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Over the last few decades, research in the area of applied linguistics has been
transformed by an increasing focus on the social, cultural and linguistic
changes brought about by globalisation, increased mobility and transnational
flows, new technologies and a changing political and economic landscape.
These changes have had major implications for the ways in which we
conceptualise the relationship between language and society in the twenty-
first century. A new communicative order has emerged in which we find new
types of speakers, new forms of language and new modes of communication.
The 2013 conference theme ‘Opening New Lines of Communication in
Applied Linguistics’ addressed the challenges and opportunities that this
new communicative order presents in the field of applied linguistics.

This publication brings together a selection of those papers and examines the
complexity and different facets of this new (socio)linguistic reality. The
papers cover a broad range of topics including intercultural interaction,
globalization and global English, the dynamics and challenges of
contemporary academia, identity construction, language in new forms of
social media, language and the economy and new technologies in language
teaching. The authors provide interesting and innovative perspectives on
emerging trends in applied linguistics and open new lines of communication
in our understanding of language in the twenty first century.
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Abstract

The study reported here revisited the issue of rating the difficulty of two test
formats or test types, using a new process approach instead of the traditional
product approach. This process approach relied on spotting signs of
difficulties encountered by respondents while verbalizing their thoughts in
two English vocabulary achievement test formats, an open cloze test (20
items with no choices offered) and a multiple choice test (20 sentence-based
gap filling test which can be filled from a pool of alternatives, MCGF). These
two test types were selected as they are said to be the ones used most
commonly in Saudi Arabia. Close analysis revealed eight signs of difficulties:
reporting difficulty of the test as a whole; stating a problem; pausing at a gap
(filled or unfilled) and longer time spent on an item; skipping an item;
repeating words and phrases; number of answers considered for an item; use
of Ly; number of all strategies and processes used in each test plus getting an
item wrong, which is a product approach. Ten males and ten females
participated in this study. The analysis of these signs of difficulty showed
that the multiple choice test was found by participants to be significantly
more difficult, based on four out of seven common signs of difficulty (one
was MCGF-specific), than the cloze test, although the level of both tests was
appropriate for the participants according to the students’ scores and some
expert judgments.

Introduction

The issue of rating the difficulty of test formats (test types) has not been
looked at in depth. Traditional procedures have always relied upon statistical
analysis of the product (test scores) to rate the easiness or difficulty of taking
a test. Sometimes this analysis includes expert judgments, to judge whether
atestis difficult or suitable for a given population. For example, it is believed
that multiple choice (MC) items are preferred and found easier by L, learners
compared to open items (items that are not restricted by certain choices), as
in MC tests there is help provided by the inclusion of the correct answer
(along with a certain number of distractors). However, a literature survey
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established that Connolly (2008) criticized the belief that MC items are
easier, calling it a myth without providing any further explanations.
Bridgeman (1992), on the other hand, speculated that MC items are easier
because it is possible for learners to work backwards from the distractors to
the stem, and because MC items are more easily guessed than open items.
Moreover, Nation (2001, p. 359) believes that recognition items are easier
than production items “because even with partial knowledge, a test taker may
be able to make the right choice”, especially when the distractors in the
recognition task are not close in meaning and / or form.

However, a search of the literature on testing anxiety, which is considered
one element that may affect or reflect students’ performance on a test,
produced studies which showed learners’ preferences for one or the other
test type. Shohamy (1982) and Madsen (1981) found that learners classified
cloze tests as high anxiety tasks. Roizen (1982, in Cohen, 1984) found that
60% of his subjects did not like the cloze test due to its difficulty, which
caused them to be nervous. Cohen (1984), however, found that students
disliked multiple choice items when they were associated with a passage and
preferred open-ended questions, which means they preferred test types such
as the cloze test. Additionally, Cohen (1984, 1996) believes that it is possible
to ask students for their reactions about the test tasks they just have
completed. Therefore in the retrospective interviews conducted as part of this
study (i.e., our supplementary instrument), we asked a question about the
difficulty of both tests and the reasons for it. This might help the researcher,
along with the data from the verbal protocols of the think-aloud sessions and
interviews, to determine which test format is easier.

Famularo (2007) notes that the relationship between test format difficulties
and test taking strategies (TTS) has not been explored to date, as most studies
have only compared test formats scores (product) to determine difficulties.
Ironically, in her study Famularo used test scores to determine that MC items
were easier than open items in three algebra tests rather than employing a
process approach to see how difficult the items were. She used a checklist of
18 selected strategies to see if the strategies affected the test scores or not.
The checklist contained background knowledge, guessing, approximation,
reading, distractor elimination among other factors, but did not explain how
these strategies were selected or what their source was. Also, no explanation
was given for how the selected 18 strategies affected test format difficulty,
only addressing how they accounted for differences between the two test
formats.
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Cohen and Upton (2006, 2007) found that the strategies used in their study,
drawn from different tasks in the TOEFL reading section, provided some
indicators of test item difficulty: wrestling with language intent, wrestling
with option meaning, reconsidering or double-checking the response,
considering preliminary options, and postponing consideration of an option.
However, they did not report the strategy use differences among the tasks.
They reported the difficulty of items by calculating the success rates for the
different types of items, again relying on test scores.

The current study takes a similar approach to Cohen and Upton’s by
identifying some signs of difficulties in the verbal protocol data from the
think-aloud sessions and interviews, which can be seen as indicators of test
type difficulty, and otherwise uses Al Fraidan (2011) as the basis of this
investigation. Al Fraidan identified seven signs of difficulties: reporting
difficulty by the participants; getting the item wrong; number of pauses and
longer time spent at an item; number of times items were skipped and
returned to; repetition of words and phrases adjacent to the gap; number of
candidate answers considered for the gap; and use of L; He found some
differences between these signs between the two tasks; however, these were
not statistically significant.

This study will look for other signs of difficulty and analyse them statistically
in order to reveal differences between the two tasks. Additionally, it will
compare the students’ scores on each test to help answer the study’s main
research question and hypothesis:

Q: What are the signs of difficulty reported by students, or analysed
by the researcher, while taking the two tasks?

H: There will be some insignificant differences among the signs of
difficulty based on Al Fraidan’s (2011) finding.

Sampling and methods

Ten male and ten female Saudi English majors from different levels
participated in this study. The number of participants is appropriate for
studies using verbal protocols. They were trained in the use of think-aloud
protocols during several training sessions which lasted 45mins each, after
which they were given two vocabulary achievement tests. These tests were
teacher-made tests with some flaws, but these were overlooked to simulate
real-life situations as Saudi students are frequently exposed to flawed
teacher-made tests. The first test was a text-based cloze test about “social
networking”, a topic with which the students were familiar. The test asked
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the participants to provide a suitable word for 20 gaps without providing
them with any alternatives. The text had previously been studied one
semester earlier. It seemed that the test maker used a rationale deletion
method.

The second test was a multiple choice gap-filling (MCGF) test. The test had
20 disconnected sentences, with one gap in each sentence, and a pool of 26
alternatives given above the sentences from which to choose a correct answer.
According to Al Fraidan’s (2011) classification of test types, these two test
types are the most frequently used ones in Saudi Arabia. Some applied
linguistic experts have checked the two tests and confirmed their suitability
for the participants’ levels.

Students verbalized their thoughts during both tests; each student had a
different test in order to safeguard against order effect. Retrospective
interviews followed the think-aloud sessions. The tests lasted for one hour.

Analysis

The verbal protocols of the think-aloud sessions and interviews were
transcribed for a very close analysis. Segments were identified and then
given a code for the sign of difficulty identified. The analysis was blindly
checked by a second coder, and there was an agreement of 88% between the
two coders. The tests were marked by the researcher, and the cloze test was
marked by another scorer using the acceptable word method.

Results

Tests results

The students’ performance in the MCGF test was slightly better than their
performance in the cloze test. The mean of their total score in the MCGF test
was 11.45 out of 20 as shown in Figure 1. By looking at both Figures 1 and
2, one can see that in the MCGF test the students scored slightly higher marks
than in the cloze test, even though both are regarded by the test designers as
equivalent tests for students at the same level. On other grounds, however, it
was expected that the MCGF test would be easier given that it provides the
answer in a list of alternatives.
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Figure 2: Students’ total score in the cloze test

The students’ performance in general in the cloze test was not similar to their
performance in the MCGF test. This is shown by the difference in the means
of the total scores in both tests. Pearson correlation and ANOVA were used
to calculate and relationship and differences between the two tests. The mean
score for the cloze test was 10.32 out of the same possible maximum score
as the MCGF as shown in Figure 2, while the mean score in the MCGF test
was 11.45. However, when comparing the test scores and gender using
ANOVA, the difference was not significant (test scores F = 1.468, p = .241,
gender F = 196, p = .663, test scores x gender F = .262, p = .615). Both
Figure 1 and Figure 2 show that the two tests were neither too hard nor too
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easy, which confirms their suitability as tests of achievement for these
participants as claimed above. The two test scores correlate highly with each
other, which strengthens the validity of the students’ scores; that is, they both
can give us the same assessment of students’ levels.

Test pair Correlation
Cloze/MCGF Pearson correlation 730**
Sig. (2-tailed) .000

Table 1: Correlations among the three test

Difficulty of both tests

It was noted above that most educators and students feel that MC tests are
easier because they allow an answer to be chosen from a list of alternatives.
This study offered an opportunity to explore the evidence for this beyond the
usual evidence of test scores (product) by looking at process evidence as well,
as first discussed in Cohen and Upton (2006, 2007). The signs of difficulties
listed below were formulated after a close analysis of the data, which led to
the development of a list for measuring the difficulty of both tests. The

proposed list comprises eight signs, compared to six signs in Al Fraidan’s
(2011) study:

1) Reporting difficulty of the test as a whole

2) Stating a problem

3) Pausing at a gap (filled or unfilled) and longer time spent on an
item

4)  Skipping an item

5) Repeating words and phrases

6) Number of answers considered for an item

7) Useof L,

8) Number of all strategies and processes used in each test

There are some similarities between this list and the list by Cohen and Upton
(2006, 2007). For example, skipping corresponds to these authors’
“postponing consideration”, repeating of words and phrases corresponds to
their “reconsidering and rechecking”, and stating a problem corresponds to
their “wrestling”.

An ANOVA was carried out of the eight signs, plus gender; however, gender
was not found to be significant. Additionally, the study looked at how many
items were gotten wrong (the traditional product approach), which was
labelled as “getting an item wrong”.
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Getting an item wrong

Our earlier analysis of the students’ total scores in both tests revealed that
there was no significant difference between the two test scores, although
there was a slightly better performance in the MCGF test. That means that
the number of wrong items in both tests was not significantly different.
However, we found some significant differences among the eight signs.

Reporting difficulty of the test as a whole

The participants were asked their perception of the difficulty of both tests in
the interview. Figures 3 and 4 report the number of participants who reported
one or the other test as easy or difficult. The participants considered the cloze
test to be more difficult than the MCGF test although the difference was not
significant (50% binominal test conducted at p = .503), which confirmed our
expectation. The difference between the two tests could be due to how males
and females perceived the tests. The males reported the MCGF test to be
easier than the cloze test, while the females reported the opposite.
Unexpectedly, the most commonly given reason for the cloze test being
easier was the open choice available for the answer, unlike the MCGF test
which limited the choices available, some of which might not be known to
the participants. Interestingly, no one reported that the cloze test was easier
because they had read the text before.

Stating a problem

When participants said, “I am not sure”, “I do not know”, “I have not come
across / seen this word before”, “difficult”, etc., or raised a question either in
their L, or their L, this was considered a sign of having some kind of struggle
answering the item, and the more often they said anything like this, the more
obvious it was that they indeed had a problem.

T

T 1
Stjr el SHprACGE

Figure 3: Stating problems in both tests
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These problems arose as Saudi EFL English major learners suffer from “ a
core threshold mental lexicon” (Al-Shabab 2011) and thus struggle with
different word aspects like meaning and form. All of these problems were
counted among both tests, and ANOVA showed that there was a significant
difference in the number of occurrences of these problems (F = 24.459, p
=.000) in favour of the MCGF test (see Figure 4), which means students had
considerably more difficulties in that test than in the cloze test. Most of the
problems in the MCGF test were experienced while weighing up alternative
words.

Pausing at a gap (filled or unfilled) and longer time spent on an item
Abdel Latif (2009) found that EFL university-level Egyptian learners paused
as a sign of having a problem while writing. Thus the more pauses, the more
difficulties encountered. In this study, the ANOVA of the number of pauses
in each test was significant (F = 4.762, p = .043) for the cloze test; that is,
the participants paused more often in the cloze test than in the MCGF test,
as shown in Figure 4.

55% CI
il

I 1

Figure 4: Pauses in both tests

The cloze test consisted of a text that required comprehending and
considerable decoding, i.e., working out the meaning of an item. In addition,
there was no support given to work out the answers as in the MCGF test,
thus much mental lexical access was required, which might be the cause of
the difference between the two tests.

Skipping an item

The strategy of skipping, associated with pausing, means that a participant
may pause at a gap to think of an answer, and then decides to skip the item.
A calculation of all instances of skipping and coming back, and of skipping

10
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without coming back, was carried out and subjected to analysis. Figure 5
shows that more skipping occurred in the MCGF test than in the cloze test,
with the difference being significant (F = 24.458, p = .000). This was likely
to be the result because it is easier to skip between disconnected sentences
than to do so in a coherent text that requires the synthesis of information
from almost all the sentences in the text.

T
[ ely

Figure 5: Number of skipping in the two tests

Rereading of words and phrases

Rereading the item to retrieve a guess to fill a gap is one of the signs of
difficulty in reading or understanding in general and also in a test situation,
as found in the study. Counting all the rereadings for the purpose of
comprehending a language element (e.g., a word, a phrase, a sentence, etc.)
or of retrieving a guess to fill the gap showed that the difference in the
context characteristics of the two tests is what made all the difference. As the
cloze test required more reading (since it consisted of connected sentences)
than the MCGF test (which consisted of disconnected sentences), students
did a lot more rereading in the cloze test than in the MCGF test, as seen in
Figure 6, but the difference was not significant (F = .380, p = .540).

1"
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Figure 6: Rereading in both tests

L1 use
One frequent strategy when meeting difficulties while reading in L, is the

use of L. Woodall (2002) noted that the difficulty of the writing task affects
the duration of L; use, i.e., when a task is more difficult the use of L;
increases, and this can also be applicable in vocabulary test situations. As
seen in Figure 7, the total number of times L; was used by the participants
was greater in the MCGF test than in the cloze test, with the difference being
significant (F = 4.476, p = .049).

95 Cl

Figure 7: Use of L1 in both tests

It could be suggested that the participants already processed the cloze in L,
silently while reading the item. However, the alternatives available in the
MCGF test may have caused the participants to use a more overt L,
translation to find the best word for each sentence.

12
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Number of candidate answers considered for an item

This sign of difficulty was hard to accurately identify in this study because
of the presence of alternatives in the MCGF test which could possibly be
considered for all the 20 gaps in the MCGF test, while in the cloze test a
participant could only retrieve or verbalise the first word that popped into his
or her head. In both test types, but particularly in the MCGF test, an easy
item could be answered “automatically” or in some cases with few
alternatives being considered for the gap in order to check the most suitable
one. However, this problem is an important one when comparing two tests
that are alike or measuring the difficulty of items within a subtest.

Number of all strategies and processes used in each test

Rice et al. (2012) claim that the harder the task, the more inconsistent a
person’s performance is. That is, both performance and processes might
differ from one task to another, with difficulty an important factor. All
strategy types (not tokens) in both tests were counted, with the first
occurrence of a single strategy (not its repetition, or token), considered a
strategy type. The ANOVA showed that the participants exhausted and taxed
their resources and processes in the MCGF test more than in the cloze test
(F=7.746, p = .012).

|—,—
-

T
e

Figure 8: Number of strategies in both tests

Conclusion

It is an interesting finding that subjects scored a little better on the MCGF
test but faced more difficulties while taking it than while taking the cloze
test. Of the eight identified signs of difficulty, there were seven common
signs and one MCGF-specific. The results showed that the MCGF test was
found by the participants to be significantly harder (4 signs out of the seven
common signs). This result is at odds with Al Fraidan’s (2011) findings, and

13
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the hypothesis proposed here proved to be a failure. This difference is likely
due to the fact that the current study had more participants. The study also
looked at students’ scores on both tests (known here as getting an item
wrong), which was not significant. This shows the significance of conducting
a process approach to rate test difficulty.

Another interesting point is that gender had no effect at all on test difficulty.
None of statistical analyses of any of the signs of difficulty for the two tests
showed gender to be statistically significant.

It can be concluded that the MCGF test may be objectively easier in the sense
that scores are usually higher, but it may be subjectively harder because the
test subjects are given words whose meaning they are expected to know,
while in an open test they can use words known to them. Apart from this
difference, the tests require similar reading and inferencing skills to find a
meaning for the gap.

Educators, and especially those in Saudi Arabia, need to be aware of the fact
that taking an MC test is not as easy as they may think. Raising students’
awareness of how difficult it can be to take a MC test also should be
highlighted in classrooms. This can change students’ views about the
easiness of MC tests as reported here and lessen their demands to be tested
using this format.

Further investigation into these same test types and others is highly
recommended in order to generate a more comprehensive list of processes to
rate test formats’ difficulty.
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The state of foreign language attrition research

There has been a great deal of research on various aspects of language
acquisition, including vocabulary, in the last three decades. As a result we
have witnessed new insights being gained, hypotheses generated and
evidence and counterevidence cited. However, there has been comparatively
little research into lexical attrition specifically in the foreign language (FL)
arena, describing key processes and how quickly or slowly lexical
knowledge is forgotten. Yet, more recently attrition and retention of lexical
knowledge by adults has received increased attention in the research
literature (see Alharthi, 2012; Bahrick, 1984; de Bot & Weltens, 1995;
Weltens, 1989). Previous empirical studies that have contributed
significantly to the literature on FL attrition at the lexical level have been
focused on situations where learners of English rarely use words they know
after the conclusion of formal instruction (e.g. Abbasian & Khajavi, 2011;
Bierling, 1990; Marefat & Rouhshad, 2007). However, equally interesting is
attrition in situations where some possibly limited use is made of the FL after
formal instruction has ceased.

To take a concrete example, the type of exposure to English for King
Abdulaziz University (KAU) graduate students in Saudi Arabia is very often
mainly — and in some cases even entirely — confined to the classroom. As a
result, this limited exposure is likely to lead to lexical attrition over time.
This can create a challenge for EFL majors who are supposed to build up a
much larger lexical repertoire which then can help them with their teaching
of English. By extension, it is possible that they may find it hard to retain the
bulk of their vocabulary knowledge upon leaving KAU and therefore will
start to lose their vocabulary. Thus, it appears that once students finish their
formal study of English, they are less likely to use the target language.

The aim of this research then is to measure the extent of attrition and
retention of vocabulary knowledge over time among EFL graduate students.
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The study focuses on one of the four settings of attrition outlined by de Bot
& Weltens (1995): foreign language learners who upon leaving school, start
losing their acquired foreign language skills. According to Weltens and
Cohen (1989), further research into language attrition in various situations
can throw a remarkable light on patterns and variables that researchers need
to consider and which may have implications for the FL teaching profession.

Key issues: A dearth of evidence in studies of FL vocabulary
attrition

Few studies have been focused on some of the independent variables that
might influence FL lexical attrition. These include the following: initial
proficiency in or achievement of lexical knowledge, rate of attrition in
vocabulary knowledge, type of vocabulary knowledge, such as receptive
versus productive, and parts of speech (POS), such as noun, verb and
adjective. These are briefly discussed below.

Attrition and proficiency level

Attained proficiency level is one of the learner-internal variables that has
been reported to be an important factor on subsequent attrition in the
literature of FL attrition (Bahrick, 1984). “Initial proficiency” relates to the
learners’ ability to recognize and produce the target vocabulary. However,
to date there have been few studies which have addressed this issue directly.
For example, research by Bahrick (1984) and Weltens (1989) failed to
determine the effect of initial proficiency on the attrition of vocabulary. Such
results have been due to imprecise measurements (e.g. of level of training
and grades received) that have not accurately documented the relationship
between proficiency and attrition. Similarly, Alharthi’s (2012) findings
revealed that the amount of attrition was the same for his participants
regardless of their level of attainment. It would be extremely useful to
employ more precise and appropriate lexical measurements that would help
show the correlation between proficiency and attrition. Hence, this study
examined the amount of prior lexical knowledge and the impact of this
knowledge on the attrition process as measured by lexical achievement.

Rate of attrition

Perhaps one of the most essential yet at the same time most complicated key
issues in language attrition research, is the rate of forgetting. There are two
possible predictions made concerning attrition. The first is that attrition
occurs soon after the learning process stops and then the rate of forgetting
slows down over time. The second is that there is a level of language
proficiency beyond which language skills become relatively immune to loss
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and the level of language proficiency is maintained. There is some evidence
that a rapid decline of FL target vocabulary occurred soon after formal
instruction had ended (Bahrick, 1984; Weltens, 1989; Bierling, 1990;
Abbasian & Khajavi, 2011; Alharthi, 2012). Apart from Alharthi’s (2012)
study, there seems to be a lack of longitudinal research concerning the rate
vocabulary attrition. The present study is designed to compensate for the
scarcity of quantitative studies where the rate of vocabulary attrition is
measured longitudinally at least two points in time.

Receptive versus productive vocabulary knowledge

Not only does lexical knowledge seem to be more prone to attrition than
other aspects of language, such as grammar or phonology, but it is also the
case that various types of word knowledge are affected to different degrees
of attrition. This also holds true for receptive and productive types of lexical
knowledge, as shown by Alharthi (2012), Bahrick (1984), Bierling (1990)
and Marefat and Rouhshad (2007) who reported that productive lexical
knowledge is more vulnerable to attrition than receptive lexical knowledge.
Given the differences found in the attrition and maintenance of receptive and
productive word knowledge, it might be predicted that this is due to the
difficulty with which some lexical aspects are learned. That is, acquiring
productive word knowledge takes the greatest effort and the greatest amount
of time and will therefore be the most susceptible to the force of attrition
(Cohen, 1986). The present study aims to gain further understanding of the
effect of attrition on receptive and productive word knowledge, relying on
paper-pencil vocabulary measurements.

Parts of speech

Another view is that POS affects the level of difficulty of learning words.
Therefore, words belonging to some categories are more easily forgotten.
Several factors have been identified to impact the learnability of FL
vocabulary including words’ grammatical properties, such as POS (Milton,
2009). It has been reported by, among others, Laufer (1997) and Milton
(2009), that nouns are easier to learn than verbs, which in turn are easier to
learn than adjectives. Studies of the grammatical class of words have
examined them from the perspective of acquiring new words. However, the
question of how much this knowledge influences attrition has scarcely been
asked. Research by Cohen (1989) suggested a greater loss of the knowledge
of nouns compared with other POS. Interestingly, Alharthi (2012) reported
unexpected results in his study in which nouns were more immune to attrition
than verbs and adjectives. Given that the number of studies is quite small,
replications are needed in order to verify reported outcomes and to improve
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our understanding of the issue of attrition; hence, the present study will look
at the effect of POS on the attrition of vocabulary.

The study

Research Questions

The study was primarily based on a quantitative approach with an aim to
examine evidence of vocabulary attrition or retention after the end of FL
instruction. However, drawing on existing research results, the study was
guided by four principal research questions:

e |s there a relationship between the initial achievement of lexical
knowledge and the degree of attrition?

e Is there any significant difference in the degree of attrition in terms of
receptive or productive word knowledge?

e Is there a significant rate or pattern of attrition in word knowledge
after the end of formal instruction?

e Which POS is most susceptible to attrition?

Method

Participants

The initial sample comprised 67 graduate teachers and attempted to establish
a baseline (Time 1) for their knowledge of vocabulary prior to the end of
formal training. In the two subsequent data collection intervals (Time 2) and
(Time 3), with a one-year time span between them, 43 participants were
identified as available and took part in the longitudinal study. All participants
were Arabic-speaking learners of English as Foreign Language (EFL) and
had studied English for a minimum of 10 years. We can report with some
confidence that EFL instruction was alike for all participants.

Instruments, procedure and data analysis

Two instruments were used to measure the participants’ attrition of receptive
and productive knowledge of word meanings. These instruments, or tests,
were specifically created to have matching and cued recall formats. Each test
presented participants with a set of 60 word items. Target words were mainly
high-frequency words that appeared in one of their subject textbooks,
comprising words which were introduced in their earlier English classes. The
tests reflect the distribution of POS into 10 nouns, 5 verbs and 5 adjectives
at 1000, 2000 and 3000-word levels successively.

In order to identify the participants’ baseline vocabulary knowledge,
receptive and productive vocabulary tasks were administered prior to
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graduating. Participants were not informed that they would be subsequently
assessed on the target items. Two posttests were handed out one and two
years later to track their vocabulary attrition and retention in relation to their
receptive and productive word knowledge. The content of the tests was kept
the same over the intervals.

Methods used for processing the data were repeated measures ANOVA, t-
tests and Pearson correlation coefficients. The alpha level for all analyses
was set at p<.05.

Results and Discussion
Is there a relationship between the initial achievement of lexical
knowledge and the degree of attrition?

In order to test whether the attained level of vocabulary knowledge is an
important factor in the attrition or maintenance for the same constructions at
Time 2 and Time 3, correlational analyses were performed. Table 1 displays
the correlations between the initial achievement tests and the amount of
vocabulary attrition of receptive and productive vocabulary knowledge
(Time 3 —Time 1).

Variables: Correlation / Sig

word knowledge type R (T3-T1) P (T3-T1)
Receptive r=-624 p<.001

Productive r=-601, p<.001

*Correlation is significant at the 0.05 level (2-tailed)
Table 1: Pearson correlations between initial achievement and amount of attrition
of receptive and productive word knowledge

To be more specific, there were significant correlations between the
participants’ initial knowledge of receptive and productive scores and their
scores on the delayed posttests. The tests also provided evidence of strong
inverse correlations (r=-624, p<.001) and (r=-601, p<.001) between Time
1 and Time 3 on reception and production respectively. These negative
values imply that the learners’ levels of receptive and productive vocabulary
knowledge in question at Time 1 are strong indicators of what they will
forget over time. In other words, the more that the participants knew the
items initially, the less able they were to maintain their knowledge in the
long term. While ‘the more one knows, the more one forgets’ makes intuitive
sense and has been alluded to occasionally in the classical psychological
literature, the research presented here suggests that such concept is an
empirically supportable notion which is worthy of further attention. It should
be mentioned that the current findings do not lend support to research by
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Bahrick (1984), Weltens (1989) and Alharthi (2012). We assume that the
different findings might have been due to the different ways in which we
measured the participants’ initial vocabulary knowledge. That is, the original
attainment level of the participants in those studies was determined
according to the number of years of study in a certain language or by scores
obtained using inaccurate measurement tools.

Is there any significant difference in the degree of attrition in
terms of receptive or productive word knowledge?

To examine apparent within-group attrition or retention, we first carried out
a series of tests to ensure that parametric statistics can be applied. This was
identified through histograms for both vocabulary pretest and posttest which
had normal distribution curves. These were supported by Kolmogornov—
Smirnov tests of normality (R- K-S= .828; p= .311 and P- K-S= .698;
p=.743). The descriptive statistics of Time 1, Time 2 and Time 3 tests scores
are reported in Table 2. Time 1 scores were considered as scores of
vocabulary learning. However, those of Time 2 and Time 3 tests which were
taken one and two years after the formal instruction ended were considered
as attrition and retention scores.

Word knowledge type Time 1 Time 2 Time3

M SD M SD M SD
Receptive 67.24| 7.45| 64.11| 7.56| 65.77| 7.44
Productive 4412 | 3.33| 37.69| 551| 37.74| 5.43

Table 2: Descriptive statistics of Time 1, Time 2 and Time 3 scores
for receptive and productive word knowledge

An important fact exposed in Table 2 is that participants’ capacity to
recognize and produce the meaning of target words declined from Time 1
and Time 2. However, it appears to have been retained somewhat at Time 3
meaning that at any point in time receptive vocabulary is greater in size than
productive vocabulary. The results of repeated measures ANOVA for
vocabulary scores (see Table 3) show that the amount of vocabulary
forgotten varied as a function of type of word knowledge (F= 125. 92) and
as a function of time of vocabulary administration, one year after the course
completion (F= 57.31). The main effects were qualified by significant
interaction of Time 1 and Time 2 and the degree of attrition between
receptive and productive word knowledge (F=1.29, p<.001). These findings
thus appear to confirm and replicate the findings of previous investigations
(Bahrick, 1984; Bierling 1990; Marefat & Rouhshad, 2007; Alharthi, 2012).
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Source F P

Receptive & Productive 125.92 <.001
Time of administration 57.31 <.001
Time XR&P 1.29 <.001

Table 3: ANOVA for attrition scores measured over time
as a function of type of word knowledge

Even though it appears that there was significant measurable attrition
between Time 1 and Time 2, the participants’ mean scores for each type of
word knowledge appear to show some slight degree of retention (between
Time 2 and Time 3) which did not reach a level of significance. While
improvement in learners’ vocabulary knowledge was not at all anticipated,
particularly in our context where little contact with English was expected
after formal FL instruction, one can find similar behaviors in a study by
Alharthi (2012) who reported that the level of maintenance was higher for
receptive than productive vocabulary in the interval of 15 months. The
current findings also point to a tendency among our participants to exhibit
little communication not only inside but also outside the classroom.
Moreover, this variation might be due to the different test formats. As one
would expect, the production task that asked the test-takers to complete a
word in a sentence is one of the most difficult test formats and consequently
leads to low scores, whereas the multiple choice format that requires the test-
takers to match words with their relevant definitions presumably produces
high scores. A widespread belief is that one might recognize the meaning of
a word in a given text but is not able to retrieve it when it is needed in
production. This can be referred to a well-known phenomenon called tip of
the tongue (TOT) which is a common experience in one’s L1. Seemingly,
the presence of partial information is enough to recognize a word; however,
the productive stage needs more complete information so an item can be
successfully retrieved.

The trends emerging at Time 3 likewise reflect the perception among
researchers (Weltens, 1989) that factors such as general cognitive maturation,
further academic training and continued learning of other FLs might explain
the participants’ increase in their test performance over time.

Is there a significant rate or pattern of attrition in word
knowledge after the end of formal instruction?

We have partially answered this research question in the discussion of the

second research question. Returning briefly to the descriptive statistics

presented in Table 2, these provide a trend which confirms our prediction
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that once the subjects leave KAU, their competence in vocabulary decreases.
The participants demonstrate sharp attrition on the receptive and productive
vocabulary posttests. The pattern of decline can be seen most clearly in the
productive vocabulary test between Time 1 (M=44.12) and Time 2
(M=37.69). A paired sample t-test shows that the difference on this type of
knowledge is significant (df =42, t= 2.32, p= <.001). However, Table 2
indicates a small decline from Time 1 to Time 2 in mean scores of the
receptive vocabulary (M=67.24), (M=64.11). Interestingly, with such a
slight drop, a paired sample t-test reveals a significant difference (df =42, t=
1.88, p=<.001). The rate of forgetting found here is in line with the work of
Bahrick (1984), Weltens (1989), Bierling (1990), Abbasian and Khajavi
(2011) and Alharthi (2012) and mirrors memory research that finds that
attrition occurs relatively soon after the end of a learning session (Baddeley,
1990). On the other hand, the participants’ mean scores on receptive and
productive word knowledge increase a little at Time 3 (M= 65.77),
(M=37.74) though the gains are not statistically significant. One plausible
explanation for this finding can be given from the psychological perspective
of the critical threshold. The participants in the present study seem to have
reached some sort of critical threshold for vocabulary knowledge prior to
Time 1 which enables them to improve at Time 3, though to a lesser degree.
Clearly, the participants’ performance displayed improvement in accuracy
after a certain period of time, lending further support to the explanation
offered by Cohen (1975) that following a period of lack of or reduced FL
input, some sort of residual learning may be held.

Which POS is most susceptible to attrition?

The last research question aims to provide evidence as to whether a particular
POS influences the attrition of vocabulary. Table 4 shows the mean scores
for nouns, verbs and adjectives for each type of word knowledge at the three
administrations of the test.

Time 1 Time 2 Time 3
POS R P R P R P
Noun 66.91 | 53.56 | 63.08 | 49.88 | 62.20 | 48.37
Verb 65.01 | 48.28 | 57.50| 41.48| 51.74 | 36.17
Adjective 55.29 | 46.63| 47.06 | 38.89 | 41.59 | 32.30
Table 4: Mean scores of vocabulary by POS for the three administrations of the
test

The results show that POS declined over time; however, the drop is more
pronounced for verbs and adjectives in both receptive and productive word
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knowledge. The results of repeated measures ANOVA indicated that the
mean attrition scores for different POS varied as a function of time (F= 2.25,
p<.001), (F= 3.54, p< .001) in receptive and productive word knowledge
respectively. The difference between POS reached levels of significance
only for verbs and adjectives (t=5.48, p<.001) and (t= 4.55, p<.001). These
findings to some extent confirm Alharthi’s (2012) results that nouns were
less vulnerable to attrition than other POS. In practice, empirical evidence
seems to support the ‘depth of processing theory’ articulated by Craik and
Lockhart (1972). This suggests that learning new words such as nouns,
which involves extra effort, is likely to promote retention of this type of word.
This might be one reason why verbs and adjectives were more likely to be
subject to attrition than nouns. One could argue, for instance, that in almost
any natural text, including KAU textbooks, verbs and adjectives occur less
commonly than nouns. Hence, instances of these word classes are more
likely to be forgotten than nouns. It is worth mentioning that the present
findings are contrary to that reported for previous research by Cohen (1989).
The most likely explanation for this difference is that it is due to the effect
of task type. For example, in storytelling tasks, subjects were required to
describe images with a great focus on verbs and therefore such tasks reduced
the possibility of using nouns.

Conclusion
The findings for the four research questions investigated in the current study
are summarized as follows:

e The results brought about by the first research question suggest that
there is a negative correlation between the initial knowledge of
vocabulary and the degree of subsequent attrition over time. What such
a trend shows is that the higher the knowledge at peak attainment, the
higher the attrition the participants will experience in receptive and
productive word knowledge.

e The results of investigating research questions two and three indicate
that there was significant loss in the participants’ receptive and
productive vocabulary knowledge from Time 1 to Time 2, with a slight
increase at Time 3. The results also show that reception scores are
higher than production scores at all points in time. The long-term
vocabulary attrition and retention is portrayed in the rate of forgetting
over time. That is, the participants’ scores dropped immediately after
formal instruction had ended and then increased slightly by the end of
a two- year period.
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e The results of investigating research question four showed the potential
effect of POS on the rate of attrition. The study revealed that verbs and
adjectives received lower scores than nouns and therefore were more
prone to attrition than nouns. This observation bears a close relationship
to the depth of processing principle (Craik & Lockhart, 1972) which
states that superficially learned words (e.g. verbs and adjectives), are
more vulnerable to loss than are deeply learned words such as nouns. It
remains to be investigated whether other word characteristics such as
orthography, frequency, imageability and abstractness may positively
or negatively affect the process of attrition. It would be interesting to
explore these concepts in future research in FL vocabulary attrition and
or retention.
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Abstract

Very few studies investigated the linguistic expression of gratitude especially
in the Arabic context and none in Jordan. This study investigates the
similarities and differences in the use of strategies for the linguistic
communication of gratitude in England and Jordan. Data were collected from
46 Jordanian native speakers of Arabic and 46 native speakers of English
using Discourse Completion Task (DCT) and Role-play. The findings show
some similarities and some significant cross-cultural differences in terms of
the number and types of strategy used by English and Jordanian people across
several social situations. I argue that these cross-cultural differences are best
explained in terms of a small number of socio-cultural and contextual
variables. The study has some interesting ramifications for explaining the
relation between the universal and the culture-specific features of speech acts
and point to some promising directions for future cross-cultural.

Keywords: Cross-cultural pragmatics, sociolinguistic and sociocultural
knowledge, politeness theory, socio-cultural variables.

Background

Expressing gratitude is a cultural and universal communicative act due to its
wide use and significant role in keeping the bonds among society members
strong and well-cemented (Eisenstein and Bodman, 1986; Intachakra, 2004;
Kumar, 2001, Al Khawaldeh & Zegarac, 2013a). Expressing gratitude is
identified by Searle (1976) as an expressive illocutionary act performed by
the speaker for the hearer because of his previous beneficial action.

The communication of gratitude has been investigated from different
perspectives: speech act theory (Searle, 1976; Coulmas, 1981), pragmatic
research instruments (Eisenstein and Bodman, 1986 & 1993; Schauer and
Adolphs, 2006), second language analysis and language teaching (Eisenstein
and Bodman 1986; 1993; Jacobsson, 2002; Dumitrescu, 2005), and social
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pragmatics including cross-cultural pragmatics differences (Eisenstein and
Bodman, 1986; 1993; Diaz, 2003; Haverkate, 2003; Komter, 2004;
Dumitrescu, 2005; Lin and Yu, 2006; Chang, 2008; Ohashi, 2008; Pablos-
Ortega, 2010). Although the communication of gratitude is universal,
research has revealed cultural differences (Clankie, 1993; Koutlaki, 2002;
Intachakra, 2004; Cheng, 2005; Hickey, 2005; Farnia and Suleiman, 2009).
Expressing gratitude is greatly valued in the Arabic context since it helps to
establish on-going social reciprocity and strong social relationships between
interlocutors (El-Sayed, 1990; Samarah, 2010; Al-Khawaldeh & Zegarac,
2013a). In view of its social significance and compared to other
communicative acts, gratitude has not been investigated extensively,
especially in Arabic cultures (Hinkel, 1994; Bardovi-Harlig et al., 2008; Al-
Khateeb, 2009; Morsi, 2010) and only one has been conducted on peoples’
perception of gratitude expression in the Jordanian culture (Al-Khawaldeh
& Zegarac, 2013a).

Methodology
This study aims to answer the following question and support the hypothesis
related to it:
Are there any differences in the communication of gratitude
between Jordanian native speakers of Arabic and native speakers
of English in terms of the use of different types of strategy in
expressing gratitude?

