher frequency). The only other comparable learner’s dictionaries to
designate word frequency are LAAD, which usesasystem of numbers(1, 2, or 3) in
agrid, and CCED, which uses a five-diamond band system similar to MED’s. The
LAAD system appliesonly to the most frequent 3,000 words, and though CCED’ s6-
level distinction may be finer than MED’ s, the combination of this extensive detail
and low perceptibility islikely to makethe MED system the most user-friendly.

All mgjor learner’ sdictionaries now pay special attention to collocation. MED
does this in two ways: essential collocates are shown, as in all good learner’s
dictionaries, in the body of the dictionary entry with example sentences, but in
addition, MED lists thousands of strong collocates with headwordsin its 450 easy-
to-read “ coll ocation boxes,” appearing in red.

MED is besprinkled on almost every page with numerous other red, actually
pink, boxes that make information easy to access. It contains synonym boxes that
contain synonyms of the headword, explanations of how they differ from the
headword, and example sentences. There are boxes that contain interesting
etymol ogical notesthat makethe words easy to remember. For example, one of these
boxesisfor Lalita: “From Lolita, the main character in Lolita, anovel by Vladimir
Nabokov” (p. 830). Similar boxes contain purely cultural information, e.g., thebox for
log cabin reads: “People typicaly stay in alog cabin when they are on vacation,
especialy to go skiing or hunting” (p. 829). Another unique MED feature is its
metaphor boxes, which clearly explain the metaphor behind English speakers’ choice
of words. For exampl e, the metaphor box for r elationship readsin part:

Physical relationshipsarelikeweather or sunshineandtemper ature. Be-
ing friendly to someoneislikewarmth, and being unfriendly islike cold.
... They areverywar m-hear ted/cold-hearted people....(p. 1173)

There are boxes explaining American and British English differencesinlexical
usage when an extensive explanation is required, and there are “academic writing
boxes’ explaining how to use more precise words closely related to the headword.
The" academicwriting box” for related, for example, offersmorethan sixty aternative
words and expressions.
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Where MED comes up short is in its treatment of grammatical usage of
headwords. There are boxes of usage notes, but these are mainly associated with
word meanings or give hintsto avoid common errorsrelated to wrong word choice.
Grammatical information is limited to the basics: headword function, countability,
transitivity, and little more. The incorporation of grammar notes containing the
structural environmentsin which aheadword occurs was opted against. The reason
for thismay betwo-fold: 1) their incorporation, asin CCED, would be space consuming
and 2) they have decided to follow the trend of placing emphasis on fluency at the
expense of accuracy. This second point ignores the needs of the majority of eastern
Asian learners, whose language proficiency assessment is based heavily on their
knowledge of English grammar. To some extent, MED’ s abundant use of example
sentences compensates for the scarcity of grammar notes.

The Package

The physical characteristics of a dictionary rank very high among learners
preferences (D. Kent, 2001) and, therefore, cannot beignored. The paperback edition
of MED combinesthe lesser thickness of CCED with the smaller length and width of
OALD, making it smaller than either and relatively easier to carry, though not
perceivably lighter in weight. The quality of the paper used in MED and the size of
font used makesitsreadability higher than that of either CCED or OALD. MED could
be called “the Red Book” dueto its color motif, used not only for esthetic purposes
but also for readability. Page designis more perceptually pleasing than that of CCED
or LAAD, or even OALD, whichwasthisreviewer’ sfavorite until MED arrived on
the scene. It isequal or superior to all three of itsrivalsin the use of illustrations, its
color sections, and its language study section. [For more on CCED, LAAD, and
OALD, see Shaffer (2000, 2001)].

Arguably just asimportant aswhat comesinside adictionary iswhat does not.
Thereismuchto MED intheform of support that deserves mention. Thereisa CD-
ROM, which includes everything in the dictionary in addition to sound. Thelearner
can even record their own pronunciation for comparison purposes. Additional support
comesintheform of acompanionworkbook (A. Underhill, 2002) containing innovative
activities giving the learner practice in how to use adictionary.

