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A Case Docilmentation of English Instruction at the
Elementary School Level: The Cross-Cultural Impact of
Native Speaker Teachers

Abstract
This case report documents the process of planning and implementing
English instruction from grade two to grade six in all elementary
schools in a city in Taiwan, ROC. Native English-speaking teachers
were recruited to co-teach with local teachers. This article documents
the process from the perspective of a planning committee member and
an English teacher educator. The case was directed and evaluated by the
city Educational Bureau, who appointed a private language institute to
run the entire program. Schools in this case used textbooks for 5th and
~6th graders approved by the Ministry of Education but compiled their
own teaching materials for 2nd to 4th graders. This ethnographic report
includes information on the planning meetings, on-site teaching
observations, interviews with all parties involved, and initial formative
evaluation, and makes interpretations based on the author’s participant
observation. The report emphasizes the social impact of implementing
English instruction, discusses the cross-cultural impact of native
speakers on the school culture, parents, local teachers, students, and

administrators, and ends with reflections and suggestions.
Key Words: elementary school English instruction, ethnographic report,

native speaking teachers, cross-cultural impact,
co-teaching
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A Collaborative Tale with
Two Taiwanese EFL College Groups

Feng-Ming Chi
National Chung Cheng University

Abstract

The purpose of this st_udy was to investigate how two groups of Taiwanese EFL
college students engaged in debate as collaborative inquiry. The debate required
participants not only to take critical stances but also to cooperate in solving problems
of social concern. Sixteen Taiwanese college students, divided into four groups,
participated in this research. This paper focuses on two of the four groups. Learning
logs, sem.i-structured oral interviews and open-ended questionnaires were used to
gather data. The topical unit was first used to categorize the data. The relevant units
were then grouped together as a perspective, which reflected a common or a
recurring pattern. Then comparafive content analysis was finally used to interpret the
data. Three perspectives influencing the success or failure of collaborative learning
are presented in this paper. They include: linguistic competence, learning attitudes
and gender differences. The results indicate that sharing, understanding and mutual
support are crucial to a successful collaboration. Failure in collaboration involves
faulty interdependent relationships, lack of altruism, and lack of learning motivation.
Gender differences toward the concept of arguments and disagreements also play a

role. Some pedagogical implications are suggested for ESL/EFL classroom use.

Key Words: collaboration, learning logs, semi-structured oral interview,

linguistic competence, gender differences

INTRODUCTION

In recent years, collaborative learning has become a valuable instructional
practice, but what is meant by the term “collaborative learning” has not been carefully
defined. The term applies to any pedagogical theory or method that involves using
groups, from free group discussion to teaching close observation to adults, to highly
structured systems for organizing students into teams which have their progress
- regularly charted in order to earn rewards for their achievements (Gaillet, 1994,
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Goerss, 1996; Smit, 1994). Nunan (1992), using a more practical language, defines
collaborative learning as a way to encourage students to work together to achieve
common learning goals. In this sense, collaborative learning stands in contrast to
competitive learning. Yet, collaboration and competition certainly can co-exist in the
same classroom. For example, learners can work collaboratively with each other in a
small group, and simultaneously work competitively against other groups.

A growing body of research has supported the use of collaboration to enhance
the development of higher thinking, increase learning and promote prosocial behavior.
Researchers such as, Johnson & Johnson (1989/1990), Kletzien & Baloche (1994),
and Swafford (1995) provide in-depth reviews of research in which they conclude that
collaborative learning tasks in small groups enhance students’ academic achievement,
self-esteem, relationships with students of different ethnic backgrounds, and positive
attitudes toward school. Recent empirical work in literacy instruction has also
supported theoretically motivated arguments in favor of collaborative learning. In two
investigations-into the efficacy of collaborative approaches to reading and writing
instruction in third- and fourth-grade classrooms, Stevens, Madden, Alavin and
Farnish (1987) found that students working in collaborative groups significantly
outperformed those receiving traditional instruction on standardized measures of
reading comprehension.

Vygotsky (1978), in a similar vein, asserted that social interaction is essential for
the development of cognition, learning, and knowledge. He wrote that students must
interact with a person who is more expert than themselves (be it an adult or a peer) in
order to go beyond their current level of development, since this expert provides
support or a scaffold so that learning may occur. That is, social interactions among
students help them explore, clarify, and internalize concepts that are difficult to learn.

However, Adamson (1993) and Johnson (1995) have presented cases from Asian
countries, Vietnam and Taiwan respectively, suggesting that appropriate norms of
classroom communication and the roles of teachers and of students are based upon
prior experiences. Both studies who were described used a socio-cultural point of
view to characterize the students, as avoiding group interaction as a source of learning
because they have greater respect for the “authoritative voice” of the teacher. In fact,
throughout the Taiwanese educational system, there is little student-student
interaction. Instead, competition in Taiwan is strongly reinforced by the educational
establishment. Students are often pitted against each other to gain approval, attention,
and grades in all subject areas, including English language learning (4 /8.8, 1996).
Although competition might sometimes result in a positive desire to improve and do
better than other people, more often it results in debilitating anxiety, inadequacy, guilt,
hostility, withdrawal, fear of failure, and an unhealthy desire for external approval.
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Thus, to promote collaborative learning, either inside or outside the classroom, it
might be necessary to help learners confront--and possibly modify--their culturally

- defined attitudes toward collaboration and competition.

DEBATE AS COLLABORATIVE INQUIRY

Student-student interaction in second language classrooms can create
opportunities for students to participate in less structured and more spontaneous
language use, négotiate meaning, self-select when to participate, control the topic of
discussion, and most importantly, draw on their own prior knowledge and interaction
competencies to actively communicate with others (%824, 1998). Moreover, since
student-student interaction provides a more meaningful social-environment for
promoting language use than traditional teacher-directed instruction (Peterson & Eeds,
1990), student-student interaction in second language classrooms can increase
students’ opportunities to use language for second language acquisition. While debate
is usually thought to be a highly competitive activity, the process of preparing for
debate involves shared inquiry. Each group of learners is involved in debate by giving
full consideration to the ideas of others, to weigh the merits of opposing arguments,
and to modify their initial opinions of the evidence. Moreover, debate can also foster
both the flexibility of mind to consider problems from many different angles and the
discipline to analyze ideas critically (47 3%, 1993; %88, 2000). Thus debate
functions as a collaborative inquiry in which students’ linguistic ability is improved,
their learning experiences are enhanced, and their attitudes toward learning motivation
are improved, promoting for further learning.

Properly executed, collaborative practices may constitute an effective pedagogy;
but to be certain, we need a great deal more evidence--evidence clearly rooted in
classroom research and consistent appropriate theory, and tightly reasoned and
documented by the most suitable methods. That is, we need to know more about
exactly what produces effective learning in collaborative pedagogy. The collaborative
inquiry project I describe here offers students an experience that allows them to
transcend the limits of their personal knowledge while learning how to work in groups.
Thus, of four groups, I chose two that reflected problems students typically encounter
as they work in groups. One group involved students who successfully collaborated,
whereas the other failed in the process of preparing the debate.

THE STUDY

Research Setting and Participants ,
The research setting for this paper was located at National Chung Cheng
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University (NCCU). NCCU is a 9,000-student national university located in
Ming-shiung, Chia-yi, Taiwan. In order to be accepted by this university, students are
required to pass a competitive national joint entrance examination. Sixteen Taiwanese
EFL college students, six males and ten females, participated in this research. They
were divided into four groups and participants were given opportunities to select their
group members. Allowing students to select their own groups gave them the freedom
to choose groups in which they felt comfortable. One of the students was a Chinese
major, another was a double major in Economics as well as in English, and the rest
were all English majors. All the students were taking Freshman Oral Training as a
required course with the author of this paper as their instructor when this study was
conducted. All participants were informed of the research to be conducted before they
formally registered for this course. In the current study, two out of four groups were
selected on the basis of their different ways of managing group collaboration in the
process of preparing for the debate task. Group A consisted of Lynn, Pamela, Annie,
and Forest, whereas Group B included Lisa, Stacy, Julia, and Helen (all pseudonyms).

Data Collection Procedures

The sixteen Taiwanese EFL college students were divided into four groups and
participants were given opportunities to select their group members. Three types of
data were used for this paper: learning logs, semi-structured oral interviews and
open-ended questionnaires.

Learning logs

At the beginning of the semester, the students were invited to write responses in
a journal form to any reading materials, group work, and class discussion, with
reference to the issues on debate topics. They were requested to write at least one
journal entry per week. They were also informed that the purpose of the journal
writing was communication and reflection and for that reason the journals would not
be corrected. As for grading, I, as a teacher and researcher, informed the class that the
minimum credit would be awarded to any student who submitted the 'joumal on time,
and maximum credit would be based on the quality and quantity of journal writing. I
would read the journals and respond to the content of the students’ writing as if
responding to a letter from a friend. No correction or suggestions about the quality of
the writing or even about the content or ideas were made.

Semi-structured oral interviews
Each participant was interviewed at least twice during the research and was

allowed to select a suitable schedule at his/her convenience. The semi-structured oral
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interview, related to how students responded to their preparations for the debate, to
peers, and to class discussion, was conducted with each participant. Usually the
- interview took place before or right after the debate was finished. In order to make
participants feel comfortable with the interviews, a conversational and semi-structured
oral interview was conducted. That is, a list of questions was prepared in advance,
which served as a guideline in the interview process. The semi-structured interview
questions are listed in Appendix A. In order to enable participants to verbalize
sensitive and critical issues, the interviews were conducted by two research associates;
each interview generally lasted 15-25 minutes and participants were free to use either
English or Chinese in their responses. The interviews were audio tape-recorded and

transcribed verbatim by two research associates (the interviewers).

Open-ended questionnaires

An open-ended questionnaire was conducted when the debate task was finished.
This questionnaire served as an overall evaluation of the debate as an oral activity in
the English class setting.

The three types of data were keyed into computer. In this paper, only the
responses relevant to the three -perspectives centering on the debate task as

collaborative inquiry are included.

Data Analysis Procedures

As for data analysis, the topical unit was first used to categorize participants’
learning logs. Each paragraph was coded and analyzed as a topical unit. Topical units
that reflected a common or recurring pattern were organized as a theme. Next, the
relevant units were moved and grouped together and then organized into a theme. As a
result, three themes were generated, and they are leadership, collaboration, and
problems and solutions. The theme of collaboration presented in the current study was
further classified into three perspectives for detailed discussion of how Taiwanese
EFL college students used the debate task as a collaborative activity. These
perspectives include linguistic competence, learning attitudes, and gendér differences.

As for the oral interview data and the open-ended questionnaires, data relevant

to the theme was first underlined and coded and then moved to the relevant themes for
data analysis and triangulation. The data referrihg to the debate task as collaborative
learning was further analyzed, grouped and moved to the relevant perspectives for
detailed discussion and interpretation.

Credibility
Two steps were taken to ensufe the credibility of the data analysis and
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interpretation: member checking and peer debriefing. Member checking is a technique
by which data is validated by participants (Lincoln & Guba, 1985; Silverman, 1993).
Participants were given the transcriptions of the three types of data. They were asked
to check the transcriptions and make any changes in the margins when they
recognized an inappropriate transcription. In addition, in order to obtain a picture as
unbiased and as complete as possible, I discussed the data analysis with the
participants of both groups. Any data which produced disagreement between us was
dropped from the data pool. Thus, data interpretations and member checking in this
sense sometimes occurred simultaneously.

Peer debriefing is a process in which the researcher collaboratively discusses
data analysis with a peer or a group of peers (Lincoln & Guba, 1985; Silverman,
1993). In order to ensure the credibility of the analysis, the transcripts were first coded
by this author, and then by two EFL teachers. I discussed the coding system with these
two EFL teachers and provided four or five samples of each perspective. Any
discrepancies -were discussed and resolved. Any data that produced disagreement
between us was dropped from the data pool: After long conversations and negotiations,
the inter-coding agreements eventually reached were 81% and 84% between this
author and the two EFL instructors, with a rate of 83% between the two EFL

instructors themselves.

RESULT AND DISCUSSION

Three perspectives emerged from the data analysis on collaborative learning:
linguistic competence, learning attitudes, and gender differences. The discussion of
the three perspectives should not be construed as representing a series of necessarily
separate entities. The separation of these perspectives in the following discussion is,
then, reflective more of my rhetorical needs than of the natural processes participants
go through.

Linguistic Competence

The participants’ linguistic competence surfaced as an interestirig phenomenon,
and as a result became a strong influence on group collaboration in the process of
preparing for the debate task. The participants’ linguistic competence played a crucial
role in the debate, since participants were required to verbalize their thoughts in
English. Of the participants, Lisa in Group B was one of the few students who was
able to fluently express her opinions in English. Her linguistic competence in English
was proficient enough to allow her to fully verbalize critical thoughts, whereas her
peers were usually incapable of doing so. Unfortunately, possibly due to the wide
variation of linguistic competence within that group, learning tension and anxiety
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quickly developed and students even became hostile to one another. They claimed
. errors had been committed by group members, blamed each other for problems, and
. swore at each other. As a result, some other more serious problems gradually came
into existence. The following examples illustrate how the members in Group B

responded to their linguistic differences as an issue in the process of collaboration.

In her learning logs, Lisa commented:
I don‘t think I can learn anything from my peers. I can‘t tolerate them
any more and their ideas are so innocent. My peers always just listened to
me without any responses. All what I did in my group was ‘giving’ but

took nothing back from them [her group members].

Stacy reinforced this evaluation:
Well, Lisa‘s English is so much better than ours and her ways of thinking
are keen and sharp. Besides, she was always well-prepared. Lisa not only
well-organized what she read but also copied her notes for us. However,

some of us did not appreciate what she has done for us. ...

- However, Julia in an oral interview complained that
It is a pressure to work with Lisa. She expected us to work as much
as she did but it‘s impossible. I had a part-time job.

Helen, too, felt the gap between her own linguistic competence and Lisa‘s:
Lisa‘s English is really excellent. She is the best one in our class.
She uses English all the time in class with the professors. So, she
did not have to spend much time on thinking about what to say and
how to express her ideas in English; for me, I can‘t do this. My
English is poor, especially my oral speaking ability. I have to spend
time on thinking and thinking. Although my English is not as good

as Lisa‘s, but I am learning.

Later, on her learning logs, Stacy commented:
I think our English ability was important for the first two weeks when
we just started preparing our debate topic. Afterwards, Helen and I tried
my best to read, write and think. I think we have been making progress.