The null hypothesis adopted was: Jordanian native speakers of Arabic and
native speakers of English do not significantly use different types of strategy
for expressing gratitude.

The total number of the recruited subjects was 92 male and female
postgraduate Jordanian and English students in the academic year 2011/2012.
The participants were relatively homogenous in term of their cultural
backgrounds, academic experience and age (between 20 to 40 years old).
DCT and role play! were used because they serve the purpose of the study,
enhance easy comparability among cultures, and are easy to administer.

The responses were first analysed to come up with a proper coding scheme
(Al-khawaldeh and Zegarac, 2013b). The data were quantitatively and
qualitatively analysed using SPSS, pointing out the frequencies and
percentages as part of the descriptive analysis. The T-test was conducted to

! Will be provided upon request.
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compare both groups in terms of the length of thanking expressions and
strategy types.

Results and Discussion

The study reveals various strategies that can be used to communicate
gratitude in Jordan and England. The overall distribution of the percentages
and frequencies of the types of gratitude expression strategy is presented in
Figure 1 and Table 1 (Appendix A) respectively. The Jordanian participants
use strategies more than their British counterparts. This could indicate that it
Is the recognition of the favour received using any gratitude strategy — not
the number of strategies — that expresses consideration and politeness in the
English culture.

Communicating gratitude by thanking explicitly appears to be the preferred
strategy in both cultures. Though both groups tended to resort to the most
commonly used gratitude strategy expressions, namely “Thank you”, the
frequency and the percentage of the overall use of thanking strategy in all
situations were higher for English participants. This suggests that thanking
would be the first favoured strategy in several cultures, though its frequency
differs reflecting specific-cultural values.

45%
40%
35%
30%
25%
20%
15%
10%

5%

0%

B N5sA

W MSsE

Figure 1: Percentages of each strategy used in all social situations by NSsA and
NSsE

The frequencies of the other types of strategy show that Jordanians prefer to
use a greater variety of strategies than the English. The overall distribution
of gratitude strategies for Jordanians shows their tendency to use thanking
(“Bs 5 3> oo S & Hd B e ) SE”) € Thank you very much for sparing
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a lot of my time and effort”), other strategies (e.g. prayers « <l &l ",
‘ May Allah ease your affair’), expressing a desire to maintain a relationship
(‘W wS b yd clid ee” ‘Knowing you is a great honour for us’), positive
feeling (“1» <l ekl 5 S “This is kindness and generosity from you’),
repayment (“ galiai4e3a Y aie U, ‘T am ready for any service you need’),
alerters (e.g. titles and names “2s,k L5853, ‘Dr. Barwick’), recognition of
imposition (“dae e ks s 53l (S1 a1, T did not intend to distract you from
your work”), apology ( ‘oS 4a 3l clie z s L, ‘T am embarrassed of you to
a large degree’) and appreciation( " We <l ;3" T highly appreciate for you’
respectively. Appreciation appears to be the least preferred strategy for
Jordanians to use when expressing gratitude with a percentage of (5%). The
graph reveals the English participants’ preference for using thanking “Thank
you very” , repayment “let me give you my share of the money”,
appreciation “I really appreciate that”, positive feeling “This will help me a
lot”, “I am very pleased that you could have done this for me”, other
strategies (e.g. here statement “| have got your notes here”, leave-talking
“Have a good day”, initiating a small talk “I’ve taken a copy of your notes™),
recognition of imposition “I realise I put you in a difficult situation”, apology
“I am really sorry for that”, and alerts (e.g. names, “Smith” respectively. The
graph shows that the least preferred strategy for English is alerters with a
percentage of (3%).

The variation in the use of these strategies by both groups is further
illustrated by their subcategories (Al Khawaldeh & Zegarac, 2013 b). The
‘thanking’ strategy was found the most frequent strategy used by both
groups. Compared to the English participants who prefer using simple
thanking ‘Thank you so much’, Jordanians used more elaborate thanking
strategies such as expressing thanking and mentioning the imposition caused
by the favour (“ssall s sall 08 Al 1 Jls )Y 43l 3 2gall Jle @ll) <37 “Thank
you for the effort you made to send the letter before the deadline’) and
expressing the inability to thank enough (“<_Ss ge Jale Ba Ui, T am really
unable to thank you’).

Though there is a strong agreement as to the relative importance of
compliment (expressing positive feeling), there is cross-cultural variation in
the frequency of its use. English participants preferred complimenting the
favour giver ‘It is extremely kind of you to look at the computer’ and ‘The
notes were very helpful’. The Jordanians used the inability to articulate
positive deep feelings (“<lé s ae olad Slial e =il e 3ale” T am unable to
express my gratitude to you for your favour’) and complimenting the favour
giver (“clal cub (4 1387 “This is of your good pedigree”). Compared to the
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English, the Jordanians seem to prefer indirect ways of expressing gratitude
to show that they are overwhelmed by the favour presented.

Compared to the English participants, Jordanians used some other strategies
more, such as: prayers (“d_xe Jshs 4, ‘May Allah make you live longer’),
small talk (“Saliea als )l 4S5 o) 2855 Ja”, ‘Do you expect the trip to be nice’)
and expression of intent to maintain a relationship (2 <li€a A w3 & )55k
4x”) T will visit you at your office in the university very soon’). The
English mostly preferred to use the here-statement “Here you go” and leave-
talk “Have a nice day” strategies. These cannot be discussed here in detail,
but point to different roles of religion and socio-cultural factors in everyday
life and the importance different cultures place on managing rapport through
communication (see Al-khawaldeh and Zegarac, 2013a)

Regarding the use of alerters, Jordanians used most of the subcategories of
alerters such as stating the person’s title( ““uas 5 5857 ‘Dr. Smith) and name
and getting attention (“4 L& oI”, ‘God willing’), (“aSile 2284, ¢ Hello”)
more than the English participants. As Gu (1990) observes, alerters are not
only utilised to “alert the hearer’s attention to the ensuing speech act” (p.
277) but also to confirm recognition and acknowledgment of the social roles
and status. The findings show that the use of address forms, their
interpretations and rules which govern their use vary across cultures and
situations. Jordanians use them significantly more than English. In Jordanian
society social status plays a significant role in the use of terms of addresses.
This could be ascribed to the distinctive Jordanian social structure and
cultural values attached to it compared to the English society which based
on super-egalitarianism, at least at the level of interpersonal communication.
This switch the Jordanian participants make between formal and informal
addressing styles could, as Mills (2011) argues, reflect their awareness of
their social roles in relation to their interlocutors. Signalling the social
relationship ties them and attitudinal signal of politeness or rudeness. Failing
to use alerters or even inappropriate use of such forms leads to inadvertent
insults, thus miscommunication.

The results revealed that both groups resort to the use of apologies to express
gratitude. This could be because of the imposition caused as a result of the
favour. In particular, they intend to show speaker’s indebtedness for
receiving a benefit and an apology and indebtedness for any obligation or
harmful action caused. English participants expressed apology mainly using
apologetic words (“I'm sorry for the short notice”), mentioning the
imposition caused by the favour (“I am sorry for any inconvenience) and
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showed a high preference for apologising by expressing embarrassment (“I
really feel embarrassed””) more than Jordanians, who opt for indirect apology
strategies, such as: criticizing or blaming themselves (“ikle W& “It is my
mistake’) and apologizing by giving reasons or excuses and showing the
imposition caused by the favour(‘_saWll e )Xiel ‘T apologise for the delay’)
and <l atun el 6) Je Asalid o) a1 T beg for your forgiveness for any
embarrassment I caused to you’) respectively. The frequency of apologies
was higher for Jordanian than for English participants. This could further
lead to the point highlighted by (Nakia and Watanabe, 2000) that expressing
apology in gratitude expression situations in English may be relatively
restricted i.e. when receiving a great favour which involves taking too much
time from people and interfering in others’ affairs and. Their apology was
mostly followed by stating the reason of being indebted (‘I am sorry for
taking so much time from you). This could be related to the Jordanian
participants’ orientation towards showing greater “debt-sensitiveness”,
particularly in situations when dealing with high status people even when
there is no explicit imposition, as in the Recommendation letter situation.
They believe that intensifying apologies and excuses could powerfully help
them to justify the imposition caused, thus showing greater overwhelming
appreciation.

The analysis of the subcategories of the recognition of imposition shows the
preference of the English participants for acknowledging the imposition
generally (“I realise that I put you in an awkward situation with regard to the
other students™) and by stating the reason and the need for the favour (“I
don't know what I would have done without your help”), while the
Jordanians tend to diminish the need for the favour (“ J=& of lle caay S L
Ay ) “You should not have done that’) and state the interlocutor’s non-
existent obligation ( “élale 3 &l 3,7, ‘T did not want to disturb you’).

With regard to repayment, the analysis revealed the English participants’
preference to offer to reciprocate help (“If you need any copies in the future,
please let me know’”), money (“I would like to reimburse you for the FedEx
costs”) and promising self-improvement (“I will be more organised next
time””) compared to Jordanians who preferred offering help (““ <leasl) jals Ul
e =7, ‘T am ready to help you from my eyes’) and food (* Jstits of L
Lza )2l ¢ “We will be honoured when you have lunch with us’) showing
inability to repay the favour giver( « Llx Lage &l 5 yaa 2 i () aadaivss (7, “We will
not be able to repay your favour whatever we do’).
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The English appeared to use more repayment strategies than Jordanians and
both differed in their preferred subcategories. This could be explained by the
fact that Jordanians find no need sometimes in some situations (very high
familiar and very high status situations) to offer repayment such as in the in
a restaurant or even class notes situation or it could be because Jordanian in
general value receiving a prayer more than a physical repayment. This is
further supported by the fact that they do generally reply to the thanker by
saying “We only need your prayers” or “Remember us in your prayer”. The
English used more the offer of reciprocating the help and promising future
self-restraint and improvement. Jordanians in general prefer to invite the
benefactor even a high status or unfamiliar person for having a special
traditional meal (at home) more than bringing a present or merely verbal
reciprocating the help. Food in their culture is an acceptable contribution
toward the favour they receive, powerful in wiping off the imposition
incurred on the person and a sign of respect and appropriate repayment
instead of giving money back. This could also highlight the impact of
religion on their thought patterns particularly the prophet’s saying “the best
people are those who feed and greet other people”. On the other hand, the
English find it really unusual to invite anyone, particularly a stranger, into
their home for food.

Appreciation appeared to be the least used strategy by Jordanians and
significantly used by the English. The English participants used all the
subcategories with different degrees (““I really appreciate that”, “your efforts
are much appreciated”) more than Jordanian participants. This could be
explained by the fact that appreciation is mainly used in formal situations.
This could also because indicate that the English are more formal than the

Jordanians in the situations considered.

The act of swearing was only found to preface gratitude expressions in the
Jordanians’ data. Abdel-Jawad (2010) defines swearing as “the invocation
of the divine powers for backing what one has said or done” (p.217). In fact,
swearing in Arabic culture particularly Jordan culture is a common
interaction feature that often precedes most types of communicative acts. He
argues that it “has retained its original form and function in the Arab world
but has not developed the western senses of imprecation, cursing, blasphemy,
or the like” (p.218). Swearing was used in combination with some gratitude
strategies (thanking (“<_S& g Jale S &1y, ‘By the name of Allah, I am
unable to thank you”), apology( ¢ S xS caulis Sl i 5 ‘By the name of Allah,
I am very much very much sorry’), positive feeling (“_ e <l &) 52 ‘By
the name of Allah, You are on my head’(show high respect), repayment
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(“O¥) elaad) e Uas Juadii o 3¥ & 57, By the name of Allah, you have to come
to dine with us”), recognition of impositions (““ 3 s 3k 4l G el cu€ o il
aalai o elidla S L uS 8 ¢ ¢‘By the name of Allah, if T had known that it
will take long time and great efforts, I would not have asked you to fix it’).
It serves to intensify gratitude expressions, substantiate the thanker's pure
intent to restore equilibrium in the cost-benefit relation between thanker and
thankee and the thanker’s lack of intent to impose on the thankee. This use
of swearing in Jordanian culture indicates the impact of religion and socio-
cultural factors on communicative acts behaviour.

Regarding the overall use of strategies, T-test results show that some
significant differences in the use of appreciation “Your efforts are much
appreciated”, positive feelings (“<ll J8 13 el ¥ | do not know what to
say to you’), other strategies (e.g. prayers “<l yall el i) laé 7 ‘May Allah
raise you to the highest echelons), and alerters (&b L5820, “Dr. Barwick”)
strategies. Table 2 (Appendix A) shows that the English participants used the
appreciation strategy significantly more than Jordanians (p.000), whereas
Jordanians used the latter three strategies significantly more than the English;
positive feelings (p.045), other strategies (prayers and showing intent to
establish and maintain further relationship) (p.000), and alerters (p.000).
Thus, the null hypothesis (HO 1.2: Jordanian native speakers of Arabic and
native speakers of English do not significantly use different types of strategy
for expressing gratitude) is rejected. The significant differences found
between both cultural groups in the number and the types of strategy used in
each of the situation considered could be accounted for by the fact that
cultures do vary in their evaluation of the impact of the social and contextual
variables on the performance of the communicative act. This indicates that
these variables determine the number of strategies to be used and the
speaker’s linguistic (lexical and syntactic) choices.

Summary

The study presented in this paper aims to make a substantial contribution to
the growing body of cross-cultural comparative research, the theoretical
issues concerning the nature of communicative acts, the relation between
types of communicative acts and the general principles of human
communication, the relation between culture-specific and universal features
of communicative act types. The data shows that the conceptualization and
verbalization of the communication of gratitude in the cultures of Jordan and
England differ systematically. The findings mesh well with Bond, Zegarac
and Spencer-Oatey’s (2000, p: 53) description of a cultural group as having
its unique behavioural norms and cultural values which form its identity and
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the view of culture as a network of causally related public and mental
representations. Such findings further necessitate and support the importance
of such cross-cultural communicative acts studies to find out the cultural
distinctions that might hinder communication exchange between cultures, by
this way intercultural communication will be facilitated and strengthened.
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23.
Appendices
Thank | App- | Apol- | Posit- | Recog- | Repay- | Others| Alert- | Total
-ing reci- ogy ive | nition | ment er
ation feeling| of
Impos-
ition
NSsA | 36% 5% 14% 6% 7% 10% | 14% 8% | 100%
(n=76) | 601 80 226 95 106 173 234 140 | 1655
NSSE | 40% | 12% | 12% 5% 6% 12% | 10% 3% | 100%
(n=76) | 610 189 189 75 90 190 147 52 1542

Table 1: The Frequencies and Percentages of Each Gratitude Expression Strategy
used by Both NSsAs and NSsE

Independent Samples Test

Levene's Test
for Equality of

t-test for Equality of Means

Variances
F Sig. t df Sig. | Mean | Std. 95%

(2-tail) | Differ- | Error Confidence
P Val. | ence |Differ-| Interval of the
ence Difference
Lower | Upper

Equal
variances 36.080| .000| -.825 1214 410 -.0148| .01795| -.0500| .0204

Thanking assumed

Equal
variances -.825| 974.66 410| -.0148| .01795| -.0500| .0204

not assumed

Equal
variances 257.694 | .000| -7.668 1214 .000| -.1793| .02338| -.2251| -.1334

Apprec- | assumed

iation | Equal
variances -7.668| 1106.81| .000*| -.1793]|.02338| -.2252| -.1334

not assumed

Positive qual
- variances 31.506| .000| 2.010 1214 .045| .0609|.03027| .0015| .1203

feelings assumed
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Independent Samples Test
Levene's Test t-test for Equality of Means
for Equality of
Variances
F Sig. t df Sig. | Mean | Std. 95%
(2-tail) | Differ- | Error Confidence
P Val. | ence |Differ-| Interval of the
ence Difference
Lower | Upper
Equal
variances 2.010| 1153.08| .045*| .0609|.03027| .0015| .1203
not assumed
Equal
variances 10.997| .001| 1.643 1214| .101| .0329|.02002| -.0064 | .0722
Apology assumed
Equal
variances 1.643| 1199.24| .101| .0329|.02002| -.0064 | .0722
not assumed
Equal
Recogn- | variances 6.300| .012| 1.240 1214 .215] .0263| .02122| -.0153| .0680
ition assumed
of impos- | Equal
ition variances 1.240| 1206.79| .215| .0263|.02122| -.0153| .0680
not assumed
Equal
variances 4.756| .029| -1.049 1214| .295]| -.0280| .02666 | -.0803 | .0244
Repay- assumed
ment Equal
variances -1.049| 1211.92| .295| -.0280| .02666 | -.0803| .0244
not assumed
Equal
variances 87.154| .000| 4.974 1214 .000| .1431|.02877| .0867| .1995
assumed
Others
Equal
variances 4974 | 1152.61| .000*| .1431|.02877| .0867| .1995
not assumed
Equal
variances 177.026 | .000| 6.459 1214| .000| .1447|.02241| .1008| .1887
assumed
Alerters
Equal
variances 6.459 | 1014.37| .000*| .1447|.02241| .1008| .1887
not assumed
Table 2: T-test analysis of Overall Use of Strategies of the Gratitude Expression

for both NSsA and NSsE Independent Samples Test
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Introduction

It is now common to state that metaphor pervades language and
communication. The tremendous work that has gone on over the last thirty
years or so has shown this repeatedly, and we now have a very significant
bank of evidence for the importance of metaphor in language and thought
(cf. for example Lakoff and Johnson 2003 [1980], Lakoff 1987, Sweetser
1990). Work on the so-called ‘conduit metaphor’, for example, has shown
that we use this metaphor conventionally in English to conceptualise and talk
about communication and language, as in the following examples from
Michael Reddy’s well-known work which first identified this metaphor:

(i) Try to get your thoughts across better

(i1) You still haven’t given me any idea of what you mean

(iii) Try to pack more thoughts into fewer words

(iv) Whenever you have a good idea practice capturing it in words
(Reddy 1979, pp. 286-287, highlighting in original)

Such examples as (i) and (ii) above show that we conceptualise
communication as taking a parcel of thoughts from one container, the mind,
and transmitting it from a sender to a receiver, as if along a conduit. In
keeping with this, we conceptualise linguistic expressions as containers for
meaning objects: consider examples (iii) and (iv) above and also the
expressions hollow words and heavily loaded words.

Inspired by the conference theme, ‘Opening New Lines of Communication
in Applied Linguistics’, we took a closer look at metaphors of
communication, specifically metaphors in the area of social communication.
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Mapping Metaphor

This work is part of a project currently being undertaken at the University of
Glasgow, entitled ‘Mapping Metaphor with the Historical Thesaurus’, and
funded by the UK Arts and Humanities Research Council.? The principal aim
of Mapping Metaphor is to provide an overview of the foundations and
nature of metaphor over the history of English. This is made possible by the
nature of our source data, and will take the form of an online ‘Metaphor Map’
for English which will show all of the metaphorical connections between
semantic domains. Alongside this broad overview, we are also carrying out
case studies of metaphor in selected semantic domains, and reconsidering a
number of theoretical questions in metaphor studies from this new, heavily
data-driven perspective. These questions include the nature and
identification of semantic domains, the productivity of new metaphorical
connections at particular times in the history of English, and the direction of
metaphorical transfer.

The Mapping Metaphor project is one example of the research which has
been made possible by the completion of the Historical Thesaurus (HT)
database at Glasgow a few years ago. The HT was initiated by Professor
Michael Samuels in the 1960s, and the final entry in the database of almost
800,000 word senses was put in place some forty-odd years later. Its source
data is the second edition of the Oxford English Dictionary (OED?2),
supplemented by A Thesaurus of Old English (TOE, Roberts and Kay 2000)
for data for the period before 1150. The HT is available online and also in
print form (Kay, Roberts, Samuels and Wotherspoon, eds, 2009).3

The HT offers ideal data for an examination of metaphor for several reasons.
First, it is large and therefore allows for a more comprehensive empirical
study of metaphor than has previously been possible. Second, it has a
hierarchical semantic structure which can be exploited in a semi-automated
‘mapping’ of lexical items between semantic categories covering the entirety
of semantic space. Third, as its name indicates, the HT is historical, giving
sense information for all periods of English and recording attestation dates
from OED2.

The project website can be found at www.glasgow.ac.uk/metaphor. Information about the AHRC
is here: www.ahrc.ac.uk.

The online version of the Historical Thesaurus of English is available at:
http://historicalthesaurus.arts.gla.ac.uk/.
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Methods

Our starting point in identifying metaphor is lexical overlap. Target domains
are metaphorically expressed through lexis from source domains: it follows
that we find words from the domain of War in the domain of Arguments,
because we conceptualise arguments in terms of war, as in expressions like
fight your corner, take sides, he attacked my argument, she shot down my
case, and so on,

In other words, lexical items can be identified in the HT which are used in
more than one semantic domain. Sometimes this is motivated by metaphor.
We applied this approach to the entire HT database. First, we grouped the
data into a total of 411 semantically-coherent categories. Most of these
categories have an Old English (OE) and a post-OE section: OE data include
all of the lexical items that are attested up to 1150, and post-OE sections
contain the lexis attested in later varieties of English, which includes the
vocabulary which has its origins in OE but survived into later stages of the
language. A few categories, notably those representing science and
technology, do not have OE content.

We then ran queries on the database to extract all of the lexical overlap in
categories. That is, we automatically compared the set of lexical items in
every category with the set of lexical items in every other category in turn.
The resulting data sheets were then manually analysed to identify the
metaphorical connections contained in the lexical overlap. This was a labour-
intensive process, which involved systematically working through sets of
data for around 800 (OE and post-OE) categories, many of which contained
tens of thousands of word senses. Only a small proportion of the lexical
overlap is due to metaphor: the majority is a result of polysemy motivated
by processes other than metaphor (such as widening, narrowing and
metonymy), and ‘accidental’ connections such as homonymy. For the
purposes of the project, we coded this as ‘noise’. A proportion of the overlap
data also resulted from the semantic similarity of some categories. For
example, it was not a surprise that much of the lexis in our categories of
Killing, The Body, and Disposal of Corpses should be shared.

Our analysis of these data has brought to light metaphorical connections of
varying degrees of strength. At one end of the scale, we have ample evidence
of strong, systematic links instantiated by large numbers of lexical items,
such as the established connection between the concepts of intelligence and
light (cf. brilliant, bright, brightness, elucidate, enlighten). At the other end
of the scale, the process has also uncovered weaker connections, where
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concepts do still appear to be linked through metaphor but where there is
only limited evidence from the shared lexis. Some of these weak connections
may prove to be an artefact of the categorisation system and actually part of
stronger connections once all of the data have been analysed; others may
simply represent connections that are not yet well established, or which were
fleeting and perhaps tied to a particular social context. At the present stage,
our analysis does not distinguish between domains which are used as Source
and those which are Target (and indeed those which are both Source and
Target): however, we intend to incorporate this information into the final
resource.

The Categories of Social Communication

Here we focus on two of the Mapping Metaphor categories: P06 Society and
Social Communication, and P07 Lack of Social Communication.* The two
are naturally semantically close, and both fall within the superordinate
category of ‘Society/the community’ (a Historical Thesaurus level 2
category). The scope of P06 takes in: the study of society; civilization; social
relations; social communication; fellowship and companionship; co-
operation; holding meetings; societies, associations and factions. P07
encompasses: lack of social communication and relations; unsociability;
solitude; retirement and seclusion; exclusion from society. While we
concentrate here on the post-OE sections of these categories, we incorporate
analysis of the OE sections where this allows us to present a fuller picture.
In this way, we investigate which semantic areas speakers of English have
drawn on and continue to draw on to express complex and abstract ideas
when talking and writing about social communication itself.

In the first round of category coding which provided the data for the present
research, we identified metaphorical connections as follows. For category
P06, there are metaphorical connections with 63 other categories; 255
category connections coded as ‘noise’; and 36 categories in which the lexical
overlap can be attributed to semantic similarity (e.g. categories such as
Politics, Social Event, and Speech). For category P07, metaphorical
connections are identified with 78 other categories; there are 172 connections
where the lexical overlap is simply ‘noise’; and 13 categories which have
been coded as semantically similar. Given the close semantic connection
between the two categories, namely the strong degree of antonymy that we
might anticipate, naturally many of the metaphorical connections are shared.

4 Category names may be slightly amended by the time the finished Metaphor Map appears

online.
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The discussion below therefore considers patterns of metaphorical
connections in the two categories taken together.

Metaphors of Social Communication

Figure 1 is a close-up of a network diagram produced in Gephi which shows
the metaphorical connections identified between category P06 Society and
Social Communication and other Mapping Metaphor categories.® The inner
circle of category names, linked by solid lines to the central category, are
those which have been coded as having a strong, systematic metaphorical
connection; the categories positioned further from the centre and linked by
paler, dotted lines have weaker metaphorical connections.

Wovement,-absence of

Lake Equidae (horses) and proboscidea (elephants)
Hearing/noise

Animals Invertebrata and vertebrata 3
Animals, categories of Armed hostility

Family unit
h Earth, structure of Body, the

Farming Plants

Landscape External parts of body Travel/travelling

body :
Wild/uncultivated land Mutual relation-of parts to whole

Huntin
Existence -
Military forces Destruction

Society and social communication Kind/sort
cows, etc)

Texture and density Equality/equivalence gioywing and

opoidea Textiles  Similarify Transference

Sight Nature, balance o

‘ Shape pggsition, relative
manner Movement in a certain direction

Distance/amount of distance
ach Quantity/amount

Obtaining/acquiri

Figure 1: Gephi visualisation of metaphorical connections involving category P06
Society and Social Communication

As can be seen from Figure 1, there are clusters of related categories which
share metaphorical connections with the central category: we might expect,
for example, to find similar types of metaphorical connections in the various
‘animal’ categories. Similar connections and clusters emerge for PO7 Lack
of Social Communication. The discussion below concentrates on a number

5 Gephi is a free open source interactive visualisation platform, available at http://gephi.org/.
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of the main clusters, selected to highlight categories of different degrees of
concreteness/abstractness.

Land and Plants

The semantic areas of land and plants are connected by the concept of
wildness, and this forms one of the main metaphorical connections between
the categories of Social Communication and other Mapping Metaphor
categories. A04 Land, for example, contains several lexical items shared
with PO7 Lack of Social Communication, such as island (with the sense ‘one
who is isolated’ attested from 1652), backwater (vb, ‘to seclude’, dated
1885-1920 in OED2), nook (‘secluded place’, attested with a sense in the
social domain in 1555), insulate (‘separated/isolated’, attested in 1803) and
enisle (‘to separate/isolate’, recorded from 1848 with no end date recorded).
A05 Landscape adds to the metaphorical picture, with mountainous
(‘uncivilised’, 1613-1703) and savage (‘uncivilised person’, from 1588).
A07 Wild/uncultivated land brings wildness (in the sense of ‘lack of
civilisation’, attested in 1680), and jungle, the latter also meaning
‘uncivilised’ and attested in 1908, demonstrating the continuing availability
of this conceptual metaphor to speakers and writers of English over a period
of several centuries at least. Finally, A15 Structure of Earth overlaps
lexically with Social Communication through underground (as a type of
society from 1959 to the present), and uncivil (meaning ‘infertile’, attested
in 1675 and 1733). The latter is especially interesting as here the category of
Social Communication provides the source concept rather than the target:
that is, an aspect of physical land is conceptualised in terms drawn from the
domain of social communication. The connection between Land, broadly
considered, and Social Communication is therefore bidirectional, albeit
stronger in one direction than in the other.

Generally, therefore, society is conceptualised as land with various
‘topographical’ features, and uncivilised society is conceptualised as wild
land. The detail of this well-established metaphorical connection is further
filled in when we consider the various categories falling within the domain
of Plants. This connection too turns out to be bidirectional. While the
connection normally has its source in Plants — there is lexical evidence of the
well-known conceptual metaphors ORGANISATIONS ARE PLANTS (branch),
UNCIVILISED SOCIETY IS WILD LAND/PLANTS (jungle, wild, state of nature) —
there is also evidence of a weaker metaphor with its source in Society (cf.
the botanical terms social and gregarious in the sense of plants ‘growing in
groups’, attested from 1834 and 1829, respectively).
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Animals

Another systematic link with the physical categories is that with Animals.
This is evidenced in lexical overlap with the general Mapping Metaphor
categories B44 Animals, B45 Categories of Animals, B46 Animals in
Groups, and also with categories of specific species or classes, such as B48
Invertebrates and B58 Horses and Elephants. Unsurprisingly, the connection
also comes to light with B75 Farming, which overlaps semantically with both
Land and Animals, and gives evidence of the major link represented by the
two main senses of culture.

A lack of civilisation in people is seen in animal terms (cf. bestial, attested
in the sense of ‘uncivilised’ from ¢.1400 to 1816, and brutish, with a single
attestation in OED2 in 1647 but clearly part of a more systematic
metaphorical link). However, it is not only the negative connotations of
animals that are transferred. Associations of people are also conceptualised
as groupings of animals (stud, attested from 1804 in the sense of
‘company/body of persons’; yoke, ‘to associate together/with’, recorded
from 1500 to 1607; and herd, with the same sense, from ¢.1400). Moreover,
these connections are visible in the Old English sections of the Mapping
Metaphor categories: flock (from OE flocc) is attested from OE-1822 with
the sense of ‘company/body of persons’.® So here we have empirical
evidence of the long-standing, high-level connection between People and
Animals, and a more specific metaphor through which lack of civilisation in
people is conceptualised in terms of the wild qualities of animals. Indeed,
there are arguably more specific metaphors still. A connection with
Invertebrates is visible from lexical items such a soft-shell (in the sense of
‘advocating a moderate course’), barnacle (in Social Communication, a type
of companion, which is rare, but attested in 1607 and 1858), and oyster-like
(‘retiring, withdrawn’, attested in 1784). Similarly, the category of Horses
and Elephants emerges as particularly relevant, with stable-mate, stable
companion, stud, and coach-fellow occurring both here and in Social
Communication.

Texture and Density

Though society relates to people and their means of existing in the world,
then, it really describes the relationships between people which are
altogether a more abstract matter. In general, it is very difficult to talk about
things which are intangible without describing them in terms of the physical.
We would expect therefore that the Mapping Metaphor results would show

On metaphors in Old English, see also Kay (2000).
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links between the categories of Social Communication and categories
encompassing more concrete entities. The links with categories of Land,
Plants and Animals discussed above have already demonstrated this to some
extent and the results from categories of Texture and Density emphasise it
further.

Social ties, metaphorically speaking, have density and substance, and are
talked about in terms of solidity. In academic literature on sociology or
sociolinguistics, for example, they are often dense or loose. D04 Texture and
Density is the physical source for the following word senses in PO6 Society
and Social Communication: solidify (‘bring to unity of interest’, attested
twice in 1885), cohere (i.e. ‘associate with’, from 1651) and indissolubleness
(‘specific quality of cooperation’, recorded in 1699 and 1863). The
pervasiveness of this link is supported by analysis of P07 Lack of Social
Communication, where category D05 Lack of Density provides dissolute
(disunited/separated, from 1651) and unconsolidated (1874). In sum, a
substantial amount of lexical evidence points to the fact that social ties are
conceptualised and talked of on a continuum from solid to dissolute.

Textiles

The use of the term ‘ties’ to describe these relationships is itself metaphorical
and the Mapping Metaphor data open this link up further. B77 Textiles is
another major source category for Social Communication. Social relations
are described as a network, and, with the recent rise of social media, social
networks are now often discussed in public discourse as well as in academic
literature. The notion of a network now seems almost basic to any discussion
of people in society and how they interact, but it is attested in OED2 from as
late as 1947 as an interconnected group of people, and from 1560 in its
original sense of threads being arranged in the form of a net. Work on social
networks also often discusses how ‘close-knit’ a society or individuals are:
knit (‘associate with’, 1541) too is found in our data. Social ties are being
conceptualised as threads or wool, that is, part of the make-up of a piece of
cloth rather than an entire garment. Finally, anorak, from the category of
Clothing, is found in PO7 Lack of Social Communication in the sense of a
person who is boring or socially inept (recorded from 1984 and characterised
as ‘slang/derogatory’): however, this appears to be an isolated metaphor
rather than an indication of a systematic link represented by the more basic
textile words.
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Physical Objects

Social ties are only one aspect of the ways in which we talk about society.
Society itself is also conceptualised in a metaphorical way, most
significantly as a physical object or a combination of physical objects. The
Mapping Metaphor data reveal how society is described in this way: it can
be broken down and has parts which stand in relation to the whole.

As physical objects, elements of society can be shaped, as shown by E43
Shape which lends terms such as straight, round and fashion or fashionable.
Society is also seen as specific objects, such as body, corporation and
incorporate (all from B27 Body). This systematic metaphor breaks down
further, with parts of the body used: B29 External Parts of the Body lends
arm, foot and two-handed, with the latter referring to co-operation between
two people (recorded from 1657 onwards). On a more abstract level, this
type of relationship between society as object and elements of society as
parts of that object is shown in the metaphorical overlap with the category
F37 Mutual Relation of Parts to Whole. Here, the data show how members
of society can associate, combine and cohere in the same way as physical
objects. Some of these relationships are difficult to unpick. For example, the
primary sense of associate in English seems to be in relation to people, so
the more general signification could be metaphorically derived from the
social sense. An OED2 quotation from 1658 seems to support this: “a way
to make wood perpetuall and a fit associat for metal” (OED2, associate, ppl.
a. and n. B6). Importantly though, the mass of evidence allows us to see that
the category link as a whole is systematic. Indeed, this relationship is long-
standing, holding at least from Anglo-Saxon times. In the Old English data,
lexical overlap from category F37 includes gesamnian which could mean
both ‘joint (as in physically together)’ and ‘associate for common purpose’,
and onsundran meaning both ‘apart/separately (physically)’ and ‘apart from
the crowd (socially)’.

Physical Space

As well as being a physical object, it is clear from our data that speakers of
English conceptualise society as existing within a physical realm. The
evidence for this includes links showing that concepts of distance, position
and sight are all represented in the social categories.

Social distance is conceptualised as physical distance. Links with E41
Distance include close between people on an emotional, rather than solely
physical, level. Other links which show social communication described in
terms of distance include join, in relation to social closeness, and out of the
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way, meaning socially distant or isolated. Physical/social distance
originating from people specifically is productive in lexemes such as
shoulder to shoulder and neighbour. In shoulder to shoulder, physical
alignment is transferred to social alignment. Neighbour has its source in the
domain of society (from 1300 onwards) and is being used to express physical
distance between objects (from 1567 onwards).

Position is similar to distance, as position in space is generally seen as close
or far from a particular perspective. This relationship emerges especially
clearly when we look at the metaphorical overlap between E45 Relative
Position and P07 Lack of Social Communication, though there is also a great
deal of lexical overlap with PO6 Society and Social Communication. The
overlap with PO7 includes lexemes such as seclude, marginal and separation,
which are all commonly used in present-day English to discuss people’s
position in relation to society as a whole. Movement and direction within a
space are also shown by our data across several categories, with examples
including introverted and outcast.

To summarise, aspects of society which are conceptualised as objects exist
in a space and take up a particular position. Further, they are at a distance
from other parts, can be seen from a particular perspective, and can move in
different directions within that space. As part of the wider picture, these
objects are also visible. Lexical links with C12 Sight include show and see.
Naturally, of course, objects cannot be seen in the dark: this explains the
conceptual relationship between P07 Lack of Social Communication and
D33 Darkness, which leads to lexemes such as shadow and shade being used
in the context of social obscurity.

Conclusion

This paper offers only a glimpse into the Mapping Metaphor data, with a
particular focus on metaphors of social communication throughout the
history of English. Such metaphors help to explain how people make sense
of the world, and are therefore valuable for Applied Linguistics. Some clear
metaphorical links emerge, alongside evidence for weaker or less long-
standing connections. These links, among thousands of others, will be
available for fuller exploration in the Metaphor Map resource soon. In
addition to presenting detailed data on the lexical overlap instantiating
specific links, the Map will allow for the first time a near-complete overview
of the metaphorical transfer between semantic domains of English. General
tendencies, such as the dominant pattern of transfer from concrete Source
categories to abstract Targets, which has emerged from decades of work on
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conceptual metaphor, will be able to be explored on the basis of data
covering many centuries of English and the entirety of semantic space.
Alongside the evidence of smaller-scale or newer patterns and connections,
this will contribute to a complex picture of one of the major mechanisms of
semantic change in English and a fuller understanding of how we talk about
and conceptualise the world.
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Introduction

Within the fields of medicine and health care, the relationship between the
findings of academic research and the clinical practice of healthcare
professionals is often perceived as distant (Moroni, Bolognesi, Muciarelli,
Abernethy, & Biasco, 2011; Walsh et al., 2012). This study examines how
the discourses of the two communities are implicated in the way this
relationship is currently constituted with a view to identifying how applied
linguistics can impact on how this relationship can be improved.

Literature Review
We have identified two broad explanations of how the differences between
research and clinical writing can be understood. The first relates to the
content of the articles. According to Avorn and Fischer (2010), the
documents produced by researchers:

are so long and detailed that they often fail to influence — or even

get read by — most practitioners (2010 p. 1892).

An alternative view locates the issue in the relationship between authors and
audiences.

The aim of academic disciplines is to know, and their theories are
descriptive and explanatory in nature. Fields that apply research are more
correctly termed applied disciplines, or applied branches of academic
disciplines, rather than professional disciplines, which have prescriptive
theories (Dougherty and Tripp-Reimer, 1985 p. 224) [our emphasis].

This mirrors Tsang’s (1997 p. 85) characterisation of descriptive research as
being aimed at academics and intended to create theories as opposed to
prescriptive research which is aimed at practitioners and is meant to improve
organisational performance. This led us to identify two research questions:
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1. How do researcher and practitioner oriented texts in health
care differ in terms of how they relate to research?

2. To what extent are researcher and practitioner oriented texts
in health care descriptive rather than prescriptive?

Corpus construction

The study is corpus based. We identified The Journal of Advanced Nursing
(JAN) as a publication targeted at academic audiences. The Editors welcome
papers that advance knowledge and understanding of all aspects of nursing
and midwifery care, research, practice, education and management. All
papers must have a sound scientific, theoretical or philosophical base
(Watson, 2013).