There is al'so extensive Web support available for MED, more than for any
comparabledictionary. There are resourcesand activitiesfor theteacher to useinthe
classroom, and interactive games, glossaries, and articlesfor thelearner. Email services
available include monthly lessons, amonthly magazine, and their archives.

The package' s cost: $27.50 at Amazon.com, acouple of dollarshigher thanthe
competition, but still quite reasonable. In most cases, the MED producers have taken
the best characteristics of the other learner’ s dictionaries on the market, combined
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them, and added afew more of their own to produce avery useful dictionary. No one
who gets “the Red Book” should be sorry they did.

The Reviewer

David Shaffer holdsaPh.D. inlinguisticsand has been aprofessor at Chosun
University in Gwangju since 1976. |n addition to semantics, hisacademic interestslie
in TEFL methodology, teacher training, and Korean lexical borrowing from English.
In recent years, he has been involved in the editing of Korea TESOL publications
andiscurrently on the organization’ s executive council. Email: disin@chosun.ac.kr
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New Idiom Software: A Comparison of
IdioMagic 2002 and North American
ldioms

ldioMagic2002
Eagt Brunsmck, NJ: Innovative Software Enterprise, 1999-2002.
Didributed by | £, (http:/Amwvidiomagic.com).

NorthAmericanldoms
Mctoria, BC: Universty of ictoria, 2001
Didributed by Encomium Publications (http:/AMmavencomiun.com).

Reviewed by David B. Kent

Students in language laboratories around the world often make decisions on
what language | earning software they will continueto use after amereinitial glance.
Asaresult, software devel opers have become aware that |ooks areimportant or that
“first impressions count,” but one should never immediately “judge a book by its
cover.”

Innovative Software Enterprise, the devel opers of IdioMagic 2002, originally
introduced the software a decade ago as a DOS-based program. Although it has
comealongway intheintervening time period, the program still strikingly resembles
aDOS version. The down sideto thisisthat the Korean “Internet generation” may
view it astoo simplistic, but it isthis simplicity that makes for very easy use of the
program and may make it appealing to those students and teachers who do not
possess a high degree of computer literacy.

Encomium Publications al so has experience in the devel opment of arange of
software programs over the last several years, and their idiom-learning resource,
North American Idioms (NALI), certainly contains numerous bells and whistles as
well asagreat deal more eye candy than IdioM agic 2002. Along with this, the program
has amore complex look and feel, which in turn grants the program amore polished
overall appearance.

However, itisnot thelook of language | earning softwarethat improveslanguage
proficiency. Language proficiency improvesfrom factors such as ease-of -use, which
leadsto continued use of the product and thereby increases exposure to the learning
material. So too, linguistic appropriateness maintains user interest and assists the
user in developing their current language skills. At the same time, the testing
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methodol ogy and reinforcement processesimplemented by the packagein thevirtual
world further allowsthe user to employ the language material learnt and recall it for
future useinthereal world.

Student Suitability

The two idiom packages under review both present a great deal of specific
idioms. The focus of NAI is solely on the intermediate level student and in reality
tailored morefor the younger adult |earner, but al so adequate for older learners, and
aims at providing a thorough understanding of 192 idioms through 16 units and 4
review sections. The IdioMagic 2002 software, on the other hand, focuses on the
beginner, intermediate, and advanced levels of |earners from the 6th grader to the
more senior student. Although the aim of this softwareisto provide an understanding
of 510 idioms, with 20 units per level and 10 idioms per unit with a review quiz
accompanying each unit, the focus is essentially on 200 idioms per level, and as a
result, the number of items available for each level is about the same as that in the
NAI package.

Both programs are extremely well suited for language laboratories and for
student self-study, either at home or in schools, although practical classroom use of
these products may be limited. However, the programs can be used supplement
material in both conversation and writing classes and thereby allow students to
develop their use of idiomatic expressionswith limited or no teacher guidance.