From these examples, it is obvious that Lisa was not welcome by her group members
due to her proficient linguistic competence. In fact, some members in Group B were
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irritated by what they saw as Lisa’s pride and arrogance, not by her proficiency in
English. Helen and Stacy both believed that linguistic competence was the major
problem for the first two weeks, since Lisa was able to verbalize her thoughts so
quickly and fluently in English. Afterwards, however, they both said that the more
materials they read, the better they were able to express their opinions in English. In
fact, Lisa herself, later on, also found her linguistic proficiency had created group
tension and conflicts, so she attempted to ease group tension by changing her own
attitudes but these attempts were in vain since other more serious problems has begun
to surface that did serious damage to the whole group. Those problems emerged from
a personality conflict between Lisa and Julia.

Lisa referred to it in her questionnaire:
I appreciate Stacy for her suggestions. She suggested that
I should ask more questions instead of providing my opinions
directly. But, I was always annoyed by Julia‘s learning attitudes.

Helen, too, noted the rift in her questionnaire:
I think our group has been too much annoyed by the conflicts between
Julia and Lisa. At the beginning, we worried about our linguistic
competence which is not good enough to express our thoughts and later we
were bothered by Julia’s attitudes. I wish we could reduce our emotional

responses to each other and focus more on our group discussion.

Unlike Group B, in Group A, Forest, who was viewed as a role model by his peers,
was influential in shaping the nature of collaboration in his group, yet even he
confessed having to overcome his linguistic deficiency and barriers in English with
assistance from his peers.

He confessed with characteristic modesty in his questionnaire:
My English is so poor that I like to discuss with my group members.
They really helped me better understand the reading materials.
Also, the group discussion helped me remember the materials better
and think more critically.

In her questionnaire, Pamela also commented:
I don’t see whose English in our group is really outstanding. Probably that’s
why we all had to collaborate each other. In fact, I feel I relied on my group
discussior: a lot. Forest even requested us to discuss in English when we met
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for group discussion. We all agreed. With this informal practice, my oral
ability has been improved a lot. At least, I am not that afraid to speak in
English.

Again in his oral interview, Forest said:

I don‘t think I am that good. I simply felt that the resources that I got
could be used by as many people as possible. Even if my classmates got
my materials, they still had to spend time reading and “digesting” them.
No matter how excellent the materials that I got, we had to spend time
reading, organizing, analyzing, synthesizing, and even thinking about
them; otherwise, the materials would be just as useless as piles of trashes.
I should have appreciated my group members, too. When they finished
reading the materials, they would come over to discuss with me, and
sometimes I found

I misread or misunderstood the materials. I did learn a lot from my group

members, too.

Obviously, Forest also viewed discussion as an opportunity to clarify his own
understanding of the reading materials. A willingness to respect each other‘s
perspectives undoubtedly established an environment safe for discussing provocative
materials. Other students claimed that accepting multiple perspectives was crucial in
the process of preparing for the debate. |

For both Lisa in Group B and Forest in Group A, the paradox of collaboration is
that through the process of interacting with others, individuals rediscover their selves.
A comment by a student in Swafford’s study (1995) comes to mind, “Collaboration,
that participant suggested, involves the loss of individualism, but it results in the gain
of the individual. The paradox of collaboration also contains its promise” (p. 629). For
this student, collaboration allows for a “fusion of horizons” that results in an
enlargement of one‘s perspective, what we call a more “complicated understanding.”
If collaboration is to provide a way for students to negotiate multiple (and often
contradictory) positions, it must involve two recursive moves: a dialectical encounter

with an “other” (a person or idea) and a reflexive engagement with the self.

Learning Attitudes

Collaboration is a valuable part of classroom learning, since collaborative inquiry
suggests one way to mend the opposition between self and other because it involves
both a public encounter with an “other” and a reflexive encounter with the “self.”
As the group members establish their ec uilibrium, they will not return to their original
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intellectual positions, individually or collectively. Such situations can be obviously

seen among the members of Group A.

In her learning logs, Lynn, a member of Group A, noted:
I appreciated Forest’s generous sharing. He not only shared the resources
he got from the library but also taught me how to use the library. Sometimes,
I felt guilty so as not to use his materials, but he always said ‘No problem!

Go ahead and use them.’

Later, she added:
Forest is really nice. One thing I admired him most was that he never
complained about how much he had done for our group. He was the
only person in our group who got everything prepared and organized
before our group met together. He even taught us how to make clear
summary’and write down the outline on the card so that our group was

able to perform excellently on the debate contest.

This generosity became a characteristic of their discussion behavior, too. Another
member, Annie, remembered that:
My group cooperated very well, I think. Once we had any problem or
opinion about the topic or other peer’s idea, we often talked about it together.

Almost, every one of us did best to make our positions in the debate stronger.

The member of Group A succeeded in locating a common ground within the group
itself so that their differences did not appear as overwhelming later. They were able to
initially establish some basis for solidarity through shared purposes and experiences.
In fact, the key to establishing group solidarity as well as moving the group forward
was their mutual communication; continual talk kept the whole group immersed in
creating a foundation for openness, trust and receptivity. As trust was built, the
deferential politeness strategies that some Students may depend on became less
important, and that, in turn, enabled freer interactions to take place. Moreover, the
members in Group A viewed shared inquiry as an art that fostered both the flexibility
of mind to consider problems from many different angles and the discipline to analyze
ideas critically. Collaboration promoted their learning attitudes, enhanced their
learning experiences, and motivated them to inquire further.

For Group B, on the other hand, collaboration became much harder since

differences created disruption and curtailed rather than invited group communication.
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Stacy, from Group B, lamented that:
Some of my group members didn’t care about the debate and she was
always late for the group discussion so that it was very difficult for us to
cooperate successfully. I don’t know how to help my group.

Helen specified who this uncooperative member was:
Julia was working as a part timer in the cafeteria so she wasn‘t able to
make time for any preparation. I was sometimes influenced by her poor
attitudes. She was late for our group discussion all the time and sometimes

she even did not show up. Our energy has spent waiting for her to show up.

Lisa saw the problem as broader than just Julia’s tardiness:
I couldn‘t cooperate with my group members very well. I felt I was wasting
time when I discussed with them. When we met, some of my group
members didn’t prepare. We always spent a lot of time on deciding what we
were supposed to discuss. By the ttme when we were about to discuss, we
all ran out of time. Much worse, some of them simply came over to gain

something from the group members. I was so upset.

The problem polarized group membership, creating pairs of students against each
other. Stacy commented that:
Our group attitudes toward debate sometimes really made me. feel ﬁpset.
Some group member was absent due to personal events. Her attitudes had
become bad influence on us. Finally, like Lisa, I felt so frustrated and

disappointed.

The participants in Group B became frustrated and upset with their group work
because they did not know how to persuade their under achieving participant Julia to
get involved and also because they did not know how to draw that person into group
membership. As a result, the collaborative learning in Group B was not at all
productive. Likewise, they also did not know how to persuade participant Lisa to
listen to others. Neither did most participants in Group B know how to deal with
people who consistently a excuses for not doing their share of the work, nor did they
know how to deal with those who overparticipated. In sum, group agreement does not
necessarily signal consensus; rather, agreement can be used as a critical instrument to
open gaps in conversation through which differences may emerge. Group B was never
able to achieve agreement during the process of collaboration. Group A, on the other
hand, fostered a sense of positive interdependence and mutual support.
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Gender Differences

Descriptions of gender differences in talk characterize females’ discussions with
each other as more interactive, more concerned about consensus, more willing to
consider others’ opinions, more prone to question, and more likely to consult authority
to settle disagreements. Furthermore, research indicates that girls do not play an active
role in mixed groups, therefore the educational benefits derived from mixed groups
tend to go to boys. Some researchers such as Tannen (1990; 1996) believe that the
tendency for bdys to achieve more than girls may be a result of such increased
opportunities to engage in academic activities.

Group B seemed to violate such previous research finding in which female
became more active when placed in same-sex groups and engaged more often in a
wide range of verbal interactions. Collaborative learning, for Group B, seems to have
created a dilemma. On the one hand, the group unleashed irreconcilable differences in
assumptions, values, and points of view; on the other hand, the emphasis on achieving
consensus resulted in unnecessary peer pressure to conform to what the group decides.
Of course, the goal is a proper balance between individual differences and group
consensus, but given the tension inherent in the collaborative method, it seems
excessive based on Group B’s behavior to claim that it is intrinsically better than other

pedagogical techniques in achieving a change in values.

Lisa, from Group B, wrote:
My group members were very polite, so much polite and careful that
I strongly feel that they would not hurt anybody. In order to maintain
our friendship, we were afraid to be against each other, not to mention
to bring up any critical opinions.

Later, she noted:
I felt so frustrated that I hardly brought up any of my disagreements in
the process of group discussion.. I didn‘t think we were preparing for

how to debate. All what we did in the discussion was to talk politely.

Stacy, noticed the same behavior:
I think our group did not cooperate very well, not only because we were
not familiar with each other, but also because we dared not express our
opinions freely. I attended Lynn‘s group (Group A) discussion once.
I was amazed with the ways how they talked to each other open-mindedly
and freely. For girls, we have to establish our personal relationships before

- we start cur academic talks. No wonder Lisa complained all the time about
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our group collaboration. My feelings were very similar to hers but I could
do nothing. This is what girls usually do in group discussion.

Forest saw the same problem in his group:
I felt girls are more sensitive to the personal relationships. It is more
difficult for them than for me as a boy to participate in the debate activity.
At the beginning, our group members were so nice to each other. I was

]
i
§
!

impatient and told them that we should have focused on our discussion and

how to persuade our opponents; that is, we want to win the debate contest.

Pamela, a member of Forest’s group, found that the group could get beyond politeness
without loss of respect for each other:
I hated debate at the beginning since I did not know how to express my
disagreement to my female peers. From my past experience, I personally
do not like to chat with girls because they are so obsessed with “sweet
words and nice attitudes.” These feelings made me feel uneasy to talk
with them. I have a lot of male friends and enjoy talking with them.
Gradually, I felt my peers only cared about my opinions. Even we had
arguments in my group, we still felt all right with each other. The
experience with my female peers this time was really different from my

previous ones.

Annie confirmed that estimation:
It‘s painful for us to get along together in the beginning. I did not like to
argue with my group members since they were all my classmates. I am
afraid they might be hurt by my statements. But, little by little, I felt all
right and my group members did not seem to take my disagreements
personally. I really enjoyed the group discussion. In the end, we have

become good friends.

Clearly, some female participants in both Group A and Group B were trapped into the
so-called “ good girl‘s complex”, in which a harmonious social relationship is the
primary concern, so they tried their best to mitigate their group conflicts/
disagreements by compromise and evasion. Obviously, to many female participants,
group disagreement is not viewed as a path to clearer communication or a means by
which to negotiate ideas, or even as a position to take; rather, it is seen as opposite to
the female virtue of maintaining a harmonious atmosphere. As a result, girls are

judged and judge themselves to be virtuous when they are silent or refuse to take a

33

40



BB B English Teaching o Learning
27.1 (July 2002)

stand on an issue.

Fortunately, some girls, especially those in Group A, found that with group
support and encouragement they could view group work as a way to converse and
negotiate, a means by which they could seek and give confirmation, and even to reach
consensus. Group A saw their collaboration not as a matter of individual performance
but as a “partnership in performance.” Group B, however, in order to maintain their

friendship, avoided conversation.

CONCLUSION

Results from the current study indicate that sharing, understanding and mutual
support are crucial to successful collaboration, whereas failure in collaboration like
group B involves faulty interdependent relationships, personality conflicts, lack of
altruism, and even lack of confidence and of motivation. When participants in this
study were highly involved in the cooperative experiences, dialogue and negotiation
in collaboration tended to favor Group A, who was already united by virtue of shared
beliefs. In addition, the results have also demonstrated that participants’ linguistic
competence and gender differences are important factors in the process of
collaborative inquiry. Due to the wide variation in linguistic competence within
Group B, learning tension and anxiety quickly developed, and in turn participants in
Group B even became hostile to one another. Unlike Group B, the participants in
Group A were willing to overcome their linguistic deficiency and barriers in English
with assistance from their peers; as a result, the spirit of collaboration was naturally

emerged. As for the gender issues, some male and female participants in both groups

_have different views on arguments and disagreements; thus, they preferred to remain

silent or failed to give opinions in the process of collaborative learning. In a word,
successful collaboration is definitely hard to foster because it relies on the underlying
assumptions of similarities in linguistic competence and learning attitudes and on the

beliefs of gender equity between participants that may not actually exist.

IMPLICATIONS

This investigation has implications both for further research and for pedagogical
practice. For further research, knowledge and evidence about how students in
ESL/EFL classes work collaboratively is still in its infancy; thus, researchers should
explore when and how learners are able to collaborate productively. Whether
collaborative learning will lead to a new order of social relations, whether it more
adequately mirrors language learning as a social activity, whether it improves learning
more than other techniques--all of this is open to question. Moreover, as with all

qualitative research, the discussion delineated in this paper must be further researched
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with larger numbers and different levels of ESL/EFL students. However, some
pedagogical implications can be deduced even in this early stage.

First, group processing needs to include a metacognitive problem-solving activity,
time for group members to reflect on how well they are working together and what
they need to do to make their group work more effectively. Thus, ESL/EFL teachers
should provide adequate time for students to reflect upon their group learning process.
Taking time to reflect upon their group collaborative learning enables learners not
only to examine but also acquire beliefs, values, and attitudes about self, others and
tasks (Qualley & Chiseri-Strater, 1994). For some groups, it may be necessary to
provide alternative processing possibilities. Allowing a disfunctional group to observe
a successful group, followed by an opportunity to discuss what they saw may be
important in helping them to know other ways to function.

Second, collaboration is not always second nature to language learners,
especially in ESL/EFL settings. Many ESL/EFL students may not be educated to work
in cooperative groups and may be unaware of the benefits of collaborative learning
since their native cultures sometimes fail to provide extended experience for students
to work together on common projects or goals. Therefore, it is necessary for ESL/EFL
teachers to know and understand differences in the cultural values of students
concerning collaboration.

Lastly, ESL/EFL teachers need to help learners see how to use cooperation rather
than competition in the language classroom. They must assist learners in becoming
comfortable with others because effective communication depends on mutual
collaboration. The more ESL/EFL students work togéther, the greater their

opportunities for interaction in English in the classroom setting.
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Appendix
Semi-structured oral interview questions

1. Who contributed most/least to your group work? Explain in details.
2. From whom did you learn most/least in your group?