We collected our practitioner oriented articles from Nursing Standard (NS).
This is the UK’s bestselling nursing journal(Scott, 2013). The author’s
guidelines say that
Articles should be of interest to nurses working in clinical
practice, have something new to say or offer a fresh approach to
an old subject, challenge current thought or practice, predict future
trends, or review current thinking (Clarke, 2013) [our emphasis].

Both journals operate a system of double blind peer review.

Our search focussed on the term “wound care”. We selected this term for
two main reasons. Firstly, the care of wounds is carried out predominantly
by nurses rather than medical staff. This is reflected in the fact that research
into wound care is carried out predominantly by departments or services
within the National Health Service (NHS) in the UK such as the tissue
viability services which are often nurse led. Secondly, wound care in general,
and the prevention of pressure sores in particular is one of the strategic aims
of the NHS. Although the extent of general wound care cost to the NHS is
not known, the cost of managing pressure sores alone is estimated to be £1.4
— 2.1 billion (Bennett, Dealey, & Posnett, 2004).

We carried out a search for articles with the term “Wound Care” in both
journals over a five year period until August 2013. Table one provides
information about the results of this search.
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2008-2013 Journal of Nursing
Advanced Nursing Standard
Articles 80 67
Words 738, 755 364,0480
Words/article 9,234 5,433

Table 1: Articles in corpus taken from the Journal of Advanced Nursing (JAN)
and Nursing Standard (NS)

Data analysis

We carried out two kinds of analysis. Firstly, we carried out a key word
search. This meant identifying what words are relatively common in our two
corpora Secondly, we analysed the concordance lines for the phrase “wound
care” in both our corpora.

The key word analysis was carried out using Sketch Engine (Kilgarriff,
Rychly, Smrz, & Tugwell, 2004). We compared our two corpora with the
British National Corpus (BNC) (*The British National Corpus", 2007) and
with each other. Our list was based on lemmas rather than words and we set
no minimum frequency.

The first five key words resulting from each search are given in tables two
to five. For both journals, the top two key words relative to the BNC were
nursing and journal, something which is consistent with the origin of the two
corpora. Less frequent words give some indications of differences between
the two corpora with the Journal of Advanced Nursing having two research
related words “publishing” at three and research at five while Nursing
Standard had two clinical terms “wound” at four, and “care” at five.

Journal of BNC
Advanced Nursing
Lemma Freq | Freg/mill | Freq | Freg/mill | Score
1. Nursing 2172 2940.1 1 0.0 2915.1
2. Journal 2056 2783.1 5 0.0 2665.3
3. Publishing 829 1122.2 3 0.0 1093.9
4. Health 835 1130.3 11 0.1 1030.3
5. Research 721 976.0 1 0.0 968.3

Table 2: Keywords in Journal of Advanced Nursing compared with the BNC
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Nursing Standard BNC
Lemma Freq | Freg/mill | Freq | Freg/mill | Score
1. Nursing 1105 3035.3 1 0.0 3009.5
2. Journal 807 2216.7 5 0.0 2123.1
3. Standard 606 1664.6 2 0.0 1636.4
4. Wound 438 1203.1 0 0.0 1204.1
5. Care 450 1236.1 6 0.1 1174.3

Table 3: Key words in Nursing Standard compared with the BNC

The differences between the two corpora are more obvious when they are
compared with each other. The frequency of references to research in The
Journal of Advanced Nursing is reflected in the “findings” at one and
“significant” at four but also by a word often used to describe research,
“original” at two, and a description of a common feature of the research
process “identified” at three. In contrast, Nursing Standard has more
clinically oriented terms with “pacemaker” at one, “meningitis” at four and
“fibroid” at five. We note but do not have the space to comment on the
appearance of “first” in the key words for Journal of Advanced Nursing and
last for Nursing Standard.

Journal of Nursing Standard
Advanced Nursing
Lemma Freq Freg/mill | Freq | Freg/mill | Score
1. findings 403 545.5 0 0.0 546.5
2. original 336 454.8 0 0.0 455.8
3. identified 320 433.2 0 0.0 434.2
4. significant | 303 410.1 0 0.0 411.1
5. first 270 365.5 0 0.0 366.5
Table 4: Key words in Journal of Advanced Nursing compared with
Nursing Standard
Nursing Standard Journal of
Advanced Nursing
Lemma Freq | Freg/mill | Freq | Freqg/mill | Score
1.last 142 390.1 0 0.0 391.1
2. pacemaker | 136 373.6 0 0.0 374.6
3. box 99 271.9 0 0.0 272.9
4. meningitis 94 258.2 0 0.0 259.2
5. fibroid 89 244.5 0 0.0 245.5

Table 5: Key words in Nursing Standard compared with JAN
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The second strand of our analysis focussed on the concordance lines for
“wound care”. We identified two hundred and twenty five instances in the
Journal of Advanced Nursing, that is about three hundred instances per
million words, and just under four hundred instances in Nursing Standard,
that is over one thousand instances per million words. The relatively higher
frequency in Nursing Standard is partly a reflection of the shorter article
length but also indicates that wound care is more central to more of the
articles in Nursing Standard than in JAN. More detailed figures are given in
table 6.

Journal Instances Instances/
million words

Journal of Advanced Nursing 225 303

Nursing Standard 397 1089

Table 6: “Wound care” in the two corpora

Our analysis of the concordance lines had two strands, related to whether
there were differences between the two corpora in terms of how they related
to research and the extent to which they were descriptive rather than
prescriptive.

We identified the number of research related concordance lines by a manual
search of each set of lines. We identified the following lemmas as research
related: “research” as a noun or a verb; “literature”; “publish”, “data”;
“analysis”/ “analyze”; “find”/ “findings”. We also identified a set of items
which could be research related in appropriate contexts: interview,
observation, questionnaire, significance and “standardise”/ “standardisation”.
An observation may be part of a medical or health care procedure or a
research instrument. To enhance reliability, fifty lines for each corpus were
independently classified as either research or not research oriented by the
two authors. Interrater reliability was 100%.

Here are three lines from the Journal of Advanced Nursing. In the third item,
“standardised” and “interviews” were taken as related to research because of
the co-text.
e Nurses are found to focus more on the physical care of their
patients, such as <wound care> and other postoperative symptoms;
e  These results support the proposition that there are clinical
benefits from using honey in <wound care >, but further research is
needed.
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e  The <wound care > session was standardized for all the
participants, and semi-structured qualitative interviews with open-
ended questions were conducted with all the children in
conjunction with the procedure.

Here are two examples from Nursing Standard:

e Based on the above findings, the management of a biofilm
community is significantly more challenging than that traditionally
used in planktonic-based <wound care >.

e The literature indicates that management of pain by nurses and
doctors is not always addressed alongside the clinical aspects of
<wound care> (Douglas 2001, Husband 2001, Hareendran et al
2005, Morgan and Moffatt 2008).

In the first example, “significantly” was taken not to be an indication of a
research orientation but as a synonym for important.

Using these terms we identified fifty six research related concordance lines
in the Journal of Advanced Nursing, that is about a quarter of all the lines,
and forty two, or about ten percent of lines in Nursing Standard. This
supports the notion that the Journal of Advanced Nursing is more research
oriented than Nursing Standard.

A second element in this research related to references in the concordance
lines. For the Journal of Advanced Nursing, sixty nine lines included a
reference. This is about 30% of all the concordance lines. For Nursing
Standard, the number of lines was one hundred and ninety six, which is just
under half of all lines. This might be taken as contradicting our findings
related to research orientation as measured by the number of research related
words. Our interpretation of the two findings was that Nursing Standard was
focussed on the research findings while the Journal of Advanced Nursing
was concerned more with the process of research. We take up this point again
in the discussion section.

To address the question of whether there were differences in terms of
prescription versus description, we also carried out a manual search of the
concordance lines looking for three features, imperatives, the use of the
modals “should”, “ought to” and “must”, and the use of adjectives such as
“necessary” and “important”. Again we independently coded fifty lines from
both corpora. We agreed on the imperatives and modals. Some examples of
imperatives and modals are:
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e  Take time for <wound care >. [imperative] (JAN)
e  During assessment the environment should be kept warm,(NS)
e  This implies that honey dressings should be avoided for routine

use in <wound care> until sufficient evidence is available. [modal
should] (JAN)

However, we had difficulty in identifying what did or did not count as a
modalising adjective and we also identified some lines which did not include
any of these features where there was a prescriptive element in the meaning
of the line. Here are some examples of data we found problematic.

As wounds can quickly turn from small and relatively harmless to large and
life-threatening, it was urgent that quick and effective <wound care> was
provided (JAN).

Despite the presence of “urgent”, which is often used to prescribe certain
behaviours, the use of the past tense here meant that this line could not be
treated as prescriptive. We dealt with this by adding the requirement that
modalising adjectives had to be used with present tense verbs to be classified
as prescriptive. An example would be:
e It is therefore important to explore coping strategies that help
children who are undergoing <wound care >.

An additional and more fundamental issue was that many other kinds of
sentences seemed to have a prescriptive element. For example there seems
to a hedged instruction to avoid scrubbing wounds despite the absence of a
clear linguistic signal of prescription in the following:
e Many authors state that scrubbing has no place in <wound care>
unless carried out to appropriate wounds with extreme care (Blunt
2001, Myers 2008) (NS)

Similarly the authors of the extract below indicate that Health Care Trusts or
equivalent organisations should provide clearly written local guidance:

e  Clearly written local guidance, based on national guidelines, and
competency frameworks around < wound care > and pressure ulcer
management will safeguard the patient, the clinical support worker
and the registered nurse delegating the wound care task (NS).

In the next example, there is an implication that Health Care Trusts or
equivalent organisations should provide appropriate training:

59



Opening New Lines of Communication in Applied Linguistics: Proceedings of the 46th BAAL Annual Meeting
Heriot-Watt University, Edinburgh

e  However, with the correct competency training, attitude and
support, a clinical support worker may be expected to perform <
wound care > safely.

More tendentiously, one reading of the question in the following example is
that it suggests that all types of antimicrobials should be made available:
e Are all types of antimicrobials available or are some used only on
the authorisation of the tissue viability nurse or < wound care >
pharmacist? (NS)

Using the narrow interpretation of prescription, we found twenty four
prescriptive concordance lines in the Journal of Advanced Nursing, about
11%, as against fifty lines, or 12%, in Nursing Standard. The relatively close
figures here and the problems with identifying prescriptive and descriptive
lines suggested to us that we could not say that either journal was more
descriptive or prescriptive than the other. In addition, the problem we had in
reaching agreement about whether concordance lines without clear linguistic
signals of prescription were prescriptive suggests that there may be a more
fundamental issue with the use of linguistics markers to identify prescription.

Findings and Discussion

Our findings suggest that there are differences in the discourse in the Journal
of Advanced Nursing and Nursing Standard, with Journal of Advanced
Nursing being more focussed on research, or perhaps more accurately on the
research process while Nursing Standard has a clinical orientation but is also
concerned with the results of research. This would be consistent with the
view that those who read Journal of Advanced Nursing are often researchers
who are interested both in what other researchers have discovered as well as
in how that research is carried out. Nursing Standard readers are more
concerned about the implications of what research has found for clinical
practice.

However, we found little to support the notion that Journal of Advanced
Nursing is more descriptive than Nursing Standard. This may reflect
weaknesses in the research methodology but we would argue that the
distinction between prescriptive and descriptive discourse is a reflection of
power relations between text producers and their audiences and is not always
signalled explicitly in the language used.

Indeed, we would hypothesise that the difference between the two journals
IS best seen as related to ontology rather than a focus on research versus
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practice or prescription versus description with the Journal of Advanced
Nursing presenting our knowledge of reality as contingent and Nursing
Standard seeing our understanding of reality more positivistically, that is as
relatively fixed. We would not claim this to be more than a hypothesis at the
moment but this is a useful hypothesis in that it draws attention both to the
limits of this study and indicates some potential areas for future research.

The main limitation of our study is the size of our corpora and the fact it is
unclear whether sampling the two journals by using the search items “wound
care” introduced some distortion into the selection procedure. This could be
addressed by the creation of larger corpora or a parallel set of corpora using
a different search item.

It would also be possible to look at the corpora we compiled more holistically
as we did with our analysis of concordance lines containing “wound care”.
There are a range of possibilities here but we enumerate three.

1. An examination of concordance lines and/or word sketches for the
research related vocabulary identified above would provide a clearer
indication of the orientation to research.

2. An examination of the number and type of references in the articles in
the corpora and some evaluation of the kinds of articles that are
referred to.

3. An examination of the authors of the articles in the corpora and their
affiliations.
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Pierre Bourdieu has revealed that the privileged and the underprivileged both
vie for power. In the process, however, they unconsciously subject
themselves to or perpetuate a psychological harm. The following quotation
illustrates this notion:

Symbolic violence is violence wielded with tacit complicity
between its victims and its agents, insofar as both remain
unconscious of submitting to or wielding it. (1998: 17)

In a parallel way, symbolic violence can stem from the occasional intentional
or unintentional fallout from language issues that marginalize or, on the
contrary, emancipate people. Largely ignored until 1978, when Hilary Tovey
linked language policy with socioeconomic development in Ireland, the
causal relationship between these two elements is difficult to establish: the
two variables — socioeconomic development, or emancipation, and
socioeconomic impoverishment, or marginalization - correlate infrequently
with language issues. That is, to establish economic gains as the result of
language planning or language learning efforts is difficult. Granted, research
shows a relationship between English literacy in Canada and higher income
(Statistics Canada 2005), but one must ask — what about language issues in
Canada besides the English language one? Asking if other languages
(particularly French, Indigenous or immigrant languages) having minority
status or national language status can contribute to one’s economic growth
is worthwhile.

Scholars suggest that this matter of language, linked to economics, is a
growing field of study, with certain economists predicting that globalization
will erase many local or regional languages (Norberg-Hodge 2011; Abley
2005) and others arguing the contrary (Bhawuk 2008). Certainly, the issue
of language death is increasingly a cause for alarm among linguists (Abley
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2005), with some predicting a drop from close to 6,700 languages to 200
(Mufwene 2013).

Still, when one’s alma mater displays characteristics of linguistic symbolic
violence, statistics, however disturbing they may be, serve little role in
rectifying matters. The phenomenon occurring at Laurentian University, a
"university [that] comes closer than any other to being a microcosm of
Canada....[as it] is a bilingual university with strong links to our First
Nations" (Daniel 2006) raises a red flag. The issue of linguistic symbolic
violence unveils tangible language conflict, which merits close study. For
example, some aspects of campus life include students staging protests,
organizing sit-ins and publishing articles in the French student newspaper
that criticize the university president's grammar. Similarly, the French
faculty resist the continuing growth of English for International Students,
while some campus workers who are Franco-Ontarian surreptitiously
‘ethnically self-cleanse’ for reasons that remain ambiguous. Linguistic
tensions emerge, and students, faculty, and administrators also find
themselves with reduced courses offered in French. Programs in certain
departments that had been offered in French collapse, and Aboriginal faculty
find their languages to be of little value when the process of obtaining tenure
requires them to pass a French test. Language decision makers thus face a
challenging task: to both comprehend and address the dilemma Canadian
national speakers face; namely, the question of whether or not their
languages are conducive to socioeconomic development or responsible for
their socioeconomic impoverishment. This author proposes investigating
this matter through three lenses: language ghettos, language rights and
language injustice.

Any form of socioeconomic marginalization or socioeconomic
impoverishment is distressing, and while linguistic ghettos are pertinent to
applied language matters, all ghettos, linguistic or otherwise, involve overt
or covert restrictions on living (Dumouchel 1975). Speakers may self-
impose the restrictions, or breakdowns in the political system may result in
their being imposed. Characteristic of such language ghettos is "insufficient
knowledge of the language of the country, or, more precisely, the labour
market where one wishes to earn a living [which] drastically reduces one's
competitiveness" (Coulmas 1995: 65-66).

According to Alan Patten (2003), one of the arguments for linguistic
rationalization is that if minority language communities climbing the social
ladder resist or suffer impediments when learning and using the major
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languages, this will lead to a type of socioeconomic stagnation, regression,
or marginalization. Since members of these communities speak only their
language, limited work opportunities will be available to them. Similarly,
they will miss out on the larger societal context and have limited
participation in political life. Policies that promote integration, according to
this philosophy, promote a better way of living.

In some workplaces, a linguistic ghetto presents itself as a phenomenon
causing precarious safety issues. For example, in Australia, some migrant
construction workers have jobs that require performing many low-level
operative tasks. These international workers communicate in a language
other than English. When speaking with their coworkers, they revert to their
first language, a practice which hinders integrating and learning the second
language. Unsafe working conditions follow (Trajkovski & Lossemore
2006). How, then, can second language enthusiasts resolve such problematic
situations in which the minority speakers act in a way that hinders their own
social mobility?

Research suggests that the situation faced by Hispanics in the United States
is worth studying. Changes in bilingual policy, such as Proposition 203 in
Arizona and Proposition 227 in California, worsened conditions for minority
language speakers. Government officials dismissed the value of bilingual
education as enhancing a child's learning. Despite the growing numbers of
immigrants working in the United States, whose children would benefit from
a bilingual education, a significant number of American people would prefer
a monocultural society, thus resisting accommodating immigrant children
and speaking languages other than English. This ideology ignores the fact
that bilingual education provides an added value for all children (Jarmel
2010). Certain critical analysts, however, view that the concern for
marginalizing people and resisting bilingualism, vehiculating the term
linguistic ghetto, is, instead, conservative rhetoric disguised. The
ethnocentric mentality propelling the English Only movement, for example,
receives financial assistance from private interests (New Internationalist
2003).

Gruez (2008) suggests that using the term linguistic ghetto as rhetoric
connotes an attitude relegating a language other than English to a second
class, impoverishing it culturally, financially, or symbolically. Others detect
the spread of neo-liberal thinking; for example, if one believes that certain
religious groups live in marginalized enclaves, one ignores the notion that
the social fabrics of communities are interwoven within the context of work,
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school, and other social settings (Crane 2000). Certain analysts, moreover,
have observed that promoters of English Only immersion over bilingual
education have weak pedagogical methods, disturbing educational social
ethics and biased key researchers (New Internationalist 2003). Finally,
findings by Florian Coulmas (1992) challenge the notion that English
fluency correlates with financial wealth.

Beneath what suggests a neoliberal mentality, the way in which one studies
occurrences of linguistic ghettos also leads one to question the matter of
language rights. Language legislating in Quebec, through the efforts of
French language promoters, reveals a compelling case in favour of
respecting linguistic rights. Quebec citizens have framed their interest in
upholding language prerogatives as an effort to preserve and protect their
distinct society, which in turn allows them to maintain a culture
distinguishing them from the United States, for example. By way of
illustration, the Quebec cultural industry enjoys international respect,
garnering prestigious awards at film festivals among other venues. The
language rights question in Canada, however, largely ignores another
significant national language topic: the Aboriginal languages. Treaty
promises with Indigenous peoples and commitments to making reparation
for injuries inflicted on these original dwellers of Canada are weighty
concerns. Why make this point? Hallet, Chandler & Lalonde (2007) and
Dufault (2003) have identified correlations between stronger psychological
health and Indigenous language recovery, which demonstrates the
significance of undergirding language preservation with legal scaffolding.
Let us, though, differentiate between the urgency of respecting Indigenous
language rights and French language rights: while French people living
outside France will always have a mother country to which they can return,
Indigenous speakers will only have their own ‘backyard’, where their
languages are already beginning to disappear. Once these practitioners of
Indigenous languages die out, recovering their heritage or patrimony
(Leclerc 1992) from a homeland, such as France for French or Spain for
Spanish, is impossible (Nicholas 2010). Indigenous peoples have generally
remained in their lands, venturing little from their home base unlike other
imperialistic civilizations which have spread their cultures and languages
across various borders.

How, then, can language decision makers deal with the matter of French and
Aboriginal language speakers whose fluency is dropping, as is the case, for
example, in Ontario (Ontario Today 2013)? Despite the many efforts
national, minority, or second language professionals make (such as
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providing book fairs, book stores, radio programming, theatre productions,
etc.), it seems that assimilation is well under way. Similarly, who heeds the
concerns of Aboriginal language rights activists who worry that the younger
generation of Canadian natives will face significant challenges in accessing
the traditions, songs and wisdom of their elders? It appears that Canadian
bureaucrats simply offer tokens in implementing the teaching of Aboriginal
languages in K-12 schools; one has difficulty believing that these
government education officials genuinely take language rights seriously.
Whether these initiatives are a simple act of appeasement for historical
wrongdoing remains unknown. Many grey areas abound and are too complex
to sufficiently clarify within the confines of this paper.

Dr. Elizabeth Dawes, Dean of Humanities and Social Sciences at the
aforementioned Laurentian University, encourages undergraduates to
become certified bilinguals, inviting students to learn from a host of faculty
with expertise in language rights. However, the infrastructure of the school
does not assist students in meeting the high demands of critical professors,
whose French-language education was completed abroad, in a satisfactory
manner such that student grades will not suffer. Many students, fearing lower
averages, thus switch to English courses. Once again, blaming individuals
when the social support network fails to bridge the gap between what faculty
expect and what students can produce reflects neoliberal thinking.

John Ralston Saul (2008), a leading Canadian thinker, has proposed his own
hypothesis as to what is the matter. He believes that Canada still behaves as
a colony; to him, Canadians must instead assert their identity as members of
a multicultural nation, emphasizing the rich diversity that this promises. This
multicultural fabric begins with the national groups: aboriginal peoples/First
nations, French, and immigrant people.

Do such programs [as teaching Aboriginal languages] work? The answer lies
in the...growth of French outside of Quebec over the last thirty years, both
through French first-language programs and French immersion. Or in the
revival of Welsh in Britain. Or the growth of Mandarin — the Northern dialect
— in China. Or in the revival of Hebrew in Israel. Why are there no serious
programs in Canada?

(Saul, 2008: 236)

Convinced that many of the Canadian élite are ethnocentric and lingua-
centric, Saul argues that this élite would rather be allies with those across the
Atlantic than to develop alliances from within their own nation. Policy
makers can thus address language rights with careful attention to enlisting
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the government to invest in infrastructure, social programs and making
Canada more economically independent. Similar thinking was evident in
German economist Friedrich List’s belief-system that Germany could regain
its economic autonomy and prowess by strengthening its own industrial
efforts, rather than by depending on imports that would weaken German
enterprise.

Finally, language injustice is an aspect of the language dilemma that requires
special consideration in terms of both language decision makers and
language practitioners. The general idea behind linguistic injustice is that,
while pursuing linguistic justice, other nonlinguistic injustices can occur,
such as socio-economic injustices. Pierre Foucher, in a plenary speech
entitled "Language, territory and rights: rebalancing the triangle,” draws
from Helder de Schutter (2008), Van Parijs (2010), and John Rawls (1999)
in suggesting that language be defined as cultural capital. This point is
critical to the present study because language as cultural capital belongs to
an ecological language planning model. However, such an ecological
language planning model is also accompanied by other language planning
models, such as the conflictual language planning model. The conflictual
language planning model is the model most representative of such language
matters as those occurring in multilingual countries like Spain, where
different regions vie to preserve their own language, inspiring heated
demonstrations and other bold gestures. This linguistic activism represents
clear language tension between peoples. Also, in certain Canadian provinces,
language can be a liability. Such is the case for youth in the Maritime
province of New Brunswick, who must move to the big cities for work
despite their command of the French language and its associated cultural
capital. Here, language vitality is challenged by a dearth of financial
prospects and opportunities for the young. Hence language rights promotion
can lead to language injustice questions.

The question this conundrum leads to, then, is if pursuing language policies,
education and planning are socially just projects when economic variables
indicate the contrary. That is, certain language vitality endeavours lead to
major confrontational incidents between the peoples involved and a lack of
financial prospects and opportunities, among other factors. A look at
Canada'’s balance of payments highlights, for example. that the languages
conducive to business are either English or Japanese (Statistics Canada 2013).
These phenomena are too significant to ignore, despite the aforementioned
argument by Saul who suggests recapturing Canada and emphasizing its
national languages. While Saul believes in reclaiming Aboriginal languages
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for national purposes, is he at fault for infantilizing the people who speak
them or even folklorizing these languages? The next section will seek to
address this matter.

Language injustice is persistence in learning languages that have long since
changed according to natural language evolution (Mufwene 2008). Mufwene
observes that languages inevitably mutate. For example, while English may
adopt certain words and French and Finnish may resist them, these latter
languages do so because of academies policing their national linguistic
capital. Languages, however, are living and naturally metamorphosing
entities. Phenomena such as migration, neocolonialism, and globalization
have caused permeable barriers and, as a result, new dictions and extinctions
come about (Mufwene 2008). A particular case is Ojibwa speakers who play
with the English language by adding particle endings. For example, in a
Northern Ontario reserve, Aboriginal speakers say, ‘I am so broke-sha’
instead of ‘I am so broke." It would thus be shortsighted to suggest that these
Aboriginal speakers were being disloyal to their language and culture simply
because of their linguistic negotiation. Such language practices suggest
fluidity (Mufwene 2008) and, one ventures to say, resist a kind of futile
linguistic nostalgia.

To respond to such matters of language injustice, language decision makers
and language speakers will face a significant challenge. First, the State must
enforce the teaching of the national language. It has a duty to offer such
instruction and encourage the population to learn the official language, even
if the language is secondary. This proven and accepted strategy is necessary
to prevent segregation between different linguistic groups. State education
can thus lead to the division of people into language enclaves if it neglects
to implement priority language policies. Such neglect can then result in
impeding social mobility in the context of the national community, as the
nature of national language teaching can influence the construction of
language barriers. Having already occurred in the past, the failure to teach
the priority language also qualifies as language-based injustice (Varennes
297).

As discussed earlier, Saul (2008) portrays French and Aboriginal language
activism in a way which may unintentionally infantilize Aboriginals. An idea
closely associated to this accidental patronizing attitude is the folklorization
of people, which leads to their exploitation. References to this latter
phenomenon can be found in relation to Indigenous peoples in Syria
(Salamander 2011), South Africa (Caring 2005), Turkey (Smith 2005),
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Columbia (Smith 2005), Chile (Bacigalupo 2004), Cuba (Rahier 2004), and
Mexico (Chavez 2010), and some even add Canada to the list (Bokhorst
Heng 2007). Folklorizing a culture is a way of representing it as a 'bygone
tradition' (Salamandra 2011). The following is an example of the
folklorization of people, as evident in Turkey:

Constructing a civic state and a national culture almost inevitably
entails the leveling of diversity and the folklorizing of minorities.
In the garb of civic inclusion, the institutions of the state become
vehicles for the majority. In politics as well as economics, the path
to success may be open only to the assimilated. (Smith 2005)

When a national culture becomes prominent and diversity lessens, this often
results in a quaint, static, and picturesque objectification of a people. While
the discourse suggests inclusion, only through assimilation can social,
political, and economic mobility occur. Another case in point is the Mapuche
of Chile. Here, folklorizing works to win votes and exoticize while still
stigmatizing. Those who take part in national discourse treat Mapuche
women, in particular, as 'passive retainers of the nation's soul." Chileans only
view Mapuche as genuine if these Indigenous people remain unchanged. A
hypocritical attitude ensues as people regret that progress has eliminated
Mapuche customs, thus feminizing them by exploiting the idea that they
embody a pristine tradition. The Mapuche, in turn, have reacted to how the
nation represents them in a variety of ways: some have embraced “folkloric,
gendered images of machi and longko,” while others have reacted by
confronting 'nationalist discourse' (Mariman 1990, pg.505). Chileans have
subjected Mapuche to ‘folkorization,” marginalization and attempts at
assimilation. There are thus three mutually contradictory attitudes at play:
marginalize the Mapuche to keep them out of national society; assimilate
them to try to keep them in (if only on conditions set by the Chilean nation-
state); and make them folkloric by embracing aspects of both (Mariman 1990;
Bacigalupo 2004).

The Mapuche made the news in the 1990s by contesting multinationals,
reclaiming their rights to language, etc. One wonders whether their access to
petroleum was enough for them to resist assaults of symbolic violence, such
as the assaults this paper suggests are happening to linguistic groups at
Laurentian University, the author’s alma mater. To answer this, one must
distinguish between symbolic capital and economic capital. A country that
is petroleum wealthy may not have an entire culture that is easily importable
to the West; in other words, while their culture and language have rich
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heritage and meaning, their economic capital translates problematically to
symbolic or cultural capital without considerable interpretation. In a similar
way, while the Mapuche may have acquired economic symbolic capital
through their natural resources, their language and culture are still tenuous
marketable capital. As a result, symbolic violence through the folklorization
of the Mapuche, and for the intents of this study other Indigenous peoples
such as those at Laurentian University, may still occur, even if, as the case
of the Mapuche shows, these Indigenous peoples have substantial economic
capital.

As previously mentioned, folklorizing is an oppressive strategy carried out
by the powerful and applied to a people. In a parallel way, one can folklorize
a language. Making a language folkloric, in this author’s opinion, qualifies
as a linguistic injustice.

An interview with a French immersion high school teacher in Sudbury,
Ontario, the same city in which Laurentian University is located, revealed
themes which this paper has been discussing:

Why is French important?
"l have my job because I can speak French."
"French contributes to multiculturalism."
"Canada has both official languages."
"Wherever you travel, it will help you for communication."
"If you want to work in government, it is important.”
"l am also part Italian.”
"Sudbury is bilingual.”
(A. Malafarina, personal communication, February 8, 2013)

If the causal relationship between learning a national language such as
French in Canada, or more particularly in Ontario, and socioeconomic
development or social mobility is true, as this participant suggests with the
words ‘French,’ 'job,' 'work' and 'government,' then the pendulum swings in
favour of economic rewards for national language maintenance, persistence
and language learning efforts. The question, however, remains whether an
Indigenous language can hold such financial potential or provide such
marketable linguistic capital. Technically speaking, while Canada has two
official languages (French and English), one may ask if an Indigenous
language could obtain an official status? The official status achieved by
Quechua in Peru, for example, was short lived. If an Aboriginal language
succeeded in obtaining official status, one wonders which Aboriginal
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language would take precedence. Similarly, if the Aboriginal linguistic role
Is ostensibly to occupy postcard status, certain Aboriginal stakeholders
challenge the suggestion, as voiced by the interview participant above, that
Canada is multicultural, suggestive of an all inclusive celebratory attitude to
diversity. To put it another way, government officials proudly display
colourful images of Aboriginal peoples to the world in such international
affairs as the Olympic games, yet elected officials neglect educational
standards on reserve schools (Blackstock 2011). One suspects that such a
Janus-faced approach does not bode well for the commitment to honouring
Aboriginal peoples’ linguistic heritage.

Similarly, in the interview participant's response, the theme of travel and

communication spoke to the notions of a flatter world and the international

character of French. However, as in the case of bilingual tri-cultural

Laurentian University described in this study, French is losing its presence

and Aboriginal languages have a tenuous presence with a noted absence from

the University Act. Finally, but also importantly, the comment that Sudbury
is bilingual suggests that the variable of territory is significant when

discussing language matters such as those this author has been exploring

until now. That is, while a city such as Sudbury or Ottawa can make space

for bilingualism, some geographic spaces accommodate the same languages

and language interests with difficulty. For example, Laflamme & Reguigui

(2003) noticed that French language literacy in heterogenous spaces, as may
be the case for French in Ontario, was hard-earned. Yet, in homogeneous

spaces, as is the case for French in France, literacy was more robust.

Similarly, while language vitality efforts may be successful across islander

spaces like New Zealand (Maori: Aotearoa), such success may not hold

strong across vast and diversified continental areas, such as the Canadian

landscape. Also, while much research cites the resurrection of Hebrew as a
success story, the Hebrew language was propelled by a critical (Crystal 2002)
and highly educated (Lamberton 2002) mass movement, which suggests that,

while the case of Hebrew’s revitalization is compelling, it is not possible to

draw a simple comparison between the language revitalization efforts of the

Hebrew people in Israel and the speakers of Indigenous languages in Ontario

or the rest of Canada. Clearly, language planning efforts are complex,

multilayered, and have many variables at stake, thus simple comparisons are

difficult to maintain.

As a result, this paper has provided evidence that language planners,
language educators, and language policy makers must possess a particular
human character capable of nuanced understanding, deep critical analysis
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and a sensitive ability to respond appropriately to numerous factors and
contending elements. Will their decisions lead language speakers to their
socioeconomic development, or will their policies lead to these speakers
towards socioeconomic regression? This paper suggests clarifying these
outcomes through three lenses: language ghettos, language rights and
language injustice. One has seen the role that neoliberal thinking can play in
lingua-centric elitism, as well as the possibility of old colonial dependence;
however, one has also looked at language ecology against the backdrop of
significant economic paucity related to fragile marketable linguistic capital.
Lastly, this study has also examined the role of State obligations to literacy
and, on the contrary, the complicity of the State in folklorizing both people
and languages.

Providing an answer to whether language issues add to socioeconomic
development or, on the contrary, to socioeconomic marginalization is a
formidable task that cannot be conclusively given at this point. While much
persuades this author to believe that compelling scientific findings are
present, many answers still remain unknown. At this stage of the research
journey, the author can only recommend further research and hope that
proposed fieldwork will lead to these observations becoming more verifiable.
This expected fieldwork focuses on the bilingual and tri-cultural Laurentian
University where, through language policy analysis, surveys, and conducting
of focus groups, the author will ask whether Canada's national languages
(French and Aboriginal languages) have strengthened or deterred students
and faculty at Laurentian University in terms of developing their economic
capital. Secondly, the author proposes to do fieldwork involving a study of
present language policy and recommendations concerning how it should
look so that equitable qualities are inherent, thus embracing the mandate that
makes Laurentian University distinct. This initiative would be implemented
informed by the matters discussed, such as language ghettos, language rights
and language justice.

David Crystal suggests "[having only English dominate] will be the greatest
intellectual disaster that the planet has ever known™" (Crystal 2002: 41). The
answer, therefore, is perhaps obvious; but, depending on how myopic our
vision, we may not be able to clearly see the long term consequences to the
loss of intellectual DNA embodied in Canada's Aboriginal, French and
Immigrant languages. In the end, the author suspects this research journey
will lead her to view her alma mater, Laurentian University, anew, hopefully
through Bourdieuian eyes sensitized to the aspects of symbolic violence
found occasionally in the unconscious accomplices of school and economic
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pontificates (2000). Perhaps Nobel Laureate José Saramago’s final words in
Blindness will ring true, as the fine line between blindness and seeing is
frequently disguised: "... I think we are blind, Blind but seeing, Blind people
who can see, but do not see.” (Saramago 1997: 326).
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Introduction

This paper focuses on university students’ motivation to learn English in a
Remedial English course in Thailand. In EFL settings where English is
mostly learned in academic or formal classroom contexts, the role of teachers
and their classroom teaching practice are important. The purpose of this
study is to examine students’ motivation for learning English and to identify
the elements of classroom teaching practice that contribute to an increase in
students’ motivation. According to Dornyei (1994), there are various
motivational teaching practices that can be employed to improve the level of
students’ motivation, attention, participation and contribution of students in
the class. This study aims to create a more relaxed and supportive language-
learning atmosphere, which could make learning English easier and more
interesting. It also aims to come up with a possible set of effective classroom
motivational teaching practices, which will enable the learning development
of students and have positive perceptions towards English language learning
at the university. This, however, leads to the issue of whether there is a valid
theoretical framework to examine students’ motivation and changes in their
motivation as well as effectiveness of the classroom teaching practice.

Theoretical framework

As improving the students’ motivation to learn English is one of the aims of
this study, | have attempted to bring the students’ voices to the forefront
through the lens of Self-determination Theory (SDT). In this study, SDT is
used as a main framework in the design and implementation of the 14-week
period of the teaching intervention programme. | believe SDT is valid on the
basis that it considers different types of motivation as a developmental
process of extrinsic motivation, from the lower degree of self-determination
to the higher degree of self-determined forms of motivation. Its constructs
and continuum of motivation consist of ‘graded internalisation of external
motives’, which clearly describe distinct motivational orientations as a
process of transformation of external motivation (Dérnyei & Ushioda, 2011:
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82). Besides, the constructs of SDT are broad enough to understand the
students’ motivation and changes in their motivation in various EFL
situations, such as in Thailand, the context of this study. It is also useful for
the teacher to identify suitable motivational teaching strategies to promote
the students’ motivation in many different stages.

The SDT concept of psychological need satisfaction is also useful for
teachers to identify suitable classroom motivational teaching practices which
support students’ motivational development. SDT posits that students need
to learn in an environment that supports the growth of their basic
psychological needs for autonomy, competence and relatedness, which
enable them to see values in their learning, and continue to learn on their
own. With more satisfying learning experiences and greater academic
achievement, students tend to be more motivated to engage, even in less
interesting tasks and academic activities (Niemiec & Ryan, 2009).

As confirmed by previous studies, the SDT concept of psychological need
satisfaction is applicable and useful to explain students’ history of learning
English and learning situations. It is also applicable in Thai EFL classroom
contexts. With its hypothesis that students’ lack of motivation could be
improved if their basic needs are met, using the SDT framework in this study
will not only help me examine English learning motivation of Thai tertiary
students and monitor my own teaching practices, but also identify suitable
teaching strategies and learning activities that match with students’ needs
and interests to support their motivational development.

Design of the study

The study was based on an assumption that motivating teaching practices
require a two-way communication between the teacher and the students in
the class. The effectiveness of the teaching practices is not only due to the
fact that the teacher considers the practices to be motivating and brings them
into the class, but also because the students perceive the teacher’s classroom
teaching practices as being motivating. As suggested by Doérnyei & Csizer
(1998) and Cheng & Dornyei (2007), when students feel more comfortable,
this helps increase and sustain their students’ motivation. Moreover, for the
low achieving students, there is no doubt that the teacher has a strong effect
on their English learning motivation.