Multimedia Interactivity and Presentation

The techniques adopted by both the IdioMagic 2002 and NAI software vary
widely in approach to and application of the multimediaplatform. Inthisregard, NAI
lendsitself strongly to thefield of “edutainment,” particularly sinceits design focus
istheyounger learner, while ldioMagic 2002 relies on atraditional presentation and
testing format that many students are accustomed to yet may find very dry and, asa
result, less engrossing.

While both programs offer adjustable settings, |dioMagic 2002 far outclasses
NALI inthisrespect. NAI will allow theuser to adjust theaudiolevel and replay theaudio
components of the language activities, aswell as allow the user complete control over
video sequences. Although IdioMagic 2002, does not employ the use of audio (other
than for sound effects) nor employ the use of video withinthe program, it doesallow the
user to change the difficulty and current level of the lesson as well as the scope of
quizzestoinclude, for example, missedidiomsfrom previousquizzes. Further, IdioMagic
2002 allows the user to not only turn on or off sound effects and visua effects but also
allows such things as hiding hint buttons and correct answers during quizzes.
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IdioMagic 2002 and NAI both present the initial idiom material in a similar
fashion; that is, the idiom itself is presented along with examples and notes for
various idioms. The definitions and examples of use in both programs are clearly
worded in simple and plainly understood English. Whilethisis certainly something
essential for student understanding of the idioms and an asset for learners in
promoting their understanding of the language and cultural ideals behind the
expressions, NAI goes one step further to include audio for each of the idioms,
examples, and notes. Immediate feedback is a further asset provided to the student
by both programs, and although each program presents a great deal of information
on screen, thereby maximizing use of screen real-estate, this does not represent a
visual hurdle for users nor doesit lead to obfuscation of the study material. In fact,
both programs offer easy navigation between the variouslessonsand unitsavailable,
along with excellent search facilitiesthat allow usersto typein keywordsand jump to
theidioms contained within the program.

Language Learning Approach

AsldioMagic 2002 aimsto be both alearning and reference sourcefor idioms
for al levels and ages of student, the method taken to present linguistic datato the
user israther different from that of NAI, which aimsat being alearning resourcefor
young intermediate-level students. NAI attempts to be holistic whereas IdioMagic
2002 specifically targets understanding and testing of the idiom being focused on.

In scope, the NAI package aims at integrating all aspects of language use
while maintaining ateaching focus reflecting the usage of idioms. Thistranslatesto
emphasis being placed on practical language use, while IdioMagic 2002 tends to
emphasi ze conci se understanding of theidiom rather than integration and presentation
of theidiom in various contextual settings. Thisfocusis also clearly supported by
the extramaterial provided by the NAI package. The package includes presentation
of idiomatic expressionsin extended multi-genre listening sections covering telephone
English, radio broadcasts (news, interviews, and songs), and audio presentation of
written material such as postcards and emails, along with a video section where
dialogue scripts are shown on screen alongside video playback. IdioMagic 2002,
however, relieson the presentation of textual examplesand notes, aswell asamultiple-
choice testing format, to promote understanding and reinforcement of the material
under study.

The use of an integrated dictionary within each package is also a valuable
asset for the user, but it islimiting in both packages. With IdioMagic 2002, the user
must search for terms that can be found within the definition of the idiom itself,
whereas the NAI dictionary allows searching by word, by topic, and by presenting
an entirelist of theidiomsin the package. dioMagic 2002, however, also containsa
thesaurus, and this extends the functionality of the dictionary, alowing users to
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search for idioms based on keywords. The IdioMagic 2002 thesaurus presents all
related idioms within the package associated with the search term. Thisis excellent
for students, and it is this feature, along with the dictionary, that firmly establishes
IdioMagic 2002 as a reference resource that students can return to even after
completing all of the language material and quizzesthat the program offers. So too,
teachers can benefit from the resource nature of the IdioMagic 2002 package.

Linguistic Solidification

The testing and grading elements found in the IdioMagic 2002 and NAI
packages are also rather different. The differenceslargely revolve around the visual
presentation of the packages and the approach used by the programsin presenting
thetesting and reinforcement material.