3. Do you think your group collaborated very well?

4. What are your suggestions to improve your group work?

5. Are you willing to work with your members again? Why/why not?
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‘A Developmental Study on Phonological Awareness and
Spelling in Taiwanese EFL Children

Li-Chen Chien
Shu-Hui Chen
National Taipei Teachers College

Abstract
The purpose of the study was to investigate the relationship between phonological
awareness and the early acquisition of spelling in Taiwanese EFL children as a
function of years df English learning. Fourteen Taiwanese EFL children were
selected from an elementary school in Taipei County. The subjects were divided into
two group'é, with 2 and 4 years of English learning respectively. Both groups were
given 7 phonological awareness tasks and 2 spelling tasks. Consistent with some
previous studies, the results of the study provide empirical evidence that phonological
awareness and spelling improve with years of English leaming. Moreover, the
results indicate that phonemic awa;'eness, rather than other levels of phonological
awareness, is most strongly correlated with spelling abilities. The relationship
between phonemic awareness and spelling skill highlights the significance of

fostering the ability of phonological awareness in EFL learners.

Key words: phonological awareness, phonemic awareness, spelling, EFL learners

INTRODUCTION

The English language is an alphabetic language, and relies heavily on alphabetic
principles involving understanding the naming and sounds of letters, and combining
sounds into words (Zgonc, 2000). Since an alphabetic language 'depends upon
letter-sound correspondence for decoding of meaning, the knowledge of direct
correspondences between phonemes and graphemes called grapheme-phoneme
correspondence (GPC) rules, becomes indispensable. Thus, when leamiﬁg English,
children need to understand alphabetic principles and develop phonological awareness
for better language development. Phonological awareness fosters learning of GPC
rules (Huang & Hanley, 1994); in other words, the ability to be sensitive to sounds or
to blend, segment or manipulate sounds in other ways is strongly related to the control
of alphabetic principles and with spelling ability as well. |
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During the past two decades; some researchers have found that there are positive
relationships between phonological awareness and proficient spelling (e.g., Bryant,
Maclean, Bradley, & Crossland, 1990; Huang & Hanley, 1994; O’Connor, 1994; Su,
2001; Tunmer & Nesdale, 1985). Although there is empirical evidence, as shown in
some studies, that phonological skills are crucial in learning to spell, the components
of phonological skills vary from study to study, and need to be further clarified.
Generally speaking, phonological awareness can ‘be divided into several levels
including the awareness of syllables, and awareness of phonemes. (e.g., Bentin, 1992;
Chard & Dickson, 1999; Treiman & Zukowski, 1991). Some studies suggest that
awareness of phonemes, instead of the sensitivity to onset-rime awareness, predicts
early reading and spelling (e.g., Nation & Hulme, 1997). On the other hand, some
other studies reveal that onset-rime awareness, as well as phonemic awareness, '
facilitates the process of learning to spell (Bradley, 1992).

The purpose of this study was to examine the relationship between phonological
awareness and the early acquisition of spelling in Taiwanese EFL children. - The
fourteen elementary school students who participated in the study were divided into
two groups based on the number of years they had studied English. They were given
a variety of phonological awareness and spelling measures, including:

(1) Phonological Awareness Tasks:

(a) Three phoneme awareness tasks (phonéme counting task, phoneme deletion

task, and phoneme segmentation task) |

(b) Two syllable awareness tasks (syllable counting task and syllable deletion

task)

(c) Two onset-rime awareness tasks (thyming task and onset-rime deletion task)
(2) Two spelling tasks (real-word spelling task and pseudoword spelling task):

We aimed to investigate the relationship between children’s performance on
different phonological awareness tasks and spelling skills. The research questions
addressed in this study were:

¢)) How do Taiwanese young EFL children develop their abilities in
phonological awareness and spelling as a function of jIears of English
learning?

)] What is the relationship between phonological awareness and spelling

skills for Taiwanese young elementary school EFL learners? Which
components of phonological skills are mostly correlated with spelling
skills?

LITERATURE REVIEW

Many studies have shown that there is relationship between phonological
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awareness and early development of spelling skills when learning an alphabetic
writing system. In this section, we’ll first briefly define phonological awareness and

. spelling. Some major findings conceming the relationship between phonological
g g

awareness and spelling will then be reviewed.

Phonological Awareness

Although many studies have shown that phonological awareness plays a critical
role in ‘spelling development, the definition of phonological awareness varies from
researcher to researcher.

According to Rohl, phonological awareness is a type of metalinguistic awareness,
which involves the ability to recognize the sound units of language and to manipulate
them (as cited in Huang & Hanley, 1994). Similar to Rohl’s definition, Chard and
Dickson (1999) have stated that phonological awareness includes the understanding of
dividing oral language into smaller units and the oral manipulation of sounds. In
other words, spoken language can be broken down into sentences, and sentences into
words and words into syllables, onset/rimes, and individual phonemes. Moreover,
phonological awareness is also used to refer to the ability to manipulate sounds,
including deleting, adding, or substituting syllables or sounds.

Bentin has asserted that phonological awareness consists of two forms: one is
“phonemic awareness”, the ability to isolate and manipulate segments while the other
is “early phonological awareness”, the detection of words on the basis of subsyllabic
segments (as cited in Huang & Hanley, 1994). Treiman and Zukowski (1991), on the
other hand, have claimed that phonological awareness generally involves three levels:
(1) awareness of syllables, (2) awareness of onsets and rhymes, and (3) awareness of
phonemes. The largest unit is the syllable whereas the smallest one is the phoneme.
At an intermediate level, syllables are divi_ded into onset and rime units. Thus, when
assessing phonological awareness, varied tasks can be used for measurement. For
example, syllable counting or syllable deleting can be used to measure one’s syllable
awareness, and a phoneme segmentation or phoneme blending task can be used to
assess one’s phoneme awareness. '

In sum, phonological awareness is not a homogeneous, but a heterogeneous set of
skills. Many researchers have proposed that the components of phonological
awareness are acquired hierarchically rather than emerge as a whole. In Treiman’s
research, it has been suggested that the ability to segment syllables is acquired first,
followed by the awareness of onsets, and finally awareness of phonemes (as cited in
Wolf & Vellutino, 1993). Treiman and Zukowski (1991) have even indicated that at
the level of developing awareness of phonemes, children need to have orthographic
knowledge of the alphabetic writing system.
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Chard and Dickson (1999) have further pointed out that the different skills of
phonological awareness lie on a continuum of complexity. Rhyming songs and
sentence segmentation demonstrating the awareness of dividing speech into single
words are regarded as less complex activities at one end of the continuum. On the
other hand, activities related to phonemic awareness (such as phoneme blending or
phoneme segmenting), the most sophisticated level of phonological awareness, are at
the later developmental stage of the continuum. At the center of the continuum are
activities related to syllable awareness (such as segmenting or blending words into
syllables), followed by the activities of onset-rime blending and segmenting

representing the awareness of onset and rime.

Creative Spelling

The development of children’s ‘spelling has attracted attention from a number of
researchers. Read (1986) has indicated that some children start spelling in their own
way before receiving formal instruction in school. Their spelling efforts are mostly
creative; thus, many spelling patterns are unacceptable and bizarre to parents and
teachers, who do not realize that such spellings are developmental and have a phonetic
basis. Some studies have been conducted to investigate the common patterns of
children’s spelling errors and the cause of the errors in English spelling.

The work of Arthur Gates and his student James Mendenhall, in which children’s
spelling errors were analyzed, is the most prominent among the studies (as cited in
Read, 1986). Gates analyzed 3,876 words spelled by New York City elementary
school pupils. The results revealed that for words containing /e/, 55 percent of
children in the third grade or below most frequently misspelled with A; for words
containing /1/, 21 percent of children in the third grade or below most frequently
misspelled with E. As to the words with preconsonantal nasals, 12 percent of
children in the third grade or below most frequently omitted the nasals without spelling
them out. Mendenhall’s monograph also discussed some frequent spelling errors (as
cited in Read, 1986). For example, in general, the most difficult spot of a word is
either in the middle or immediately to the right of the middle rather than at the
beginning; and the letters occurring most frequently are often misspelled. Moreover,
spelling difficulty is associated with particular letters (either in isolation or in
combination) rather than with general aspects of words, such as length or the number
of syllables.

Treiman has also focused on studying children’s spelling of stops after initial /s/
such as spy, sty, and sky (as cited in Read, 1986). Although these stops are actually
spelled as the voiceless /p/, /t/, and /k/, they are pronounced like the voiced
counterparts /k/, /d/, and /g/. Hence, Treiman observed that the children who are at
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lower reading levels, and have not mastered standard spelling yet, spell the clusters sp-,
st-, and sk- as sb-, sd-, and sg-.

The question of why some children have difficulty with English spelling has
drawn extensive attention from researchers. One hypothesis is that in learning to
spell, children should know how to map print with sound and apply
grapheme-phoneme correspondence rules (Su, 2001). Children’s spelling errors of
English words are largely due to the insufficient grasp of the grapheme-phoneme rules
of English. According to Coltheart (1978), the use of a GPC system involves three
stages: the first is the graphemic parsing stage, in which the reader segments the letter
string into its functional spelling units (graphemes). For instance, the reader needs to
parse night into the units n, igh, t. The second is the phoneme assigning stage, which
involves retrieval of the appropriate set of single phonemes [n], [ay], [t]. In the third,
or the blending stage, the learner needs to blend the retrieved phoneme together into a
coherent pronunciation, [nayt] (Su, 2001, p.181). It is claimed that children’s failure
to apply grapheme-phoneme rules causes difficulties in spelling acquisition (see Dehn,
1986; Treiman, 1991).

o1
.
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Review of the Studies on the Relationship Between Phonological Awareness &
Spelling

Since phonological awareness may be a heterogeneous set of skills, it remains
controversial as to which levels of phonological awareness are crucial in the relation
with early reading and spelling. According to a study done by Goswami and Bryant
(1992), the onset-rime awareness preceding phonemic awareness is crucial in the very
early reading while phonemic awareness is both the result and facilitator of reading
acquisition. Moreover, in a study conducted by Oxford, it was found that onset-rime
sensitivity is the precursor of phoneme detection, which plays a critical role in reading
acquisition (Bradley, 1992). The stﬁdy also has revealed that rhyming awareness can
make a contribution to reading development probably in terms of categorizing the
words with common spelling patterns.

On fhe contrary, other studies have shown that it is phonemic awareness, not
onset-rime sensitivity that is important in predicting early reading and spelling. For
example, the ‘results of one study indicated that rhyme and syllable factors do
contribute to early reading and spelling, but the contribution is tiny when compared to
the phoneme factor (Nation & Hulme, 1997). Phonemic segmentation skills are the
prerequisite of reading and spelling development.. Also, in Nation and Hulme’s study
(1997), it was shown that onset-rime segmentation failed to correlate with spelling or
reading development while phonemic segmentation was correlated with reading and
spelling.

METHOD

Subjects

Fourteen Taiwanese EFL children were selected from an elementary school in
Taipei County. The subjects were divided into two groups of seven based on the
number of years they had studied English. One group had studied English for two
years, the other for four years. Both English learning experiences in cram schools

and primary school were taken into consideration.

Materials and Procedures
In the study, the participants’ phonological awareness and spelling abilities were

measured according to various tasks.

Phonological awareness tasks
Seven phonological awareness tasks were administered on an individual basis.

Three of the tasks measured phonemic awareness involving counting, segmentation,
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and deletion tasks; two measured syllable awareness including counting and deletion

tasks while the other two measured onset-rime awareness including rhyming and

- deletion tasks. The stimuli of the tasks listed in Appendix A are drawn from 2000

frequently-used words as suggested in the Nine-Year Integrated Curriculum. All the
test items were recorded by an English native speaker experienced in children’s
English teaching and tape-recording. During the testing process, children were
praised for a correct response.  Corrective feedback was given for incorrect responses
upon the completion of each task. Each of the tasks are described in detail below:

Phoneme counting task. The procedure of the phoneme counting task used in the
present study was adapted from the method employed by Liberman, Shankweiler,
Fisher, and Carter (1974) and Yopp (1988) to assess subjects’ ability in counting the
number of phonemes. Twenty-one real words, 7 with one, 7 with two and 7 with
three phonemes, were randomly arranged in the test.

Each subject was first asked to listen to each item and indicate the number of
sounds by clapping the hands. Several practice trials were provided as the training
before the test such as one clap for /s/, two claps for /sa/, and three claps for /sap/.
More practice trials were provided as in the following: /g/, /gu/, good; and /p/, /pi/, pig.
Feedback was provided after each trial. The test took approximately 5 minutes to
administer.

Phoneme deletion task. Adapted from Bruce’s study (1964), the phoneme deletion
task in the study was designed to measure the child’s ability in deleting one phoneme
from different positions in words, which is regarded as a more difficult assessment
than the segmenting one. Twenty-one words were used in the task. The position of
the target phoneme designed for deleting was equally and randomly distributed at the
beginning, middle, and end of the words used in the test. Due to a higher degree of
difficulty of the test, it required approximately 15 minutes to complete.

Six practice trials were given to the subjects before the formal test. The
following words were used as the sample items in the study: house, bat (beginning /
and b removed, respectively), ant and moon (ending ¢ and n removed), drink (middle »
removed), and /eft (middle f removed). Subjects were asked to take éway a certain
sound of a word they’ve heard and produce the remaining parts of the stimulus item.
The entire procedure was tape-recorded and errors were noted.

Syllable counting task. The syllable counting task was designed to measure the
child’s awareness of the number of syllables in an utterance. Similar to the format of
the phoneme counting task, the syllable counting task contained twenty-one real words
with equal numbers of one, two, and three syllable items.

The child was asked to listen to an item and point out the number of syllables by

clapping the hands. Three practice trials indicating respectively one, two, and three
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syllables were given. They were one clap for bird, two claps for bookcase, and three
claps for Saturday. The test required about 5 minutes to administer.

Syllable deletion task. The syllable deletion task was designed to measure the
child’s ability in deleting the target syllable of an utterance. Twenty-one two- or
three-syllable words were used. Moreover, they were equally divided between the
items with the first, second or the third syllable for deletion.

The demonstration items were Monday (first syllable removed), weekend (second
syllable removed), and uniform (third syllable removed).  The child first listened to
the word item, then took away the target syllable and articulated the remaining part of
the item. All the responses were tape-recorded and errors were written down. The
- test took approximately 15 minutes.