In keeping with these assumptions, a mixed method approach
unquestionably serves the aim of this study. As can be seen below, the design
of this study involved the integrated use of three research instruments.
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Figure 1: Three phases of the research design

This study was conducted with first year students during the first academic
semester at a public university in Bangkok. The course lasted for 14 weeks,
from June to September 2011. The length of course was 180 minutes each
week. The design of the teaching plan was influenced by the need to make it
easy to follow and able to be implemented in actual teaching situations. It
had to be convenient for the teachers who are normally overwhelmed with
teaching loads and administrative responsibilities at the university. To elicit
preliminary findings of data, a pre-intervention questionnaire was
administered. Then, focus groups were conducted. This served as a baseline
of the study for measuring the effects of the intervention. The second phase
was based on a survey conducted through students’ feedback sheets during
the 14-week period of the teaching intervention. The teaching plan was
divided into a series of learning activities based on students’ comments that
were received by the teacher throughout the course. The implementation
featured two-way communication opportunities between teachers and
students, and several types of feedback activities. For instance, students’
feedback sheets, post-it notes, a nominated head of the class, and a university
web-based course evaluation. The third phase focused on the post-
intervention questionnaire and focus groups to measure the effects of the
intervention on students’ motivation; between beginning and end motivation
in all students, and between the groups.

Preliminary findings

This study clearly established that the level of students’ proficiency could
not be used as an indicator to predict the degree of students’ motivation. In
general, low proficiency students tend to be labeled as less-able, less
successful, or low-achieving students. These labels reflect societies’
negative perception of this group of students as having a low tendency to
succeed. However, under the learning conditions that supported their needs
and interests, as well as satisfying their sense of autonomy, competence and
relatedness, the students’ motivation was improved. Findings of this study
also confirm that the students did not actually lack the motivation to learn
English. At the beginning of the course, most participants seemed to have
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low motivation for learning English. Their motivation appeared to be
constrained by a long history of failure and painful experiences in learning
English. They appeared not to derive pleasure from learning and felt obliged
to learn. Most of them expressed concern about having to pass the university
English courses. While some were pressured by their family to get good
grades, some felt anxiety that failing any English course might delay their
graduation and the opportunity to get a job.

At the end of the course, there were a number of participants who felt
motivated to learn by their perceived progress in learning English. Some of
them expressed satisfaction from being able to understand a difficult word
and construct in English, while some came to realise the value of knowing
more than one language. Most of them stressed the importance of English as
it enabled them to expand their knowledge and access information in their
area of interest. That is, for instance, to access information on the Internet,
to entertain themselves by playing online games, or reading online comics,
which are dubbed into English. Most participants were highly future-
oriented. They strongly expressed the need to meet with growing demands
for English and the highly competitive nature of the labour market, as well
as the need for English during their undergraduate study.

The results of this study show that English language teaching situations in
Thailand are not different from other Asian EFL contexts (e.g. Chen, 2012;
Chen et al., 2005) where students learn English because of their concerns
about future careers and education. As English is learned as a ‘required’
foreign language subject (Warden & Lin, 2000: 539) and learners do not
have much opportunity to use it outside the classroom, they do not see the
real value of their learning and their motivation decreases through time. For
most participants, the necessity and utilitarian values of knowing English
seemed to play an important role in nurturing their motivation throughout
the semester. There were participants who seemed to still lack any
motivation to learn English, but the number of students who felt this way
was low in comparison with the motivated students.

The study shows that the SDT concept of basic psychological needs is useful
for explaining the necessity of using motivational classroom practices. There
Is also a need for Thai teachers to consider the benefits of using these
motivational elements to create the motivating English learning atmosphere
which is rarely found in the Thai context. Findings of this study also suggest
that satisfying the students’ sense of relatedness, or the need to belong in the
social community, is the most essential element for the remedial students.
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The SDT concept of basic psychological needs could be linked to the basic
motivational preconditions suggested by Dornyei (2001). The motivational
preconditions include (1) the teacher’s appropriate behaviours e.g.
enthusiastic, approachable and able to build a good relationship with the
students; (2) supportive classroom atmosphere, and (3) a feeling of intimacy
between the teacher and learners and among learners and group norms, as
essential for the growth in the students’ motivational development.

Although the role of the teacher to support students’ basic needs and their
sense of self-determination is important in SDT, previous studies have
reported a mismatch or conflict between teachers’ and students’ perceptions
of the effectiveness of the teachers’ teaching styles and strategies used in the
classroom. This study has strongly established that the use of students’
feedback in the class can be an effective channel which allows the teacher to
build up and maintain a good relationship with his/her students. In brief, the
students’ feedback is useful for the teacher to improve their own teaching
practices, and monitor and facilitate the students’ motivational development.
The teachers’ response to students’ feedback provides a means of
communication between the teacher and students in the class. This not only
creates a good relationship between them, but also a supportive learning
atmosphere.
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Introduction

University supervision is a central aspect of pedagogy in higher education
and it makes particular demands on both supervisors and students. Grant
describes it as differing from other forms of HE teaching and learning in its
‘peculiarly intense and negotiated character, as well as in its requirements
for a blend of pedagogical and personal relationship skills’ (2003: 175). It s,
as she says, ‘not only concerned with the production of a good thesis, but
also with the transformation of the student into an independent researcher’.
Various researchers have drawn attention to a tension in the demands on
students and supervisors. On the one hand, students need to show compliance
with institutional requirements and therefore (at least to some degree) with
the wishes of their supervisor as institutional representative. On the other
hand, they need to demonstrate initiative and independence. At the same time,
supervisors are called on to support and develop that initiative whilst
ensuring that their students’ work meets institutional requirements. These
demands may be that much harder to meet when students are studying in a
less familiar language or culture.

Previous research into supervision has tended to focus on students’ and
supervisors’ perceptions, but there has been little microanalysis of talk in
supervision meetings. This was my focus in this study, which was motivated
by an interest in the problems of the negotiation of understanding and
agreement between supervisors and international master’s students. To this
end, | transcribed and analysed nine audio-recordings of supervision
meetings with international students who were beginning or engaged in
master’s dissertation research in business-related areas in a Scottish
university. The students were Chinese, Pakistani and Polish, and their
proficiency in English varied. The meetings ranged in length between 12 and
32 minutes.
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Methodology

The transcription and analysis followed the principles of conversation
analysis (CA). These entail a fundamentally inductive approach to the data
to uncover interactional practices. Heritage identifies an interactional
practice as ‘any feature of the design of a turn in a sequence that (i) has a
distinctive character, (ii) has specific locations within a turn or sequence, and
(i) is distinctive in its consequences for the nature or the meaning of the
action that the turn implements’ (2011, p.212). He describes three stages in
studying one of these practices: deciding that it is distinctive, locating it
sequentially, and determining its distinctive role or meaning. The
interactional practice that | decided to focus on was the use by supervisors
of yeah?, okay? and right?, particularly after a gap or a student response.
These tokens have been described as response elicitors or, more generally,
as invariant question tags.

Invariant question tags

There have been a number of studies of invariant tags in ordinary
conversation, and a few that have looked at their use in academic discourse,
particularly lectures.

In my data set, all three supervisors made frequent use of yeah?, as well as
okay? and right?. In 174 minutes of interaction, these tags were used 357
times by supervisors, an average of just over 2 per minute. What was
particularly striking was the sequential position of many of these tags.
Invariant tags are generally described as appearing at the end or in the middle
of aturn, as in extracts 1 and 2 respectively:
Extract 1: Turn-final tag
Supervisor:  So you’re comfortable with that, yeah?
Extract 2: Turn-medial tag
Supervisor: ... this is why | think it’s important that you you're
taking down notes when we're discussing what you’ve
to do in the next chapter and everything yeah? Now
most of these things are just grammatical. ...

One student also used yeah? in these positions to request confirmation, as in
extract 3:

Extract 3: Student’s turn-final tag

Student: So | need to reword it yeah?

However, as well as using these tags at the end and in the middle of their
turns, all three supervisors (but none of the students) deployed them in
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response to a student’s turn (what I have termed ‘second position’) or after a
student’s minimal response or failure to respond. An example of a second-
position tag can be seen in extract 4:

Extract 4. Second-position tag

Student: Um, well, (1.3) I did think about (ours) and I've do:ne

(.) some stuff and | do have a question.
Supervisor.  Yeah?=
Student: =And | think tod(h)ay m- (.) ah this morning lecture?

Tags in this position function as an invitation to the student to continue.

Much more frequent in my data are tags which appear as a third turn in a
sequence, usually after a student’s minimal response, as in extract 5:
Extract 5: Post-response tag
Supervisor:  =So hybrid just means (0.6) it's (.) part Western, part

Chinese.

(0.4)
Student: Ah.
Supervisor.  Yeah?
Student: Yeah.

Tags used in this position are particularly noteworthy because they appear to
be eliciting a response when one has already been given.

There are also many examples of tags being deployed after a gap in the talk,
a gap that can be analysed as being attributable to the student. In other words,
the tag appears to be more like a post-response tag than a turn-final tag, as it
follows what can be analysed as the student’s failure to respond. An example
can be seen in extract 6:
Extract 6: Post-gap tag
Supervisor:  Wha- what | would suggest that you do now,
Student: Uh huh,
Supervisor: () is (.) refine the research question.
(0.6)
Okay?

Here the supervisor’s okay? follows a 0.6 second silence, a gap in which the
student might have responded with a continuer (as she did with uh huh after
the first part of the supervisor’s turn) or an acknowledgement, such as okay.
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Both extracts 5 and 6 therefore illustrate a three-turn sequence of (1)
supervisor’s utterance (usually declarative), (2) student’s minimal response
or silence, and (3) supervisor’s yeah?, okay?, or right?.

Figure 1 shows the relative frequency of the three tags in different sequential
positions:

140

120

100

80

a0

medial final Znd post-response post-gap

Byegh? Mokay? Wright?

Figure 1: Sequential positions of supervisors’ yeah?, okay? and right?

It is clear that post-response and post-gap tags (henceforth PG/R tags) are
frequent in my data set, and the fact that they are used by supervisors but not
students suggests that their use is a distinctive feature of supervision in this
context. Having identified this particular interactional practice, | sought to
identify:

1. the functions of PG/R tags;

2. the relationship of PG/R tag sequences to supervision;

3. the relationship of PG/R tag sequences to students’ displays of

interactional competence.

Functions of PG/R tags

Function 1: Punctuating the supervisor’s talk: marking
importance and transitions

PG/R tags are usually ‘marking that there is a point to be taken’ (Jefferson,

1981, p.63). They usually follow a turn in which in the supervisor is

informing, advising, persuading, instructing or assessing — all actions which
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display a ‘knowledgeable’ epistemic stance (Heritage, 2012). One of the
functions of PG/R tags is thus to underline or emphasize the action expressed
in that turn. In doing so, they display the supervisor’s stance towards the
importance or relevance of that action.

At the same time, much of the supervisors’ talk consists of extended
informing and advising turns. These are punctuated by student continuers
and other response tokens, usually at transition relevance places. In addition,
they are frequently marked by PG/R tags, both in the course of and at the
conclusion of the extended turn. This transition-marking function is also a
feature of turn-final and turn-medial tags.

Function 2: Questioning the student’s understanding or
agreement

However, PG/R tags do not simply function as discourse markers. What
makes PG/R tags particularly distinctive is that they follow a minimal, absent
or delayed student response to the supervisor’s first turn. Since that turn
usually involves informing or advising, it is the student’s expression of
understanding or agreement that is being questioned or marked as
insufficient. PG/R tags frequently prompt a stronger response from the
student, as in extract 5, where the student’s initial ah is upgraded to yeah.
PG/R tags therefore mark the student’s preceding silence or minimal
response as in some way inadequate.

Function 3: Offering student the floor
PG/R tags may also be a way of inviting the student to speak, particularly
when the student is hesitant or after an extended turn by the supervisor.
Okay? in particular often seems to be used in this affiliative way, whilst also
marking more significant transitions than yeah? and right?. Both functions
are illustrated in extract 7:
Extract 7: Okay? marking transition and inviting participation
Supervisor:  .h So really (.) the best thing to do, would be to treat the
proposal as a: m:icrocosm.
Student: Mhm.
Supervisor:  Of your actual research. So that all all you will then have
to do, when you come to do the research, is expa:nd (.)
on the on the on this literature review section.

Student: Right.

Supervisor:  Okay?
(1.4)

Student: Mm.°°
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(2.0)
Supervisor:  So, have you found much research?

In this case it is clear that the supervisor’s okay? marks the end of a topic, as
he waits for two seconds after the student’s acknowledgement before re-
starting with an unrelated question. The okay? also functions as an invitation
to initiate a new topic, an invitation which is not taken up.

PG/R tag sequences and supervision

The actions of both participants in PG/R tag sequences display an orientation
to their identities as supervisor and student. The most frequent action in the
first turn in the sequence is informing. By thus displaying a knowledgeable
epistemic stance, the supervisors orient to their roles as teachers. Other
frequent actions in the first turn are advising, persuading and instructing, all
actions which reflect supervisors’ rights and responsibilities with regard to
students. For their part, the students generally accept this orientation in the
second turn, responding with acknowledgments and continuers of various
kinds. This is often indicative of an orientation to the supervisor as engaged
in an extended turn at talk, at times not dissimilar to a lecture. Minimal
responses in this position can be heard as indicating the student’s ‘passive
recipiency’ (Jefferson, 1983, p.4), and this can be still more marked when
the student withholds an immediate response. The student’s minimal second
turn can therefore function to elicit further talk from the supervisor, and in
this way instructional or advisory sequences are co-constructed by both
parties.

Itis in the third turn of the sequence, the PG/R tag itself, that this institutional
asymmetry is most clearly seen. In pursuing a response after one has already
been given or apparently withheld, the supervisor asserts their right to control
the interaction in a way that is not open to the student. At the same time, this
action underlines the importance of the supervisor’s first turn, challenging
the student’s freedom to make their own judgment as to its significance. In
addition, the tag’s expression of doubt about the student’s understanding or
agreement is itself tied to the asymmetrical relationship, particularly when it
follows the student’s expression of understanding or agreement in the second
turn. By deploying PG/R tags, supervisors assert their right to question
students’ claims in a way that would be unacceptably face-threatening if the
situation was reversed. At the same time, the tags paradoxically address
students’ face needs by treating their understanding or agreement as
consequential. The pursuit of a response orients to a norm of interactivity
whereby the supervisor does not simply assume understanding or agreement,
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but rather solicits an explicit assurance of it. And the pursuit of a response
after one has been given or withheld displays a recognition that (to some
degree at least) it is the asymmetry, or power imbalance, itself that
undermines the credibility of the students’ claim to understand or agree.

PG/R tag sequences and students’ interactional competence

In the second turn in the sequence, the student makes or passes up a claim to
understanding. At the same time, their response (if they give one), may
display more or less knowledgeability. At one extreme of this continuum,
yeah, | know claims prior knowledge, while, at the other end, oh or ah (as in
extract 4) marks the supervisor’s informing or advising as unanticipated.
Both these types of response may display a lack of sophistication that may
be associated with the student’s limited linguistic or interactional
competence: the first because | know (rather than | see) face-threateningly
marks the supervisor’s first turn as unnecessary, and the second because a
freestanding oh marks the prior talk as informative without explaining what
it is that makes it so. By contrast, responses such as right (as in extract 7)
and | see may display greater interactional competence.

Conclusion

PG/R tag sequences highlight a dilemma for supervisors, particularly when
students are displaying passive recipiency. This orientation by students may
be short-lived, in informing or advice-giving episodes, or it may prevail over
longer periods of the supervision meeting. In the latter case, where the
interaction is largely one-sided, the epistemic asymmetry between student
and supervisor is particularly marked, and this may relate to the student’s
linguistic and cultural background as much as their junior academic status.
In other words, some students may limit their contributions to minimal
response tokens because they lack fluency in English or because they regard
it as culturally appropriate. Such minimal uptake may encourage supervisors
to use PG/R tags in order to pursue a fuller response, or, at least, a more
credible claim of understanding. The difficulty with this, as Jefferson (1981)
points out, is that the asymmetrical power relationship makes the PG/R tag
conducive of an affirmative response, such that even an ‘upgraded’ response
to the tag may represent no more than a display of compliance.

Sometimes, of course, it may be in the interest of either or both parties not
to pursue a problem of understanding or agreement but to ‘let it pass’.
Nevertheless, there is a danger that supervisors may unwittingly make it
more difficult for students, especially those who feel less confident in their
use of English or in their academic ability, to speak, to admit non-
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understanding or to express disagreement. There are times when it may be
more productive to wait for the student to process what has been said than to
pursue a response with a PG/R tag.
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Abstract
In the past, academic genres have generally been rather diverse in their
respective cultures. Today, the English academic genre has become dominant
since English has taken over the role of academic lingua franca, and with it,
its genre conventions.

However, when looking at texts written by FL English writers in international
journals or books, one often notices the specific colouring and references to
their native academic genre. For example, in English texts written by French,
Spanish or German native speakers, one finds a stronger tendency for
digressions and hedging than in the texts of L1 English writers. These writers
tend to build more complicated and more embedded sentences in order to
integrate more content into them. Often, more than one topic is discussed in
one paragraph etc. In texts written by Arabic writers, the topic is often not
discussed directly. On the contrary, the analysis in some passages appears only
indirectly related to the main topic to a Western European or American reader.

This phenomenon is analysed more closely in texts written by German FL
English writers. One notices that both Anglophone and German academic text
features are combined, generating a new variance of the academic genre. It is
proposed that since phenomena like this occur rather frequently in the
international academic context, a new academic genre might arise
incorporating different features from different academic contexts. This
academic genre might be a genre franca, (hopefully) resulting in a much more
fruitful international exchange than nowadays, when a great number of
academic articles are rejected because of not coinciding with the English
genre.

Introduction

Although academic genres across different cultures have so far been rather
different (Kaplan, 1966), globalisation has led to our witnessing a dominance
of one academic culture these days, namely the English speaking one. It is
generally useful to have a common ground for academic communication;
however, this tendency also has the disadvantage that the strengths and
possibilities of other academic cultures becomes lost. For those who are not
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first language (L1) English speakers and who learn academic writing mainly
through reading, it is even more difficult to adopt the English genre as they
are confronted with texts from such a wide range and variety of academic
backgrounds. In the following article, the latter aspect is examined by
analysing German students’ essays in their first language as well as in their
foreign language (FL), English, for traces of their L1 genre.

Cultural differences in the academic genre

Galtung (1981) analysed academic texts from different countries and closely
examined three occidental intellectual styles (Saxonic, Teutonic and Gallic)
as well as one oriental intellectual style (the Nipponic) (leaving out Indic,
Sinic, Arabic or other cultures). Terms like “Saxonic” were chosen because
the styles are not exclusively located in the respective countries (Britain,
Germany, France and Japan), but are spread over different regions due to
different historical reasons. For example, the Teutonic style had been
dominant in Northern Europe and Eastern Europe for many years because
Germany dominated the sciences for centuries and one of the most influential
philosophers of the last century in Eastern Europe, Karl Marx, was German
(Mauranen, 1993; Siepmann, 2009; Yakhontova, 2002). The academic
cultures that are examined in the following are Saxonic and Teutonic, which
is why the academic genres only in these cultures will be outlined.

Galtung compares the styles in four dimensions: paradigm analysis,
proposition-production, theory-formation and commentary of other
intellectuals (cf. Yakhontova, 2002). There are also general commonalities
between the styles with the differences in fact decreasing since the styles
interact with each other and lead to the “subjugation to a general world
intellectual style” (Galtung, 1981: 819). For example, there is a general
agreement amongst all four intellectual styles that intellectuals comment on
other intellectuals because the academic culture is a closed culture “feeding
on itself in all societies” (Galtung, 1981: 823).

The ways in which this “rather incestuous and delightful activity” (823) is
carried out amongst the different styles varies, however, as the academic
communities view the field of academic community in different ways. When
comparing the Saxonic and the Teutonic cultures, for example, the Saxonic
cultures see the academic community as a team, and thereby encourage
discourse within the academic genre. It is more important to foster the
community than to ‘fight’ for the individual academic’s values in an
aggressive manner; pluralism is allowed and asked for, and the participants
do their “very best to find even in the most dismal performance that little

92



Academic Writing in L1 and FL
Esther Breuer

nugget which, when polished, might produce a credible shine” (824). In the
Teutonic (as well as in the Gallic) discussions, the opposite is true. Although
the discussants form a rather homogenous group so that discrepancies do not
take place very frequently, the discussants tend to look for the weak point in
the argument of colleagues which “will be fished out of the pond of words,
brought into the clearest sunlight for display. ... [N]o attempt will be made
to mop up the blood and put wounded egos together” (825). As all
participants in the Teutonic academic community know these rules, a
negative consequence of this attitude might be that the individual researcher
does not dare put forward new ideas, but sticks rather to the well known and
widely accepted thesis. The consequence of this could be a loss of
innovation. On the other hand, the English ‘anything goes’ mentality might
lead to a lack of thorough analysis of ideas before one introduces them to the
community because no thorough, threatening criticism is to be expected.

Underlying these differences is also a different purpose of academic writing.
Saxonic writing is rather fact-oriented. The writer tends to collect data and
Is good at empirical research. Paradigm analysis and theorizing are not in the
centre of research. For this reason, the ‘pyramids’ built by the English writers
are smaller and no “major catastrophe” takes place if it is falsified. This
allows English research to be much more flexible than the Gallic one.

The Teutonic writer forms (new) theories. Because of this, Teutonic
academic communities are grouped around a school of thoughts. If one
member wants to oppose the idea behind it, she must deconstruct the school
and become the ‘master’ of a new one. Schools are built without taking
considerable effort to find empirical data which support the theory, but build
up a ‘pyramid’ of propositions. If one of these propositions is falsified, the
whole building collapses, which is a “tremendous intellectual risk” (Galtung,
1985: 840; see also: Siepmann, 2006) for the writer. However, since the
researcher believes in their cause and is ready to defend it, this again is
reflected in the academic register and the writer’s way of expressing the ideas
— without any humour or anecdotes.

That is, the geo-cultural background strongly influences the academic
approach and how its purposes come into being linguistically. English-
speaking countries use distinct discourse patterns, in order to ‘sell’ their ideas
(Swales and Feak, 1994). The language is consequently characterised by:

e linearity and coherence

e nodigressions

e one thought/idea per paragraph
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e  clear transitions
e high number of advance organisers
e rich vocabulary, not overly complicated syntax

In Germany, the level of abstractness which is realised in language is a
consequence of theory building (Clyne, 1987). Key characteristics of
academic language in Teutonic style are (Galtung, 1981, Siepmann, 2009):
e  missing continuity
e  preference of foreign words
e high number of digressions and repetitions in order to get the
reader back on track
more than one topic per paragraph
blurred transitions
hedging
passivisation and nominalisation
complex/complicated syntax

Knowing these linguistic aspects in theory, however, does not necessarily
mean that one is able to apply the appropriate conventions in a FL target
community.

The globalisation of academia

Academic communication has changed a lot in recent years because of the
enhanced possibilities of international exchange via Internet, via cheaper
travelling opportunities, or via Skype (Rijlaarsdam et al., 2012). The
academic community has had to find a language in which this exchange can
take place and has agreed on English as the prospective lingua franca — at
least in North-American and Western European academic settings (Swales,
2004). Publishing in English does not only mean that an international
academic exchange can take place but also means a higher impact factor for
the author, as well as an enlargement of chances for one’s own academic
career. As a consequence, a high number of (national) academic journals
prefer publishing articles in the foreign language English although they are
exclusively read by first language readers or those who are interested in this
language (Jenkins, 2011, Yakhontova, 2002).

It is not only the language that is taken over in these articles but also the
‘Saxonic’ understanding of the academic genre. If writers do not adjust their
writing style to these conventions their proposals are refused often because
the reviewers come from an English-speaking context who are not used to
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other academic conventions than their own (Armstrong, 2011, Grabe, 2001;
Huttner, 2008; Kaplan, 1966; Leki, 1992; Matsuda, 1997; Ramsay, 2000).
As a result, the academic conventions of the Saxonic academic genre tend to
be taken over into other cultures.

However, when one looks at texts written by FL English writers in
international journals or books, one often notices specific traits from their
native academic genre. For example, in texts written by Arabic writers, the
topic is often not discussed directly. On the contrary, the analysis in some
passages appears only indirectly related to the main topic for a Western
European or American reader. Texts written by French, Spanish or German
native speakers tend to contain more digressions and hedging than in texts
of L1 English writers. The writers tend to build more complicated and more
embedded sentences in order to put as much content into one sentence as
possible, and more than one topic is discussed in one paragraph. The
following paragraph gives an example of how sentences in German academic
texts were commonly structured:

Syncretism develops at those places where differentiation shall be paid
attention to (be gained or be kept up), but is not paid attention to (kept up).
For example in those cases when phenomena of two different processing
levels, e.g. the level of knowledge and the level of verbal knowledge
processing, are put into context with each other and — at least on one level, in
our case at the level of formulation — cannot be configured in the way that
would be expected by standard. (Ortner, 2003, ‘translated’ by author)

German readers are accustomed to these kinds of sentences. They illustrate
the characteristics of the old Teutonic way of writing, and it is telling that
the example consists only of one sentence since the full stop separates the
sub-clause from the main clause.

Still, if academic writing is taught at all at German universities, it is not the
Teutonic style that is taught but the Saxonic style because English has
become the “global language of science” (Lillis and Curry, 2010:1).
However, as most students learn academic writing through reading, this
means that they have to become competent by reading texts which are often
not written in the Saxonic but in the Teutonic style.

It was thus the aim of this study to test whether German students indeed write
in the (intended) Saxonic genre, whether there are differences in this regard
in L1 and FL English texts by the same author, and whether the Teutonic
influence is apparent in their texts.
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Methods

In the test, ten German students of English philology at Cologne University
were asked to write four academic essays — two in German and two in
English. Seven of the students were female, three were male — a ratio which
corresponds to the male/female ratio at the university. Their average age was
24.3, and they were on average in their third year of studies. Eight of the
participants were enrolled in the teacher-training programme and two were
in the BA/MA programme. Seven of them had also spent some time studying
in an English speaking country. The minor subjects of the students differed:
six studied minors in the humanities, two studied sports, and two took minors
in the natural sciences. Each of these programmes makes different demands
on the students with respect to writing but they all had to master the same
writing programme in their major subject, English.

The participants were asked to fill in a questionnaire in which they made
statements about their writing experience and their attitudes towards writing.
All of them stated that they had a positive attitude (which does not
correspond to the average attitude of their fellow students; see also Parker-
Corney, Kilpin, and Taylor, 2011, Paulson and Armstrong, 2011), and eight
evaluated their writing as advanced. Only one participant evaluated their
writing as being on a lower level, and one was undecided.

They used two different ways of planning — note-taking and freewriting —
because we wanted to see whether the language-activating planning method
of freewriting had a positive influence on the generating of (coherent) texts.
All of the participants had attended English essay writing classes, but none
had done so for German academic writing.

The final texts were evaluated using an adjusted version of Taboada and
Mann’s (2005) method of structure analysis. In the following, the results of
the analysis of the introductions are presented.

The introductions were evaluated in two parts: the title and the introductory
paragraph. These elements were analysed with regard to their topic-
relevance and their topic-adequacy (titles) and with regard to containing the
crucial elements of introducing the topic, the attempt to catch the reader’s
interest, the introduction of the thesis and an overview of the text to come.

Quantitative analysis
First, a quantitative analysis was executed, taking a look at whether a title
and an introductory part were written at all. Although each of the participants
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should have known how important these aspects are in academic texts, the
results show that only eighty per cent of the participants provided a title as
well as an introduction (table 1). In the case of the essays written after
planning by freewriting in the first language, the rate is even lower with only
sixty per cent.

No introduction | Only the title | Title and introduction
LIN 2 0 8
FLN 1 1 8
L1F 2 2 6
FLF 1 1 8

Table 1: Number of introductory parts and titles in the different text types

The participants who left out the title or the introductory paragraph differed
between the texts. That is, one cannot say that these results are the effect of
general missing writing competencies of specific writers. The case is rather
that a number of them (theoretically) know how to write essays but that due
to the demands of academic writing they are not able to apply this
knowledge. It is also note-worthy that freewriting in the L1 had the negative
effect of making the participants pay less attention to the academic
conventions and the demands of the assignments. The participants produced
their texts more fluently and also produced a higher number of ideas in this
condition (Breuer, 2013) but were not able to do this in a genre-appropriate
way.

Quality of titles

In a next step, the titles were evaluated regarding their adequacy and their
relevance for the texts. Here we see again that the writers did not produce
the texts in ways that would be expected regarding the genre standards. 60%
of the titles in the L1 were not adequate or appropriate. The students did not
name the topic to the readers but were rather vague, in some cases even
misleading. One participant, for example, named his essay: Enlightened
Monolinguality: a Way out of a Heated Debate [translation by author] — a
title which leads the reader to expect a text in which the author will argue for
using one language (namely the L1) in the academic discussion. Instead, the
student argues for using English in academic presentation while permitting
the talkers to switch into their L1 each time they face difficulties in
expressing themselves in the FL.
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The results for the FL titles were not better: none of the titles met the
qualitative standards that were set for the titles: The topics were again not
introduced and the words suggested that a new academic school would be
created. Examples were: The Indispensability of Universal Logic, or: The
Bologna Enigma.

In other words, the students wrote in a Teutonic manner, making use of
foreign and important sounding words in order to make the titles sound
‘academic’ and to evoke the impression that big ideas would be discussed in
the texts.

Qualitative analysis: introductory paragraph(s)

When one looks at the standard elements of the introductory paragraphs, one
again finds Teutonic influences (table 2). None of the participants provided
a ‘perfect’ introduction in any of the texts. Background information was
often missing; in two text types even less than 50% of the participants
provided this information. The students were also not keen on letting the
readers know what thesis they were going to develop or defend. It is only in
the L1F that more than 50% of the participants gave an outlook regarding
this aspect. The only introductory element that was found in most of the
introductions was an overview of the steps the writer would take in the
following (without letting the readers know why they were doing it).

Background Thesis/attitude Preparation/overview

L1IN 8 4 7
FLN 3 5 8
L1F 4 6 7
FLF / S 6

Table 2: Elements of the introductory paragraph

The writers presupposed that the reader already knew what the essay would
be about, which mirrors students’ general attitude that they do not have to
write for a larger audience since they will only have one reader — the tutor.
That is, this attitude found in the study was probably not purely based on the
traditional understanding of the academic genre. At the same time, this
attitude is Teutonic since the writers expect the reader to find out for
him/herself what the text will be about; it is writer-oriented, not reader-
oriented.

Related to the lack of background information and to the missing reader-
orientation is also the missing attempt to get the readers interested in the
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topic. None of the participants wrote about the relevance of the topic or
mentioned a reason for why their text was worth reading. It is again the
readers who have to find this out for themselves and who have to be
perseverant when reading the text.

It is not only in the (non)existence of the relevant elements of introductions
that the Teutonic influence on all texts becomes obvious. This can also be
seen in the unconventional order in which the students present the content.
There are cases, for example, where the writers present their thesis first and
add the topic at a later point. The consequence is that the readers are more or
less left alone thinking about what the paper will be about. Doing this, they
build up expectations on what will happen in the paper and they will be
disappointed when these expectations are not met. The following first
sentence demonstrates this well:

The discussion of whether to ban violence from the media is one
that is, in many cases, conducted in a shallow manner.

The writer starts by mentioning a discussion which she presupposes the
reader to know, even before there is a mention of what the article will deal
with. Without having read the assignment, the reader could expect all kinds
of discussion groups (for example a discussion about whether violent media
as in books, films or the Internet is bad for one’s intellectual development, a
discussion about stress factors, etc.). It is only three sentences later that the
author mentions the background of the discussions, i.e. school shootings.

Further, the Teutonic element of hedging was present when one of the writers
made up an academic discussion about a topic which he had never heard
about before; the students made much use of the passive and of
substantivation in order not to be the one who stood behind the position
taken; sometimes no position was taken at all. In other cases, the amount of
digressions was so high that the introductions take 30-50% of the entire text.
One writer philosophized about academics’ intentions to change the world
when discussing the role of English as a lingua franca in academic texts;
another described his brother’s intelligence in detail and that this boy had not
committed any school shootings so far although he loved to play
videogames.

Conclusion
The analysis of the introductions of the students’ texts shows that the
participants mixed different academic cultures when writing their essays.
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Neither in their L1 nor in their FL were they able to consistently perform
their writing in either academic culture: neither in the expected Saxonic nor
in the traditional Teutonic way. This proves that the method of ‘teaching’
students academic writing by simply asking them to read academic texts is
insufficient. The students are not able to acquire a clear picture of how the
texts need to be structured or which linguistic characteristics are expected,
nor do they understand which philosophy lies behind the academic genre.
The students are in a state of ‘intragenre’.

This, however, might also be rather a blessing than a curse because it is in
this way that the strengths of the different academic cultures might interact,
and the different positive aspects of the genres might be used more
effectively. Digressions, for example, which can be a nuisance, inhibit the
possibility of activating different ways of thinking about a certain topic. The
Arabic way of discussing a certain topic by analysing it from a variety of
different angles without addressing it directly offers (guiding) perspectives
to the reader but does not push the reader in the ‘right’ direction as strongly
as do the Saxonic or the Teutonic writers. It is through learning from each
other that we might create a genre franca, in which academic participants all
over the world feel at home.
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Introduction

In Asia, English is recognized as a powerful lingua franca. Families, schools,
and governments invest substantial time and resources in English education.
The enthusiasm for English education has extended to even very young
learners, a group that would appear to be particularly susceptible to the
influences of their parents and teachers. At the same time, however, it has
been reported that young learners lose their motivation to learn English by
their upper elementary school years (e.g., Kim and Seo 2012; Lopriore and
Mihaljevi¢ Djigunovi¢ 2011).

This study is part of a longitudinal project investigating the role of contextual
factors (i.e., parents, peers, and teachers) in the development of language
learning and language learning motivation among young learners in the
context of learning English as a lingua franca. Using data from a cross-
sectional component of the larger project, the present study focuses on
parental factors — including their socio-economic status (SES) and their
beliefs and support for their children’s English learning — and examined their
potential effect on the young learners’ development of English learning
motivation.

Self-determination Theory (SDT)

Among various motivation theories, of particular relevance to the present
study is Self-Determination Theory (SDT) (Deci and Ryan 2002), because
SDT has been applied in motivation studies in hierarchical relationships
including parent-child and teacher-student relations.

Major underlying motivational constructs in SDT are intrinsic and extrinsic
motivations. A person participates in an activity intrinsically because “that
activity is enjoyable and satisfying to do,” whereas extrinsic behaviours are
performed in order to “achieve some instrumental end” (Noels, Pelletier, and
Vallerand 2000, 61). SDT sees that intrinsic motivation is central for human
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behaviour, but SDT also acknowledges that extrinsic motivation plays an
important role.

A central concern in SDT is how an individual’s motivation, originally
driven by external goals and behaviours, can be internalized eventually under
social supports that meet his/her psychological needs for autonomy,
competence, and relatedness. SDT predicts that in order for extrinsic goals
to be internalized, one needs to know that she/he has an ability to achieve the
goal successfully. In other words, higher self-perceived competence
facilitates the process of internalization of extrinsic motivation. SDT also
predicts that a primary drive for people to willingly carry out a task that is
initially externally regulated is that they feel connected to other significant
individuals such as parents and teachers. Thus, social factors are thought to
play a significant role in the development of motivation in SDT.

Parental Factors and Students’ Achievement and Motivation
Parents, as a major social-contextual factor influencing children’ motivation
and achievement, have received substantial attention in general educational
literature. After reviewing such research, Wigfield and colleagues (Wigfield,
Essoles, Schiefele, Roeser, and Davis-Kean 2006) identified the following
four major parental factors influencing children’s outcomes, such as school
achievement and motivation: (a) parent, family, and neighbourhood
characteristics (including major SES indicators such as household income,
parental education, and parental occupation); (b) parent-specific behaviours
(parental involvement in child’s study and school, teaching strategies,
training values, etc.); (c) parents’ general beliefs and behaviours (parenting
styles, values of school achievement, efficacy beliefs, etc.); and (d) parents’
child-specific beliefs (perception of their child’s competence, expectations
for the child’s success, etc.).

In addition, Cheung and Pomerantz (2012) hypothesized that the children’s
parent-oriented motivation would explain the positive results of parental
involvement in children’s learning. Their data indicated that parent-oriented
motivation was a unique type of motivation, distinct from extrinsic and
intrinsic motivations, and that it uniquely explained the positive effects of
parental involvement on the students’ achievement.

Motivation Research among Young Learners of Foreign
Language

With respect to changes in motivation to learn foreign language (FL) among

young learners, empirical studies are scarce. The limited number of
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published studies indicates that children’s motivation to learn a FL generally
declines over time, as mentioned above. Motivational studies based on SDT,
such as Carreira’s (2012) examination of Japanese elementary school
students of EFL, have indicated that fundamental human needs showed
stronger correlations with higher self-determined forms of motivation (i.e.,
intrinsic motivation). Wu (2003) reported that an instructional intervention
designed to enhance EFL young learners’ intrinsic motivation in Taiwan
increased their self-perceived competence and autonomy.

Although the importance of intrinsic motivation is generally acknowledged,
the role of extrinsic motivation in the process of developing a higher degree
of self-determination among young learners is not totally clear. In the context
of FL learning, Nikolov (1999), who interviewed young learners between the
ages of 6 and 14 in Hungary, found that instrumental motivation (a type of
extrinsic motivation) emerged around age 11 or 12, with students ages 11 to
14 addressing utilitarian reasons for their language learning drastically more
frequently than younger students. In contrast, based on a survey distributed
to Japanese elementary school students, Carreira (2006) observed that not
only the children’s intrinsic motivation but also their instrumental motivation
(extrinsic motivation) declined from the third-grade level (8- to 9-year-olds)
to the sixth-grade level (11- to 12-year-olds). The reasons for such mixed
results are not clear.

Finally, with respect to young FL learners’ motivation in relation to their
SES background, the research is very scarce. Despite the fact that there is
growing concern about SES disparities and their impact on young learners’
education, the factors of learners’ SES have been largely ignored in
motivational theories in second language acquisition. My previous study
(2013) in China found that the parental assistance for their children’s English
learning differed by SES but their beliefs about their own child’s competence
in English did not. SES effects were rather minimal in listening and reading
during primary school years, but were already significant in speaking at an
early stage of their English learning in elementary school. There is no doubt
that more research is needed to better understand the role of parental factors,
including their SES, in young learners’ development of motivation and
performance.