IdioMagic 2002 employs a traditional systematic drill-type approach and
standard multiple-choice testing system that ensure that students around the globe
will be familiar with the format. Each quiz can cover a single lesson, al previous
lessons, an entiredifficulty level, or only previoudy missed idioms. Further solidifying
the product as a resource, as well as alearning source, there is the functionality to
print the various quizzes, along with answer keys, and the option of saving quizzes
to disk. This feature can then be put to use by teachers for review purposes in the
classroom or enable students to continue their studies without being tied down to a
computer.

NAI, maintaining the“edutainment” element for the younger learner, conducts
testing through the use of various activities or language games. These activities can
be accessed at any time and | eft to complete later if studentswish to further study the
idiomatic lesson material before returning to the same point in the activity. Although
thereisno option to print these activities, they arevisually rich and varied, including
theidentification of proper idiomatic repliesto utterancesaswell as correct definitions
foridioms, asintheldioMagic 2002 package testing format.

Overdll, both IdioMagic 2002 and North American |dioms effectively provide
the means for students to increase their awareness of idioms, along with their
understanding of the cultural values and attitudes we associate with such language
use, and to accurately recognize and produce frequently used idiomsin listening to,
speaking, reading, and writing English. Since the approach and presentation style of
thesetwo packagesvary widely, ultimately the user will haveto decidewhich product
will best suit their learning style and immediate study needs. One thing is certain
though: K orean students often use Englishidiomsin conversation and enjoy learning
the cultural attitudes and values associated with their meanings. Both of these
software packages will definitely be able to assist them in satisfying this desire.
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Minimum Operating System Requirements

IdioMagic 2002

Windows. Windows 95, 98, ME, NT, 2000, and X P; Standard PC, 8 MB RAM, sound
card and color monitor desirable, 640 x 480 resolution, CD-ROM drive, 5MB free
hard drive space. Network compatible.

Macintosh: Compatible using aWindows emulation program or aPower Mac equipped
with aPC card.

North American Idioms

Windows: Windows 95, 98, NT, 2000, and XP; Pentium PC, 32 MB RAM, sound card,
8-bit color monitor, 256-color display at 640 x 480 resolution, 2x CD-ROM drive,
QuickTime4.0 (included on CD).

Macintosh: PowerPC, OS 7.5+, 16 MB RAM, 2x speed CD-ROM drive, 256-color
display at 640 x 480 resolution, QuickTime4.12 (included on CD).

The Reviewer

David Kent hasaPh.D.in TEFL and iscurrently working at InhaUniversity in
Incheon. He has worked in Korea for seven years and enjoys developing language
software that provides relative socio-cultural learning for Korean students. Email:
dbkent@mail.inha.ac.kr
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Fish Trek: An Adventure in Articles

Tom Cole.

Ann Arbor, MI: University of Michigan Press, 2000.
Distributed by Encomium Publications

(http: //mamww.encomium.com).

Reviewed by DavidD. . Kim

English article usage presents a challenge for Koreans, primarily due to the
lack of articlesinthe Korean language (L ee, 1996). Kim (1980) estimated an error rate
of English article usage by Koreans to be approximately 60% for both incorrect
inclusion and omission. Lee (1996) found the most frequent type of error was of
omission — not using an article when one is required (nearly 60% of al errors) —
which heattributesto L 1interference (i.e., absence of articlesin Korean)®. Research
studies such asthese support the general awareness of Korean teachers and students
alike about the use of English articles; that is, it is bewildering!

An instructional tool available for practicing English articles usage is Fish
Trek: An Adventure in Articles. Fish Trek is an interactive computer-software
application suited for all learning levels, but for neophytesto English articles, some
supportiveinstruction would berequired (further detail sbelow). Thelanguageformat
isEnglish-only. Ideally, the program issuited for self-study, but with proper equipment
could be adopted for use in the classroom.

Installation is quite ssimple, and on most systems it should take less than five
minutesto get the application up and running. The program requires minimal system
resources to run (details provided at the end of this review), and once installed
operates entirely off the hard drive.