Rhyming Task. The rhyming task was developed from the work of Calfee,
Chapman, and Venezky (1972) and Yopp (1988). Twenty word pairs were used in the
study. The person administering the test first defined the concept of rhyming words
sharing the same sound at the end. Some examples of rhyming words were given,
such as night/light and where/there. Also, counterexamples were provided, such as
nose/mouth and paper/pencil. The child was asked to indicate whether or not the
word pairs were rhymes by responding “yes”. or “no”. The rhyming task took
approximately 5 minutes to complete.

Onset-rime deletion task. In the onset-rime deletion task, 20 items were used.
Firstly, the person administering the test defined the concept of onset and rime and
provided examples. For instance, in the word cup, c is treated as onset whereas up is
rime; or pl in plant is onset and anf is rime. Some practice trials were given before
the test such as wing, grass, and strike. The child was directed to delete the onset or
rime and the responses in the formal test were tape-recorded. The onset-rime deletion

task required 15 minutes to complete.

Spelling tasks
Two spelling tasks were administered in the study: real-word spelling and
pseudoword spelling tasks. The subjects were asked to respond in Writing instead of
speaking. The materials used in the spelling tasks are presented in Appendix B.
Real-word spelling task. Similar to the sentence-reading task, the items in the
real-word spelling task were divided into two levels drawn from McCarthy and
O’Dell’s  elementary  vocabulary in  use (1999) and Redman’s
pre-intermediate/intermediate English vocabulary in use (2000).” All the word items
also appeared in the list of 2000 frequently-used words from the Nine- Year Integrated
Curriculum.
All the test items were recorded by an English native speaker and each item
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was recorded three times. During the administration, children who didn’t produce a
written response to a word were told to skip it. Upon the completion of the task, the

- children were given another opportunity to spell the skipped words. Two levels of the

real-word spelling task were administered on different days with approximately 20
minutes required for each task.

Pseudoword spelling task. This task was adapted from Stage and Wagner’s
spelling task (1992). The spelling stimuli of the task included 25 pronounceable
pseudowords modified from the 2000 frequently-used English vocabulary words listed
in the Nine-Year Integrated Curriculum. These 25 pseudowords contained 39
phonemes involving three voiced stops (/d/, /b/, /g/), three voiceless stops (/k/, /p/, It/),
three voiced fricatives (/z/, /v/, /8/), five voiceless fricatives (/s/, /f/, W/, 10/, /§/), two
affricates (/tf/, /d3/), three nasals (/m/, /n/, /y/), five front vowels (/i/, /V, e/, ¢/, I=/),
four medial vowels (/3/, /2/, /a/, /A/), five back vowels (/u/, /u/, /o/, /6/, /a/), three
diphthongs (/a1/, /au/, /o1/), two liquids (/1/, /t/), and two glides (/y/, /w/). For instance,
the pseudoword /bep/ modified from the real word “bake” containing a voiced stop /b/,
a front vowel /e/, and a voiceless stop /p/; or the pseudoword /bray / modified from the
real word “bright” containing a voiced stop /b/, a liquid /r/, a diphthong /a1/, and a
voiceless fricative /60/.

All the pseudowords were tape-recorded by an English native speaker and each

word was produced three times.
Coding

Phonological awareness tasks

The score of each task depended on the total number of correct responses. Each
correct response received 1 point while each incorrect one received 0 points. The
maximum score for each task on the phoneme awareness tasks and syllable awareness
tasks was 21 whereas the maximum score for each task on the onset-rime awareness
tasks was 20.

Spelling tasks

In analyzing the spelling words of the real-word spelling task, a scale of the
scores from 0 to 6 was calculated for each item based on Ball and Blachman (1991,
p.58):

0 points: a random string of letters
1 point: a single phonetically related letter
2 points: correct first letter of the word

H

1]
;
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3 points: more than one phoneme represented (but not all) with phonetically related
or conventional letters
4 points: all phonemes represented with phonetically related letters or conventional
letters
5 points: correct phonetic spelling (e.g., “train” spelled “trane”)
6 points: correct spelling

As to the subjects’ spelling responses for the pseudoword spelling task, the score of
each response was calculated using the scale presented above, with the exception of six
points for the correct spelling. Because each pseudoword might have several possible
spellings, all the highest score for a correct phonetic spelling was 5 points.

RESULTS

The Developihent of Phonological Awareness and Spelling

An ANOVA was conducted to determine the significance of various factors. As
shown in Table 1, the main effect of years, as well as tasks, has reached a very
significant level (p < .01). However, the interaction between years and tasks is not
significant (p > .05).  Table 2 reveals that the group with 4 years of English learning
(hereafter Group B) outperformed the group with 2 years of English learning (hereafter
Group A) on both tasks. In addition, both groups performed better on task 1
(phonological awareness) than task 2 (spelling). A comparison between the
performance of the two groups on the phonological awareness and spelling tasks is
examined first, followed by the comparison of the performance levels of the
phonological awareness and spelling subtasks.

Table 1
ANOVA Table of Scores of Tasks as a Function of Years

Source of variation SS Df F P
Main effect

Years of English Learning 4685.833 1 22.114 .000
Task type 2543.366 1 12.003 .002
Interaction effect

Years* Task type 463.654 1 2.188 152
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Table 2
Mean Percentages and Standard Deviation of Scores on the Tasks for Groups

Group A Group B
% SD % SD
Task 1 71.03 15.03 88.77 7.06
Task 2 43.83 22.71 77.85 7.49

Note: Task 1 = Phonological awareness.tasks; Task 2 = Spelling tasks

As can be seen from Table 3, the Pearson correlation reveals a positive
correlation (r = .736) between years of English learning and spelling, suggesting that a
main significant level has been reached, p <.01. Also, the correlation between years
of English learhing and phonological awareness has reached a significant level (r
=.632,p <.095).

A second analysis compares the correlation between years of English learning
and levels of phonological awareness/spelling subtasks. The results are summarized
in Table 4. Each level of phonological awareness and spelling subtasks is highly
correlated with the variable of years of English learning, except for the syllable
awareness task. Unlike other levels concerned with phonological awareness, syllable
awareness fails to correlate significantly with years of English learning (r = .238, p
> .05). To summarize, the analyses of correlation provide evidence that both

phonological awareness and spelling generally improve with years of English learning.

Table 3
Correlation Between Years of English Learning and Phonological Awareness/
Spelling
Phonological Awareness - Spelling
Years of English Learning .632* - T36**

**p<01 *p<.05
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Table 4
Correlation Between Years of English Learning and Levels of Phonological
Awareness/ Spelling Subtasks

Phonological Spelling
Awareness
Phonemic Syllable ~ Onset-rime Real-word Pseudoword
awareness  awareness  awareness Spelling Spelling
Years 586 238 ns 676%* 750%* 695%*

¥*p<.0l *p<.05

The Relationship Between Phonological Awareness and Spelling between Groups

Table 5-shows the relationship between phonological awareness and spelling.
The result indicates that phonological awareness is highly correlated with spelling
(r=.909, p < .001). In order to investigate which levels of phonological awareness
are crucial in the relation with spelling, Table 6 and Table 7 display correlations
between the three levels of phonological awareness and the two spelling subtasks for
both groups.

: Table 5
Correlation Coefficients Between Phonological Awareness & Spelling

Phonological awareness

Spelling .909%**

*** p < 001

Table 6 reveals that for Group A, phonemic awareness and onset-rime awareness
are significantly correlated with both real-word and pseudoword spelling. Syllable
awareness, however, fails to significantly correlate with real-word spelling (p > .05)
though it shows a significant correlation with pseudoword spelling (» = .762, p < .05).
Similar to the results for Group A, Table 7 shows a significant correlation between
phonemic awareness with real-word (r = .807, p < .05) and pseudoword spelling
(r=.852, p < .05) for Group B. Also, for Group B, onset-rime awareness shows a
high correlation with real-word spelling (» = .971, p < .001) and pseudoword spelling
(= 893, p < .01). On the other hand, syllable awareness fails to significantly
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correlate with both real-word and pséudoword spelling for Group B.

Table 6
Correlation Coefficients Between 3 levels of Phonological Awareness & 2
Spelling Subtasks (Group A)

Phonological Awareness
Phonemic - Syllable Onset-rime
Awareness Awareness Awareness
Real-word Spelling 957*** 749 ns 793*
Pseudo-word Spelling 955%** 762* B11*
¥**xp<.001 **p<01 *p<.05
' . Table 7

Correlation Coefficients Between 3 Levels of Phonological Awareness & 2
Spelling Subtasks (Group B)

Phonological Awareness
Phonemic Syllable , Onset-rime
Awareness Awareness Awareness
Real-word Spelling .807 * -154 ns 9T71***
Pseudo-word Spelling 852+ -327 ns 893**

xRk p< 001 **p<.01 *p<.05

Table 8 and Table 9 reveal the relationship between components of the
phenological awareness levels and spelling subtasks for Group A and Group B. For
both groups, phoneme counting, syllable counting, and rhyming lack significant
correlation with real-word and pseudoword spelling. Conversely, phqxieme deletion
is significantly correlated with the two spelling subtasks for both Group A (p < .01)
and Group B (p <.05). Furthermore, onset-rime deletion significantly correlates with
the spelling subtasks for both groups as well. Phoneme segmentation and syllable
deletion are significantly correlated with the spelling tasks for Group A (p < .05), but
they are not significantly correlated with the spelling tasks for Group B.

e,
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Table 8
Correlation Between Components of Phonological Awareness Levels & Spelling
" Subtasks (Group A)
1 2 3 4 5 6 7
Real-word
. 681 ns  878** 958*** 446 ns  .860* 229ns  .848*
Spelling

Pseudoword  .641 ns 937%** 964*** 449 pns 877%* 228 ns  .870*
Spelling ‘

Table 9
Correlation Between Components of Phonological Awareness Levels & Spelling
Subtasks (Group B)
1 2 3 4 5 6 7
Real-word
. 524 ns  .820* 447ns  -52ns  -225ns  302ns  .946%**
Spelling ,

Pseudoword  .449 ns 872* 607ns -387ns -399ns 329 ns .859**
Spelling

Ep<.001 **p<01 *p<.05

Notel: 1=Phoneme counting; 2= Phoneme deletion; 3= Phoneme segmentation;
4= Syllable counting; 5= Syllable deletion, 6= Rhyming; 7= Onset-rime
deletion '

Note2: Number in bold-face indicates correlation at a significant level

The Relationship Between Phonological Awareness Components and Spelling

As stated earlier, one of the purposes of the study was to examine which
components of phonological skills can serve as a strong predictor for the development
of spelling skills. The results are presented in Table 10 and Table 11. In Table 10,
the results show that phoneme deletion, phoneme segmentation, and onset-rime
deletion abilities are significantly correlated with real-word spelling (p<.001),
followed by syllable deletion and phoneme counting abilities in sequence. Similar to
Table 10, the analysis of Table 11 indicates that performance in phoneme counting,
phoneme deletion, phoneme segmentation, syllable deletion, and onset-rime deletion is
significantly correlated with the pseudoword spelling task.

Moreover, it is worth noting that as shown in both Table 10 and Table 11,
overall the three phonemic awareness components (phoneme counting, phoneme
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deletion, and phoneme segmentation) in the study are significantly correlated with
real-word and pseudoword spelling. Besides, syllable deletion of syllable awareness

. and rhyming deletion of onset-rime awareness are significantly correlated with both
spelling subtasks (p<.001).

Table 10 _
The Overall Correlation Between the Components of Phonological Awareness
Levels & Real-word Spelling

Real-word

. J18%%  B41k**  931***  400ns JTT2*** 439 ns  923kx*
Spelling

Table 11
The Overall Correlation Between the Components of Phonological Awareness
Levels & Pseudoword Spelling

1 2 3 4 5 6 7

Pseudoword .703** .858*** 961*** 363 ns 811***  430ns  .913***
Spelling '

**x p< 001 ** p<O01 * p<.05 _
Notel: 1=Phoneme counting; 2= Phoneme deletion; 3= Phoneme segmentation;
4= Syllable counting; 5= Syllable deletion; 6= Rhyming; 7= Onset-rime
deletion
Note2: Number in bold-face indicates correlation at a significant level

DISCUSSION AND CONCLUSION

This study investigated the development of phonological awareness and spelling
for Taiwanese young EFL learners who had studied English for two to four years, and
explored the relationship between phonological awareness and spelling ability. As
indicated in previous studies (e.g., Nation & Hulme, 1997), a developmental trend
exists in phonological awareness/spelling abilities in L1 acquisition of English. In
the present study, the results also showed that there is a developmental change in the
performance of phonological awareness and spelling in L2 acquisition for young EFL
learners. Phonemic awareness, onset-rime awareness, real-wofd spelling, and
pseudoword spelling have been found to improve significantly with years of English
learning. Overall, tasks performed by Group B obtained higher scores than those
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performed by Group A. And the positive correlations between tasks and years of
learning revealed in the study provide empirical evidence that phonological awareness
and spelling improve with years of English learning.

In addition, consistent with previous research, the findings show that
phonological awareness and spelling are positively correlated (e.g., Bryant, Maclean,
Bradley, & Crossland, 1990; Huang & Hanley, 1994; O’Connor, 1994; Su, 2001;
Tunmer & Nesdale, 1985). However, since phonological awareness is a
heterogeneous set of skills, it remains controversial as to which levels of phonological
awareness are crucial in the relation with spelling. In the present study, it has been
shown that phonemic awareness and onset-rime awareness are significantly positive
correlated with spelling while syllable awareness fails to be significantly positive
correlated with spelling. ~ So far, few studies have confirmed a significant contribution
of syllable awareness to spelling. Moreover, as shown from the results of this study,
syllable awareness and spelling are negatively correlated in Group B. In other words,
students in Group B who performed well on the syllable awareness tasks did not
necessarily succeed on the spelling tasks. Thus, EFL learners in Group B who
performed well on the syllable deletion did not perform well in spelling. It is
speculated that since syllables may be the representation of larger units in the earlier
stage of language acquisition, the syllable deletion task is easier to perform than
spelling tasks, which concerns the analysis of smaller units (Morais, Alegria & Content,
1987; Treiman & Zukowski, 1991). Besides, subjects were given more linguistic
cues during the experiment by having information on the targeted syllable in the
syllable deletion task. As to the negative correlation between syllable counting and
spelling, by examining subjects’ responses to syllable counting in Group B, it was
revealed that some subjects who performed well on the spelling tasks failed to perform
well on syllable counting. It is suspected that syllable counting, regarded as a more
complex task, requires more cognitive demand and steps for completion, so it imposes
a greater burden on memory and tends to be more difficult to perform.  As to the level
of onset-rime awareness, consistent with some studies (Bradley, 19922 1988; Goswami
& Bryant, 1992), in this study, it also played a significant role in spelling. Previous
studies have indicated that in the early years of English learning, the ability of
grouping together words sharing rhymes or onsets fosters the ability of analogy
strategy which is available for children from the very beginning of learning to spell.
In the present study, the evidence was provided that onset-rime deletion, as part of
onset-rime awareness underlying the analogy strategy, was correlated with spelling
tasks in both groups. However, rhyming, the other component of onset-rime
awareness, failed to correlate with spelling tasks. Perhaps, it is due to the fact that the
rhyming task was too easy for both groups so that subjects in both groups could
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perform well on this task. In addition, in terms of the components of phonemic

awareness, phoneme segmentation is shown to be highly correlated with spelling

. ability which is in congruence with the findings of previous studies (e.g., Nation &

Hulme, 1997; Treiman, 1991). Besides, phoneme counting and phoneme deletion are
significantly correlated with spelling ability as well.