Research Questions
Building on the findings described in the preceding section, the present study
investigates the following questions:
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1. How do young learners’ motivation to learn English, their
self-perceived competence, and their anxiety differ according
to their parental SES backgrounds at different grade levels?

2. How do young learners perceive their parents’ influence on
their English learning? How do such perceptions differ by
SES and grade level?

Participants

The participants were 198 fourth-graders (aged 9-10), 191 sixth-graders
(aged 11-12), and 183 eighth-graders (aged 13-14) (572 in total) and their
parents in an eastern city in Mainland China (referred to as C-City). C-City
was chosen because of the rapidly growing SES disparities among its citizens.

With the help of the Education Bureau in C-City, | chose for the study two
sets of public schools (two elementary and two secondary schools) that were
located in distinctly different SES areas. Although the participants were not
randomly selected from the whole school-age population, by recruiting the
participants from schools with distinct SES backgrounds, it was assumed that
the participants could sufficiently cover the whole SES spectrum in C-City.

Out of the 572 participating students, 96 students were selected as focus
students for in-depth analyses. In selecting the focus students, a stratified
random sampling was used while controlling for gender and general
proficiency levels.

Based on a uniform curriculum, all the students in C-City received English
instruction (4 hours per week) from the third-grade level on, using the same
set of textbooks approved by the local government throughout the city.
However, additional materials were used in class at the secondary school in
the high-SES area.

Instruments

The present study used the following instruments from the original, larger
project: (a) a parental survey; (b) a student survey on motivation; and (c) an
interview with the focus students. They were all conducted in Chinese.

Parental Survey

An extensive survey was distributed to the participants’ parents through the
students’ English teachers. Following Wigfield et al. (2006), our survey
consisted of items covering five parental factors.
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Student Survey of Motivation

The students were asked to indicate the extent to which motivational
statements were true in a five-level Likert scale (1=not at all true, 5=very
true). The survey covered three affective components: types of motivations
(intrinsic, extrinsic, and parent-oriented motivations); self-perceived
competence (referred to as confidence); and anxiety. Each component
consisted of five items, for a total of 25 items in the survey. In constructing
the items, we consulted with a number of previous studies, including Carreira
(2006, 2012), Cheung and Pomerantz (2012), and Wu (2003). The items
were pilot-tested with elementary school students in two other sites in China.

Interviews with Focus Group Students

A semi-structured interview was conducted with the 96 focus students
individually. The interview concerned the parental support for and attitudes
about the students’ English learning as well as the students’ perception of
such parental support in relation to their motivation to learn English. Each
interview was conducted in Chinese, took 10 to 15 minutes per student, and
was audio-recorded and transcribed.

Results and Discussion

Or1: Students’ motivation measures and their parental SES

As expected, because the three SES measures (income, father’s and mother’s
education levels) were highly correlated among themselves for all the three
grade levels, income was used as a representative measure of SES for the rest
of the analyses. Figures 1 through 3 present the same results in boxplot
formats. The four income levels were collapsed into two: lower and higher
income groups (i.e., lower and higher SES groups).

The results show that extrinsic and parent-oriented motivations were
generally high among the elementary school students. The motivational
differences by SES were rather minimal at the elementary school level.
Interestingly, post hoc analyses showed that the lower SES students,
compared with the higher SES students, showed slightly higher extrinsic
motivation both at the fourth- and sixth-grade levels and higher intrinsic
motivation at the fourth-grade level, although the effect sizes were small.

In contrast, at the eighth-grade level, differences by SES were found in the
all motivation-related variables except anxiety; the higher SES students
showed higher motivations than the lower SES students. Although the higher
SES students’ motivations and perceived competence levels remained
almost the same with those of elementary school students, there was a
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notable drop in intrinsic motivation among the lower SES students at the
eighth-grade level.
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Figure 3: Results of motivation-related variables in boxplots — Eighth Grade

O2: Children’s perceived parental influence in relation to their SES
This question was answered based on the interview with focus group
students. The interview results revealed the substantial role that parents
played in the development of young learners’ motivation to learn English.
They also indicated that the nature of the parental roles in the children’s
motivation differed across the grade levels. The SES showed greater impacts
on learners’ motivation as grade level increased.

Fourth-grade students

The children at the fourth-grade level, if not earlier, could already clearly
articulate the utilitarian importance of English for their future lives
regardless of their SES background. It was very common for the parents,
including lower SES parents who could not directly help their children’s
English study per se, to constantly encourage their children to devote a lot
of effort to the study English, as exemplified by SK’ (fourth grade, L-SES),
who said: “H W e g E W N BE, B E#CE ULk el Nk .
[Sometimes my Mom tells me five-to-six times a day that it is important to
learn English, even in the morning when she worked overtime the day
before.]”

It was very common among the parents in our study, regardless of their SES
backgrounds, to compare their child’s achievement with that of others, such
as neighbours, relatives, and children of their friends. Curiously, most

The students’ pseudonym initials are used.
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children in our study, at least at the fourth-grade level, did not seem to feel
pressure from such constant comparisons, or they seemed to take the pressure
positively. Also, it was not uncommon among the children to believe that
being compared with somebody else was a good motivational source for
them and that a certain degree of pressure was necessary to motivate them.
After being asked if he felt pressure from his mother’s constant comparison
with others, SZ (fourth grade, H-SES) stated that “f5 | JE 1A B3 1.

[Motivation comes from pressure].”

At the fourth-grade level, the students’ major source of intrinsic motivation
came from English cartoons on TV or on Internet. Thanks to the increasing
accessibility of the Internet, watching English programs on computer was
not necessarily a luxury even for many lower-SES students in this study.
Moreover, the fourth-grade students in this study often articulated their
fascination with the differences between English and Chinese. Various
linguistic features of English that the children discovered seemed to be
attractive to them regardless of their SES backgrounds.

Sixth-grade students

At the sixth-grade level, the majority of the children in this study already
associated English with their career goals. They were also fully aware that
their parents wanted them to have high scores in English.

Interestingly, “studying abroad” appeared to be a strong drive for developing
their self-controlled motivation regardless of their SES backgrounds. The
children said that they wanted to study abroad because of their own interest
and curiosity as well as for the sake of their future careers. We may say that
this was an emergent self-motivation, relatively independent from the
parental direct influence.

English-language cartoons and programs on TV and the Internet continued
to be a major source of intrinsic motivation among the sixth-graders. Some
sixth-graders also deepened their meta-analyses between Chinese and
English and continued to be attracted by differences between the two
languages.

Some sixth-grade students said that they started having trouble with English
at around fifth grade. Accordingly, the nature of parental involvement in the
children’s English learning began to change as well. Most parents, except
ones with strong confidence in English, started having less direct
involvement in assisting their children’s English. Some sixth-grade students
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expressed the opinion that parents should not be directly involved in their
children’s study, as seen in ZT’s remark (sixth grade, L-SES) “[5 /) /& K
N8 BT HTENS/NMERRRBIR 7 2 R A I ihe Bt DA 7B A T B,
MFAEFL, [If parents push their kids too much, it will do no good when
their kids go on to college. So, instead of pushing me, they (= my parents)

only supervise me].” This can be another sign of growing self-controlled
motivation at this grade level.

Eighth-grade students

At the eighth-grade level, although both higher and lower SES students
thought that English was important, some lower SES students began to think
that English might not be relevant to their own future lives. PJ (eighth grade,
L-SES), for example, said that English was useful for China’s development,
but that “PKIYIRMW AT E, Frbft AZ 2B AR, —REEE S
T8 5)F 54T 1 - [Because | do not plan to go abroad, there is no need to
learn advanced English. Understanding a few sentences is enough].”

A growing number of students mentioned that they were no longer as fond
of English as they had been before. Some students felt pressured when their
parents compared their English abilities to the abilities of others. The
students wanted their parents to value their inner-growth or progress, as
exemplified in ZF (eighth grade, L-SES), who said that “ & 1 ik %% 77,
AT IR ER IR B AP (W [R) 22 bL L A R R I3 R . R ERARAT Ui AN 2
XA, R ibmAIERIR AT B kb . [1 feel great pressure when they
(=my parents) try to push me and compare me with top students in my class.
| prefer them to compare ‘the present me’ with ‘the past me’].”

When the parents tried to assist their children’s English at this grade level, it
was not unusual that their “assistance” did not meet the children’s needs and
desires, particularly among lower SES group. Although some students
seemed to be frustrated with their parents’ rather misguided efforts, many
still indicated that they understood why their parents kept doing it.

However, as English study at school was increasingly highly exam-driven,
even more so than at the sixth-grade level, the eighth-grade students (both
lower and higher SES students) who wanted to improve their communicative
skills felt compelled to find opportunities to use English outside of school.
Higher SES students whose parents could afford to provide their children
with various opportunities to use English appeared to have increasingly more
advantages in maintaining their high intrinsic motivation to learn English.
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Discussions and implications

The present study examined the role of parental factors, including parents’
SES and their behaviours and beliefs about their children’s English learning,
in their children’s motivation to learn English in a city in China where SES
disparities and achievement gaps among school-age children were a serious
concern.

Parent-oriented Motivation and Extrinsic Motivation

The study found that the Chinese parents played a substantial role in the
development of their children’s motivation. The young learners in China,
irrespective of their SES backgrounds, generally showed high parent-
oriented motivation. The only exception was among lower SES eighth-
graders, who exhibited sizable drops not only in parent-oriented motivation
but also in other motivations and confidence.

Extrinsic motivation was also high in general among our Chinese students,
even at an early stage of their English learning. Children were fully aware of
the utilitarian need to score high on English exams, even at the fourth-grade
level. From the sixth-grade and beyond, the children also described their
motivation to learn English in relation to their career goals and opportunities.
At the same time, sometime around the sixth-grade level, the children also
acknowledged the importance of English beyond immediate utilitarian
reasons. In the framework of Self-Determination Theory (SDT), this finding
can be interpreted as a development of their self-regulated motivation. The
finding can also be understood as a sign of the children’s gradual
independence from the direct influence of their parents’ perceptions of them.
In the specific context in which the present study was conducted, the young
learners’ extrinsic motivation not only remained relatively high but also
showed stronger correlations with their English achievement and their SES
as the students’ grade level increased.

The interviews with the focus-group students suggested that the parental
involvement in their children’s English education should be different at
different grade levels. Some parents seemed to adjust their involvement
according to the children’s needs, but others did not. Lower SES parents
were likely to fall into the latter case due to their relative lack of information
and resources compared with their higher SES counterparts. The lower SES
parents tended to have limited communication with their children with
respect to English-learning needs. It is thus advisable for teachers to be
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mediators for children who may not be able to clearly articulate their “true”
needs to their parents.

The Chinese parents in this study often compared their children with others
in order to motivate their children. It seemed to be a common cultural
practice in China. As far as the interview data was concerned, the majority
of the children seemed to understand their parents’ intentions, and the
comparisons did not seem to be a major source of anxiety in general, at least
among the children at the elementary school level. At the older grade levels,
however, some students began to feel uneasy about being compared with
others, and other students wanted their parents to focus on their inner-growth
as opposed to comparing them with others. Having their feelings listened to
appears to become particularly important around the sixth-grade level, when
the students started wanting more self-control over and self-regulation of
their actions. It appears that lower SES parents, and in particular those who
did not themselves experience secondary and higher education, would
benefit from extra assistance in order for them to better understand their
children’s changing needs.

Intrinsic Motivation and Perceived Competence

The children’s intrinsic motivation and their self-perceived competence were
correlated with their English performance already at the fourth-grade level,
and the correlations became stronger as the grade level increased. The effects
of parental SES on the children’s intrinsic motivation and confidence were
rather minimal in elementary school, but lower-SES students sharply
dropped their intrinsic motivation and confidence at the eight-grade level.
Given the fact that intrinsic motivation and self-perceived competence are
important factors leading high achievement, as SDT predicts, these drops
among lower SES eighth-graders warrant special attention. In addition,
lower SES parents also lowered their confidence in their children’s
competence at the eighth-grade level, which in turn was correlated with the
children’s self-confidence and achievement. Thus, assistance is necessary in
order to maintain the students’ higher intrinsic motivation and confidence,
especially among lower SES students sometime before the eighth-grade level.

The interview data revealed that the Chinese young learners’ major source
of intrinsic motivation varied across grade levels. In order to maintain
children’s intrinsic motivation, it is important to identify major sources of
intrinsic motivation at different age groups in a given context and to highlight
those sources. For the students in this study, it may be a good idea to use
popular TV and cartoon series as material for classroom instruction. It is
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advisable for teachers to foster students’ meta-linguistic awareness in such a
way that it can respond to the learners’ age-related curiosity.

As English education at school became increasingly more exam-driven and
more challenging for students, parental SES played greater roles in
maintaining the students’ intrinsic motivation. Extra resources that higher
SES parents could provide helped their children keep (or foster) their
intrinsic motivation. Thus, teachers need to create more opportunities for
their students to use English at school. Using technology may be a good
possibility. Creating such opportunities is particularly critical for lower SES
students, who typically have much fewer opportunities to use English outside
of the classroom compared with their higher SES counterparts.
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Introduction

Research suggests that a significant proportion of the English lexicon and of
native-speaker production comes in the form of phraseological units of one
sort or another. However, phraseology does not yet have the role it deserves
within ELT methodology or syllabuses. There are probably a number of
reasons for this, including conservatism, the heterogeneous nature of
phraseology, and the conditioning power of written text. In this paper, | focus
on the last of these three, and show how normal typographical presentation
can easily be altered so as to highlight the phraseological relationships
between words. | also describe the main features of a short course and a
course module which were designed to give a massive input of phraseology
to students who were quite possibly going on to become language teachers
or other language professionals.

[As has often been noted, many different terms are used in this field of
language description. In the present paper I use words such as ‘phrase’ and
‘phraseological’ to refer generally to any combination of words in text which
warrant definition or comment when describing the English lexicon. Some
writers use ‘formula’ and ‘formulaic’ in the same way.]

The recognized importance of phraseology in the teaching of
English as a foreign language

The need to incorporate phraseology more fully into language teaching (and
language description generally) has long been recognized by some
practitioners, especially those working in the field of pedagogical
lexicography. A pioneering work in this respect was Hornby et al (1942),
which itself owed much to the research carried out by Harold Palmer in the
1920s and ‘30s (see Palmer 1933). Hornby et al was to become the first in a
long line of monolingual learners’ dictionaries (MLDs), all of which have
offered the learner a considerable amount of data on the phraseology of
English. In 1987 the first corpus-based dictionary was published (Sinclair,
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ed), and now, more than 25 years later, MLDs are able to offer learners a
wealth of phraseological data. There have also been a number of pedagogical
dictionaries devoted specifically to phraseology, from Cowie et al (1975,
1983) through to Rundell (2010).

In addition to the knowledge and expertise provided by lexicographical
tradition, as well as the advances made possible by the methodology of
corpus linguistics, pedagogical phraseology has also received significant
input from the field of psycholinguistics and benefited too from what has
been called the ‘lexical approach’ in language teaching.

As testimony to this varied activity, in the last twenty years or so there have
been a considerable number of publications wholly or partially relating to
the role of phraseology in English language teaching and learning. Examples
are: Willis (1990), Nattinger & DeCarrico (1992), Cowie (1992), Lewis
(1993), Francis et al (1996, 1998), Ellis (1997), Howarth (1998), Hunston &
Francis (2000), Lewis (2000), Wray (2000), Wood (2002), Schmitt (2004),
Meunier & Granger, eds (2008), Corrigan et al, eds (2009), Wood ed. (2010),
Simpson-Vlach & Ellis (2010), Herbst et al, eds (2011), Martinez & Schmitt
(2012), Wood (2012), Annual Review of Applied Linguistics (2012), and
Martinez (2013).

Phraseology in TEFL.: still work in progress

However, despite the increasing interest in phraseology, and despite the
publication of supplementary materials devoted to this area of language
description (e.g. Woolard 2004, 2005a, 2005b, Walter & Woodford 2010),
phraseology still does not have the role it deserves in general language
syllabuses and classroom methodology. In a 2002 publication, Wood wrote
that “There is still a long way to go to consolidate the evidence presented
thus far and to use the knowledge to further classroom language pedagogy.
Virtually no classroom materials and programs are available commercially
that capitalize on the vital significance of formulas in production and
acquisition” (2002: 13). In a similar fashion, in 2004 Jones and Haywood
observed that “In spite of the increasing interest in and knowledge about
phraseological development amongst L1 and L2 speakers, little progress has
been made when it comes to applying the new insights to the EFL classroom”
(2004:271). There has also been some criticism of the choice of phrases that
have been included in textbooks. Koprowski (2005) concludes that “... the
findings in this study suggest that the designers may have done an
unsatisfactory job in specifying consistently useful lexical phrases” (2005:
330), and Gouverneur (2008), though restricting her study to phraseology
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involving the verbs make and take, says that there is “conclusive evidence of
the need for redefining the principles underlying the selection and
presentation of phraseological units in EGP [English for General Purposes]
textbooks™ (2008:223). Meunier (2012), after reviewing progress made in
the previous 10 years or so, paints a more optimistic picture. Among other
things, she states that “[m]any textbooks include awareness-raising activities
related to the formulaic nature of language” (p.119). However, she also
concludes that “despite considerable efforts made by some publishers to
include more authenticity (and hence formulaicity) in teaching materials,
more work will be needed on that front to make such efforts more visible ...

language textbooks for general purposes seem to lag behind in this respect”
(p.122).

From words to phrases, using typographical devices

I have referred above to the ‘conditioning power of written text’. This is a
very simple point, but one which needs stressing. We, or at least many of us,
live in a highly literate society; and since English is a word-based language,
this means that learners and teachers are constantly seeing ‘words’, even
when the latter clearly form parts of ‘phrases’. And as Erman (2009: 324)
notes, “The vast majority of multiword expressions are made up of
collocations. However, collocations usually go unnoticed ...”. To make
matters worse, if a learner’s mother tongue is also word-based, then he or
she will have come to view language as a series of words from a very early
age, thus making it very difficult to give adequate importance to phrases.

Most language teaching materials take the form of printed text (and therefore
of words), and it would be useful if phrases were highlighted in some way.
This happens sometimes, but it is more the exception than the rule. In this
respect, it is worth mentioning that at least in some text types in modern
English it is now quite common to find links between typography and
meaning; an example is children’s stories (for some discussion, see Serafini
& Clausen 2012).

Until it becomes more frequent for published materials (either in printed or
digital form) to represent, graphically, the phraseological connections
between words, it would be useful if individual teachers adapted texts with
the aid of some sort of electronic display. A simple program which can be
used to achieve this is Microsoft PowerPoint. To give an example of how a
text can be re-presented, here is a sentence from a short story (Dahl 1959),
first in its normal typographical form and thereafter in phraseologically
marked form:
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“Sooner or later, of course, there had been some bad moments and
a number of unpleasant incidents, but then nine years is more than
four hundred Sundays, and that adds up to a great quantity of
houses visited.”

“Sooner or later, of course, there [had been] some [bad] moments
and a number of [unpleasant] incidents, but then [nine] years is
more than [four] hundred Sundays, and that adds up to a [great]
quantity of houses visited.”

The second version uses bold type, colour, and square brackets to turn words
into phrases. In particular, the combination of bold type and colour is
intended to indicate that words constitute a more or less lexicalized phrase,
(though there is no direct correspondence between colour and type of phrase),
whereas non-bold colour indicates a collocational relationship of some sort.
Coloured square brackets enclose a collocate, and where the enclosed word
or words are coloured (e.g. ‘had been’), this fact is intended to suggest that
there are a fairly limited number of items that can fill the slot.

Other devices which may be used to foreground lexico-phraseological
connections are: italics, underlining, radically different fonts, vertical lines
(| ) to separate text elements, and the removal of spaces to bring certain
words together.

Sometimes the same word or words belong to more than one phraseological
item, and in this case the teacher can alternate quickly between two different
typographical views. For example, elsewhere in the same short story we find
the following stretch of text: ... it was as much as he could do to prevent
himself from turning aside and taking a bow or two... ”. Here, the phrase
‘taking a bow or two’ could be represented both as ‘taking a bow or two’
and as ‘taking a bow or two’. These two views can also be brought together
at the same time, for example by using underlining or italics: ‘taking a bow
or two’, ‘taking a bow or two’.

I have not seen much reference to this type of ‘phraseological mark-up’ in
the literature, but two articles that discuss it are Jones & Haywood (2004)
and Bishop (2004). In the former, the authors describe an experimental study
involving reading and writing in the context of English for Academic
Purposes. The purpose of the study was “to research a possible approach to
the teaching of formulaic sequences which would raise awareness of the
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sequences, and develop the students’ learning strategies.” (p. 275). During
the study, learners were first given normal texts to read, and thereafter
adapted texts, in which selected sequences had been converted to bold italics.
The second study (Bishop 2004) describes a more (computationally)
complex experiment, the main findings of which “are consistent with the
claim that making unknown formulaic sequences typographically salient
increases readers’ willingness to seek glosses, and also that glossing leads to
some increased comprehension of lexical items” (p. 241). (For further
references to phraseological awareness-raising activities involving
‘chunking’, see Boers & Lindstromberg 2012).

A Module and a Course devoted to phraseological awareness
raising

As mentioned in the Introduction, | have used this general technique of

typographical mark-up in both a course module and a complete short course.

PowerPoint was used in both cases.

The module was part of a teachers’ training course for aspiring English
teachers in Italian secondary schools, and | considered that the trainee
teachers would benefit greatly from intensive work which focused on the
importance of phraseology in English. The actual phrases encountered and
discussed in the lessons were not of great significance in themselves: the aim
was above all to raise awareness of the importance of phraseology and
thereby try to convince the trainees that in their teaching they should adapt
course materials wherever necessary, so as to place more emphasis on the
phraseological connections between ‘words’.

One of the key aspects of the module was the fact that the course participants
were asked, beforehand, to send the teacher a short English text of their own
choice, the only specifications being that it should be of native-speaker
standard and must have been written within the last few decades. The teacher
subsequently carried out a phraseological analysis of the texts so as to decide
how best to present them in class. The fact that it was the students who had
chosen the texts, and not the teacher, reinforced the idea that phraseology is
to be found virtually everywhere in English. This point was further
emphasised by the fact that there were several different text types involved
(e.g. fictional narrative, press report, weather forecast, recipe). During the
module, parts of some reading texts in published English teaching materials
were also re-presented in what might be called ‘phraseo-typographical’ form.
(Regarding points made in this paragraph see also Hill 2000, pp 56-59).
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| turn now to the short course devoted to phraseology. This formed part of
an undergraduate degree course in Foreign Language and Literature, and
again | had decided that it would be useful to design a course in which
students would be given as much knowledge and awareness of phraseology
as possible, especially since some of them would go on to become language
professionals of some sort.

The course revolved around ‘text’, since the most important thing | wished
the students to go away with from the course was the realization that a
significant proportion of the language we use is made up of phraseological
units of one sort another. Corpus interrogation was also used at times during
the course, but only to examine specific items and phenomena encountered
during text analysis. The standard methods of corpus linguistics are excellent
tools for finding out about phraseological patterning between words or
associated with specific words, but it is by working with individual texts that
we can most directly appreciate the importance, quantitatively speaking, of
phraseology. (For some discussion regarding the proportion of texts which
is phraseological in nature, see Cowie 1992, Van Lancker Sidtis 2009, and
references in Pawley 2007, pp 20-21).

Virtually any text or texts (I use the word ‘text’ generically, and include both
written and spoken language) can prove useful for phraseological analysis,
and it can also be useful to analyse different types of text. | chose to work
with just one, fairly long text, the short story mentioned and quoted above
(Dahl 1959). The story is something over 9,000 words in length, and consists
mainly of narrative prose and the fictional representation of speech. Working
with just one text meant that a simple end-of-course test could be constructed,
in which students would be asked to identify and describe anything of
phraseological interest in an extract from the story they had studied. The
exam, then, from one point of view, was similar to a literature exam in which
learners are asked to translate or comment on extracts from literary works
which they had studied as part of the course syllabus.

[At this point I should introduce another important ‘ingredient’ of the course:
the monolingual learner’s dictionary. Above, I have praised dictionary
writers for the importance they have given to the treatment of phraseology.
However, this is not the same thing as saying that all learners benefit from
the information present in MLDs. Indeed, it is my experience that many
learners have relatively little idea of what a corpus-based dictionary has to
offer, and the latter is often consulted solely to find out the meaning of a
word or to check its spelling. The phraseology course more or less compelled
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students to get to know their dictionaries. Furthermore, they were informed
at the outset that they would be allowed (indeed, encouraged) to use a
dictionary in their end-of-course exam, and advised that they should,
therefore, become as familiar as possible with the dictionary’s typical data
types and entry structure. The course, then, was not only a course in
phraseological awareness raising but also one in dictionary awareness
raising.]

Before the course began, the teacher carried out a fairly thorough analysis of
the whole story, so as to be in a position to describe the phraseology of the
text in as coherent a manner as possible during lessons. This analysis was
carried out ‘manually’, though with the aid of corpus-based dictionaries, and
sometimes using corpora as well when it was necessary to investigate
phrases which were not documented in the dictionaries consulted.

Lessons themselves consisted mainly of two interwoven strands. On the one
hand, extracts from the story were analysed; on the other hand, specific
phrasal types were described and exemplified. Each extract analysed was
typically about 80-100 words in length. It was first presented in normal, that
Is typographically neutral, fashion, and students were given time to try to
identify phrases of interest. They were encouraged to discuss ideas among
themselves and also to consult their dictionaries.

After students had had time to examine a particular extract, the teacher and
class then worked slowly through the text together. After each phrasal unit
had been identified, the screen shot changed to incorporate the ‘phraseo-
typographical’ version of the part of the extract being discussed. The
sentence quoted earlier, for example, initially changed to:

“Sooner or later, of course, there had been some bad moments and
a number of unpleasant incidents, but then nine years is more than
four hundred Sundays, and that adds up to a great quantity of
houses visited.”

Sometimes parts of dictionary entries were displayed as well, both to show
students the different techniques employed by dictionaries for describing
phraseology and to ‘prove’ that there was a significant connection between
a given pair or group of words. For example, with reference to the above
sentence, the following dictionary explanation (COBUILD 2006) of the
phrase but then could be usefully shown to students:
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but. 11. You use but then before a remark which suggests that
what you have just said should not be regarded as surprising. He
was a fine young man, but then so had his father been... Sonia
might not speak the English language well, but then who did?

The second main element of the lessons was the description of phrasal types.
A typology had been built up by the teacher on the basis of the phrases found
in the short story, and the resulting groups of phrases belonged to six broad
categories: 1) phrases organized by grammatical class (in which, for example,
Is found the sub-category ‘phrasal verbs’); 2) lexical collocation (e.g. verb +
noun); 3) phrases beginning with a preposition; (4) verbs, nouns and
adjectives followed by a linking particle; (5) phrases linked by their meaning
(e.g. expressions of time); and (6) the phraseology of conversation.

Most examples given for individual phrasal types came from the short story
itself, though additional ones were sometimes provided, either borrowed
from dictionary entries or taken directly from a corpus.

Concluding remarks

This paper has been a brief report on highly specific language teaching, the
aim of which was to increase awareness and knowledge of phraseology on
the part of language learners who were quite possibly going on to become
teachers or other language professionals. The key didactic elements can be
summed up by the labels ‘text’ and ‘typography’. It is hoped that other
teachers might wish to incorporate these methods into their teaching, either
in extensive forms such as those exemplified above, or as part of more
general teaching.
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Introduction

Complementary schools (sometimes also called community schools,
supplementary schools, heritage schools, or Saturday schools) are mainly
non-statutory educational settings where linguistic and cultural practices are
taught particularly through specific community languages (Blackledge &
Creese, 2010). There is an increasing number of studies conducted in the
context of complementary schools, as they provide a unique opportunity for
investigating multilingual speakers’ language and literacy practices, their
negotiation of identities, and school policies (e.g. Blackledge & Creese, 2010;
Li, 2006; Martin, Bhatt, Bhojani, & Creese, 2006; Martin & Lytra, 2010).

In contrast to the majority of complementary schools, which are non-
statutory educational settings, Hoshuko (Japanese complementary schools)
are Japanese government approved schools where children of professional
expatriates prepare for their return to Japan. Despite this original intention,
however, the various transnational movements of the global age have
brought a diversification in the family backgrounds of students (e.g. children
of international marriage; children of globally mobile professionals), causing
certain quandaries and tension within the school.

This paper particularly highlights this unique Hoshuko context and the
government’s impact on the school policy and individuals’ language
practices, seeking to delineate the potential of these complementary schools.

Aims, Methodology, and Research Context

Firstly, the paper looks at the Japanese government approved Hoshuko
context, and aims to disclose the government’s intentions regarding these
schools. It then explores the ways in which those governmental intentions
are adopted, challenged, and applied to the actual Hoshuko context —
specifically focusing on the UK — by exploring school policies and voices
from local children, teachers and parents.
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The methodology employed in this study is a combination of critical
discourse analysis (henceforth CDA) and ethnography. Employing CDA for
examining government’s policy documents, this paper attempts to reveal the
ideologies driving the Japanese government’s involvement in Hoshuko
education. This study also investigates how these government policies have
influenced the local practices at Hoshuko in the UK.

According to the government’s report in 2012, there are currently about
17,000 students at 202 Hoshuko in 55 countries — 9 Hoshuko in the UK
(MEXT, 2013). This study collects data from 1) government’s® policy
documents regarding Hoshuko, 2) online sources (e.g. school prospectus)
from the 9 Hoshuko in the UK, and 3) an eighteen months ethnographic
fieldwork at one such Hoshuko.

Finding 1. Only for Future Returnees: Government’s intentions
regarding Hoshuko

The policy documents were analysed employing CDA in order to reveal the
government’s embedded intentions towards Hoshuko (analysed documents:
MEXT, 2013, n.d.-a, n.d.-b, n.d.-c, n.d.-d; MOFA, 2011). Firstly, while the
government states that Hoshuko is for ‘children of Japanese nationals’ and
therefore seems to refer to all Japanese children abroad in general, the
analysis reveals that, in fact, it only denotes those children whose families
will return to Japan in the future, and whom the Japanese government
consider the sole rightful beneficiaries of education abroad. Secondly,
although there are no explicit statements, the analysis reveals a strong
assumption that education abroad should be in many respects similar to
domestic education in Japan. Thus, Hoshuko need to follow the model of
domestic Japanese schools.

Finding 2. Domestic Schools in Japan as a Model: Hoshuko
discourse in the UK

Similar underlying ideologies to those of the Japanese government have been

found in the online material of Hoshuko. For example, a strong dichotomic

view towards students of ‘children of professional expatriates (i.e. future

returnees)’ and ‘the others’ is disclosed, those who are ‘not future returnees’

often being labelled Eiju-gumi [groups of people living in the UK

Regarding the education at Hoshuko, two ministries announced their policies; the Ministry of
Education, Culture, Sports, Science and Technology (MEXT), and the Ministry of Foreign Affairs
(MOFA). Although the detailed analysis dealt in more depth with the differences in their position,
for the purpose of this paper they are regarded together as ‘the government’.
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permanently] or Kokusai-ji [international children; i.e. children of
international marriage families]. These labels seem to derive from the
conception that the children of professional expatriates are the desired
Hoshuko students, consequently leading to considering ‘the others’ as
minorities and/or outsiders.

Moreover, this study has found that there is strong pressure on the school
principals to make Hoshuko similar to domestic schools in Japan as long as
they receive financial support and personnel from the government for
maintaining the teaching quality. There is also pressure on the parents —
especially on the Japanese partners of international marriages — to assume
responsibility for their children’s Japanese language competence; e.g. some
schools require passing a language test as a prerequisite to enrolment for such
children, but not for children of professional expatriates. These discourses
seem to derive from a general view that the Japanese language competence
of children who have only been living in the UK could not be elevated by
the Hoshuko alone, and they could possibly become a problem for schools.

Finding 3. The Reality against Hoshuko’s Ideologies?

The real situation in Hoshuko in the UK— especially regional Hoshuko® — is
more complex in terms of students’ background when compared to the
Hoshuko policies seen above. For instance, when looking at the number of
students at Hoshuko, children of professional expatriates do not always
dominate the number of students. The observed Hoshuko, where the
ethnographic fieldwork was conducted, has recently experienced increasing
numbers of families with diverse backgrounds — e.g. children of international
marriage families, children of globally mobile professionals —, while the
number of students coming from professional expatriate families is
decreasing. This shows the gradual diversifications of students’ background
in the recent decade. Thus, the Hoshuko ideology - copying
teaching/learning practices from domestic schools in Japan — does not
necessarily fulfil the family demands, especially those who are planning to
reside permanently in the UK. As a result, many of those families have left
Hoshuko after a few years of studying.

Considering that the number of students in the observed Hoshuko has been
decreasing (at the peak there were about 150, but currently about 50 students)
— and this phenomenon is widespread at regional Hoshuko —, attracting

° This paper treats the Hoshuko in London as an exception, as the situation there is highly
different. For instance, in contrast to regional Hoshuko where student numbers are usually
between 30 and 100, in London there are 1,300 students in total.
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students is an urgent task for securing resources for the management of the
school. Since the number of expatriate professionals depends on
international companies’ decisions and therefore the Hoshuko management
does not have control over it, the only available option is to attract other
families as well. However, this causes other difficulties within the Hoshuko.
The following are the words of a Hoshuko teacher (bracketed information
was added for clarification by the author);

For large schools, having enough financial income without them
[i.e. family of permanent residents in the UK], it might not be a
problem; but schools like ours, with a small number of students
cannot survive in that way. Therefore, these schools tried to accept
as many students as possible. It is good to recruit many students
[e.g. in terms of school management], however, problems arise
after the enrolment. Some children really struggle to keep up with
the classes (teacher at the observed Hoshuko, 2012).

That is, there is a dilemma for those regional Hoshuko; on one hand, they
need to retain the support of the government, and for that purpose, they are
required to satisfy the Hoshuko’s criteria; on the other hand, they also need
to attract not only professional expatriate families but also families with
different backgrounds.

Finding 4. Teachers’ and Parents’ Efforts to Achieve Flexibility
within the Hoshuko

To satisfy local demands and to attract many families, the local Hoshuko
attempts to involve flexibility in their school policies while satisfying the
criteria of Hoshuko. At the observed Hoshuko, for instance, the recent
establishment of kindergarten classes has been popular among many
international marriage families and seemed to contribute to the preparation
of year-1 study at Hoshuko. As kindergarten is not a compulsory level of
education, and therefore it is, to some extent, independent from government
official policies, the classes at kindergarten level can be much more flexible
(e.g. regarding age of enrolment, children’s Japanese language skills, or
entrance requirements).

What is more, the observed Hoshuko employs as teachers local Japanese
living in the UK — some are qualified teachers, others are trained locally — as
they no longer receive dispatched teachers from the Japanese government
due to the fall in student numbers. Although not having dispatched teachers
from Japan is usually regarded as an unfavourable situation, the ethnographic
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data shows that local teachers are more flexible in designing classes based
on their own experience of living in the UK. They are thus better able to
apply multilingual and multicultural teaching support during classes, which
consequently benefits both the children of professional expatriate families
and others. Such teaching practices might be difficult to follow by dispatched
teachers from Japan, who are professionally qualified in the Japanese school
context but have limited local linguistic and cultural competence.

The ethnographic data also indicate that the Hoshuko plays an important role
in supporting the community, being a meeting place for parents to consult
their children’s linguistic concerns. Also, children themselves help each
other’s learning through multilingual interactions. Newly arrived children of
expatriate professionals learn English from children of settled families
through multilingual interaction during breaks, which helps their integration
in the British mainstream schools they attend during weekdays.

Discussion and Conclusion

As seen above, the Japanese government has a highly centralised policy
regarding Hoshuko. Considering the history of these schools abroad — in
most cases founded by Japanese professional expatriates for their children —
it is understandable for the government to support education abroad
specifically for future returnees to keep up with Japanese curriculum on their
return. However, this exclusionary attitude towards diversity in education
abroad has brought difficulties and dilemmas within Hoshuko in a
globalising world where students’ backgrounds become increasingly
complex and diverse. Namely, there is a gap between Hoshuko ideologies in
policy documents and local Hoshuko realities. Thus, local Hoshuko struggle
to secure their position as Hoshuko in order to obtain financial support and
personnel from the government, and to attract as many students as possible
for a successful management of the school.

Despite the difficult situation, ethnographic data has disclosed local
teachers’, children’s and parents’ efforts for seeking flexible practices within
Hoshuko. For instance, losing personnel support from the government is
usually regarded as unfavourable; however, this actually developed unique
teaching practices, which fit local children’s needs regardless of their family
backgrounds.

Admittedly, Hoshuko’s situations are diverse throughout the world, and the
situation seen above is just one case. Hence, the argument is not whether the
situation of Hoshuko in this paper is generalizable. Rather, this paper casts
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doubt on the governmental top-down Hoshuko policies and Hoshuko’s
dichotomic views of ‘children of professional expatriate (future returnees)’
and ‘the others’, since it is easily assumed that the background of those
coming to Hoshuko will become more diverse and complex in the future.
The findings in this paper thus suggest the future potential of Hoshuko which
involves the incorporation of a bottom-up perspective into their
teaching/learning practices and emphasizing local uniqueness and
knowledge. The practices highlighted in this paper are also valuable for
taking into consideration in the more general context of complementary
schools around the world.
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Introduction

The term ‘heritage language’ (HL) has gained currency since the 1990s and
refers to indigenous and immigrant languages that are different from the
dominant language(s) in a given society (Fishman, 2001; Valdes, 2001). For
example, in the American context all the non-English languages (including
the aboriginal languages and immigrant languages such as Spanish, Chinese
and Russian) are referred to as heritage languages. The term ‘heritage
language learner’ refers to one who is raised in a home where a HL is spoken,
who speaks or merely understands the HL, and who is to some degree
bilingual in the dominant language of the society and the HL (\Valdes, 2001).
The past two decades have witnessed an ever growing body of research on
heritage language and heritage language education, addressing the needs to
maintain and revitalise the language and culture of minority groups in an
increasingly multilingual and multicultural world.