Fish Trek is a “drill and practice” type of software, and is packaged in a
“snakesand ladders’ gameformat to motivate the user. Usersare presented with fill-
in-the-blank sentences, after which one of four choices can be selected tofill-in-the-
blank with “the,” “a,” “an,” or no article. A correct choice will advance the game
piece, afish, while an incorrect choice will result in aloss of a“fish” (six fishesto
start the game with bonus fishes awarded throughout the game). According to the
software devel opers, 650 sentencesare availablefor practice, presented in accordance
toten overlapping difficulty levels, with accompanying context sentencesthat provide
examples of thearticle used in other sample sentences. The primary aimfor thearticle
drillsisto aidin the acquisition of the 50-plus English article usagerulesoutlined in
Cole(1997).
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Fish Trek has many positive features. First, the article usage rules are made
available after both correct and incorrect responses, along with the completed
sentence, providing immediate response feedback. A running total/percentage of the
number of correct and incorrect responses are always visible. In addition, incorrect
responses are kept in amemory store so that they can be viewed at any time (printing
them out is also possible). The user has the option of accessing the entire selection
of fill-in-the-blank sentences (650) for extensive practice, or focusing upon only new
materia (Focused Practice), or smply reviewing thelist of incorrect responsesmaterial .

Unfortunately, Fish Trek also has several drawbacks. First, in terms of
instructional tutorials, although most of the article rules are easy to understand,
some rules would be baffling to an English article neophyte (e.g., distinguishing
between “superlative degree” and “comparative degree”). Therefore, some
supplemental instruction in English article usage rules would be required?. Further,
although after some time the design layout is simple to use, theinitial encounter is
somewhat confusing (e.g., iconsleading to other featuresare not intuitively accessible,
and only through trial and error would a user come to know of the full range of
available features). Also, the overall look |eaves much to be desired. One student®
reviewer commented, “ The graphical interface was reminiscent of programsfromthe
1980s.”

In summary, Fish Trek does provide extensive and comprehensive practicein
the use of English articles, with valuable feedback that isimmediate and instructive,
and is therefore excellent in terms of educational value. However, the design and
graphical interface are somewhat wanting. The pricetag for the software, US$34.50,
isreasonable and within the range of affordability for most teachers and studentsin
Korea

Minimum Operating System Requirements

Windows: Windows 95 or higher; 386/33 MHz processor or greater, with8 MB RAM;
Single-speed CD-ROM drive; 256-col or display at 640 x 480 resolution.

Macintosh: Apple Macintosh 68040 with5MB RAM; System 7.1 or higher; Single-
speed CD-ROM drive.

Endnotes

1 Kim (1991) offers various alternative theoretical explanations for the difficulties
experienced by Koreans with English article usage. Also of note, Park (1996) found
significant differencesin appropriate article usage between non-native English speaking
groupsof [-Art] languages, or lack of article systemin native language (e.g., Korean and
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Japanese), and groups of [+Art], or presence of an article systemin nativelanguage (e.g.,
French and German). He also confirmed previous findings of an acquisition order of
English article functions. Also, Yoon (1983) provides an interesting review of English
article use from a psychological (cognitive) perspective to explore the possibility of
deriving asimple set of rulesto predict English article usage. He concludes, however, that
the complexity of English article usage does not lend itself to such formulations.

2 Unfortunately Cole's(1997) textbook, The Article Book: Practice Toward Mastering A,
An, and The, which the Fish Trek software is based upon, itself does not provide clear
explanations for certain article rule terms. However, a good English dictionary does
provide explanations of certain article ruleterms, e.g., “ superlative” vs. “comparative’
degrees.

3 Two university student reviewers were recruited to evaluate the Fish Trek software.
They were asked to use the software and comment upon the program in terms of ease of
use, design, graphics, and instructional effectiveness. Both the evaluators thought the
Fish Trek software was instructionally effective; however, both provided negative
evaluationsin terms of ease of use, design, and graphics.

The Reviewer

David Kim is presently teaching at Konkuk University in the Department of
English Language and Literature. Hisareas of interestsinclude, research in language
learning, teaching and testing English pronunciation, cross-cultural issuesin language
learning, and teaching methodology. Email: kdi.kim@utoronto.ca
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