The results not only support the hypothesis that phonological awareness will
improve with years of English learning but also confirm that phbnological awareness is
heterogeneous in at least two ways (see Chard & Dickson, 1999; Treiman & Zukowski,
1991). The first sort of heterogeneity of phonological awareness concerns the
linguistic level which indicated that phonological awareness is composed by the
continuum of complexity of skills. According to the mean percentage for each
phonological awareness task listed in Table 12, the tasks on rhyming and two
components of syllable awareness are easier to perform for Group A. The finding of
this study lends support to the claim of the studies mentioned earlier (Chard & Dickson,
1999; Treiman & Zukowski, 1991). As to Group B, it is hard to tell if development
of rhyming and syllable awareness is earlier. Since the mean percentage of each
phonological awareness task has reached a high level, phonological awareness has
been almost fully developed, particularly in the progression of phoneme counting and
onset-rime deletion abilities. In contrast to Chard and Dickson’s study (1999) in
which the manipulation of phonemes is the highest and most difficult level of
phonological awareness on the continuum, followed by the onset-rime manipulation,
the performance in onset-rime deletion turned out to be difficult with the lowest mean
percentage for Group A and a relatively low mean percentage for Group B. Moreover,
if onset-rime awareness is developed prior to phoneme-level manipulation, it should be
expected that when the subjects had difficulty in phoneme decoding tasks, they still
would segment the items into onset and rimes units. However, in the data collection
process, it was found that the subjects couldn’t segment words into onset and rimes
when they had difficulties in decoding words into phonemes. A possible explanation
is that in the Taiwan EFL environment, EFL learners tend to receive more phonics
instruction in phoneme-level decoding rather than subsyllable-level decbding, such as
the onset-rime task. The second sort of heterogeneity of phonological awareness
concerns the different levels of cognitive demand involved in the phonological
awareness task. As mentioned earlier, more complex tasks, requiring more
processing steps for completion and a greater burden on memory, are more difficult
than the simpler ones. Compared with phoneme counting, segmentation and deletion
tasks require less cognitive effort, and are easier to perform. For both groups,
phoneme deletion and phoneme segmentation obtain higher mean percentages than

phoneme counting. Similar argument;.tion also helps explain why syllable deletion
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obtains a higher mean percentage than syllable counting.

Table 12
Mean Percentages and Standard Deviation of Phonological Awareness
Components for Groups

Group A Group B

% SD % SD
Phoneme counting 61.91 29.61 81.63 10.8
Phoneme deletion 76.19 14.55 90.48 12.29
Phoneme segmentation 62.59 29.54 93.20 7.71
Syllable counting 78.23 9.06 86.40 13.59
Syllable deletion 85.03 13.02 96.60 597
Rhyming 86.43 17.25 96.43  3.78
Onset-rime deletion 37.86 3695 8643 193

To sum up, this study has shown that in an EFL learning environment,
phonological awareness greatly contributes to early literacy development. This result
is similar to previous studies that have been conducted in L1 setting. It is worth
noting that learners with better phonemic detection ability tend to get higher scores on
spelling tasks. In other words, to spell English words, a child must be aware that
words can be broken into phonemes and each phoneme corresponds to a grapheme in
an orthographic language. The relationship between phonemic awareness and
spelling skill highlights the significance of fostering the abilities of phonological
awareness for EFL learners, and point to some universal implications for language

development.
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Appendix A

Phoneme Detection Tasks

I . Phonological Awareness Tasks

List of words for phoneme counting task

1. v/ 12. salt
2. much 13. buy
3. at 14. v/

4. watch 15. /f/

5. now 16. math
6. pay 17. bowl
7. /k/ 18. key
8. cheap 19. live
9. /z/ 20. /i/
10. all 21./e/
11. May

List of words for phoneme deletion task

1. chin 12. smell
2. medicine 13. wind
3. cheese 14. hill
4. stand 15. east
5. ready 16. swing
6. hand 17. teach
7. brush 18. gray
8. dream 19. form
9. think 20. spoon
10. along 21. next
11. voice

List of words for phoneme segmentation task

. knee
. well
. rich
. short
. face
. why
7. bark
8. her
9. that
10. me
11. most

QN b WN -

12
13
14
15
16
17
18
19
20
21

. space
. age

. both

. may

. know

. beach
. movie
.read

. class

. pizza
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II. Syllable Awareness Tasks
List of words for syllable counting task

1. baby 11. clever
2. person 12. November
3.up 13. heart
4. tooth 14. baseball
5. ankle 15. few
6. beautiful ~ 16. evening
7. prince 17. ago
8. seventeen 18. June
9. Friday 19. umbrella
10. tomato - : 20. once

21. unhappy

List of words for syllable deletion task

1. July 12. apartment
2. eleven 13. classmate
3. little a ~ 14. computer
4. September 15. picnic

5. understand 16. hamburger
6. again 17. afternoon
7. finish : 18. tomorrow
8. welcome 19. basketball
9. policeman 20. sixteen
10. drawing 21. underwear
11. below

. Onset-rime Awareness Tasks

List of words for rhymin‘g task

1. coat/boat 11. machine/half
2. busy/eight 12. pack/back

3. funny/sunny 13. guess/good
4. polite/kite : 14. wall/tall

5. bad/butter 15. behind/find
6. cute/pretty : 16. proud/poor

7. house/mouse 17. get/let

8. run/blue 18. food/dollar
9. bear/hair 19. windy/cloudy
10. cake/lake 20. tummy/strong
List of words for onset-rime segmentation task

1. pick 1. cry

2. lip 12. night

3. neck 13. king

4. skirt 14. blind

5.cold 15. sail

6. dear 16. clock
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7. late 17. share

8. nice 18. spring

9. street 19. moon
" 10. gray 20. spell
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Appendix B
Spelling Tasks
I . Real-word Spelling Task
Elementary
1. bed 11. fly
2. hat 12. nose
3. run 13. desk
4. arm 14. gift
5. toy 15. milk
6. coin 16. horse
7. taxi 17. teeth
8. jump 18. sport
9. ship 19. plane
10. lake 20. story
Pre-intermediate & intermediate
1. nod . 11. drop
2. gun 12. grass
3. join 13. score
4. point 14. fresh
5. bite 15. touch
6. moon 16. build
7. chin 17. pillow
8. shake 18. circle
9. coach 19. desert
10. star 20. hundred
II. Pseudoword Spelling Task
Pseudoword Items Original Real Words
1. /let/ 1. “let” /let/
2. /prag/ 2. “frog” /frag/
3. /tfik/ 1. “cheap™ /tfip/
4. [o3br/ 2. “thirty” /0st/
5. /saunt/ 3. “sound” /saund/
6. /tredz/ 4. “trash” /tref/
7. /so’lart/ 5. “polite” /pa’lait/
8. /simip/ 8. “living” [liviy/
9. /hut/ 9. “hate” /het/
10. /bref/ 10. “bread” /bred/
11. /'yalo/ 11. “yellow” [yelo/
12. /kaup/ 12. “cup” /kap/
64

70



Chien & Chen: phonological awareness and spelling

13. /n16/

14. /swek/
15. /ala/
16. /vor/

17. /glarr/
18. /'nitbek/
19. /zury/
20. /o1f/

21. /hor’get/
22. ['zande/
23. ty/

24. /dzas/
25. Mloa/

13

14.
15.

16.

17.
~18.

19.
20.
21.
22.
23,
24,
25.

.

“with” /wib/

“smoke” /smok/
(13 9
over” [ova/

“joy” /dzov/

“glad” /gled/
“notebook™ /notbuk/
“zero” [ziro/

“this” / O1s/
“forget” /for get/
“Monday” /mande/
“king” /kip/

“job”  /dzab/
“flower” /[flaua/

71

65



HEBIM English Teaching & Learning
27.1 (July 2002)

EMRABRERTARRHFEAZIBRALX

e

ARG BG S AEH N BERARELYERGL S AEE
ARERKEHFTERIGOHG -ARYLRBRENSLBE R+ w
£2% RARFASEER  SA2ER4IEHE B % 7 HE
F 8 F %A 2 S TR o o F R 0 AR RBRIEE
TARAHFROACEEAELTERME -LETREFTFAE
RS TARRS  RHTRIRAAMN - T 58 BN AH
FRAGHG REEBANREARREENELARRIZE
B4

Mser: BEARMESN TXAE TR 648K ESS

o
ERIC  © ;




WREFGIB English Teaching & Learning
27.1 (July 2002): 67-83

Designing Role Plays for the Language Class

Jian-Shiung Shie
Da-Yeh University

Abstract
This paper addresses issues concerning the design of language-teaching role plays.
Constructional considerations of role plays are discussed in terms of their components:
the situation, impersonation, improvisation, and task support. The situation and characters
can be realistic or fanciful. The stereotypical interactions in the role play can be
dramatized to increase the intrinsic motivation. The impersonation organization may take
the form of group, dyad, solo, split, or joint role playing. In addition, the degree of
improvisation can be managed by optimizing the amount of the script and/or creative
work of the role players. Thus role plays range from the unscripted to the semi-scripted,
~ from the creative to the guided. The task support may be given via use of visuals, props,
role cards, cues and prompts. It can also be rendered during the pre-task discussion as far
as the working knowledge is concerned. At the end of this paper a checklist for role-play

design is presented for the convenience of language teaching practitioners.

Key Words: language teaching, role plays, situation, impersonation, improvisation

task support

INTRODUCTION

Role plays have been recognized as a useful and valuable technique of language
teaching (cf. Shie, 2001; Shie, 2002). Many ESL and EFL textbooks include role
plays as meaningful, interactive exercises. Teachers’ resource books contain a
considerable collection of role plays. Despite the ample supply of language-teaching
role plays, there is a lack of research reports concerning the design of role plays.
Language teaching practitioners often need to adopt, adapt, and design activities for
their students. A careful study on the design of role plays would provide useful
information for language teachers as they adapt or design role plays to meet the
specific needs of their students.

In this article I seek to provide a detailed examination of the design of a

language-teaching role play. According to Shie (2001), role plays can be characterized
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as “exercises in which participants impersonate characters of real or fictitious people
from which they have to improvise verbal and nonverbal behavior... in a
make-believe situation.” In other words, a role play comprises three basic elements,
namely the situation, impersonation, and improvisation. In addition, two optional
compenents may be added to the role play: working knowledge and ‘spare expressions.
In the remainder of this paper, I will explore the design of language-teaching role
plays, specifically the design of the three basic and the two optional components. As
many examples of role plays as possible will be given to illustrate the points under

consideration.

THE SITUATION

One of the basic components of a language-teaching role play is the
make-believe situation—a general description of the background information for the
intended verbal and nonverbal interaction to take place in the role play (Shie, 2001).
Depending on-the goal and content of a lesson, the role-play situation can be realistic
or fanciful. A realistic situation contains an everyday scene (such as a family dinner, a
company meeting, a restaurant or the information desk at an airport) which elicits use
of some real-life language or performance of some language functions. A typical
example from Sanderson (1999, p.119) may be illustrative. The realistic situation is
based on small advertisements in newspapers. Students are assigned roles of
advertisers and potential customers and have telephone conversations to carry on
transactions.

On the other hand, a role play may be enacted around a fanciful situation that is
not directly related to the reality outside the classroom. To create a fanciful situation
for the role play, the teacher can draw on myths, fables, cartoons, fairy tales, and
fiction (such.as Harry Potter and the Philosopher’s Stone and The F ifth Element).
Take for instance a role play I have designed and implemented. In pairs, the adult
students were requested to play the roles of Cinderella and her fairy godmother. They
improvised the conversation between the two imaginary characters, repeatedly using
the expression turn into, an expression the students had recently 5tudied in their
textbooks.

It is also possible to create a situation that is both realistic and fanciful. Students
may act out fanciful roles in the context of a realistic scene. Student A, for example,
gives someone a céll, while student B acts as an answering machine, reading his
outgoing message. Then student A leaves a message, as if he were speaking into a real
answering machine (Zwier, 1999, p.47). Fanciful scenes can also be coupled with
realistic characters. To illustrate, after reading the story of Little Red Riding Hood,
students may assume the roles of a journalist and the wolf’s housekeeper. The
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journalist interviews the housekeeper in order to find out what she thinks of the wolf
(Hess and Pollard, 1995, p.34).

One important principle of current mainstream language-teaching methodologies
(e.g. Communicative Language Teaching and Task-Based Instruction) is that
classroom activities should have real-life relevance (cf. Larsén—Freeman, 2000;
Skehan, 1998). The role-playing activities in most of the ESL/EFL textbooks
available now (e.g. Hall and Blappert, 1999; Maurer and Schoenberg, 1998; Nunan,
2001; Purpura and Pinkley, 2000) are realistic in nature. Realistic situations seem
preferable to fanciful ones. However, it would be unwise to abandon fanciful
situations altogether. Reality means different things to different groups of learners.
For example, children often incorporate imaginary characters and situations into their
plays. In addition, intrinsic motivation (i.e. motivation to engage in an activity for its
own sake rather than to engage in it as a means to an end) can' be promoted with
activities that involve learners in fantasy (cf. Domyei, 2001, p.76; Pintrich and
Schunk, 1996, p.277). Many adults enjoy seeing science-fiction movies. Fanciful
enactment can generate the pleasure of entering a new world free from the constrains
of the actual world. On the other hand, a realistic situation could be monotonous if it
involves nothing but stereotypical interaction, as is the case where role players. order
meals and pay bills in a restaurant. The teacher can increase the intrinsic motivation
by dramatizing the role play.