Compared with traditional foreign language or second language learners,
heritage language learners are generally exposed to the HL in the home
environment from a very early age and therefore have certain linguistic
advantages over other learners when learning the HL (especially in listening
and speaking). Another distinct characteristic of HL learners is the
complexity of their self-identifications: because they grow up in the heritage
home environment which is embedded in the mainstream culture of the
society, their sense of self is closely related to both their heritage and the
mainstream society. When learning their heritage language, many HL
learners are driven by the desire to discover their roots, to establish their
sense of self and to connect to their family, which indicates that for these
learners their identity and the learning of HL are intrinsically related.

When these HL learners go to study their heritage language in the ancestral
homeland—a context which is both familiar and foreign to these heritage
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sojourners, their identities are often subject to challenges, negotiations and
reconstructions, which may interplay with their language learning. Therefore,
the aim of the current paper is to explore the interactions between identity
negotiation and language learning for these HL learners in the study abroad
context. Through investigating the experience of 14 HL learners of Chinese
studying abroad in Mainland China, the paper aims to contribute to the
theorization of the relationship between identity and language learning for
HL learners in the study abroad context in general.

The main research question addressed in the current paper is as follows:

What are the interactions between identity negotiation and HL
learners’ learning of Chinese in the ancestral homeland?

There are two sub—questions under this overarching question:

a. How does HL learners’ language use influence their identity
negotiation?

b. How does HL learners’ identity negotiation influence their
learning of Chinese?

In the current study, the three-layered model of identity analysis proposed
by Riley (2007) is adopted as an analytical tool. The three layers of identity
analysis include: 1) self-identity, which an individual holds intrinsically and
attempts to position outwards; 2) social-identity, which is a quality ascribed
or attributed to an individual human being by other human beings. In other
words, social identities are imposed upon individuals by others about who
they are; 3) the social processes through which identities are established,
attributed and negotiated, which provide a dynamic vision of identity
formation.

Following the poststructuralist view of identity (e.g. Block, 2007), I
operationalize the concept of ‘identity’ as a fluid and contextualised
construct of a set of self-conceptions concerning who an individual is and
his or her relationship with the world, with a certain group of people etc.
Another important construct ‘identity negotiation’ is defined as the process
whereby individuals attempt to evoke, assert, modify, challenge or support
their own and others self-identifications (Littlejohn &Foss, 2008).
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Method

This paper presents part of the results from my PhD research. The overall
aim of the PhD project is to understand the linguistic benefit and the social
experience of both HL learners of Chinese and non-HL learners of Chinese
(i.e. foreign language learners who have no Chinese background) when they
study abroad in China. In total 14 HL learners and 10 non-HL learners were
enrolled as participants during the data collection phase. All 24 participants
were American university students and were studying abroad in the same
university in a metropolitan city of northern China. Their study abroad period
lasted for a total of 8 weeks—from June to August in 2011. At the study
abroad site, these students took Chinese language classes during weekdays
and had group sightseeing activities organised by their study-abroad
programmes. The accommodation arrangement for these participants varied,
with some staying in the international student dorms on campus, some
staying in hotels close to campus and some staying with local Chinese
families.

In order to investigate how the HL and non-HL learners benefited
linguistically from the study abroad experience, oral narrative tests in
Chinese were given to each participant at the beginning and end of the study
abroad period. Background questionnaires were also filled out by each
participant, eliciting information such as the participant’s family
immigration background, linguistic background and previous Chinese
learning and study abroad background. Language Contact Questionnaires
adapted from Freed, Dewey, Segalowitz et al.(2004) were filled out by
participants both at the beginning and end of the study abroad sojourn. The
purpose of this was to understand the frequency and amount of time
participants used the Chinese language for before and during the study
abroad programme.

In order to explore the social experience of these HL and non-HL participants,
open-ended interviews were conducted twice with each student, once at the
beginning of the study-abroad programme and once at the end of the
programme. These interviews mainly invited participants to talk about their
everyday encounters with native speakers in China, their narratives of their
identity related stories and their actual use of the Chinese language during
the stay in China. Participants were also asked to keep language learning
journals to record their everyday social and learning experience. All
interviews and journals were conducted or written in English in order to give
participants the maximum ease and freedom to express their ideas. All
interviews were audio recorded and later transcribed with the focus on the
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content. Thematic analysis was conducted on all interview transcripts and
journal entries using the software Nvivo.

This current paper only focuses on the findings from the analysis of the
interview recordings and journal entries collected from the HL learners. Data
sources such as the oral test recordings, questionnaires and
interviews/journal entries that concern the non-HL participants are beyond
the scope of the current paper.

Results

In this section some preliminary results are presented below each sub
research question. Brief quotations from some HL participants are also
presented to illustrate these findings.

Sub research question a: How does HL learners’ language use
influence their identity negotiation?

For the HL learners, because of their very Chinese-looking physical

appearance, they would normally blend in well in the local Chinese society.

It was usually their language use that would arouse local people’s attention

and identity negotiation would normally follow.

The use of English triggered identity negotiation:

One of the biggest give-away signs was the use of the English language by
these HL learners when they were socialising with their own group of friends
from the USA. Since for most of the participants English was their dominant
language and the language that they were most comfortable using, they
almost always conversed in English within their own group, regardless of
whether the group consisted of only Chinese HL students or students with
different ethnic backgrounds. The Chinese-looking HL students reported that
when people heard them speak English it would almost always lead to
questioning of their identity.

Christine, born in the US and with both parents being Taiwanese, described
a vivid picture of how the locals reacted when confused by the Chinese-
looking physical appearance of her group of HL learners and their use of
English:

‘So it’s like, when we speak English people are looking, they go
‘who is speaking?’ and then look at you and it’s like ‘oh they look
Chinese’, and they go ‘what?’, and they stare like two seconds
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longer and then they started listening and like, I think that in their
mind they are also like ‘oh they are probably foreigners’’.

Christine further explained that for the group of HL students that she
socialised with, it was normal for them to be questioned three or four times
every day about their identity simply because people heard them talk in
English.

The use of Chinese triggered identity negotiation:

Not only would the use of English give these HL participants away and
prompt the local people to perceive them as foreigners, but some of the non-
native like features of their use of Chinese would be detected and used as
identity signifiers.

Often it would be the non-native like accent that would give these HL
participants away and make people think that they were foreigners. For
example, Diana, a Singaporean born Chinese HL participant, reflected that
people did not see her as local because of her un-recognizable accent:

‘Do they see me as a local Chinese person? They can tell that I am
not, because the way | speak, | do not have a local accent, | do not
even have a recognizable accent, like you can tell if people are
from another town [in China], you can tell where they are from
sometimes right, you cannot tell... you can just tell I am not from
here, because there is that weird accent to my Chinese.’

Similarly, several other HL participants, such as Eddie, Steve and Lucy (who
all looked very Chinese from their physical appearance), also reported that
when they spoke Chinese, people would know they were foreigners because
their Chinese was ‘not fluent’ (Steve & Lucy) or ‘not like local good’ (Eddie).

In addition, for some HL participants who had imbalanced oral and literacy
skills in Chinese, their ability to speak and inability to read or write would
also lead locals to perceive them as foreigners. For example, Steve was born
in mainland China and immigrated to the USA when he was five years old.
He was fairly proficient in spoken Mandarin while he self-reported having
problems reading Chinese characters. He reported that when he dined in
restaurants, he would normally be seen as an average Chinese person in the
beginning, but then when it became clear he had difficulty reading the menu,
the restaurant staff would laugh and ask ‘are you a foreigner?’
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Sub research question b: How does HL learners’ identity
negotiation influence their learning of Chinese?

The HL participants’ use of English and the non-native like features of their

Chinese triggered the local Chinese people to question the identity of the HL

participants. Furthermore, how the HL learners were perceived by the locals

also had some influence on the opportunities these participants had to

practice their Chinese.

Perceived identity influenced local people’s expectations of
participants’ Chinese proficiency:

The locals normally interpreted participants’ identity on the basis of their
physical appearance: the Chinese-looking students would often be seen as
Chinese or local, while the foreign-looking students (including a half-
Chinese half-Hispanic HL participant) were perceived as foreigners. The
local people’s perceptions of these students based on physical appearance
would influence their expectations of the students’ proficiency in Chinese.

May (ethnically Chinese) and Carlos (ethnically half Chinese half Hispanic)
reported very different experiences concerning local people’s expectation of
their Chinese proficiency, which serves as a good illustration of the point |
want to make here.

For May, because she looked very Chinese, she reported that it was ‘funny’
because people would always come up to her and start speaking to her in
Chinese, even though her Chinese proficiency was at the beginning level and
she had trouble understanding the Chinese that locals spoke to her. She then
commented: ‘It’s interesting just to see who they think speaks Chinese and
who they don’t think speaks Chinese.’

Conversely, Carlos (who was half Chinese half Hispanic but did not quite
look Chinese) reported that when he spoke Chinese the local people would
‘always say VR B IEIX A 4F (translation: you speak Chinese so well)’,
which to some extent annoyed him because he felt certain that ‘they wouldn't
say that to a native.” Though he got complimented on his Chinese, he felt
these compliments showed that he was still seen as a foreigner and people
did not expect him to speak Chinese well, especially because many times
these compliments were made when people hear him ‘speak only one
sentence’.
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Perceived identity influenced the Chinese exposure available to
the participants:

Because the locals’ expectations of the participants’ Chinese proficiency

levels were based on the participants’ physical appearance, this influenced

how the locals spoke to them and consequently affected one crucial aspect

of the study-abroad experience—the amount of exposure to the Chinese

language that is available to these learners.

The HL participants generally reported that they would be spoken to in
Chinese because people assumed from their looks that they should be
Chinese and should be able to speak Chinese. In fact, when the HL
participants mixed with non-HL students, the local people would pick the
Chinese-looking students out and speak almost exclusively to them and not
to their foreign-looking friends. This phenomenon was so common that
Diana, the Singaporean born HL participant who was highly fluent in
Chinese, had to pretend not to speak any Chinese when she was out with her
Caucasian friends, just to give the foreign-looking students more opportunity
to practise their Chinese with the locals:

‘So I started pretending like I don’t speak any Chinese. Sometimes,
I mean there would be situations where | just speak only English
and when they spoke to me, | just look puzzled. Just to give other
people a chance [to speak Chinese], and to see how people react to
like a Chinese looking person who doesn’t speak a word of
Chinese.’

Similarly, Anna, a HL-participant who was very Chinese looking and very
proficient in spoken Chinese mentioned that:

‘When we go out to eat, I will like order or like me and one other
person would order for everybody, and so then the waiters know
very little English sometimes, so they would speak to us in Chinese,
and they won’t even like approach the white students, they won’t
like say anything to them, because they don’t understand.’

Anna not only noticed that the HL students were spoken to in Chinese, but
also that the white students would not be spoken to in Chinese because locals
thought they didn’t understand. It seems that because the HL participants
were perceived as someone local and Chinese, they were given more
opportunities to practice speaking or listening to the Chinese language, while
non-HL students’ opportunities to practice their Chinese were much more
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limited because of their perceived identities as foreigners and consequently
non-Chinese speakers.

Conclusion

From the preliminary results presented above, it can be seen that some of the
interactional patterns between identity negotiation and language learning
have already emerged. For the HL participants, on the one hand their existing
Chinese proficiency and their choices to use Chinese or English triggered
identity negotiations between themselves and the local native speakers; on
the other hand, how their identities were perceived by the local people
influenced the way that the locals interacted with them, and ultimately
influenced the opportunities available to them to practice and learn the
Chinese language.
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Introduction

It is fairly clear what service teachers in higher education are expected to
provide for students (c.f.Biggs, 1999; Butcher, Davies and Highton, 2006;
Ramsden 2003), with little disagreement or differences in criteria between
authors. For example, according to Butcher, Davies and Highton, (2006),
teaching in higher education involves: determining what students are
supposed to learn and be able to do; matching the content of courses to
outcomes; selecting appropriate teaching and learning methods; matching
assessment to outcomes; meeting and supporting diverse learner needs;
managing the course; and evaluating it afterwards. Chapter 3 of the Quality
Code (QAA 2012) provides nine indicators to ensure that these kinds of
activities are properly attended to in institutions of higher education in the
UK °‘so that every student is enabled to develop as an independent learner,
study their chosen subject(s) in depth and enhance their capacity for
analytical, critical and creative thinking.” (p.24). Exactly how such a
framework is fleshed out in different disciplines in different contexts is less
clear, but both traditional and innovative practices may be accommodated in
a principled way within the overall framework of learning support.

In the field of language teaching, practitioners in higher education share with
language teacher colleagues in other educational sectors a solid background
in the specifics of teaching. Language teaching is supported by extensive
research, and in higher education the theoretical and empirical literature
dedicated to teaching and learning is accessible to practitioners so that
language teachers can call upon different kinds of knowledge, skills and
attitudes in making educational decisions. Other disciplines in higher
education lack such a knowledge, attitude and skill base for teaching, and it
may be that this difference between modern language lecturers and lecturers
in other disciplines is reflected in their views of professionalism in higher
education teaching.
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This paper reports a qualitative study of the views of lecturers in a United
Kingdom Russell Group university.

Research questions

1. Is there any difference between modern languages lecturers and
lecturers in other disciplines in their conceptions of professionalism in
higher education teaching?

2. Is professionalism a helpful term to apply to quality teaching in higher
education, and if so, in what way may it be helpful?

What is professionalism?

Professionalism is a highly contested term. Schon (1991) characterises
professionalism as reflection in action. Schon’s formulation of the
characteristics of professionalism includes managerial activities and design
discipline teaching, but he finds urban planning, for instance, too dependent
on external pressures to fully meet his criteria for professionalism. His view
of professionalism as independent creative problem solving has been
particularly attractive for language educators, as it seems to acknowledge the
complexity and indeterminacy of the teacher’s task while placing relatively
less weight on paper qualifications.

Other authors have taken a trait theory approach to professionalism (cf.
Goode, 1969), simply listing the characteristics that established professions
seem to share. In this conceptualization of professionalism, professional
qualifications and membership of professional bodies feature much more
strongly than in Schon’s formulation. Trait theory has been discredited as
having no explanatory power. Nevertheless in the field of higher education,
trait theory has provided a convenient description of professionalism that at
least allows the phenomenon to be discussed (c.f. Evans, 2008; Whitty,
2008).

Yet other authors (cf. Evetts, 2003) are not convinced that professions are
really any different from other occupations, but acknowledge that certain
occupations known as the professions have acquired special status and
rewards for their labour. For these theorists, the special characteristics of
professions and professionals are not relevant to researching the way they
acquire and use status and power.

Ethicists (c.f. Koehn 1994; Oakley & Cocking 2001) seek a moral basis for
the power and status granted to professionals, and find that Aristotelian
virtue ethics helps to clarify what society may expect of professionals and
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how they are held accountable for the use of the freedom and status they are
afforded for doing their work. One of the problems raised by virtue ethicists
Is the difficulty and undesirability of establishing a contract between
professionals and their clients for professional services. The solution for
Koehn (1994) is the public pledge taken by professionals to serve some
overarching human good, which legitimizes the freedom of action afforded
to professionals, defines the broad range of their responsibilities and
provides a framework for the analysis of apparent conflicts of interest in their
professional and personal lives.

Dingwall & Fenn (1987) explore the relationship between the professions,
their clients and the state within a legal framework of accountability.
According to Dingwall & Fenn, the individual vulnerability of professionals
to legal actions for negligence ensures both individual attention to protecting
their client’s interests and constant demonstration of the necessity for the
exclusive right of the profession to provide professional services through
certification of the professional’s knowledge, skills and attitudes. In
Dingwall & Fenn’s account of professional accountability, the client is
protected both by ensuring that practitioners hold the credentials necessary
to enter the profession and provide a service, and that the practitioner’s
knowledge, skills and attitudes are in fact dedicated to the client’s interests,
enforced through legal actions for professional negligence.

Freidson’s (2001) approach to professionalism identifies three separate
systems for organizing work, which may be called bureaucracy, market
forces, and professionalism. For Freidson, the locus of power is the main
distinguishing feature of these systems, so that in a bureaucracy power lies
with the organization, in market forces with the customer, and in the
professions with the professional. Freidson’s focus on professionalism as a
system allows him to identify five interrelated elements which together
constitute the characteristics of an ideal type of professionalism (2001, 127):

1. Specialized work in the officially recognized economy that is believed
to be grounded in a body of theoretically based, discretionary
knowledge and skill that is accordingly given special status in the labour
force.

2. Exclusive jurisdiction in a particular division of labour created and
controlled by occupational negotiation.

3. Assheltered position in both internal and external labour markets that is
based on qualifying credentials created by the occupation.
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4. A formal training programme lying outside the labour market that
produces the qualifying credentials, which is controlled by the
occupation and associated with higher education.

5. An ideology that asserts greater commitment to doing good work than
to economic gain and to the quality rather than the economic efficiency
of work.

Freidson’s (2001) view of professionalism as one of three ways of organizing
work generates a list of characteristics, like those identified by trait theorists.
Unlike trait theory, however, these characteristics are not isolated items but
rather interdependent parts of a complete system.

Dingwall & Fenn’s (1987) analysis of the role of the state and the legal
system in the regulation of the professions complements Freidson’s system
by including aspects of accountability as well as the power of the professions.

The complete system of power and accountability inherent in this combined
view of professionalism is appropriate for expert services which have
diagnostic and prescriptive dimensions. In these services, neither market
forces nor bureaucracies can ensure that clients get the services they need. It
may be argued that teaching in higher education as analysed by Butcher,
Davies & Highton (2006) is, or should be, this kind of expert service. It is
therefore of interest to explore what those teaching in higher education think
of the requirements for this form of professionalism, and how far recent
reforms in the evaluation of quality in higher education in England facilitate
the delivery of professional services.

Professionalism and teaching in higher education

The discussion of professionalism in education in general takes a trait theory
approach where the essential characteristics of professionalism are sought
and developed (c.f. Evans, 2008; Whitty, 2008). The lists of essential
characteristics are often short. For instance, Macfarlane (2004) and Lunt
(2008) reduce professionalism to an ethical project, Light, Cox & Calkins
(2009) rely entirely on reflective practice, while Nixon et al. (2001) combine
only ethical and reflective elements and reject the self-regulatory dimensions
of professionalism.

Cheng (2012) links power, accountability and moral commitment as
elements of academic professionalism in higher education. Cheng’s
formulation of professionalism conceptualizes the academic as providing
expert services to students, and with a moral though not a contractual
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relationship with them. He also positions higher education as a public good,
which is compatible with a virtue ethics approach to professionalism. He
notes, however, that institutions in the UK do currently have a contractual
relationship with students, and failure to deliver the service can be
prosecuted in the courts. For Cheng, the institutions of higher education are
properly subject to a ‘hard’ accountability to the government and indirectly
to the society, while academic professionals should concentrate on their ‘soft’
moral commitment accountability to students.

Macfarlane (2004) develops at length the virtue ethics approach to academic
professionalism by exploring the way virtues can guide the kind of ‘soft’
accountability Cheng seems to have in mind. The virtues for university
teaching identified by Macfarlane are: respectfulness, sensitivity, pride,
courage, fairness, openness, restraint, and collegiality. These are reasonable
things to expect of university teachers, and their adequate expression would
be a natural development of a healthy learning organization. However, they
form the background to teaching rather than the substance of the activity. If
university teachers are to be fully accountable for the uses or abuses of their
power, there must be hard accountability for the delivery of the service as
well as soft accountability.

Sadler (2011) argues for an academic professionalism where professionals
and professional bodies assume specific functions. As developed by Sadler,
these are compatible with the formulations of Dingwall & Fenn (1987),
Freidson (2001) and Koehn (1994). His main area of concern is the lack of
collegial mechanisms in higher education for assuring the validity and
reliability of assessing student work, but his point is more widely applicable.
In calling for the formation of a profession of university teaching, he is
obliged to rely on convenient lists of attributes of professionalism taken from
trait theory, which lack the sense of a systematic approach to accountability
for the delivery of expert services developed in the present paper.

The researchers cited above have found something in the literature on
professionalism to support their positions, but not all authors have found
professionalism helpful for meeting their concerns. The term ‘professional’
IS sometimes applied to non-academic staff in universities to distinguish
them from academics (Holbrook and Bourke, 2012), implying a fundamental
polarization between the academic and the professional. Leihy (2011) uses
references to professionalism to argue against the formation of a profession
of university teaching and to reject any declaration of a public oath by
academic staff. Cheng (2009) interviewed academic staff in a UK university
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and found that while they all considered themselves to be professionals, they
had a wide range of views on the defining characteristics of professions. In
his discussion of whether or not university teaching is a profession, Cheng
(2009) found arguments both in favour of and against the proposition,
reflecting the lack of consensus in the literature on the defining
characteristics of professionalism.

If the literature on professionalism lacks consensus, it does not also have to
be interpreted as incoherent. The present paper has identified forms of
professionalism which link power, accountability and moral commitment
and which could be applied to teaching in higher education.

Design of study

This study focuses on the power of professionals to do what they need to do,
and on professional accountability. VVolunteers in a United Kingdom Russell
Group university completed questionnaires and participated in individual
interviews and a focus group discussion to explore their views on
professionalism in teaching in higher education in a qualitative study (see
Table 1 for participant profiles).

Partic | Discipline Position Exper- | Contract
-ipant ience
No. (years)
1) Education Director of Programmes 8 FIT
2) Education Director of Programmes 20 F/T tenure
3) Education Senior Teaching Fellow 10 P/T tenure
4) Education Lecturer 12 FIT
5) Modern Languages | Lecturer 29 F/T tenure
6) Modern Languages | Teaching Fellow 4 FIT
7) Modern Languages | Professor 40 F/T tenure
8) Education Lecturer 4 F/T tenure
9) Chemistry Reader 13 F/T tenure
10) Physics & Professor 33 FIT
Astronomy

Table 1: Participant profile (F/T=Full Time, P/T=Part Time

Data on participants’ views on professional power were collected using a
survey questionnaire based on Freidson’s (2001) system of professionalism,
individual semi-structured interviews, and a focus group presentation
followed by discussion. Participants’ views on professional accountability as
formulated by Dingwall & Fenn were explored through individual semi-
structured interviews, and a focus group presentation followed by discussion.
Not all of the participants took part in the individual interviews and focus
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group. All interview and discussion material was recorded, transcribed and
coded for analysis.

Findings

There was no difference between modern languages and other disciplines
regarding conceptions of professionalism in teaching, and all participants
claimed to be professionals.

Conceptions of professionalisrm in higher education teaching
Some participants were aware that their professionalism was not the same as
that claimed by other professions. Participants interviewed considered
themselves professional partly because of their qualifications for teaching in
higher education, although there was some awareness that Higher Education
Academy qualifications may not be sufficiently rigorous. Participants partly
based their claims to professionalism on their dedication to doing the job
well, and most believed that having a PhD has been and continues to be the
main requirement for higher education teaching. Status, or lack thereof, was
an issue for some participants, although they were personally secure in their
status as university lecturers or professors. The professionalism of one
participant came close to Freidson’s system of professionalism, but as a
qualified school teacher rather than a university lecturer.

The diagnostic element in higher education teaching

Participants considered the diagnostic element in higher education teaching
to have an impact on course and curriculum design, the development of
teaching practices, and the monitoring of the progress of individual students.
There was concern that impartial diagnosis of student needs, lacks and wants
may be compromised by treating students as clients or customers.

Legal responsibility in higher education teaching

In spite of acknowledging a significant diagnostic element in their work,
participants had no sense of threat from legal action for negligence.
Nevertheless, a need for a professional approach to teaching in higher
education was identified in relation to to recent increases in student fees in
England and the government policy of reframing the student as the client of
a professional service. The participants considered that academics have
responded appropriately to these new pressures by submitting themselves to
managerial systems of evaluation. Participants felt that university teaching
had not been sufficiently controlled in the past, and that Higher Education
Academy training coupled with Quality Assurance Agency evaluation
represented an improvement.
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The need for a professional body with entry requirements and
membership independent of employment

No evidence was obtained for the need for a professional body with entry

requirements and membership independent of employment. Participants

acknowledged that the professional organizations that exist in higher

education had no statutory power to exclude aspiring members, as is the case

in the professions in general.

Discussion and conclusion
Two research questions were posed in this study:

1. Isthere any difference between modern languages lecturers and
lecturers in other disciplines in their conceptions of professionalism in
higher education teaching?

2. Is professionalism a helpful term to apply to quality teaching in higher
education, and if so, in what way may it be helpful?

The data obtained go some way towards answering the research questions,
at least for the small and self-selected group of participants.

The finding that there was no difference in views of professionalism among
different academic disciplines may reflect a full integration of modern
languages lecturers into the culture of their university. However, modern
languages lecturers really do have a more complete notion of teaching than
their colleagues in other disciplines, and the findings show that they
underestimate the value of their own expertise.

Teachers in higher education trust managerial approaches to evaluating the
teaching service. They believe that these systems will take precedence over
those described by Dingwall & Fenn (1987) which regulate other professions
through an exclusive license to practice legitimized by the vulnerability of
individual practitioners to legal action. Legal accountability for professional
teaching in higher education has not been tested in the courts yet, but there
IS no reason to believe that current quality control systems will protect
lecturers from legal action. The continuation of traditional beliefs in
academic freedom and research qualifications, albeit within a new
framework of accountability, may leave lecturers exposed to unexpected
legal action. Where university lecturers, either individually or collectively,
take diagnostic decisions about student needs, lacks, and wants in the
provision of what has become in England a very expensive service paid for

148



Views of professionalism in higher education teaching: modern languages compared with other disciplines
Frank Farmer, Maria Elena Llaven Nucamendi & Ismael Chuc Piria

by the student client, professional systems of accountability apply. The lack
of the institutions of professionalism in higher education teaching may turn
out to be a serious problem for all lecturers, including those in modern
languages.

Professionalism conceived as occupational power and privilege is of little
value. However, professionalism as a system for the validation of
professional knowledge, skills and attitudes, awarding the power to apply
these to the provision of important services and applying appropriate systems
of accountability, gives a useful perspective on the profession of teaching in
higher education. Participants in this study saw no role for a professional
organization, but perhaps only a properly constituted profession can ensure
that members are prepared and protected in carrying out their duty to their
clients and to the society as a whole.

References

John Biggs (1999). Teaching for Quality Learning at University. SRHE and Open
University Press: Buckingham, UK.

Christopher Butcher, Clara Davies & Melissa Highton (2006). Designing Learning
Routledge: Abingdon, Oxon, UK.

Ming Cheng (2009). Academics’ professionalism and quality mechanisms: challenges
and tensions. In Quality in Higher Education, 15(3), pp193-205.

Ming Cheng (2012). Accountability and professionalism: a contradiction in terms? In
Higher Education Research & Development, 31(6), pp785-795.

Robert Dingwall & Paul Fenn (1987). A respectable profession? Sociological and
economic perspectives on the regulation of professional services. In International
review of Law and Economics, 7, pp51-64.

Linda Evans (2008). Professionalism, professionality and the development of education
professionals. In British Journal of Educational Studies, 56(1), pp20-38.

Julia Evetts (2003). The sociological analysis of professionalism. In International
Sociology, 18(2), pp395-415.

Eliot Freidson (2001). Professionalism the Third Logic. Polity: Cambridge, UK.

William J. Goode (1969). The theoretical limits of professionalization in Amitai Etzione
(ed) The Semi- Professions and their Organization The Free Press: New York, NY,
USA, pp226-314.

Daryl Koehn (1994). The Ground of Professional Ethics. Routledge: Abingdon, Oxon,
UK.

Peodair Leihy (2011). Professionals, oaths and flashbacks in the university. In Journal
of Higher Education Policy and Management, 33(4), pp311-320.

Greg Light, Roy Cox & Susanna Calkins (2009). Learning and Teaching in Higher
Education, 2" edition. Sage publications: London, UK.

149



Opening New Lines of Communication in Applied Linguistics: Proceedings of the 46th BAAL Annual Meeting
Heriot-Watt University, Edinburgh

Ingrid Lunt (2008). Ethical issues in professional life. In Bryan Cunningham (ed)
Exploring Professionalism. Institute of Education, University of London: London,
UK, pp73-98.

Bruce Macfarlane (2004). Teaching with Integrity. RoutledgeFalmer: London, UK.

Jon Nixon, Andrew Marks, Stephen Rowland & Melanie Walker (2001). Towards a
new academic professionalism: a manifesto of hope. In British Journal of Sociology
of Education, 22(2), pp227-244.

Justin Oakley & Dean Cocking (2001). Virtue Ethics and Professional Roles.
Cambridge University Press: Cambridge, UK.

Quality Assurance Agency QAA (2012). ChapterB3: Learning and teaching. In UK
Quality Code for Higher Education. QAA: Gloucester, UK.

Paul Ramsden (2003). Learning to Teach in Higher Education, 2" edition.
RoutledgeFalmer: London, UK.

D. Royce Sadler (2011). Academic freedom, achievement standards and professional
identity. In Quality in Higher Education, 17(1), pp85-100.

Donald Schon (1991). The Reflective Practitioner: How Professionals Think in Action
Arena: Aldershot, Kent, UK.

Geoff Whitty (2008). Changing modes of teacher professionalism: traditional,
managerial, collaborative and democratic. In Bryan Cunningham (ed) Exploring
Professionalism. Institute of Education, University of London: London, UK, pp28-
49,

150



Whose Genre Awareness? The Case of Medical Titles
Davide Simone Giannoni

Whose Genre Awareness? The Case of

1 5 Medical Titles

Davide Simone Giannoni

University of Bergamo
giannoni@unibg.it

Introduction

Whether it is employed for descriptive or pedagogic purposes, genre analysis
relies on the assumption that communication in specialised domains is
ritually encoded in ways that are most salient to the members of those
communities. By researching their discourse, analysts can make explicit the
conventional features of each genre — that is, the norms that regulate its form
and function in everyday practice. Genres are something ‘out there’, living
organisms whose life is independent of our ability to dissect and explain
them.

The range of stakeholders engaged more or less consciously in genre analysis
1s potentially large: from linguists, language teachers and translators to
publishers, editors and copywriters. In academia, aspiring scholars are
presented with a plethora of guidelines, specimens and handbooks for
producing texts fit to purpose. In offices and shops, new recruits are regularly
bombarded with tips and tricks on ‘how things are done here’ through
language.

Against this diverse and rather confusing backdrop, one of the tenets of EAP
is that learning is facilitated by greater genre awareness (cf. Swales 2000;
Yayli 2011). For Johns (2008: 239), this is one of “the principal goals for a
novice literacy curriculum”. A teacher/trainer is someone that can help
students to notice what makes each genre unique and hone their
writing/speaking skills to match their observations. But is genre awareness
limited to educational settings? What is known of its role outside/after the
classroom?

The present study is a part of a project driven by these questions. It reflects
a concern voiced elsewhere — though not often enough — by authors
researching the mismatch between instructional material and empirical data.
For example, Paltridge (2002: 125) complains that “nearly all of the literature
on thesis and dissertation writing consists of handbooks and guides with,
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apart from a few notable exceptions, very little analysis having been carried
out o[n] actual texts”. And more recently, Millar et al. (2013) found a
significant discrepancy between journals’ guidelines on the passive voice
and actual usage in the same journals. The overall impression is that genre
awareness (its content as well as its degree) varies with experience and from
person to person.

If we accept that the advice provided to novice or aspiring members of
specialised communities differs according to its source, there are at least
three authorities regulating academic English (Figure 1):

e authors of textbooks and writing manuals addressed to L1 (WAC)
and/or L2 (EAP) readers;

e applied linguists offering insights from research and empirical
data;

e  gatekeepers in the field (editors, reviewers, senior colleagues, etc.).

e |wm u\\‘\

The
novice

AL RESEARCH GATEKEEPERS

v
Figure 1: Potential sources of genre knowledge for novice academics

Although the three sources may partly overlap, each one arguably has its own
awareness of what counts as textually pertinent in a given genre. As a result,
the novice may be confronted with potential tensions and inconsistencies
between educational material, empirical evidence and gatekeeping practices.

A simple test of the variation present within this framework is to compare
guidelines dealing with quantitative aspects of a certain genre. Measurable
features are easily verifiable and less exposed to subjectivity. The case in
point chosen in this study are the titles of research articles appearing in
(bio)medical journals, whose strategic significance for editors, authors and
readers has generated a fair amount of linguistic research.
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Titles in biomedical journals

Despite their diminutive nature, titles are “serious stuft” (Swales 1990: 224).
They allow readers to locate relevant content, are used for indexing purposes
and — most importantly, from the author’s perspective — showcase a
publication’s strengths. The way titles are structured tends to reflect
disciplinary and/or editorial preferences (Soler 2011) and usually adopts one
of following options [my examples]:

declarative or full sentence (Diabetes risk linked to age in adults)
question (Does diabetes risk increase with age in adults?)
nominal groups (Age link evidence in adult diabetes)

compound (Diabetes and age: increased risk for adults)

Apart from the interrogative form, all of the examples above are informative
(or conclusive), because they anticipate the article’s conclusions; in so doing,
they attract the reader’s attention but simultaneously run the risk of being
over-optimistic. Goodman (2000: 915) says “I do not know why informative
titles are becoming more popular. It may be unconscious mimicking, or
maybe researchers, sponsors of trials, or journal editors prefer them. We live
in a ‘soundbite’ society, and there is evidence that doctors sometimes make
clinical decisions from the titles of journal articles™. Sis6 (2009), however,
found that descriptive (or indicative) titles, which only detail the object of
the research, remained prevalent over a range of biomedical journals
published in 2006.

Turning from structural features to length, Lewison and Hartley (2005)
report an average of around 13 words per title in articles, notes and reviews
from British biomedical journals published in 1981-2001. The figure for
original articles in the New England Journal of Medicine was 11.6 words in
2003, 11.3 in 2004, and 9.9 in 2005 (Wang & Bai 2007). Soler (2007) quotes
and average of 15.48 words for 1996-2002 research papers in American
Journal of Cardiology and Journal of Hepatology. Jacques and Sebire (2010)
examined at articles in BMJ, Lancet and Journal of Clinical Pathology for
2005, finding that the most cited had 18 and the least cited 9 words per title.

Writing manuals also address title length but tend to do so in very vague
terms. For Day (1995: 15-16), a title consists of “the fewest possible words
that adequately describe the contents of the paper... Occasionally, titles are
too short [...] Much more often, titles are too long. Ironically, long titles are
often less meaningful than short ones [...] Most titles that are too short are
too short because they include general rather than specific terms”. Swales
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and Feak (2004: 278) only warn authors that “the expected length of RP [1.e.
research paper] titles is very much a disciplinary matter. In some areas, such
as the life sciences, titles are becoming longer and looking more and more
like full sentences”.

The need for closer integration between empirical research and pedagogical
advice dealing with titles was first signalled by Lewison and Hartley (2005).
However, the picture would not be complete without mention of the
gatekeepers’ influence: editors in particular are likely to be in the business of
shaping what submissions look like, but “recommendations of scientific
journal editors regarding article titles are largely based on their personal
experiences” (Paiva et al. 2012: 509) and therefore subjective.

Material and methods

Biomedical journals tend to show considerable interest in language-related
topics, partly reflecting their effort to improve communication within the
discipline and between researchers and practitioners (e.g. Horton 1995;
Kassirer & Angell 1997; Rzepa 2011; Liumbruno et al. 2013). A recent
contribution of this type appeared in the Journal of Clinical Investigation
(henceforth JCI), a leading journal published by the American Society for
Clinical Investigation whose entire archive (since 1924) is accessible online.
The homepage informs us that JCI is “a top-tier venue for discoveries in
basic and clinical biomedical research that will advance the practice of
medicine [...] an ideal home for authors seeking the broadest audience for
their most important work™ (www.jci.org).

The piece is an article from the Executive Editor (Neill 2007) with detailed
guidelines for prospective authors, including advice on how to plan and write
a research paper (title, abstract, results, discussion, introduction, methods,
figures) and manage the peer-review process. What matters here is the
paragraph on titles, which opens with these tips: “Start with an appropriate
title, not one that inflates the relevance of your findings and not one that
claims to cure cancer and the common cold. And it need not be long: 15
words should suffice (the limit at the JCI)” (Neill 2007: 3599-3600).

Taking this advice as a starting point, I decided to explore variations in the
title-length requirements of JCI, based on the following data:
e the word limit specified in the journal’s Instructions to Authors
over the years, partially available through Wayback Machine
(www.archive.org);
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e the length of titles appearing in the journal during the same period,
from the JCI online archive;

e the average length of article titles in PubMed, taking a recent
sample as control (www.ncbi.nlm.nih.gov/pubmed).

Instructions to Authors

Word length was first regulated in December 1998 (my emphasis here and
subsequently): “The title itself should be no longer than 14 words, be
descriptive of the work, and understandable to the readership of a general
journal”.1% In October 1999, the requirement becomes: “The manuscript title
should be as concise as possible while conveying the essential conclusion of
the paper. Titles must be no longer than 17 words [...] The Editors reserve
the right to reword titles, with the final approval of the authors”. The January
2007 version states instead that “The manuscript title should be concise
while conveying the essential conclusion of the paper. Titles must be no
longer than 15 words”. Finally in April 2012, authors are informed that “The
manuscript title should be clear, concise, descriptive and limited to 10 words
including conjunctions”.

Titles

A total of 745 titles were considered, belonging to the Research Articles
published in one volume (i.e. six issues) of JCI for each of the years 1997,
2002, 2007, 2012 and 2013. As a control, a random selection of 100 titles in
the PubMed database was taken from the first one hundred ‘clinical trials’
(the text type closest to JCI’s research articles) published in 2012. When
calculating title length, hyphenated forms count as one word, so a character
count was also performed for greater precision.

Results

The figures detailing title-length at 5-year intervals and in 2013 are given in
Table 1 below. Before the implementation of a word limit, the average count
IS 16.52 words (1997), then falls to 12.87 with the 17 word limit (2002) and,
interestingly, remains similar (12.92) when the limit is lowered to 15 words
(2007); five years later (2012), with the same limit in place,** the figure rises
to 14.31. But the greatest change occurs after the 10 word limit, with the
average falling to 9.61 words in 2013. Over the whole period considered,

10 The 1998 word limit was very short lived and is not covered by the corpus. As it can be difficult to

reconstruct developments over time relying on online material alone, | apologise for any errors or
omissions.

As the switch to 10 words, introduced in April 2012, appears to have been fully implemented in
the latter part of the year, it does not affect the 2012 issues analysed here.

11
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therefore, research article titles in this journal have seemingly become 43%
shorter.

A second aspect is the degree of flexibility present within such data, as
shown by standard deviation (SD) and word range. The introduction of a
word limit appears to have constrained length variation, with the upper range
dropping sharply between 1997 (33 words) and 2002 (24 words) and SD
almost halved (from 5.45 to 2.78) over the same period. A major change
occurred in 2013, when SD fell to 0.90, and the upper word range to only 11
words. This suggests that the latest limit is being enforced far more strictly.

1997 | 2002 | 2007 | 2012 | 2013 | Control

Volume 100 109 117 122 123 -
Issues 1-6 1-6 1-6 1-6 1-6 -
Titles 182 72 126 173 192 100
W. limit - 17 15 15 10 -

W. mean 16.15 | 12.87 | 12.92 | 1431 | 9.61 14.95
Compound | 23% - - - - 46%
Ch. mean 123 101 102 106 79 114
W. SD 545 | 2.78 | 257 | 3.47 | 0.90 6.06

W. range 5-33 | 6-24 | 6-19 | 5-24 | 7-11 5-32
Table 1: Title length in JCI and Control (PubMed)

The control data — indicative of the general pattern in medical journals (as of
2012) — highlights two interesting aspects. Firstly, average title length (14.95
words) 1s similar to the 2012 figure for JCI (14.31), while SD is higher
(arguably due to the diverse sample of journals in the control). Secondly,
compound structures — those incorporating a colon or full stop — are present
in almost half (46%) of control titles, while they disappeared from JCI after
1997.

For an additional comparison, I checked the title-length requirements of
similar journals, as stated in their online Instructions to Authors. The 2012
edition of Journal Citation Reports (based on articles published in 2010-
2011) ranks JCI 4th by impact factor in the ‘Medicine, Research &
Experimental’ category. The 1st journal in the list (Nature Medicine) only
has a word limit for titles of Short Communications, i.e. 10 words or 90
characters; the 2nd (Annual Review of Medicine) gives no limit; the 3rd
(Journal of Experimental Medicine) specifies that “the manuscript title must
be limited to 130 characters (including spaces)”. This indicates that title-
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length policies can and do vary substantially across top-ranking international
journals, even within the same disciplinary area.

A problematic aspect of these measurements is of course the yardstick used
to define title length. What counts as one word may range from short lexemes
(e.g. novel) to long compounds (e.g. hypercholesterolemia-associated), with
the latter taking up far more space but also proving more informative and
harder to process. Another problem is the use of hyphens, which are often
optional (thus T-lymphocytes counts as one word, but T cells as two).

The simplest way to avoid such drawbacks is to quote length in characters —
a better criterion than words, especially for very short texts. The following
titles from JCI (each measuring eight words) are a good example:

e Anobligate cell-intrinsic function for CD28 in Tregs [54 ch];
e Renal tubular NEDD4-2 deficiency causes NCC-mediated salt-
dependent hypertension [80 ch].

There is in fact evidence that biomedical papers whose titles have fewer
characters are more likely to be cited in the literature (Paiva et al. 2012).

Discussion

Although only a modest contribution to the literature, this study raises a
number of issues about genre awareness that deserve consideration. The
main one 1s whether gatekeepers’ guidelines express subjective perceptions
of what is textually appropriate. The risk, one might argue, is to generalise
features of academic writing that appeal to experts (or journals) but do not
reflect actual practices across the board. The advice given in textbooks and
handbooks (often the work of senior scholars) is also prone to the same risk.
A second question, suggested by the comparison between similar journals,
is whether editorial teams are in fact exerting a form of genre ownership by
applying requirements that make their serial different (rather than merely
better or more impactful). In other words, are the generic features of
biomedical titles journal-specific?

It is important to bear in mind that titles do not exist in isolation but are part
of the publishing environment they serve. The editor of a well-respected
medical journal offers this description of the wider picture: “We at the BMJ
are poised, sometimes uncomfortably, between academia and journalism [...]
The trend 1s undoubtedly for journals to become more like newspapers [...]
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It’s about readability and trying to grab people’s attention in an ever more
crowded world” (Smith 2000: 915). Thus more research is needed into the
impact of specific title features, especially in terms of reader interest and
retention; we also need to understand how different categories of readers
respond to such features. Finally, the bibliometric evidence of a link between
title length and citation rates remains patchy and mostly indirect (as it may
involve a number of other co-factors).

Applied linguists can contribute through corpus-assisted investigations of
single journals or disciplines (cf. Haggan 2004), focusing on current
practices rather than the genre awareness of gatekeepers and EAP instructors.
In Rowley-Jolivet and Carter-Thomas’s words, “By analysing how language
1s used [...] and heightening awareness of its specific and contextually-
motivated features, applied linguistics has an important role to play in
helping scientific researchers participate more effectively in the discourse
practices of their field” (2005: 45). On the other hand, as a note of caution,
we should be ready to admit that ‘normal’ is not always best in academic
writing. Disciplinary experts may put forward recommendations that, albeit
apparently idiosyncratic, point to evolutionary improvements in genre design
that others fail to notice and no quantitative analysis will ever expose.
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Introduction

Digital media offer new domains for people to articulate aspects of their
everyday self and share resources, views, attitudes, and emotions by
variously combining the affordances and constraints of different media. The
study of users’ articulations of self and moments of sharing opens up new
lines of communication for applied linguists, sociolinguists, discourse
analysts, linguistic anthropologists, and scholars of computer-mediated
communication interested in developing a nuanced understanding of digital
practices (see Barton and Lee 2013, Georgakopoulou 2006, Jones and Hafner
2012).

The present paper considers articulations of grief in online spaces for
mourning, which constitute a unique window into contemporary ways of
displaying and sharing sympathy and/or pain at the face of irrevocable loss.
The focus on digital mourning encourages a shift from modernity’s
lamenting over the loss of ‘traditional’ grieving and mourning practices and
a turn to the study of ways of dealing with death and dying in current Western
socio-cultural contexts that are characterized by individualized ' and
medicalized regimes of emotion (see Wilce, 2009). Furthermore, the
exchange of support resources, attitudes and emotions accompanying the
extraordinary moment of one’s encounter with death renders digital
mourning spaces apt for an in-depth understanding of fundamental
expressions of affect.

Digital mourning practices raise a set of questions worthy of empirical
investigation: first, what types of grieving practices are encouraged in these
new domains and how does grief become linguistically articulated? Secondly,
what types of meanings are shared and how does grief become socially

12 As Billig (cited in Wetherell, 2013) has pointed out, thinking and emoting are not a set of hidden
processes taking place in an individual’s mind emerging in uncontested statements like ‘l am
angry’, ‘l am sad’.
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intelligible in spaces for digital mourning? Finally, how can we study digital
mourning systematically and what types of insights can such explorations
offer to the study of digital affect more broadly? This paper seeks to shed
light to the aforementioned questions to the extent made possible by the
discussion of preliminary findings from an on-going empirical study of
grieving online.

Grieving practices in online spaces for mourning

Spaces for mourning on the Internet have existed since the 1990s in the form
of cyber-memorials, web memorials, virtual cemeteries, and shrines, which
have been mainly characterized by static content and low interactivity. More
recently, popular social networking sites (henceforth SNSs), characterized
by user-generated content and high interactivity and encouraging
participants to communicate with people already part of their extended social
network (Boyd and Ellison 2007, cited in Athique 2012, p.103) have turned
into the primary sites for mourning, grieving and memorializing the deceased.
Post-mortem profiles on SNSs now form ‘techno-spiritual spaces in which
the identities of the deceased are intersubjectively produced by the
contributions of SNS friends’ (Brubaker and Vertesi, 2010) raising issues of
entitlement to grieving and bereavement in semi-public domains. At the
same time, activity on SNSs generally encourages relational maintenance
and technologically augments active and latent social bonds (Athique 2012,
p.103), providing users with affordances for constructing and sustaining
post-mortem relationality and bonds that can help the bereaved cope with
their loss.

As previous research on MySpace post-mortem personal profiles and
comments has shown (Brubaker and Hayes 2011), post-mortem social
networking practices include among others the following: sharing memories,
posting updates and maintaining connections with the deceased via
comments flooding users’ personal profile page for at least up to the 3 years
after the user’s death. Similar findings regarding the content of the comments
posted have been reported in recent empirical investigations of post-mortem
messages in a range of online platforms, including memorial websites
created by parents who have experienced a loss due to sudden infant death
syndrome (Finlay and Krueger 2011), online forums for the bereaved by
suicide (Schotanus-Dijstra et al. 2013) and posts following the death of
Michael Jackson on Twitter, TMZ.com and Facebook (Sanderson and
Cheong 2010).
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This paper focuses on Facebook, whose growing popularity after 2009 has
turned it into one of the most popular sites for sharing everyday moments,
including moments of sadness and grief. A digital memorial on Facebook
can be created as a new page which allows the addition of new ‘friends’ and
iIs particularly useful in the case of deceased celebrities or public figures. The
page is headed as R.1.P. (Rest In Peace) followed by the name of the departed.
When it comes to non-celebrities, Facebook memorials are most commonly
created by family members or friends of the deceased through the application
Facebook Groups. Group sites can be set up as open, making posts visible
to all users, members and non-members alike, or closed, making posts visible
to group members only. Members of the group can post on the site’s wall,
upload photos to shared albums, and invite members who are friends to
group events.

A computer-mediated discourse field of grieving online

The present study of online grief has been informed by a discourse-centred
online ethnography approach (DCOE) (Androutsopoulos 2008) involving
the monitoring of a range of sites to establish (i) the kinds of activities
unfolding online in relation to grieving (e.g. communicating with the
bereaved, the deceased or group members), (ii) participants (e.g. bereaved
vs. online memorial ‘tourists’) and (ii1) different types of interactivity
involved (e.g. guestbook comments, post-mortem wall posts, private
messages, R.I.P. posts on SNSs, etc.). The field of research covered
interrelated websites making up a computer-mediated discourse field
representing spaces for online grieving, including funeral home webpages,
Facebook memorialised profile pages, online obituaries, Facebook R.I.P.
sites and pages created following someone’s death.

One specific R.1.P. group site joined by 1,265 members was selected for
close study so as to encourage a situated approach to the study of grieving.
Upon reflection advenience (Barthes, 2000 [1980]), that is a sense of
dynamism and liveliness emanating from the particular site, rather than
convenience, constituted the guiding principle for the group site’s selection.
The group site in question was created immediately after the death of an 18-
year-old college student in May 2012 (to be referred here as J. for reasons of
anonymity) by six of his closest friends in a state of Georgia, US.

The remainder of the paper discusses the linguistic-affective style of grieving
for J. in two online sites where mourning for his loss is publicly displayed:
the online guestbook hosted by the funeral home entrusted with the
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organization of the official mourning services for J.’s death and the R.I.P.
group page created on Facebook by J.’s friends.

Grieving in formal online spaces: online guestbook comments
The funeral home’s online guestbook is hosted on a separate section of its
official website and takes the form of a linearly organized forum reserved
for the public posting of formal expressions of condolences and messages of
sympathy. Online guestbook comments cover a period of ten days since the
day immediately following J.’s death. Activity on the guestbook, which
features fifty-two comments in total, is launched by the funeral home with
the post ‘Please accept our deepest condolences’ and peaks on the day of the
visitation service, when 51.9% of the total number of comments are posted.
In the ensuing ten days, posting activity decreases significantly and no
further comments are posted after the final brief post ‘I am sorry.’

The funeral home’s online guestbook includes comments that are authored
by people who knew the family or the deceased as well as by members of
the wider community who don’t appear to have been acquainted with the
deceased or the family but nonetheless, feel compelled to express their
sympathy. The comments are predominantly addressed to the bereaved
family and in only three of the comments do the authors address the deceased
directly. In terms of the linguistic style of comments, we notice the high use
of the personal pronoun ‘you’ and other function words as well as the
predominance of words that relate to conventional Christian funerary
expressions, such as ‘god’, ‘praying’, ‘prayers’, ‘family’, ‘comfort’.
Function words include a higher count of personal pronouns ‘you’ (90) and
‘your’ (44) compared to first person personal pronouns.

Online guestbook comments illustrate the linguistic style of
conventionalized expressions of Christian sympathy and signal the writers’
expression of support and comfort towards the bereaved family. The funeral
home’s online forum for grieving comments constitutes a formal online
space for mourning, where grief becomes socially intelligible through a
solemn acceptance of the event of death expressed in and through the
adherence to convention and etiquette. It can be argued that the afore-
described linguistic style indexes ideologies of mourning that construct the
labour involved as a process with a set ending point when the disrupted social
order is restored and life can finally return to a sense of normality.
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Grieving in informal online spaces: Facebook R.I.P. group site
posts

The Facebook R.I1.P. group site presents a richer and rather more complex

picture of grieving activity, as will be shown in this section. Posting on the

group site dates from the creation of the page in 2012 and covers a year and

five months following the death of J.

At the time of writing this paper, the group site numbered 525 logs of a total
29, 136 words ranging from 281 words maximum to 2 words minimum. Out
of the 1,265 group members listed on the site, 198 can be considered as active
participants, having logged at least one post and 24 members as most active,
having logged more than five posts from the day of the site’s creation.

B |pitial reactions

to the breaking W Initial reactions

] x
F IS
e to the breaking

| | - ‘e e
Various ‘'missing

you' posts & Visitations
news of death
200, 38% 37, 18% B Funeral Service
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anniversaries
M Birthday

M Graduation

M Thanksgiving &
anniversaries Christmas
50, 9%

¥ Thanksgivin

& Christmas B Graduation g Birthday
24,4% 15, 3% 57,11%

Figure 1. Distribution of threads in the Facebook R.1.P. for J. log corpus

Posts cover a range of topics which have been coded in the corpus as threads
depending on their predominant content type (see Figure 1). Posting activity
Is at its highest in the days immediately before and after the set mourning
ceremonies, namely the visitations and funeral service and decreases over
time although never entirely ceasing. Posting activity peaks at specific
moments over the year associated with commemoration events such as the
weekly, monthly and annual death anniversaries or celebrations, such as J.’s
missed school graduation, Thanksgiving, Christmas, and his birthday
anniversary. In terms of its content, the group site illustrates the spatial and
temporal expansion of grieving and mourning practices (cf. Brubaker, Hayes
and Dourish 2013) and provides the bereaved with a mediated space for
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mourning before, contemporaneously to and after the set ceremonies, which
are fixed in time and place.

In terms of the linguistic style of comments posted by Facebook users on the
group site, they are characterized by direct addressivity to the deceased rather
than to other members of the group or the bereaved family. Posts contain
conventionalized expressions of affect associated with expressions of
sympathy typical of American English (for instance, ‘we miss you’, ‘we love
you’, ‘you will always be loved and missed’). Features of new media
language are occasionally embedded in the published posts alongside
standard spellings and grammar (for example, ‘love u bro...r.i.p/ :(’, ‘truly
miss but neva forgotten # R.I.P. J.”). Furthermore, a high level of second-
person and first-person personal pronouns, past tense verbs, adverbs,
prepositions, conjunctions and negations as well as a relatively high word
count per comment is observed in contrast to the typical brevity of Facebook
updates, foregrounding the writers’ high emotional involvement in the
communicated message. In sum, writers of Facebook posts are seen to break
away from the conventionality of expressions and displays of sympathy and
support typical of the online guestbook and analogous formal spaces for
grieving. Instead they favour a linguistic style which can index a high degree
of involvement and affectivity.

The Facebook R.I.P. group site functions as a semi-public diary of grief and
sadness. Online writing practices in this informal space are based on a
mixture of standard and non-standard spellings signalling the familiarity of
users with the social networking site environment and at the same time
indexing ordinary practices of grieving among young adults. Most notably,
conventional funerary expressions appearing at important discourse
junctures of the message combine with turns of everyday talk, such as
greetings and leave-takings, terms of address and endearment and construct
a sense of unbroken post-mortem relationality and bonds with the deceased.
In sum, on the social networking site of Facebook, grief becomes socially
intelligible through its weaving into everyday life and relationality. It can
be argued that the hybrid, informal linguistic style described above indexes
ideologies of mourning that construct the labour involved as an on-going and
never-ending painful process that does not aim to the restoration of the
disrupted social order (see discussion of the linguistic style of the online
guestbook comments) but rather to the continuation and expansion of bonds
with the deceased.
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Grieving in informal online spaces: R.I.P. posts as narrratives

This section concludes with some remarks on the type of narrative activity
observed in the Facebook R.I.P. group site for J. and its role in weaving grief
into everyday life and relationality. Through their posts, writers on the site
record and share memories of the deceased, post updates on their daily life
and maintain their bonds to him or in some cases appeal to him for help or
comfort at times of hardship. If we are to understand narrative as a
cognitively and discursively complex genre activity that routinely contains
some or all of the following discourse components: description, chronology,
evaluation and explanation but also routinely involving questions,
clarifications, challenges, and speculations about what might possibly have
transpired (Ochs and Capps 2001, pp.18-19), most of the posts published on
the group site qualify as everyday narratives.

More specifically, posts which combine the abbreviation R.1.P. (also spelled
as RIP) at the opening or closing of the post, one or more conventional
parting expressions (e.g. | am missing you) and additional material qualify
as a RIP story. RIP stories make part of the semi-public archived diary of
grief emerging on the site and can be further classified into the following
types: (i) breaking news stories: writers share the reported events or feeling
states as they are still unfolding (ii) projections: tellers refer to events which
are going to happen or create a fictional tale world made up of hopes, dreams
and wishes (iii) past events: references to past moments of time in close
proximity to the present moment of narration (cf. de Fina and
Georgakopoulou 2011, Page 2010).

Finally, there are stories that cross cut the afore-listed categories and form a
running thread that contributes to the overall coherence of individualized
published posts published. An example of this type of narrative activity
which forms a special type of discursive-affective resource is a story referred
to in this paper as ‘the bracelet story’ which emerges in and through mini-
statements included in eleven posts authored by nine different active group
members at different points in the timeline. The trajectory of the ‘bracelet
story’ starts on Day 3 in three posts written by the same writer and runs
through eight additional posts authored by different authors on dates ranging
from May 2011 to March 2012. The story refers to more than one hundred
handmade memorial bracelets passed around at school and the church
following J.’s death in honour of his memory. Bereaved friends wrapped the
bracelets around their wrists on the day of the funeral and held on to them
feelingly. In addition to J.’s friends, people who had never met J. took to
wearing them, turning the bracelets into bonding icons.
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In the course of the story’s trajectory across posts, writers contribute a little
slice of their own experience relating to the bracelet: hand-making it,
wearing it, looking at it, talking to others about it, getting attached to it,
refusing to remove it, losing it... Along with their reports, group members
offer their own version of the meaning and salience of the bracelet for them
as a symbol of honouring and remembering J., of loving and grieving for him.
Their contributions thus expand its signification from a death bracelet to a
bonding icon, a charm, or a prompt for engaging with grief and mourning in
everyday ways that others can recognize and acknowledge. The story about
the bracelet illustrates how members of the R.I.P. group construct, negotiate
and re-affirm their membership to the group of grieving. It also foregrounds
the salience of narrative activity in the context of online affective practices.

Concluding remarks

The paper reported preliminary findings from an on-going project on
grieving online. It was suggested that formal and informal spaces for
grieving online are associated with different types of linguistic-affective
styles, different ways of rendering grief socially intelligible and hence
different meaning potential for writers and readers. Based on the data taken
from a funeral home’s online guestbook and a Facebook Rest in Peace (R.I.P.)
Facebook group site, it was argued that such linguistic styles index different
types of ideologies of mourning with differing emphasis on post-mortem
relationality and bonds. Finally, it was suggested that informal spaces for
mourning encourage the weaving of grief into everyday life through different
types of narrative activity that lends coherence and affective power to
individualized articulations of grief.

The above discussion suggests that if we are to do full justice to the
complexity of affective articulations, we need to combine analyses of the
linguistic-affective style of grieving online with the systematic study of
narrative activity online. Narratives help grieving young adults to articulate
their affective experience in more general terms and thus, contribute to the
long process of coping with loss. Furthermore, narratives’ trajectories across
posts become vehicles of meaning making in which writers rework slices of
their affective experience in online public writing.

To conclude, social networking sites such as Facebook can be described as
a site for public and semi-public mourning, an expanding platform for
enacting death and grief that takes the form of a publicly shared diary. On
Facebook, the bereaved engage with grief that is socially situated in the daily
lives of users (Brubaker, Hayes and Dourish 2013, p.161), foregrounding

168



Language and affect in digital media: Articulations of grief in online spaces for mourning
Korina Giaxoglou

that online spaces constitute socio-digital formations which are embedded in
the larger societal, cultural, and subjective, structurations of lived experience
and hence cannot be treated as something entirely new. There is scope for
enriching the growing body of empirical content-based investigations of
grieving online with contextual approaches to the study of networked
language practices, calling attention to the linguistic-narrative style of grief
and mourning and its associated ideologies.

References

Jannis Androutsopoulos (2008). Potentials and limitations of discourse-centred online
ethnography. In Language @ Internet vol. 5, article 9.

Adrian Athique (2013). Digital Media and Society: An Introduction. Polity Press:
Malden, MA, USA.

Roland Barthes (1993). Camera Lucida. Vintage: London, UK.

Jed R. Brubaker & J. Vertesi (2010). Death and the Social Network. Workshop paper
presented at the HCI at the End of Life Workshop at CHI 2010, Savannah, GA,
USA.

Jed R. Brubaker & Gillian R. Hayes (2011). We will never forget you [online]: an
empirical investigation of post-mortem Myspace comments. In Proceedings of the
ACM 2011 conference on Computer supported cooperative work (CSCW ’11),
ppl23-132.

Jed R. Brubaker, Gillian R. Hayes & Paul Dourish (2013). Beyond the Grave:
Facebook as a site for the expansion of death and mourning. In The Information
Society 29 vol 3, pp152-163.

Alexandra Georgakopoulou (2006). Postscript: Computer-Mediated Communication in
Sociolinguistics. In Journal of Sociolinguistics 10:4, September 2006, pp548-557.

Rodney H. Jones & Christoph A. Hafner (2012). In Understanding Digital Literacies.
A Practical Introduction. Routledge: London, UK.

Elinor Ochs & Lisa Capps (2002). Living Narrative: Creating Lives in Everyday
Storytelling. Harvard University Press: Cambridge, MA, USA.

Ruth Page (2010). Re-examining narrativity: small stories in status updates. In Text &
Talk 30:4: pp423-444.

Jimmy Sanderson & Pauline Hope Cheong (2010). Tweeting prayers and
communicating grief over Michael Jackson online. In Bulletin of Science,
Technology & Society, vol. 30, no 5, October 2010, pp328-340.

Marijke Schotanus-Dijkstra, Paul Havinga, Wouter van Ballegooijen, Dennis
Michael Delfosse, Jan Mokkestrom, & Brigitte Boon (2011). What do the
Bereaved by Suicide Communicate in Online Support Groups? In Crisis, pp1-9.

Margaret Wetherell (2012). Affect and Emotion: A new social science understanding.
Sage: London, UK.

James Wilce (2009). Language and Emotion. Cambridge University Press: Cambridge,
UK.

169



Opening New Lines of Communication in Applied Linguistics: Proceedings of the 46th BAAL Annual Meeting
Heriot-Watt University, Edinburgh

170



When the power of language becomes unjust — some issues facing mainstream education in Vietnam
Chung Gilliland

When the power of language becomes
1 7 unjust - some issues facing mainstream
education in Vietnam

Chung Gilliland

University of Leeds
edcg@leeds.ac.uk

Background

Represented within the country of Vietnam are 54 different ethnic groups
with over one hundred spoken languages, 28 of which have written scripts
(Vu 2008; Lewis 2009; Kosonen 2004). The largest group - also the majority
in the country - is Kinh, which accounts for 86 per cent of the total population
of 91.94 million people (World Population Review 2013). The language of
this majority group is Vietnamese, which is also the national language and
the only official language used.

The Vietnamese language is also the dominant language in the education
system despite the 1946, 1981 and 1992 State Constitutions and the
Education Law of 2005, which all stated the right of ethnic minority children
to receive primary education in their indigenous languages (Kosonen 2009).
Most teachers are from the majority group and often have little or no
knowledge of the language and cultures of the students from minority groups
(ADB 2007). While there has been a growing number of ethnic minority
languages introduced in schooling, most remain a subject and not the
language of instruction, and the time spent learning the language can be as
little as one period (45 minutes) per week (Vu 2008; World Bank 2009). As
a result, an official report from the Vietnamese government still shows that
the rate of minority children completing primary school in Vietnam (60.6%)
is significantly lower than that recorded for the majority Kinh children
(86.4%) (GSO 2006). One in five children never completes primary school,
with language barriers and financial and cultural barriers thought to be the
main reasons behind this figure (AITPN 2003; ADB 2007).

My research aims to develop a thick description of the learning situations of
ethnic minority pupils in mainstream education in Vietnam in order to
understand any difficulties that directly or indirectly affect their learning in
schools. Ultimately, this research seeks to contribute to improvements in the
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country’s education quality, particularly the delivery of education for all
groups of learners.

Literature Review

Examining learners’ cultures in order to understand the environments that
impact and influence the learner is grounded in Vygotsky’s sociocultural
approach. This theory contends that cultural artefacts, activities and concepts
influence one’s mental functioning (Ratner 2002), resulting in factors such
as family, peers, school and teachers all playing a role in a child’s
development and learning (Conteh 2003).

Inclusion of diversity - connecting culture with education

One’s culture is embedded with one’s identity. I believe that recognising
someone’s identity also means recognising the culture with which she or he
Is associated. In understanding sociocultural theory, | think that if educators
want to fully understand and respond to the diverse needs of their multi-
ethnic learners and comprehend why they learn, behave, interact and think
the way they do, referring to and making a connection with these learners’
cultures is essential. In addition to this, Conteh and Brock (2010) argue that
while learning is a process of participating, joining, and sharing ideas and
understandings in order to construct new meanings, such a process is
unlikely to be effectively co-constructed if disagreement exists between
school and home.

Lending further support to the sociocultural approach, Cole (1998) posits
that human behaviour should be understood relationally and contextually
because thought is partly influenced by culture. When relating this to
education, Cole develops Bronfenbrenner’s (1979) diagram by using layers
surrounding a learner to represent this dynamic. These layers include the
influences of community, family, school, classroom and lessons planned by
teachers, thus indicating that any interpretation about one learner’s situation
should not be viewed in isolation from all these surrounding influences.

Achieving an understanding of learners’ failure or success must not take
place separately from a consideration of the other factors or layers that
surround them. This is why, when explaining the reasons behind the failure
of many students, Cummins (2001) states that failure is mainly due to these
students’ identities, cultures and languages being diminished and
misrepresented by wider society. Furthermore, Ogbu (1978; 1992) maintains
that the way in which students from diverse cultures are disadvantaged
educationally is also the way that their communities are historically
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disadvantaged in their relations with society. Ogbu (1978; 1992) further
observes that students across different societies who experience severe
educational difficulties are likely to be those whose communities have
inferior social status and are discriminated against by the dominant majority
group. This, Cummins (2001) claims, is because the students perceive their
identity as being endangered by such devaluation and believe that
withdrawal from schooling is the only way for them to protect ‘their sense
of self’.

Ogbu (1994) remarks that the historical, political and economic differences
between different ethnic groups may lead to dissimilar cultural frames of
reference, noting that these frames of reference are how the students view
themselves and their peers and how others view them in the school setting.
To effectively incorporate children from diverse cultures into education,
their cultural references must not be disregarded by educators. Ladson-
Billings (1995) also posits that a ‘culturally relevant pedagogy’ may help
culturally diverse students succeed academically whilst -effectively
maintaining their identities. McCarty (1993) supports this by asserting that a
child’s potential is realised when learning from a curriculum and pedagogy
which is built on, and relevant to, their linguistic and cultural assets.

Language issues for culturally diverse learners

Referring to language theoretically whilst identifying factors that affect the
learning of children whose home language is dissimilar from the school
language, Krashen (1982) finds that there is a ‘silent period’ experienced by
many learners. This silent period refers to the stage that commonly arises
when learners are initially exposed to the target language and production in
this language, unlike in the child’s mother tongue, is still very limited. When
studying speech samples from a five-year-old Japanese girl, Hakuta (1974)
observed that during the first three months of her exposure to English, the
girl produced very little speech. This silent period, Krashen (1982) believes,
occurs because learners are listening and learning to understand the language
that they hear around them. Such behaviour reflects an internalisation of
processing and making sense of new information - in this case a new
language - before trying it out. The research findings on second language
learners presented by Pica (1992) and Ellis, Tanaka and Yamazaki (1994)
show that learners who ‘just listen’ comprehend as much as those who
actively participate in oral activities. Krashen (1994) further claims that
people are capable of developing a high level of language competence
without any productive capacity. Postovsky (1974) states that when oral
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practice was delayed during the early stage of instruction, the adult learners
in his studies displayed a better development of language proficiency.

Approaching the silent period from an equality perspective, Bligh (2011)
suggests that educators refer to learners’ rights, including the right to remain
silent. Bligh’s work could be used to explain why many learners whose
diverse backgrounds, languages and cultures may differ from the mainstream
might be categorised as ‘special educational needs’: once the concept of
silence is mistakenly interpreted, the silence of these learners is considered
undesirable, and thus the silent period - while potentially not needed by all
learners - is unlikely to be granted. Consequently, the safe spaces for ethnic
minority learners discussed by Conteh and Brock (2010), however valuable
such spaces may be, are also unlikely to be granted to learners.

Discussing the ‘delay’ experienced by second language learners, many
scholars claim that while it may take up to two years for a second language
learner to develop interpersonal communication skills, it can take much
longer for the development of the full range of academic language skills
(Cummins 1985; Skutnabb-Kangas 1981). In examining this point,
Cummins (2000) identified two aspects of language proficiency, namely
‘conversational’ - also termed contextualized language (Cummins 1981) or
surface fluency (Skutnabb-Kangas and Toukomaa 1976) — and ‘academic’.
The former was originally named basic interpersonal communicative skills
(BICS), and the latter cognitive academic language proficiency (CALP). The
conversational language proficiency — BICS — refers to colloquial fluency in
that language which should be developed between two and three years. The
academic language proficiency — CALP — refers to a much higher level of
language development which involves mastering language skills - such as
synthesis, evaluation and analysis - that are believed to be obtained much
later in the learning process, after five to seven years of learning the non-
mother tongue language (Cummins 2000).

Different starting points mean that the learning of these children is inevitably
not the same as that of those children whose first language is used in school.
Conteh (2011) therefore calls for “a need to find ways to dialogically
construct policies which allow schools and communities to build on their
own funds of knowledge in teaching, learning and assessment” (p.14) for the
benefit of all and not just some learners.
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Methods

An ethnographic approach was adopted in my research. This approach was
chosen because ethnography is the study of people in natural settings
(Brewer 2000), which has as its goal to depict a culture and to gain an
understanding of things from the ‘native point of view’ of the participants
(Malinowski 1922), as well as to understand what actions or events mean to
the people we seek to understand (Spradley 1979). Gregory (Conteh et al.
(2005) takes this idea further when describing ethnography in education as
giving a voice to ordinary people, whilst challenging the researcher to
question what is often considered to be the natural order of things.
Ethnography, as suggested by Wolcott (1975), has much to offer to an
attempt to answer the questions of what, who, why, how.

The data collection methods chosen are participant observations and
interviews, and | have made use of them ethnographically so as to capture
participants’ activities and their points of view in real-life settings and to
understand them in relation to all the socio-cultural layers with which they
are associated, such as school, home and community. Additionally,
documents were collected and analysed for the study to support the
development of a thick description of my studied cases.

A case study has been designed to ensure a wider variety of data, including
documents, artefacts, interviews, observations and participant-observations,
which will also allow me to closely examine the topic and the individuals
being researched in a real-life environment, with participants studied in the
contexts in which they live and learn. The object of the present case study is
a school that enrols largely pupils from ethnic minorities.

Four child participants were selected after careful observations of both their
classroom settings and their personal situations. | decided to select
participants who appeared to be struggling more than their peers in school,
and | aim to find out why that has been the case.

The data collection process lasted roughly one year and spanned four main
phases consisting of piloting, two main phases of data collection, and a
follow-up period to cross-check and validate the data collected. As such, rich
data comprising observational field notes, audio-recordings and documents
have been collected.
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Initial Findings and Discussions

Over the course of my data analysis, some major issues have emerged which
appear to be significant influences in terms of affecting educational
outcomes for culturally diverse learners. Given the limited space in this paper,
only two major issues will be discussed here: the learning and assessment
process and the potential consequences that follow assessment.

Learning and Assessment

Vietnamese is not the home language for all the research informants, thus
their language starting point is already lower than that of Vietnamese-
speaking children. This point is also raised by Cummins (2000), who finds
that the mother tongue language is key to a person’s identity and that when
such language, together with the culture and experiences of a student, are not
recognised and validated in classroom interactions, that student’s starting
point is clearly a hindrance.

The diagram below portrays the subject weightings in primary schools in
Vietnam. The results show that a large amount of time is spent on learning
Vietnamese language literacy, including studying letters, sounds, vowels, the
forming of words and sentences, handwriting, spelling, grammar and reading.

M Viethamese

B Maths

W Art

M Craft

W PE

W Nature &Society
Music & Singing
Ethics
Others

Figure 1: Time allocated weekly for each subject

Results from the research show that children in the first grade of primary
school are formally tested four months after they enter the school by what
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are called mid-year tests. The result from this test is weighted 1/3 for the
whole academic year and is added to the result from the second test which is
administered after another four months. The second test — the end-of-year
test — is given a weighting of 2/3 of the whole academic year. The results
from these two tests are used to calculate the final academic achievement for
each learner. There are nine subjects to be studied but only two are tested:
Vietnamese language and Mathematics.

At this point, pupils with scores of less than 50% in either Vietnamese
language or Mathematics are given a second chance in a retest. If the score
of the retest remains less than 50%, the children are required to retake the
year. This means that only those who score 50% or more will be promoted
to the next class level (Year Two).

This finding poses the question of WHEN is the best time to test? Referring
back to the theory of learning for second language learners discussed above,
| argue that these learners are still in their initial stage of developing their
basic interpersonal communicative skills (BICS) and are nowhere near
achieving cognitive academic language proficiency (CALP); consequently,
formally testing them at this stage creates problems. Furthermore, early
testing in this context goes against the second language learning theories
cited above by failing to recognise the ‘silent period’ of these learners,
thereby disallowing the ‘safe space’ that should be given to them at this stage
of their learning.

The issues of ‘WHAT’ to test and ‘HOW’ to test are also significant in the
research, with numerous issues relating to both test items and content as well
as the administration of the tests. Given the allotted space, | will not discuss
such issues in detail here, but generally speaking they highlighted a need to
consider content appropriateness and its consistency and fairness. For
example, part of the test requires examiners to select from Vietnamese
literature or poetry taught during the year in order to assess the children’s
reading skills, which results in different levels of reading ability being
identified by different examiners. This ultimately allows room for
inconsistency, as the children’s outcomes could depend on the examiners of
the day and the choices they make.

From assessment to categorisation — the link between second
language learning and special educational needs

While assessment results are used to decide final academic outcomes, for my

research informants the results were further used to categorise these learners
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as quick, slow or learning disabled. The pupils in my research experienced
being labelled as learning disabled based on their test outcomes. The results
of the repeated year are of particular importance in the process. If in the
students’ second year their academic results stay at less than 50%, the
learning disabled category is applied to them, in most cases without any
formal assessment by specialists.

Relating these observations to learning theory, surely one would realise that
children who learn in a language other than their mother tongue face greater
difficulties than those who do not. Not only do these children need to learn
a new language, but they are also expected to master the academic content
taught in this language with which they are not yet familiar. Explaining the
low academic achievement of these children is not easy. (Hall et al. 2001)
acknowledge that educators often find it challenging to differentiate between
learning difficulties and the second language barrier encountered by learners.
Examining the issue in the UK, these authors report that there are still cases
where teachers equate low English skills with an intelligence deficit or
learning problems. They advance the idea that low English proficiency
should not be regarded as an indication of learning difficulties or special
educational needs, and that the two issues — special educational needs (SEN)
and English as an additional language (EAL) - must be separated (Hall et al.
2001). This seems to be a global issue, and as suggested by my study
Vietnam is no exception,, with Vietnamese as an additional language (VAL)
being equated with SEN.

Observations from my research also demonstrated that those students
categorised as learning disabled then became almost invisible in their class,
and that most of the time they were not supervised or asked to do the same
learning tasks as their peers. This is similar to the situation observed by
Rodriguez (2005), where children with special needs from diverse cultural
and linguistic backgrounds were often placed in classrooms where the
academic instruction was less challenging. We can see in cases where
educators believe certain children’s academic level is much lower than their
peers, and this results in a less challenging learning environment, that this
may further widen the language gap between these EAL learners and their
peers who learn in their mother tongue because the former are not challenged
to realise their full potential. Clearly this is not beneficial for these learners,
as many researchers confirm that students, including those with special needs
who are from diverse cultural and linguistic background, learn more
effectively when the content learnt is sufficiently challenging and well-
structured (Smith and Sanders 1981; Schuck 1981; Brophy 1986).
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Wrongly categorising learners due to the confusion between special
educational needs and learning in a second language is a complex issue and
requires high levels of educator competence. Avis (1994) recognises the
importance of teacher expertise in assessing learners and states that such
professionalism must start with the teacher training process. The author
acknowledges that diversity issues need to be covered during training so that
teachers can later address any challenges that arise in their diverse
classrooms and thus enhance the learning experience and achievement of
their students.