One of the obvious features of a good play is that it contains an element of
conflict. To break the monotony of routinized role playing, the teacher can frame the
situation in such a way that the characters come into conflict with each other’s
intentions. The restaurant scene would be more appealing if a dramatic tension or
hook (i.e. things beyond the normal, cf. Cockett, 2000) is merged into the role-play
situation. For one thing, after ordering the meal, it occurs to the customer that he has
left his wallet home and cannot pay the bill. For another, the customer finds that there
is something like a fly in his soup but the waiter insists that it is not a fly. In the first
example the predicament brings about the hook, and in the second example the hook
is the conflict. Other elements that lend themselves to dramatic hooks are surprise,
incongruity, embarrassment, love, exaggeration, stress, misunderstanding,
coincidence, defiance, scandals, encounters, accidents, and so on.

Having worked out a role-play situation, the teacher may want to choose a
medium for presenting the situation. Role players may receive the situation in the
form of a written text, especially when the role play is based on a lesson in the
textbook or other reading materials. The teacher may also introduce the situation
orally as a listening exercise. Cartoons, pictures, and photos are also very effective,
especially for children and lower-levei students. Where video equipment is available,
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a short film clip can serve as a good way to introduce the situation. Video
presentation probably works best when the role play focuses on cultural events or
non-verbal communication (cf. Baddock, 1996, pp.52-3; Fitzgerald, 1997, pp.174-5;
Stempleski and Tomalin, 1990, p.90).

IMPERSONATION

Impersonation is the second basic element of a language-teaching role play.
Characters to be acted out in a role play may be constructed together with the
situation. But some details of impersonation require further consideration.

Role-play characters can be selected from an article or dialogue that the class has
Just studied. This is perhaps the most convenient approach to role-play
characterization since the teacher only needs to alter the situation on hand for the role
play. The most common role-play characters are such conjoint pairs as a hotel
receptionist and tourist, a shopkeeper and customer, a doctor and patient, and the like.
They are familiar roles in our daily lives. The interactions between the coupled roles
are largely predictable. Accordingly, the language used in such role plays is easier to
prepare and improvise.

Learners may play themselves and interact with each other in a make-believe
situation. They may imagine, for example, that they are going to eat out together.
Examining ads for three different restaurants, they exchange opinions and decide
which restaurant they like best (Lebauer, 1997, pp.28-9). This type of role playing is a
mixture of personalization and impersonation (cf. Shie, 1991; Shie, 2002). For the
students who feel that losing their identities in classroom activities is threatening, role
plays of this type would seem more suitable.

Role players may also project themselves into an imaginary world and act as
characters of historical personages, figures in posters, or characters from literary
works. They can even act the parts of nonhuman animals or nonliving entities that
talk. In an exercise designed by Howe (1985, pp.4-5) on such quantifiers as many,
lots of, few, and little, children take on the roles of a centipede, fly, snake, alligator,
etc., so that they can tell one another how many legs and teeth they have using those
quantifiers. In a literary role play proposed by Gerber (1996) students take the roles of
important characters from a novel. In heaven, looking back on the events they
experienced while living through the novel, they talk about their lives before they
died. Another example of a literary role play, adapted from Benjamin (2000, pp.85-8),
involves a nonliving entity that talks. Two students role play an interview. One plays a
reader of a poem, and the other acts as the part of that poem, speaking in the first
person. The interviewer asks some questions about the poem itself, A question from
the interviewer includes: What are you (the poem) trying to get me (the reader) to
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think about?

According to Dubin and Olshtain (1986, p.135) and Revell (1979, p.61), roles
- fall into five main categories: basic (age, sex, etc.), ascribed (class, nationality, etc.),
acquired (social status, wealth, etc.), actional (seller, patient, etc.), and functional
(offering assistance, expressing regret, etc.). I have noticed that,‘while characters in
drama and novels usually manifest all these aspects of characterization, this is not the
case with characters in language-teaching role plays. Actional and functional
characterization is necessary for a role play to operate in the language class. But the
other three dimensions of roles are often optional.

A literary approach to categorizing characters involves features that form binary
opposites like male/female, good/bad, good-looking/ugly, and so on (cf. Culpeper,
2001, p.48). But realistic characters in role plays are abstractions of real people. A
student who simulates ordering a meal in a restaurant, for example, does not need to
know the character’s hobbies, political interests, or area of residence. Neither does he
need to know whether the character is good or evil, handsome or ugly. The role player
only needs to be aware of the character’s favorite foods and probably his present
financial status. Role play designers have to focus their attention on the actional and
functional dimensions of characters,

Turning next to the issue of impersonation organization, language-teaching role
plays can be divided into five categories: group role playing, dyad role playing, solo
role playing, split role playing, and joint role playing. More often than not, a role play
is done in pairs. Dyad impersonation can afford students the greatest number of
speaking opportunities. Group role playing involves interactions among three roles or
more, as is the case with acting out a quiz show or an alumni meeting.

Solo impersonation involves only one role player. It is usually combined with a
writing task. Fitzgerald’s (1997) writing task is a case in point. Students watch a short
film clip that shows a cultural event, and then write a letter to a friend telling him
about that cultural event, imagining that they live in the target culture environment.
Another writing task with an element of solo impersonation is adapted from Sasser
(1999, p.122). Students are requested to write a short Christmas story assuming the
role of one of the following characters: an animal in the stable, a shepherd in the field,
Mary’s donkey, the innkeeper, a sheep in the field, Joseph, and Mary. Students
pretend that they were actually on the spot and write about their experience. As these
two examples show, solo role playing enable students to write with a particular
purpose or perspective and, accordingly, enhances the understanding of the subject
matter they are dealing with.

Occasionally, solo role playing can also provide speaking practice. One of the
role plays I designed concerns students making wishes. The role player’s partner

71

77



HEBIMW English Teaching o Leaming
27.1 (July 2002)

serves as a wishing well. With his/her back to the wishing well, the role player throws
a coin toward the wishing well and makes three wishes. The wishing well tries to
catch the coin. But other than that, the wishing well does not do or say anything.
Therefore, it should be regarded as a prop rather than a role.

Split role playing takes place when a character is split into two or several divided
selves. This type of role play lends itself well to the literature class. It involves what
Shie (2001, p.80) calls in-depth impersonation. An in-depth impersonator has to
project himself/herself deep into the psychology of the character and perform more
emphatic speech acts. The inner divisions of a single character often stem from a
psychological conflict, such as Hamlet’s internal struggle between to be and not to be.
Students can try to put themselves into the shoes of the split character. Each of them
assumes a divided part, interacts with the other, and decides between the alternatives
for action.

A single impersonator can also be split into two or several acting agents. In other
words, the same impersonator may carry out different roles. The technique of the
empty chair in Gestalt therapy (cf. Legutke and Thomas 1991, p.121) is applicable to
split role playing. There should be as many chairs as there are roles to be acted out.
Each chair represents a single role. The impersonator takes the empty chair(s) as his
conversation partner(s). As he changes from chair to chair, he also changes his roles.
The teacher may use this technique to demonstrate a role play when no teaching
assistant is available and no student is ready to work with the teacher in front of the
class. In addition, students can be taught how to do the role playing alone at home
using the technique of the empty chair. This technique is particularly useful in an EFL
environment, where most learners have little opportunity to engage in genuine
face-to-face interlocution in the target language outside the classroom.

Joint role playing refers to the activity in which two or more students
collectively perform a single role. Improvisation calls for real-time actions and
reactions. It is not easy for students who are not witty to generate sufficient ideas to
carry them through a creative role play. Joint role playing can sustain the momentum
of the activity via relays or alternations of impersonators. For examplé, chairs can be
marked with names of characters, or different hats can be assigned to symbolize
different roles. The students wearing the hats or sitting on the marked chairs have to
improvise the role play. One or more back-up impersonators stand behind their
respective active impersonators. When necessary, a back-up impersonator can relieve
or replace the active impersonator right after the former, say, taps the latter’s shoulder.

Discussing children’s pretend play as improvisation, Sawyer (1997, p.83)
identifies a natural play activity in which children enact roles through the media of
toy figures. By the same token, in the language classroom children may do role plays
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with toys or puppets (Scott and Ytreberg, 1990, p.39; Vale and Feunteun, 1995, p.43).
In such a role play, children speak on behalf of their toys or puppets while moving
-and manipulating their role-play media. Depending on the numbers of role players
and media, the activity can be solo role playing (a single child playing a single role
with a toy), split role playing (a single child playing two or more roles with two or
more toys), dyad role playing (two children with a toy each), or group role playing

(more than two children with a toy each).

IMPROVISATION

Improvisation is the third element to be considered in the design of a role play.
The degree of improvisation constitutes the most important factor contributing to the
demand or challenge of a role play. The higher degree of improvisation a role play
demands, the more challenging the role-play task is. It is a truism that the challenge
needs to be within learners’ reach. In order to create an optimally challenging role
play, the designér needs to work toward an optimal degree of improvisation in
accordance with the language level of the students.

The degree of impersonation can be managed by optimizing the amount of the
script. An unscripted role play requires the impersonators to improvise all the
language during the task. They must draw from their own linguistic knowledge to
produce meaningful speech spontaneously. Granted that an unscripted role play
allows the impersonators the most latitude to decide what language to use and how to
develop the conversation, it also requires them to make immediate real-time
responses without any linguistic support. Thus unscripted role plays may intimidate
lower-level students. The designer can reduce the degree of improvisation by
providing some language for role playing, and the resulting role play is a
semi-scripted one. When all role-playing language is provided, the activity plan
becomes a set dialogue for students to act out, with little improvisation.

A semi-scripted role play may be based on a given dialogue with gaps for
students to fill in with words, phrases, or sentences. The degree of improvisation
increases in direct proportion to the amount of choice to be exercised. The gaps may
also be a whole conversation turn (i.e. a set of utterances spoken in a sequence by an
impersonator up to the point where another impersonator speaks). The given dialogue
with gaps may serve as the role-play script or as material for a pre-task to the role
play. Here is an example of a semi-scripted role play, in which there is an incomplete
dialogue leading the students to the role-playing activity:

(1) Dialogue Completion
(Don, Tom, and Betty are co-vorkers in an engineering office.)
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Don: Don’t you like Betty’s new hairstyle?
Tom:

Don: Me, too. And it makes her look more sophisticated.
Tom:

Don: I’'m not sure I agree. I like it long.
Tom:

Don: You’ve got a point there. It does show off her eyes better that way.
(Wall, 1998, p.83)

(2) Role play
Work in groups of three. Imagine that you are all Mariah Carey fans. Look
at and discuss Mariah Carey’s old and new hairstyles.
(Original)

Judd (1999, p.159) points out that “it is very hard to create situations that are
realistic and meaningful for both parties in the role play.” For example, in a role play
in which a travel agent makes arrangements for a customer’s vacation, the role of the
customer is relevant, but the role of the travel agent is not, because most students will
not become a travel agent. The same can be said of the role of a nurse, bank teller, or
police officer. My view is that, even if students are unlikely to have these occupations
in the real world, they still need to transact or converse with people in these
professions. Thus such realistic role plays are still of considerable practical value. The
real problem is how to make them practicable. Students could be reluctant to assume
the professional roles due to their lack of relevance or interest for the students
themselves. In addition, according to Judd (ibid.), the students in these professional
roles tend to produce unnatural language. Through my practice I have found that a
one-sided script can solve the problem. That is, the turns of the professional character
are directly provided or can be selected out of several given options while those for
the other role are all left blank. During the role play, the student assuming the
professional part can use the talk-and-listen technique introduced by Via (1987,
pp.116-7). The student finds his line, reads it to himself, and then looks at his
interlocutor and says the line. If he cannot remember the whole line, he may look
back. But whenever he speaks, he must look at his interlocutor.

The amount of the creative work the role-play situation elicits also has a bearing
on the degree of improvisation. Creative role plays give learners full autonomy and
great freedom in the choice of language and content. Role plays that represent the
highest degree of improvisation are those which combine the situation with a one-line
incomplete script. Specifically, the role players have to invent a conversation starting
with the only line provided. The situational information can only be inferred,
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interpreted, and further developed from the given first line. It is obvious that such
creative role plays elicit the use of learners’ whole-language resource. But they are by
. no means confined to advanced adult learners. For example, Phillips (1999, p.119)
proposes a creative role play for children which begins with the following single line:
Why are you so dirty?

In a second type of creative role play, the situation just gives the bare bones of
the role-play content, story, or characters. The impersonators have to draw on their
imagination and command of the language to flesh out the role play. A creative role
play I have used in a university English class begins with the following brief situation:
Tell your spouse, who has just come home from work, that you are divorcing him/her.
Imaginative students seemed to enjoy the improvisation very much and could not stop
their argument over the divorce. My students could easily find their grounds for
divorcing their spouses because before the role play there was a class discussion on
the reasons why some people get divorced. What was challenging was that the role
players had to keep making up details of the events, setting, characters, and the like in
order to sustain the conversation. In such role plays, the information gaps are not
prescribed by the teacher, but created by the impersonators (students), hence the name
‘creative role plays.’ '

A third example of a creative role play comes from Scharle and Szabo (2000,
pp.85-6). Students simulate having a party. Accountable for. the party conversations,
they are invited to write their own role descriptions. Just as in a fancy dress ball, they
can take on the identity of someone else, borrowing any personal characteristics they
would like to have. This role play is less of an improvisational activity than the
divorce role play introduced previously, for the information gaps in the former are
created by the role players before improvisation while those in the latter are created
during improvisation. '

The teacher may further reduce the amount of improvisation or creative
challenge by adding some details to the sketchy role-play situation. Take for instance
the divorce role play. The cause of the divorce may be provided (e.g., extramarital
affairs). The family background may be outlined (e.g., children, financial status, etc.).
And the couple’s personality traits may be prescribed. When it comes to the story line,
the beginning may be provided in words or through a picture, from which the
impersonators have to develop a conversation and bring it to a close. Likewise, the
ending may be determined in advance; the students have to create a beginning that
leads to the predetermined end.