Conclusion

While the two groups of learners - SEN and EAL - have special learning
needs, the requirements for meeting the needs of each group are not the same.
Problems encountered by EAL learners can be resolved as their language
competence develops, while problems encountered by SEN learners require
targeted support (such as with physical disability or emotional/behavioural
difficulties) from a different group of specialists (Hall et al. 2001). Whilst
this research relates to the UK context, it also applies to the situation of VAL
learners (the children from ethnic minorities) in Vietnam. Their position is
further disadvantaged by assessments conducted when they are not yet ready
and are still familiarising themselves with a new language and culture.
Rather than providing more support for these VAL learners, this early
assessment further widens the gap between them and their peers. Although
this research is still in the early stages of analysis, these findings pose some
serious questions regarding the inclusion of children from diverse cultures in
mainstream education. The position of power of Vietnamese as the sole
language of instruction in the education system remains a significant issue,
as it serves to undermine the learning of the ethnic minority children in my
research. More significantly, the differences between learners with SEN and
those with difficulties derived purely from learning in a second/additional
language are not differentiated, identified and addressed. More research in
the field in Vietnam will surely provide additional information for policy
makers, education managers and practitioners to help in better ensuring that
children from different cultures are effectively included in the education
system.

References

ADB (2007). Socialist Republic of Vietnam. Preparing the Secondary Education for the
Most Disadvantaged Regions. Asian Development Bank: Manila, Philippines.

AITPN (2003). Discrimination against the children of indigenous Degar people in
Vietnam: An alternative report to the United Nations Committee on the Rights of

179



Opening New Lines of Communication in Applied Linguistics: Proceedings of the 46th BAAL Annual Meeting
Heriot-Watt University, Edinburgh

the Child on the 2nd periodic report of Vietham. Asian Indigenous & Tribal Peoples
Network: New Delhi, India.

James Avis (1994). Teacher professionalism: one more time. In Educational Review,
46(1), pp63-72.

Caroline Bligh (2011). Rights in Early Years Settings and a Young Child’s Right to
Silence.In Phil Jones & Gary Walker (eds), Children's Rights in Practice. Sage:
London, UK, p95.

John D Brewer (2000). Ethnography. Open University Press: Buckingham, UK.

Urie Bronfenbrenner (1979). The ecology of human development: Experiments by
design and nature. Harvard University Press: Cambridge, MA, USA.

Jere Brophy (1986). Teacher influences on student achievement. American Psychologist,
41(10), pp1069-77.

Michael. Cole (1998). Cultural psychology: A once and future discipline. Belknap Press:
Cambridge, MA, USA.

Jean Conteh (2003). Succeeding in diversity: Culture, language and learning in primary
classrooms. Trentham Books: Stoke-on-Trent, UK.

Jean Conteh & Avril Brock (2010). ‘Safe spaces’? Sites of bilingualism for young
learners in home, school and community. In International Journal of Bilingual
Education and Bilingualism, 9(1), pp1-14.

Jean Conteh & Avril Brock (2011). Children’s Rights, Identity and Learning: The Case
for Bilingualism. In: P. Jones & G. Walker (eds), Children’s Rights in Practice.
Sage: London, UK, pp124-139.

Jean Conteh, Eve Gregory, Chris Kearney & Aura Mor-Sommerfield (2005). On
Writing Educational Ethnographies: The Art of Collusion. Trentham Books: Stoke-
on-Trent, UK.

James Cummins (1981). The role of primary language development in promoting
educational success for language minority students. In Schooling and language
minority students: A theoretical framework, pp3-49.

Jim Cummins (1985). Bilingualism and special education: Issues in assessment and
pedagogy. College-Hill Press: San Diego, CA, USA.

Jim Cummins (2000). Language, power, and pedagogy: Bilingual children in the
crossfire. Multilingual Matters: Clevedon, UK.

Jim Cummins (2001). Negotiating identities: Education for empowerment in a diverse
society. California Association for Bilingual Education: Ontario, CA, USA.

Rod Ellis, Yoshihiro Tanaka & Asako Yamazaki (1994). Classroom interaction,
comprehension, and the acquisition of L2 word meanings. Language Learning,
44(3), pp449-491.

GSO (2006). Vietham Multiple Indicator Cluster Survey Report. General Statistic Office:
Hanoi, Vietnam.

Kenji Hakuta (1974). Prefabricated Patterns and the Emergence of Structure in Second
Language Acquisition. Language Learning, 24(2), pp287-297.

Deryn Hall, Dominic Griffiths, Liz Haslam & Yvonne Wilkin (2001). Assessing the
needs of bilingual pupils: Living in two languages. Routledge: London, UK.

K Kosonen (2004). Language in Education Policy and Practice in Vietnam -
Commissioned Study. UNICEF: Hanoi, Vietnam.

K Kosonen (2009). Assessment of opportunities and challenges for the implementation
of mother tongue based bilingual education (MTBBE) in Vietnam — Phase 1.
UNESCO: Hanoi, Vietnam.

180



When the power of language becomes unjust — some issues facing mainstream education in Vietnam
Chung Gilliland

Stephen Krashen (1982). Principles and practice in second language acquisition.
Pergamon Press: Oxford, UK.

Stephen Krashen (1994). The input hypothesis and its rivals. In Implicit and explicit
learning of languages, pp45-77.

Gloria Ladson-Billings (1995). Toward a theory of culturally relevant pedagogy. In
American educational research journal, 32(3), pp465-491.

M Paul Lewis (2009). Ethnologue: Languages of the world sixteenth edition. SIL
International: Dallas, TX, USA. Online version: http://www.ethnologue.com.
Bronislaw Malinowski (1922). Argonauts of the Western Pacific. George Routledge &

Sons Ltd: London, UK.

Teresa L McCarty (1993). Language, literacy, and the image of the child in American
Indian classrooms. In Language Arts, 70(3), pp182-192.

John U Obgu (1978). Minority education and caste. Academic press: New York, NY,
USA.

John U Ogbu (1994). Racial stratification and education in the United States: Why
inequality persists. In The Teachers College Record, 96(2), pp264-298.

John U Ogbu (1992). Understanding cultural diversity and learning. In Educational
Researcher, 21(8), pp5-14.

T Pica (1992). The contextual outcomes of native-non-native speaker negotiation. What
do they reveal about language learning. In: C. Kramsch & S. McConnell-Ginet (eds),
Text and Context Cross-Disciplinary Perspectives on Language Study. D C Heath
and Co: Lexington MA, USA, pp198-137.

Valerian A Postovsky (1974). Effects of delay in oral practice at the beginning of second
language learning. In The Modern Language Journal, 58(5-6), pp229-239.

Carl Ratner (2002). Cultural psychology: theory and methods. Springer: Berlin,
Germany.

Diane Rodriguez (2005). A conceptual framework of bilingual special education teacher
programs. In Proceedings of the 4th International Symposium on Bilingualism,
pp1960-1969.

Robert F Schuck (1981). The impact of set induction on student achievement and
retention. In The Journal of Educational Research, pp227-232.

Tove Skutnabb-Kangas (1981). Bilingualism or not: The education of minorities.
Multilingual Matters Ltd: Clevedon, UK.

Tove Skutnabb-Kangas & Pertti Toukomaa (1976). Teaching migrant children's
mother tongue and learning the language of the host country in the context of the
socio-cultural situation of the migrant family. Tampereen yliopiston sosiologian ja
sosiaalipsykologian laitos: Tampere, Finland.

Lyle R Smith & Kay Sanders (1981). The effects on student achievement and student
perception of varying structure in social studies content. In The Journal of
Educational Research, pp333-336.

James P Spradley (1979). The ethnographic interview. Holt, Rinehart, & Winston: New
York, NY, USA.

T T H Vu (2008). Ethnic minority languages in Vietnam: Policy and implementation
issues. In Second International Conference on Language Development, Language
Revitalisation and Multilingual Education in Ethnolinguistic Communities, 1-3
July 2008, Bangkok

Harry Wolcott (1975). Criteria for an ethnographic approach to research in schools. In
Human organization, 34(2), pp111-127.

181



Opening New Lines of Communication in Applied Linguistics: Proceedings of the 46th BAAL Annual Meeting
Heriot-Watt University, Edinburgh

World Bank (2009). Country social analysis: ethnicity and development in Vietnam. The
World Bank: Washington DC, USA.

World Population Review (2013). Population of Vietnam 2013 [online]. [Accessed 7
October 2013]. Available from: http://worldpopulationreview.com/vietnam/.

182



Effects of Task on Attention to Unknown Word Processing in Second Language Reading
Akira Hamada

Effects of Task on Attention to Unknown
1 8 Word Processing in Second Language
Reading

Akira Hamada
Graduate School, University of Tsukuba

The Japan Society for the Promotion of Science
s1330052@u.tsukuba.ac.jp

Introduction

Studies on second language acquisition (SLA) have combined reading
comprehension and successive incidental vocabulary development, and
discussed it as a primary research issue. In vocabulary development, written
texts are often considered a major source of exposure to new words.
Numerous studies have explored how readers acquire vocabulary through
text reading (e.g., Bolger, Balass, Landen, & Perfetti, 2008; Borovsky, Kutas,
& Elman, 2010; de Bot, Paribakht, & Wesche, 1997; Hamada, 2011; Huckin
& Bloch, 1993; Paribakht & Wesche, 1999; Wesche & Paribakht, 2009).
Their findings suggest that a context-based lexical inference, which is the
cognitive process of generating an appropriate meaning of unknown words
based on contextual information, plays an important role in vocabulary
development.

Whereas many researchers have highlighted the importance of lexical
inferences, their effects in SLA are not well established. Specifically, certain
researchers have dismissed incidental vocabulary learning through text
reading because of its weak effects or inefficiency (Bensoussan & Laufer,
1984; Mondria & Wit-de Boer, 1991). However, earlier studies did not focus
on how processing unknown words through inferences leads to word-
learning outcomes because the functionality of the lexical inference process
had not yet been elucidated (e.g., Nassaji, 2006; Paribakht & Wesche, 1999;
Wesche & Paribakht, 2009). Given the clear importance of the relationship
between context-based lexical inferences and incidental vocabulary learning,
it 1s meaningful to reveal how second language (L2) learners manage
unknown words, and how context-based lexical inferences work.

Literature Review
Several studies have adopted, adapted, and devised theoretical models of the
lexical inference process in order to predict its success and failure.
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Researchers have employed various research methods to examine the
process of making lexical inferences when reading (Nation & Webb, 2011).
For L2 reading, many studies have used the think-aloud method to verbalize
learners’ thoughts during their attempts to infer the meaning of unknown
words from contexts (de Bot et al., 1997; Hamada, 2011; Huckin & Bloch,
1993; Nassaji, 2006; Paribakht & Wesche, 1999; Wesche & Paribakht, 2009).
The protocols elicited by think-aloud techniques have been a primary focus
for categorizing the types of knowledge sources (i.e., types of previous
knowledge and contextual information from an unknown word as well as the
surrounding contexts) used by L2 learners when inferring the meaning of
new words. These studies have demonstrated that a meaning-oriented cue,
embedded in the same sentence as the target word, is the most important type,
rather than a word-based cue embedded only in an unknown word (e.g.,
Wesche & Paribakht, 2009). For example, L2 learners often rely on syntactic
and contextual information compared to word-form analogy and
morphology to infer the meaning of unknown words (Nassaji, 2006). In
addition, when none or few contextual cues are available in a context, readers
are more likely to fail at making lexical inferences and skip unknown words
without guessing their meaning (Bensoussan & Laufer, 1984; Huckin &
Bloch, 1993; Paribakht & Wesche, 1999). This can result in ineffective
incidental vocabulary learning.

Word skipping may lead to a lack of attention on new word meanings. In the
study of SLA, many researchers have examined the role that attention plays
in language learning. For example, empirical findings by Godfroid, Boers,
and Housen (2013) show that more attention leads to more vocabulary
learning, by indicating that the amount of attention is positively correlated
with eye fixation time on target words. However, their study also indicated
that individual differences considerably affect whether L2 learners pay
attention to unknown words when reading. Recent studies have frequently
employed “input enhancement” (i.e., underlining, bolding, highlighting,
increasing the font size, and providing reading tasks), which can be used to
emphasize target words in order to attract L2 learners’ attention (Horiba &
Fukaya, 2012). Wesche and Paribakht (2000) showed that task-based reading
substantially enhances incidental vocabulary learning.

The effects of context on the process of lexical inferences and learning
outcomes must also be considered. Mondria and Wit-de Boer (1991) showed
that whilst rich contextual information facilitates cognitive processes in
making lexical inferences, it is unable to promote vocabulary development.
This indicates that the high guessability of unknown words reduces learners’
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attention in word processing. For example, consider sentences (a) and (b) by
focusing on the semantic congruity between the contextual information and
the nonword marf borrowed from Borovsky et al. (2010, p. 290):
(a) He tried to put the pieces of the broken plate back together with
marf.
(b) She walked across the large room to Mike’s dirty desk and
returned his marf.

Although both contexts provide informative cues regarding the meaning of
marf, the difference in the semantic congruity of marf between the two
contexts is notable. If marf in sentence (a) represents “glue,” the meaning
seems highly related to the contextual information. However, “glue” as the
meaning of marf has less congruity with the message in sentence (b), because
“something on Mike’s desk™ does not necessarily converge with “glue.”

The degree of semantic congruity between a contextual message and word
meaning is often defined as the strength of a “contextual constraint” (e.g.,
Bolger et al., 2008; Chaffin, Morris, & Seely, 2001; Griffin & Bock, 1998;
Otten & van Berkum, 2008). In sentence (a), the contextual message strongly
constrains the inferable meaning of marf to “glue.” However, marf can be
subject to various interpretations in sentence (b) because the context has a
relatively weak constraint on its possible meaning. Chaffin et al. (2001)
studied the effects of contextual constraints on lexical inference processes
by conducting an experiment in which they manipulated the strength of
contextual constraints. Using eye-tracking measures, Chaffin et al. showed
that when a contextual message strongly constrains the meaning of unknown
words, the processing time of those words does not differ from that of high-
frequency words. Moreover, the readers in their study made regressive eye
movements more frequently when they encountered unknown words under
weak contextual constraints. These results demonstrate that the readers were
sensitive to the strength of the contextual constraints, to the extent that they
were able to integrate the contextual message with the unknown word
meanings for reading comprehension. According to Otten and van Berkum
(2008), a strongly constraining contextual message such as that in sentence
(a) allows readers to anticipate the meaning of an upcoming word such as
marf. Therefore, the word can be processed rapidly in the same manner as
highly familiar words. However, because the facilitated processing of
unknown words may reduce the amount of attention (Godfroid et al., 2013),
contextual information seems to play a paradoxical role between lexical
inference success and subsequent incidental learning.
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In summary, a strong contextual constraint helps L2 learners process
unknown words. However, some previous studies have indicated that
facilitated lexical inferences may not necessarily promote incidental
vocabulary learning because of insufficient attention to new word processing.
Therefore, reading tasks require input enhancements to direct learners’
attention to unknown words.

Overview of This Study

This study examines how the interaction between a task and contextual
constraints affects the amount of attention during the processing of unknown
words when reading. We crossed two levels of contextual constraints and
two task types in a factorial design (Table 1).

Based on Jiang (2012), we collected data on the reading time of contextual
sentences to determine whether the effects of contextual constraints were
present. We then compared the reading times of contextual sentences,
including target words with filler sentences that did not contain any unknown
words. Chaffin et al. (2001) demonstrated that the processing time of
strongly constrained unknown words was as short as that of highly familiar
words, because readers had learned the meaning of unknown words online.
Given such immediate effects of contextual constraints, the participants in
our study were expected to process unknown words such as highly familiar
words by inferring the target word meanings.

Constraint | Contextual sentences Task
Strong He tried to put the pieces of the | Read for
(Inference) | broken plate back together with marf. | recall
Strong He tried to put the pieces of the | Read for
(Inference) | broken plate back together with marf. | comprehension
Weak She walked across the large room to | Read for
(Control) | Mike’s dirty desk and returned his | recall
marf.
Weak She walked across the large room to | Read for
(Control) | Mike’s dirty desk and returned his | comprehension
marf.

Table 1: Sample sets of stimuli

This study also examined how the interaction between task and the strength
of contextual constraints affects lexical inferences and the amount of
attention. Certain think-aloud studies have shown that L2 learners are more
likely to skip unknown words without guessing (e.g., Paribakht & Wesche,
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1999), although past studies rarely controlled the strength of contextual
constraints. Based on Horiba and Fukaya (2012), we prepared two reading
conditions. Participants were asked to read only for comprehension and for
a recall task which manipulated the degree of their attention on target words.
This manipulation was based on the following assumption: If participants are
asked to recall and write down what they read in advance, they must
comprehend and memorize all contextual information including target words
(hereafter +attention conditions). When the recall task functions properly, the
reading time of contextual sentences should be significantly longer,
reflecting the considerable amount of attention learners devote to processing
unknown words.

This study addresses the following: (a) A strong contextual constraint
facilitates the processing of unknown words (hypothesis); and (b) Does a
recall task affect the amount of attention on the processing of unknown
words (research question)?

Method

Participants

The participants in the experiment were 38 Japanese-speaking learners of
English as a foreign language (EFL). All participants were undergraduate
and graduate students majoring in Education, Social Studies, Comparative
Cultures, International Relations, or Linguistics. They had studied English
for more than six years in a formal education setting in Japan.

Materials

The reading material used in the experiment consisted of 16 contextual
sentence pairs created by Griffin and Bock (1998). One sentence in each pair
strongly constrained the possible meaning of a target word, whereas the other
did not; thus, 16 contextual sentence pairs were categorized as inference and
control sentences. Griffin and Bock subsequently validated the strength of
each contextual constraint by using a cloze completion task. It showed that
the inference sentences (e.g., George taught his son to drive a ) were
completed using the highest cloze probability words (e.g., the blank was
most frequently filled in with car): M = .93, SD =.08, Min =.73, Max = 1.00.
However, the same words were low cloze probabilities (e.g., The TV
commercial was for a new ) for the control sentences (e.g., the blank
could be filled in with furniture, household appliances, or car): M = .32, SD
=.16, Min = .05, Max = .58. A target word in the contextual sentence pairs
was inferred using one of 16 English-like nonwords. Some excessively
difficult words in the contextual sentences were replaced with easier
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synonyms in order to prevent lexical difficulties from influencing sentence
processing. In addition, 16-filler sets were adopted from other sentences used
by Griffin and Bock.

Procedure

Each volunteer participated in a single 60-min experimental session. A
computer monitor displayed each contextual sentence in the reading section
on the center of the screen after 1,000-ms fixation crosses. The participants
were told that they could read at their own pace by pressing a button on a
response pad (Cedrus, model: RB-730). We used Super Lab 4.5 for Windows
to record the reading times of each contextual sentence.

To examine whether a recall task instruction directs the learners’ attention to
unknown word processing, we first had the computer randomly display four
inference and four control sentences without a free written recall task
(hereafter, —attention condition). Afterward, the other contextual sentences
were presented with the same task (hereafter, +attention condition); that is,
the participants had previously been instructed to write down what they read
in Japanese. We also randomly inserted a set of 16-filler sentences and we
ensured that all possible combinations of the contextual sentence pairs were
counterbalanced throughout the experiment.

Data Analysis

To examine how the interaction between a task and contextual constraints
affects the processing of unknown words, we conducted two-way analysis of
variance (2 x 3 mixed ANOVA) for a comparison of the reading times among
the conditions. Two factors of Task (+Attention and —Attention) and
Constraint (Inference, Control, and Filler) were within-participants variables.
The reading times for each contextual sentence were converted into the time
spent on each syllable. Qutlier data from one participant were excluded
because the average reading times were above 2.5 standard deviations.

We used a consistent alpha level of .05 throughout the study, and the effects
of marginal significance were considered non-significant. Based on Field
(2005), we applied the Bonferroni adjustment in order to avoid a type-1 error
in all subsequent analyses on any interactions and post-hoc comparisons.

Results

Table 2 shows the overall results of reading time data under each condition.
When the participants encountered the target words under the —attention
condition, each context type seemed to elicit different reading times; for
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example, no difference was apparent in the reading time between the
inference and filler sentences, but the reading of the control sentences
resulted in the longest reading time for all contexts. However, the effects of
the contextual constraints were dissimilar under the +attention condition.
The observed reading time between the inference and control contexts did
not differ, and was longer than that of filler contexts.

—Attention +Attention

Constraint | M 95% ClI SD | M 95% ClI SD
Inference | 612 | [550, 674] | 186 | 899 | [800, 999] | 299
Control 718 | [673,763] | 135 | 907 | [774, 1,039] | 397
Filler 611 | [552,670] | 176 | 748 | [668,827] | 239

Table 2: Means with confidence intervals and standard deviations
of reading times (ms) among conditions (/V = 37)

The statistical analyses corroborated these observations with a significant
interaction between Task and Constraint on reading time, F(2, 72) = 5.09, p
=.009, n* = .023. In addition, the main effects of Task were significant, F(2,
72)=24.79, p<.001,1*=.249, as were those of Constraint, F(2,72)=19.51,
p <.001, n*=.070.

1,000
‘g‘ 800
E 600 O Inference
En 400 O Control
E HE Filler
2 200
0

-Attention +Attention

Figure 1: The mean reading times (ms) of contextual sentences

Figure 1 shows the interaction between Task and Constraint. A subsequent
analysis further demonstrated that a simple main effect of Constraint was
significant both under the —attention condition, F(2, 72) = 10.96, p < .001,
n? = .233; and under the +attention condition, F(2, 72) = 11.69, p <.001, 1?
=.245. Post-hoc comparisons with Bonferroni adjustment showed that under
the —attention condition, the differences in reading time were non-significant
between the inference and filler sentences (p = 1.000), and that the reading
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time of the control sentences was significantly longer than that of inference
sentences (p = .005) and of filler sentences (p = .005). Under the +attention
condition, differences in reading time were non-significant between the
inference and control sentences (p = 1.000), but the reading time of the filler
sentences was the shortest compared with that of inference sentences (p
<.001) and of control sentences (p = .004).

The ANOVA results also revealed a significant simple main effect of Task on
reading time for every sentence type: inference sentences, F(1, 36) = 52.02,
p <.001, n? = .591; control sentences, F(1, 36) = 8.03, p = .008, n*> = .182;
and filler sentences, F(1, 36) = 14.08, p = .001, n?> = .281. These results
indicate that the reading time of contextual sentences was longer when the
participants directed their attention to individual words in the sentences.

Discussion

The reading time data provide evidence that strong contextual constraints
facilitate the processing of unknown words by reducing the amount of
attention required to make context-based lexical inferences. For this study,
we manipulated the strength of contextual constraints and compared three
reading time data sets among sentences that included unknown words (i.e.,
inference and control sentences) and those that did not (i.e., filler sentences).
Although the inference and control sentences shared common target words,
the reading time was significantly different between the two sentence types.
Further, the reading time of the inference sentences was as short as that of
the filler sentences under the —attention condition. This result suggests that
the unknown words in the inference sentences were processed in the same
manner as the known words during reading. Overall, these results are
consistent with the findings of L1 reading studies (Chaftin et al., 2001; Otten
& van Berkum, 2008), which showed that the participants were able to
identify the meaning of the target words at the end of the inference sentences.
This implies that EFL readers could rapidly integrate unknown words into
sentential representations without effortful cognitive processes.

By comparing the effects of the recall task as input enhancements, we obtained
results that demonstrated an increased amount of attention, regardless of the
strength of a contextual constraint. In the control sentences, the reading time
of the contextual sentences was longer under the +attention condition than
under the —attention condition. This result demonstrated that the recall task
allowed L2 learners to concentrate on individual words in a sentence because
they were required to read the contextual sentences for the successive task.
One additional finding shows that L2 learners spent more time processing
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unknown words in the inference sentences under the +attention condition than
under the —attention condition, and no differences in reading time emerged
between the inference and control sentences under the +attention condition.
Consequently, under the +attention condition, the inference and the control
sentences, both of which contained an unknown word, required a longer
processing time compared with the filler contexts without unknown words,
clearly indicating that input enhancements strengthened the processing of
unknown words through lexical inferences.

These findings offer informative implications for L2 lexical inferences and
successive vocabulary learning. However, our study did not provide an
understanding of the entire role of attention when processing unknown words.
The following points warrant future research: an examination of how tasks
and contextual constraints affect learners’ attention in discourse
comprehension beyond a single sentence, and testing to identify reading
conditions that lead to incidental vocabulary acquisition. In addition, eye-
tracking measures should be used when focusing on the processing of only
unknown words (Godfroid et al., 2013). Although we controlled the lexical
difficulty as much as possible to prevent unwanted effects on sentence
processing, some factors related to language processing (e.g., grammatical
knowledge) might have influenced the sentence understanding beyond the
processing of unknown words.

A general implication for second language education is that it is important to
apply the learners’ reading process to practical reading instructions (Grabe,
2009). Most L2 learners feel concerned with the burden of encountering
unknown words in a text and worry about word learning. The findings of this
research imply that teachers should consider the effects of a task and
contextual constraints. Specifically, this study presents empirical data that
demonstrates that the amount of attention increases by input enhancement.
This suggests that teachers can provide task-based reading as input
enhancement in reading instructions when they aim to promote incidental L2
vocabulary learning.
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Introduction

While it is widely argued that vocabulary in a foreign language should be
learnt in context, studies have shown that context-based learning is not very
efficient when compared to translation-based methods. To examine the
effect of a single glossed sentence, Webb (2007) compared contextualised
and decontextualised learning groups, presenting both groups with
translations. As a result, there was no significant overall difference between
the two groups (i.e., translation-only and translation-and-context groups).
The research concluded that a single glossed sentence context may have little
effect on vocabulary knowledge.

On the other hand, according to Hasegawa’s (2013), when learners were
provided with both translation and context, vocabulary gain was affected by
how well they could imagine the described situation in context. However, it
was unclear whether this imageability effect persists in memory or is merely
a short-term tendency. The present study was designed to explore how
context imageablity is important in translation-based learning.

Purpose

A new experiment was conducted to further examine the effect of context
image by comparing three learning conditions under three contexts: (a)
highly imageable context, (b) neutral context, and (c) no context.
Imageability is defined here as ease of evocation of mental imagery by
written or spoken materials (de Groot, 2011). Generally, imageability of
concepts has been found to have a strong effect on ease of word learning
(Ellis & Beaton, 1993). The current study focuses on whether a learner’s use
of imageable and/or neutral context facilitates vocabulary learning when its
translation is explicitly provided.
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Method

For three consecutive weeks, 17 Japanese university students (13 male and
4 female) learned 30 low-frequency English words with their Japanese
translations across the three conditions. They were all beginner-level learners,
but were further divided into a higher-proficiency group (n = 9) and a lower-
proficiency group (n = 8) according to their scores on the vocabulary size
test (Nation & Beglar, 2007; Japanese version).

The properties of the learning materials were carefully controlled. The target
words were nouns and verbs consisting of one or two syllables and word
imageability was not biased, in accordance with the MRC psycholinguistic
database (Coltheart, 1981). For the contexts, which were based on example
sentences from an English—Japanese dictionary (Konishi & Minamide, 2001),
eight graduate and undergraduate students majoring in SLA judged whether
each context was imageable or not. Imageability measures the quality of a
context. Furthermore, according to Hasegawa (2012), it also affects how
likely students are to remember the contextual meaning. In this pilot study,
the eight students rated the ease of imaging for the situation described in each
context. Examples of imageable and non-imageable contexts are shown in
Table 1.

List L2 L1 | Example sentence

A (Imageable) | rite | f%= | The festival comes from an ancient rite.
B (Neutral) zeal | 27 | They prepared for it with zeal.

C (No context) | proxy | fQHE

Table 1: Example items for each of the three learning lists

In the experimental session, students took a pretest to confirm that they were
unfamiliar with the target words. Next, they were given five minutes to learn
three 10-word lists. Each list belonged to one of the following three
categories: (a) highly imageable context (List A), (b) neutral context (List
B), and (c) no context (List C; see Table 1). The participants were asked to
recall the meanings of the words immediately after learning them and again
a week later.

Results

The results of the immediate and delayed post-tests showed differences
among the conditions. Namely, translation-based learning with no context
was more immediately effective than the other two conditions while the
contextualised method using imageable contexts showed the greatest
delayed effectiveness (see Figures 1 and 2). In contrast to the results for the
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Imageable contexts, retention in the neutral context condition was as poor as
in the no context condition.

Although the differences were not dramatic, the results shown in the graphs
suggest that the effect of context imageability might be larger in delayed
performance, especially among the higher-proficiency group. The results can
be explained in terms of how learners process contexts. When higher-level
beginners are provided with imageable contexts, they might be able to
process the context information more deeply and consider what is described
in the contexts more thoroughly.
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Figure 1: Immediate test results
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Figure 2: Delayed test results

Conclusion

The current study suggests that translation is a source of prompt learning. In
contrast, the effects of translation-based vocabulary learning are maximised
in the longer term, as learners come to better understand how the meaning is
realised in context. Given the results from the present study, the term
translation-based seems rather ambiguous. Although this type of learning is
always based on translations, one may argue that learners do not always
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experience a mental process of translating. It could be argued that the
combination of the higher-proficiency learners and a learning condition that
uses imageable contexts makes the most suitable situation for the mental
translation in this study. In Cook’s (2010) words, teachers should train
students to use translation as a process rather than a product. For their part,
students should compare translations and contexts to understand how word
meanings are contextualised.
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While a great deal of research has been conducted into the characteristics of
Japanese learners’ EFL learning motivation, little inquiry has been directed
toward how particular curricular interventions can influence and affect
learners’ motivational states. One area which holds significant potential, and
which instructors have some degree of control over, is the content of
instruction. Instructional content, particularly instructional materials, has
been identified as having potentially motivating and demotivating influences
on language learners (Chambers, 1998, Falout & Maruyama, 2004; Gorham
& Millete, 1997; Peacock, 1997). The demonstrated importance of this
classroom variable suggests that its ehnancement might provide a possible
direction for instructors seeking to improve motivational engagement in
learners.

It is particularly difficult for educators to find instructional materials that are
consistently motivating and effective. The recent development and
expansion of graded readers series and extensive reading (ER) resources, and
the plethora of research that has accompanied their increased use (see Day
& Bramford, 1998 and Krashen, 2004 for summaries), have rendered these
materials and approaches reliable and proven options for foreign language
(FL) instruction. The use of graded readers in extensive reading
environments has demonstrated that they not only improve learners’ reading
speed and proficiency (Bell, 2001; Constantino, 1995; de Morgado, 2009),
but are also an efficient means for implicit acquisition of vocabulary and
grammar structures (Horst, 2005; Horst, Cobb, & Meara, 1998; Waring,
2009; Webb, 2005). In addition to these language learning outcomes,
learners’ attitudes towards, and degree of enjoyment and interest in, reading
have been shown to improve when using these materials and approaches (Al-
Homoud & Schmitt, 2009; Cho, & Krashen, 2001; Dupuy, 1997). Similar
positive results have been observed with Japanese learners using graded
readers and taking part in extensive reading programs (Critchley, 1998;
Hayashi, 1999; Iwahori, 2008; Powell; 2005; Tanaka & Stapleton, 2007).
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In addition to the benefits discussed above, ER has also been identified as

contributing to motivation in learners (Brantmeier, 2005; Elley 1991; Gee,

1999; Grabe, 1991). Elly (1991) reported that motivation appeared to

accompany improvement in reading proficiency and attitudes in “book flood”
programs in Fiji. She observed that an increase in intrinsic motivation

appeared to stem from learners’ experiences selecting and sharing picture

books with others. A high state of intrinsic motivation, or “flow”, was also

observed in readers by McQuillan and Conde (1996), who reported that texts

that were perceived to be interesting, or to have personal or intellectual value,

were particularly effective in promoting optimal engagement in learners. In

a study expressly examining the motivational and attitudinal impact of

extensive readers in Tunisian EFL students, Maamouri Ghrib (2003)

revealed that ER was particularly effective in initiating motivation in learners.
However, the interest value of reading resources and program structure were

important factors in sustaining motivation over an extended period of time.

In a more recent study, Arnold (2009) observed motivation accompanying

an increase in confidence in learners reading in a modified ER program.

Interviews with readers participating in the study revealed that some became

motivated to read independently. A similar outcome, with ER affecting

learners positively in terms of autonomous learning, was revealed in

Hitosugi and Day’s (2004) examination of FL learners in the United States.

Similarly, extensive reading has also been demonstrated to positively affect

language learning motivation in Japanese EFL students (Heal, 1998; Nishino,
2007; Nishizawa, Yoshioka & Fukuda, 2010; Yamashita, 2007).

Study overview

The demonstrated value of ER in improving reading proficiency and
promoting learner motivation resulted in it being selected in a modified form
for trial in an EFL reading course at an engineering university in Japan. The
target population of engineering majors has been described as “reluctant”
toward FL learning (Nishizawa, Yoshioka & Fukuda, 2010), and would
therefore potentially benefit from more motivationally stimulating curricular
content. The trial course was structured around the use of graded readers in
conjunction with the Moodle Reader Module; an optional add-on to the
open-source Moodle course management system. In this semester-long trial
reading class, students were required to check graded readers out of the
school library and then take weekly quizzes in the school’s computer lab.
Students were evaluated on the total number of words read from quizzes that
were successfully passed. The present study describes the results of a formal
retrospective evaluation of the materials and course design used. It was
hoped that this formal evaluation would provide insights into the value of
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such a program, and into how it might be improved in the future. The
following research questions are reflective of these overall goals:

RQ1: How did the use of graded readers and the online evaluation system
affect learner motivation?

RQ2: How did learners generally perceive the use of graded readers and
the online evaluation system?

RQ3: How did the characteristics of specific graded readers affect their
appeal to students?

Methods

Data collection and analysis

Data collection for this study was carried out with a questionnaire comprised
of an adapted version of Keller’s (2010) Instructional Materials Motivational
Survey and additional open-ended items. The IMMS was originally designed
to measure attitudes, relevance, confidence, and satisfaction components of
instructional materials according to Keller’s ARCS model of motivation.
The questionnaire designed for the current study retained the four main
variables of the original IMMS, but the items were rewritten and scales
adjusted to better assess the specific characteristics of graded readers and the
online evaluation system. This adapted version of the IMMS was piloted
with a sample of thirty (n=30) students. Cronbach’s Alpha for each scale
indicated good internal reliability (Confidence: o=.75, Attention: o=.76 ;
Relevance: a=.78; Satisfaction: a#=.81). The questionnaire was administered
in the final week of a fifteen-week semester and required approximately ten
minutes to complete. A total of 230 questionnaires were collected, of which
219 (N=219) were retained for analysis. IMMS results were then entered into
Predictive Analytics Software (PASW) version 18 to derive descriptive and
inferential statistics. Open-ended item responses were translated into English,
and responses to each item were coded and separated into themes. Following
first round coding, themes were revised and re-organized with input from a
colleague.

Participants

All participants were second-year Japanese engineering majors with
specialties in chemical and mechanical engineering. A total of 230 (n=230)
students filled out questionnaires, although the data represents responses
from 219 (N=219) completed questionnaires. The participants were of mixed
English ability, although the majority were at a low-intermediate reading
level.
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Results

IMMS results

Results of the IMMS indicated positive overall endorsement of the four
scales used in the questionnaire. The most highly endorsed scale was
Satisfaction (SAT), with a mean of 3.41 derived from the five-point Likert
scale items. This was followed by Confidence (CON) (M=3.32), Attention
(ATT) (M=3.29) and Relevance (REL) (M=3.20). The Cronbach’s alpha for
each scale (CON a=.66; ATT: a=3.29; REL: a=.78 and SAT: a=.79)
indicated good internal reliability for each. While SAT was the most highly
endorsed overall, its average endorsement of 2.86 to 3.86 indicates a range
of variability in responses.

n of n a m min | max | range | variance
items
CON 7 219 | 667 | 3.32 | 3.04 | 3.61 | .571 .053
ATT 10 219 | .807 | 3.29 | 3.04 | 3.61 | .580 044
REL 7 219 | 784 | 3.20 | 2.71 | 3.45 | 744 .056
SAT 6 219 | 792 | 3.41 | 2.86 | 3.83 | .968 143

Table 1: Graded reader IMMS scale summary

The direction and strength of relationships between scales was investigated
using Pearson product-moment correlation coefficient. Results indicated
positive correlations between all scales (Table 2), with correlations falling
between the r=.50 to r=1.0 range being indicative of a strong positive
relationship (Cohen, 1988). These findings reflect the high correlational
relationships between IMMS scales observed in other studies (Keller, 2010).

1 2 3 4
1. SAT --| .640**| .713**| .573**
2. REL - | J74** | 591**
3.ATT - | /33**
4. CON --

Table 2: Pearson product-moment correlation between GR-IMMS scales
**p<.001(2-tailed)

Open-ended item results: Overall impressions of graded readers

The first open-ended question was: “How did you feel about using graded
readers?” A total of 196 responses were received for this item. The majority
of responses were positive (74%: n=149), while 27, or 13.7%, were negative.
The remainder of responses were either mixed (n=12: 6.1%), with students
expressing mixed positive and negative feelings, or ambivalent (n=8: 4%),
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with such participants expressing that they had no particular feelings
regarding using graded readers.

The overwhelmingly positive results produced a number of specific reasons
why graded readers and the online reading course were perceived positively
by learners (see Table 3). The three most frequently cited reasons for positive
endorsement were: the self-perceived level of improvement students
experienced (n=22), the selectivity aspect of the course (n=21), and the
overall enjoyment of the experience (n=21).

There were comparatively fewer negative responses (N=27) to the first item.
The most frequent negative responses came from those who found the graded
readers difficult (n=15), those who did not like the class style (n=7), and
those who stated having no interest in, or disliked, studying English (n=5).

Positive n=149
Improvement n=22
level choice n=21
enjoyment: n=21
confidence: n=18
novelty n=14
personal transformation n=13
learning appeal n=12
class style n=10
promote specific skills n=8

opportunity n=8

other positive responses n=22
Negative n=27
difficult n=15
didn’t like class styles n=7

no interest in, don’t like, English n=5
Table 3: Open-ended item 1: Summary of positive & negative responses

Open-ended item results: Preferred graded reader types

The second open-ended item asked students which types of books they
preferred using. Participants identified readers they liked according to their
particular content features, genre, structural or lay-out characteristics, and
publisher type or series. The responses to this item are summarized in Table
4,
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