Impersonators’ imagination and creativity can be directed toward something
other than characters or story lines. To illustrate, in a group role play devised by
Taylor (1985, p.64) students create a political party they would like to belong to and
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make speeches in role as a party representative. In a role play proposed by Connerton
and Reid (1993, p.235) students create their own new products as well as an
advertising slogan and introduce them to possible buyers.

With a view toward developing students’ pragmatic competence, the teacher may
apply what Byrne (1986) calls “mapped dialogues” to the role play. The
impersonators perform speech acts with functional cues for each speaker on separate

cards, as illustrated below:

Card A: (1) Invite your partner to go out with you.
(2) Suggest another possibility.
(3) Confirm arrangement.
Card B: (1) Decline
(2) Accept
(3) Agree
(Byrne, 1986, p.120)

Since the conversation and interaction are guided throughout, we may call such an
exercise ‘guided role play.” Functional cues, if not complicated, may be
incorporated into the role-play situation. Guided role plays focus more on students’
ability to use the language they have learned than on their improvisational creativity.
In fact, guided role plays come between the two extremes on the scale of

improvisation, which runs from completely creative to completely controlled.

TASK SUPPORT

As mentioned previously, role plays simulate real-time communication. Role
players are requested to alienate themselves from their own normal identities and
project themselves as other personas. They are supposed to perceive other
impersonators’ ideas appropriately, formulate their utterances in real time, and give
prompt and spontaneous responses. Task demands of this kind can cause a lot of
stress upon more inhibited or introverted students (cf. Shie 2002). For a role play to
operate smoothly, the teacher needs to provide adequate support.

Visuals like photos, pictures, figures, cartoons, and sequences of video can make
students more conversant with the role-play situation. Props such as bills, menus,
timetables, street plans, catalogues, advertisements, and shopping lists give students
quick access to relevant information so that they do not have to make up too many
consistent details during the role play.

It is simpler to get students into their roles if they are to impersonate characters
from a story or textbook article that the class has just studied. Otherwise, additional
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support will be called for to familiarize them with the role-play situation. Role cards
—sketching out a role, the situation, and the task to be carried out—can heip create
information gaps and get the role play going. Here is a brief example, attributed to
Hadfield (1992, pp.144-5):

Parent:  You are having a row with your teenage daughter. You think she is
too young to go to the parties and come back late at night.

Daughter: You are having a row with your parents. They won’t let you go out
to friends’ parties, and say you are too young to stay out late. It’s not
fair — All your friends go to parties!

Shie (2001) proposes two optional components of a TESOL role play, namely
spare expressions and working knowledge. Working knowledge is the general
knowledge necessary to the role play. In many cases, students have sufficient working
knowledge already, as is the case in which they pretend to ask their mothers, who are
resistant, to increase their pocket money. But when they role play unfamiliar or exotic
situations, the teacher has to impart the working knowledge first. The following
example from an actual textbook (Folse, 1996, pp.131-2) may be illustrative. Students
work in threes, playing the roles of a doctor and a childless couple. The couple goes
to see the doctor because they want to have a child using egg implantation. The
mother is 45. The doctor has done egg implantation many times, but the oldest age of
one of his previous patients was 32. Students could possibly feel it very hard to move
the role play on if they do not have the general knowledge about in vitro fertilization.
Therefore, it is more feasible to treat the role play as a follow-up activity to a reading
text on in vitro fertilization which provides the necessary working knowledge. In
between the reading activity and the role play, the teacher can get students to discuss
the related subjects, guiding them toward the improvisation.

The component of working knowledge may also embrace the pragmatic or
cultural knowledge needed for the role-play task. For one thing, the expression used
to ask for information in a travel agency is different from that used between good
friends. Knowledge of appropriate stylistic varieties can help role players simulate a
real-world situation more successfully. In addition, different cultural groups may have
different cultural expectations in some situations. For example, when giving a gift to a
friend, Americans usually expect the friend to unwrap the gift immediately, but
traditional Chinese do not. Relevant cultural knowledge can smooth cross-cultural
communication.

During a role play, students need to know what to say and how to say it in the
target language. If they have a hard time figuring out what to say, they need additional
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support. For example, they may perform speech acts within prescribed parameters

with the aid of functional guidelines, as illustrated below:

Traveller:  Check frequency of trains to Cambridge.

Ticket Clerk: (frequent departures)

Traveller:  Ask if trains are non-stop.

Ticket Clerk: (Some, but some make several stops)

Traveller:  Check times of services later in day.

Ticket Clerk: Give times for direct trains and trains that make stops.
Traveller:  Decide, buy a ticket, reserve a seat, verify dining facilities, etc.
(Cross, 1995, p.151)

In a less guided manner, options as to what to say may be given for the students
to choose and some questions can be provided as prompts. Take, as an example, a role
play from Helgesen et al. (1999, pp.47-8). Students simulate planning an event (such
as a garbage clean-up along a beach or food stand at a school festival). The following

questions and prompts are given:

(1) What do you have to do to get ready?
¥ publicity
% get volunteers
3 things to buy
3¢ things to borrow or rent
3 aplace to have the event
(2) When will you do them?
¥ one month before
X one week before
3¢ the day before
3¢ the day of the event

The teacher may also provide spare expressions to assist impersonators. Spare
expressions are words, phrases, idioms, formulaic expressions, or sentences (in
isolation or a grammar matrix) that may be used by role players. Spare expressions, if
any, should be made available during the role play, especially to the students with
limited language ability in a large mixed ability class. These expressions can be
written on the board or incorporated into cue cards. The teacher may also include
spare expressions in a pre-task to the role play. For example, in an exercise in Gitsaki
and Taylor (2000, p.27), names of some types of restaurants are provided (e.g.,
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Chinese, Italian, and fast-food restaurants). Students are requested to write food items
from a list (e.g., dim sum, spaghetti carbonara, etc.) or one of their own for each type
of restaurant, before they role play choosing a type of restaurant and a food item to
eat. Without knowing the names of some food items, students will not be able to carry
out the role-playing task.

A role play can be very simple, requiring little preparation. The teacher can have
the students explore their ideas by acting them out directly. When it comes to a role
play that involves an unusual role-play situation or a higher degree of improvisation,
it is best if the teacher can give the students a few minutes to gather momentum by
establishing their ideas about the setting, characters, and so on. A model dialogue may
be offered that contains examples of spare expressions in context. As a last resort, the
teacher may try a preliminary demonstration either together with a student volunteer

or alone in the form of split role playing using the empty chair technique.

CONCLUDING REMARKS
In this paper we have discussed a variety of factors in the design of a
language-teaching role play. Let us conclude our discussion with a checklist for the

convenience of language teaching practitioners.

(1) Do the role-play situation and characters need to be realistic or fanciful?
[] realistic [] fanciful [] both
(2) Is it necessary to dramatize the stereotypical interactions in the role play to
increase the intrinsic motivation?
[]yes []no :
(3) What type of impersonation organization is called for?
(] group [Jdyad [ solo [] split [] joint
(4) What details do the character descriptions need for the role play to operate
adequately?
[] basic [] ascribed [] acquired [ ] actional [ ] functional
(5) To what extent does the role play need to be improvisational? |
[] creative [ ] semi-creative [ | guided
(6) To what extent does the role play need to be scripted?
(] unscripted [] semi-scripted [ ] one-sided
(7) What types of task support are needed?
[ visuals [] props [ rolecards [ ] cues or prompts
[] working knowledge [ ] spare expressions

All the items on the above list are concerned with the structure of a role.play.
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Items 1-3 may vary with teaching objectives, and Items 4-7 offers important
dimensions to the grading of language-teaching role plays. This checklist summarizes
what has been discussed in this paper. Language teaching practitioners may utilize it
to design their own role plays to meet their students’ special needs.
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Complementary Relevance of Machine Translation to
Human Translation: A Theoretical Study

Chung-Ling Shih
Ching-Yun Institute of Technology

Abstract
This paper addresses the theoretical issue of complementary relevance of machine
translation (MT) to human translation (HT). An inquiry into the disparities between
MT and HT is conducted in terms of the translation process, text types and
translation tools. Outlining their differences is aimed at illustrating the potential
benefits based on their cooperation. For readers to have a greater understanding of
MT, a short history of MT systems is presented. This is followed by an introduction
of specific examples used to justify the complementary relationship between MT and
HT. A hybrid_ MT-and-HT learning scheme is then proposed for the fulfillment of
pedagogical objectives in the conceptual, linguistic and technological areas. The
proposed integration of MT into HT is expected to equip student translators with the
required professional knowledge and techniques of modern translators so as to have
better opportunities of employment in the international translation market in the

cyberage.

Key Words: MT, HT, complementary relationship, hybrid-MT-and-HT learning

Scheme

INTRODUCTION

The idea of using computers to translate natural languages was proposed in the
1940s, followed by elaborate research and development of various related software.
From then on, machine translation (MT) has traveled a turbulent 50-year-long journey
on a rough, uneven road as a result of voices expressing dissent, fear, anxiety, consent
or indifference. Obviously, translators and translation instructors or scholars watched
MT development either scornfully or with fright. A scornful comment goes that MT
equals “Mad Translation” while the fearful reaction is seen in the refusal to use MT.
In addition, those who only use MT occasionally view the modernized translation
technology with no particular concern or expectation. In light of these controversial
responsés, one is driven to question the relevance of MT to the conventional human
translation (HT). Thus, this paper attempts to illustrate the relationship between MT
and HT by investigating such aspects as the translation process, and different texts and

30



Shih: complementary relevance of MT to HT

tools required in both MT and HT. A probe into how MT functionally helps HT is
expected to identify the useful role of MT as an aid to HT in the modern translation
industry and in the academic environment for translator training.

In his paper entitled “Machine Translation and Human Translation: in Competition or
in Complementation?,” John Hutchins (2001) pinpointed two attitudes in reaction to
MT. One was disbelief in mechanized translation; the other was professional
translators’ fear that their jobs would be taken over entirely by computers or machines.
In the same paper, Hutchins (2001) raised a negative view of MT by exemplifying the
words of J. E. Holmstrom in a report for UNESCO. Holmstrém’s view was that “from
aMT systerh, the resulting literary style would be atrocious and full of ‘howlers’ and
false values than the worst that any human translator produces.” Holmstém’s reason
was that “translation was an art; something which at every step involved personal
choices between uncodifiable alternatives; not merely direct substitutions of equated
sets of symbols but choices of values dependent for their soundness on the whole
antecedent education and personality of the translator” (see Hutchins, 2001). Such
comments make sense as one evaluates the quality of an MT crude draft without any
post-editing or revision. The situation becomes worse as-one compares an MT draft
with the human translation in the case where MT is used to translate expressive or
evocative texts instead of informative texts. Therefore, it is assumed that such
negative comments will be heard again in the next fifty years if the quality of MT
output is not greatly improved.

The recent introduction of translator workstations as an effective tool to assist
professional translators has helped diminish the previously dramatic antagonism
toward the MT community. Professional translators are aware of the fact that
computer-based translation systems enable them to work more productively in
technical translation. A consensus has been reached that MT systems and extensive
computer aided translation (CAT) tools are not rivals to human translators.
Automation and MT will not be a threat to the livelihood of the translator, but will be
the source of even greater business and will be the means of achieving improved
working conditions (see Hutchins, 2001). Actually, computer-based MT and other
related aids that have been invented since the 1970s are based on an assumption that
the incorporation of human translators’ expertise is needed at various stages of MT
operation to achieve a higher, publishable quality of translation.

An even more optimistic reaction to MT goes that criticism of MT’s failure to
translate Shakespeare is like the unreasonable criticism that a robot is useless because
it is not able to dance Swan Lake. One cannot say that MT is useless when it cannot
provide a perfect literary translation. Indeed, it is not fair to deny the capabilities of
MT systems simply because un-edited MT drafts fail to achieve the publishable

86

91



W BB English Teaching & Learning
27.1 (July 2002)

standard. This case is analogous to the situation where a man ridiculously denounces a
washing machine as ineffective and useless because it cannot wash dishes. In general,
- every machine or device is invented for specific functions so that the assessment of its
usefulness is supposed to be made within the framework of the initially designed
purposes. |

One may claim that MT systems, if appropriately used, serve as an effective aid to
HT. Furthermore, it is suggested that MT integrated into HT can help create massive
business benefits. The hybrid MT-and-HT scheme may be a promising endeavor for
the translation industry, and the experience garnered in the business setting could be
used to develop MT-HT training models for academic settings. If so, student
translators might receive advanced training in computer-based translation tools,
leading to better employment opportunities in the international translation market.

Now, to convince readers of complementary relevance of MT to HT, an
investigation into their different functions is made in order to justify the great
potential of the mixed use of MT and HT.

MT VS. HT: DIFFERENCES IN THE TRANSLATION PROCESS,

TEXTS & TOOLS
An inquiry into the disparities between MT and HT can be conducted in terms of

the translation process, different text types for MT and HT, and the different tools
used in these two methods. To bring to light their differences serves as a stepping
stone to illustrate the benefits of higher productivity, lower costs and better quality

based on their cooperation.

The Translation Process

MT and HT are both subjected to three operations--analysis, transfer and
generation--in the entire translation process, but these underlying the operations are
different in the two methods. In the case of HT, human translators use sufficient
bilingual knowledge and bicultural sense to interpret the messages. Then, they seek to
code switch between the source language (SL) and the target language (TL) by
finding proper equivalents or using alternative terms. Certainly various strategies are
used like grammatical modification, structural reversal and compensation by lexical
deletion or lexical addition, etc. Eventually, human translators encode the transferred
linguistic items in the way they assume to be accepted by readers in the TL
community. Since translation is mainly a decision strategy, the choice of proper
equivalents or modified expressions in the TL resides with the translator. And it is
knowledge about the world and the specialized subject matter that human translators
use to measure, judge and make the correct choice. If an incorrect choice is suspected
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and discovered in the revision stage, further checking is required by consulting books,
experts or other online resources.

The translation process of MT reveals similar steps, but contains different
underlying operations. Firstly, in the analysis step, inanimate corpus-based MT
systems resort to the stored lexical databank, structural information and selectional
restriction rules (semantics) to interpret the source text (ST). This action is different
from human translators who use internal intuition, world sense and conscious
linguistic knowledge to conduct a similar analysis. More specifically, the following
example illustrates how the MT system disambiguates the unclear structures and
lexical entries. For example, in analyzing the sentence “Jack killed the old man with a
knife” implicit with double meanings, the MT parser is supposed to identify whether
it means “Jack used a knife to kill the old man” or “Jack used an unknown device to
kill the old man who held a knife in his hands.” And in translating the word “live,” the
MT parser is forced to decide whether it refers to an adjective or a verb and which one
is correct to match the position where the original word is located. Encountering these
two situations, human translators use the contextual meaning to judge its implication,
but current MT systems available in Taiwan’s local market don’t have powerful
parsers to go beyond the sentence to check the contextual links between sentences. As
such, the syntactic and lexical ambiguities treated by MT systems read semantically
ridiculous in translations of English to Chinese and vice versa.

The next step, the transfer operation of MT systems, involves chénges in
sentence structures and grammatical features of lexical items. For example, in
translating the sentence “He is a great singer” into Chinese, it is better to change the
noun phrase “a great singer” into a verbal phrase in the form of a verb plus an adverb
like “sing greatly.” Then, the localized Chinese translation is “#.°g43484%” rather than
the direct translation as “4. & R ### +.” Moreover, the order of main clause (£ & ¥
¢1) and subordinate clause (# /& ¥ ¢ ) in an English sentence, when transferred into
Chinese, usually has to be adapted or converted. A powerful rule-based MT system is
capable of doing these things properly, but a poor MT system is not.

After the transfer operation, or more appropriately described, after being
incorporated in the transfer operation, MT systems are expected to generate the target
language by produbing the correct morphology and word order. For example, after
getting the transferred English sentence “Mary everyday watch TV” from the
Chinese sentence “#% # x X & €#,” the MT generator should revise it into the way a
native English speaker would say this statement. Then, based on the English syntactic
structure, the time adverb “everyday” should be put at the end of the sentence. And
the English gender agreement rule requires that “s” or “es” be placed after the root
verb when the subject noun is the third person pronoun or the singular noun. Thus,
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“watch” should be revised into “watches,” then the appropriate English translation
should be “Mary watches TV everyday.” At this point, it is clear that a competent MT

- generator is likely to apply the rules of grammatical modification and gender

agreement, while a poor one cannot. In the next part, different types of texts used for
MT and HT will be discussed.

Different Text Types for MT and HT

Basically, MT systems are designed and developed to deal with texts limited to the
sublanguage of a particular subject field (e.g. biochemistry) and/or document type (e.g.
patents) (Hutchins, 1995). However, the HT method is applicable to all types of texts
and its performance varies from translator to translator. Therefore, while the quality of
MT drafts mainly depends on the right type of texts, the quality of HT is decided by
the linguistic competence and professional background of the translator.

In most cases, an experienced translator equipped with proficient translation
strategies and sufficient background knowledge of the specialized field is sure to
perform better than a less experienced translator who is not familiar with the subject
matter and does not have much idea of specific translation skills. In contrast, a good
MT system with more powerful parsers and larger databanks is not expected to
perform better than a poor MT system when applied to translate an inappropriate text
like a poem. Only if MT systems work in a controlled language or domain-specific
environment can they perform satisfactorily. In other words, a source text that restricts
the range of vocabulary and excludes the use of homonymy, homographs, polysemy
and complex sentence structures is appropriate for MT. Good examples are user’s
manuals, timetables, information about hotel accommodations, weather reports or
travel information. One of the most successful MT systems is the TAUM METEO
sysfem which has been used since 1978 by the Canadian Weather Service for routine
translation of English weather reports into French (O’Hagan, 1996: 30). Due to the
short sentences and standard phraseology in weather reports, the MT performance has
reached a success rate of about 95% for unaided translation (Nagao, 1989: 33). In
short, the text fit for MT application is domain-specific with simple structural form

and a single meaning of words so that computers may process them easily.

Different Tools Used in MT and HT

The tools used in MT and HT show a big gap that can be illustrated along with the
workflow steps, namely, the text-preparation stage, translation stage and
post-translation stage. In the pre-translation stage, human translators get the printed
document and then copy it with double spaces between lines so that they may directly
do translation within the space. In the case of MT application, if the source text is
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given on paper or in a graphical image, it must be converted into a machine readable
form. The devices used for conversion can be scanners, optical character recognition
(OCR), imaged character recognition (ICR) and optical mark readers (OMRs).
However, conversion of a source text through these computer-aided tools cannot get a
fully accurate version, so human editing is required at the same time.

In the translation stage, humans usually read through the article to get the gist
and then underline the questionable spots for checking. At this moment, the tools that
humans use tend to be bilingual dictionaries, monolingual dictionaries, specialized
dictionaries, thesauruses and encyclopedias. On occasion, online surfing for related
information is an additional device. In the case of MT, based on advanced
computational linguistic analysis, MT engines linguistically process the source
document to create a translation within seconds. Modern terminology managers like
Multiterm, Termwatch, Termstar and others, beneficially embedded in the MT tools,
provide the function of mapping source to target terminology in one-to-one
correspondence for users to check. Thus, already translated terms stored in the term
bank through the fuzzy match or exact match may be inserted into the target
document without the need to re-type the terms.

Additionally, the translation memory (TM) system may be used to assist
automated translation. The huge amount of translated texts (i.e., corpus) with their
corresponding source texts in the form of bi-lingual entries are stored in the TM
system for later use on a sentence-by-sentence or portion-of-a sentence basis.
However, generally viewed, 20-50% or more of a document will require manual
translation. Thus, the remaining un-translated sentences where no perfect match is
found in the sentence memory (TM) are sent to the MT system for automatic
translation.

" In the post-translation stage, human translators do post-editing by checking the
incorrect prepositions, articles, pronouns, verb tenses, punctuation, etc. The MT
application cannot do without the post-editing that focuses on the revision of
semantically absurd translations. In most cases, supplementary translation of missing
words and revision of syntactic and semantic errors are undertaken. Computer—based
tools provided for post-editing may help, such as spelling and grammar checkers (e.g.,
Word Grammar Checker and WinProof Grammar Checker).

COMPLEMNETARY RELEVANCE OF MT TO HT

From the above illustration, it is inferred that MT and HT methods both have
their inherent strengths and shortcomings or limitations. First, concerning the
translation process, the dynamic and flexible adaptation in HT is what computers

cannot achieve, but computers process texts rapidly and show consistency in
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terminology. Second, texts that include intercultural information are most effectively
handled by humans, while the MT method dominates in the translation of vast
amounts of technical text. Finally, CAT tools such as the TM system and the
translator’s workstation are labor-saving devices that can increase productivity and
* quality. ‘

With the limited semantic information and insufficient contextual analysis of MT
systems, a sentence with a homograph creates difficulties for MT output and thus
requires human translators to revise and clarify it. For example, in the sentence with
the homograph “live”—*“She wants the program to be broadcast live, so it will attract
a wider audience,” MT systems render them as follows (to cite two instances
produced by Dr. Eye 2001 and TransWhiz 6.0):

3.() R ERARXRELE(EL)  AAEGERRS ERCGDRE -
(b) A&t #IERIALE(BE) > MATEOBRIIZROCLDORE -

The logic in the MT output does not make sense, but human translators can
immediately discern the root problem based on the contextual meaning so that the MT
draft may be revised.

MT systems produce the output in accordance with what is input in its entirety
without any lexical modification. No wonder that the MT output gives one a
mechanical feeling, like a body with flesh but without spirit and soul. For example, in
translating the sentence “The two coffee shops are ready to be subject to the zero-sum
struggle for domination,” the phrasal verb “be subject to” may be replaced with
another verb “develop,” then the Chinese translation would be tailored locally.
However, MT systems cannot alter original expressions based on the principle of
lexical condensation, so that the direct word-to-word literal translation sounds strange
to a native speaker of Chinese. Comparé the output of MT systems (2) and the

appropriate human translation (1):

(DR R EPERH T FHB -
QB Rk EEP LR/ ERAFRFHE

Thus viewed, MT systems cannot make sophisticated judgements based on the
limited storage of knowledge and information in the databanks. Furthermore, the MT
parser is confined to mechanical sentence-bound analysis without contextual
considerations. Therefore, MT needs human translators to evaluate the inter-sentential
relations to decide the correct contextual meaning that affects the appropriate analysis
of semantic features and syntactic structures. This accounts for the better lexical and
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syntactic transfer in HT. Furthermore, MT systems cannot automatically modify
poorly written source texts (ST) by revising the misspelled words or grammatical
errors originally found in the ST. However, given the gist from the MT draft, less
cdmpetent human translators usually find the task of revising MT drafts much easier
than doing translation alone from scratch.

Concerning the texts used, current MT efforts can attain the level of syntactic and
semantic transfer, but fail to achieve a high level of intercultural exchange. Therefore,
only human translators excel in literary translation by decoding the specific cultural
patterns/messages in thé source text and then encoding it with the alternative cultural
patterns/messages intelligible and acceptable to the audience in the target language
culture. Under these circumstances, to share the workload of human translators, the
non-literary translation, in particular technical documentation, may be assigned o
computers. This has led to increased productivity and decreased costs particularly for
the translation of manuals that bear 30% repetition of previously translated text of a
similar topic ot subject.

To summarize, for certain types of translation tasks, HT is the most appropriate
choice. On the other hand, what human translators cannot achieve in terms of
productivity, rapid word lookup and consistency in terminology, can be provided by
MT systems. As such, the relationship between MT and HT may be defined as a good
partnership instead of a conflict.

MT AS A USEFUL AID TO HT

In comparing the tools used in MT and HT, MT systems and their extended CAT
technology demonstrate some advantages over the HT method. A variety of MT tools
have been produced as a specific aid to HT and they are in different stages of R & D.
These tools provide various benefits for business users, professional translators and
the general public. Examples of these tools are shown in Figure 1.

L
3
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Large Scale MT Dissemination
Systems Function
PC-based MT Assimilation
Systems Function
Localization Translator Workstation
Function + TM Systems
Communication Networked MT Systems
-Function
Figure 1

Various Functions of MT Systems

Early large scale MT systems developed in the 1970s are used to translate
domain-specific texts with restrictive changes in lexical items and syntactic structures.
For example, Systran has been used at Xerox for the translation of English
documentation into multiple languages with the aims of a reduction in costs and
improved clarity of communication. And there was a successful use of the Weidner
system at Perkins Engines to translate technical documentation. To promote the
quality of the MT outputs in the above two cases, pre-editing was undertaken to
control the vocabulary and syntax of the source texts, leading to a reduction in
post-editing costs (see Hutchins, 2001). Although the pre-editing and post-editing
require time and money, MT application remains cost-effective when vast amounts of
technical translation are urgently needed and no human translators with the necessary
technical knowledge are available. In brief, the early large-scale MT systems are
applied when the input language is controlled and the output is heavily revised for the
purpose of information dissemination.

In the 1980s, PC-based MT systems made their debut in the global market.
Different from the mainframe systems preferred by organizations or industries for
information dissemination in the 1950s, PC-based MT systems are mainly used by
individuals for information gathering, and by in-house or freelance translators for
determining the gist of a piece of writing. Having screened the MT drafts, users may
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decide which parts need further translation by humans. To these users, the translation
quality of the MT drafts is of less importance than the comprehension of the gist of
the context of the source text (see the appendix for more information). Moreover, MT
systems provide the lexical corpus of synonyms, antonyms and varied forms of words
( Figure 2).
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Figure 2

The Interface and the Outcome of the Lexical Corpus of a MT System

In the 1990s, workstations for the' commercial translator like the Trados
Workbench, the IBM Translation Manager and the STAR Transit workstation
appeared to foster the localization of computer software. These workstations combine
text-processing facilities, desktop printing and terminology management tools. They
are added later to translation memories to provide a crucial advantage to the
professional translator for the translation of scientific-technical documents (e.g., user
manual ). A technical manual needs to be produced in several different languages as
soon as the new product is ready to be launched into the international market. The
manual is often highly repetitive from one product version to the next with only a few
parts needing to be re-translated. Consequently, it is beneficial to use the translation
memory system (TM system) to search the already translated parts in translation
memories and then insert the exactly or fuzzily matched parts into the target text.
Moreover, a terminological management tool is provided for easier consultation or
post-editing. Figure 3 shows how a translator’s workstation, based on the Behavior
Translation Manager (BTM) and the Behavior Machine Translation (BMT) designed
by Taiwan’s Behavior Design Corporation (BDC), demonstrates the source text, the
MT output, the TM search and specialized dictionaries on the same interface for the
translator to do the post-editing. '
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Figure 3
An Instance of the Translator’s Workstation Provided by BDC

The use of the workstation has enabled professional translators to increase
productivity and improve consistency and quality as the project manager, Miss Cheng,
assured this author, who visited her on July 24, 2001. Miss Cheng also mentioned that
clients paid less as fuzzy matches increased and the overall cost of translation was
reduced.

The growth of global telecommunication networks and the Internet has
contributed to an increasing demand for instant or real-time translation of electronic
mail, web-posted articles or “chatroom” conversations in many different languages.
This need is evidenced on the intra-organizational scale and on the
inter-organizational scale. In some global organizations or international corporations,
specific MT/CAT systems have been tailored and developed to translate e-mail
messages, instant messaging notes and internal documents from the employees of
different nationalities for the purpose of bridging the language gap among the
working staff and facilitating information exchange. For example, MT-enabled portals
are added to networked MT systems to achieve instant web-page translation. This
capébility of real-time communication across countries can never be accomplished by
human translators. :

MT systems cannot be applied to translate all types of texts. Nor can they
thoroughly resolve aforementioned lexical and syntactic ambiguities. Still they attract
users with the reported functions of instant website translation, information scanning
and real-time communication. Given the advantages mentioned previously, interactive
collaboration between MT/CAT and HT may serve as an effective solution to the

BESTCOPY AVAILABLE 100 95



Shih: complementary relevance of MT to HT

drawbacks embedded in MT and HT methods.

AROPOSED HYBRID MT-AND-HT LEARNING SCHEME

It is true that MT systems cannot be functionally complete without the assistance
of humans. While MT is claimed as an aid to HT, HT is in turn an equally important
aid to MT. As such, a formula of the hybrid MT-and-HT scheme is proposed as a part
of an existing translation program listed below:

Formula: Pre-editing Strategies (HT) + Translator’s Workstation (text processing
and terminology management) + MT-&-TM System + Post-editing Strategies
(HT)

As this formula is increasingly accepted as the worldwide application mode in the
translation industry, it is time for translation instructors to integrate it as a significant
component into the unaided HT teaching context. Nevertheless, it is worth noting that
this MT+HT learning scheme is only appropriate for the translation of technical and
domain-specific texts. Instructors have to be cautious in the choice of teaching
materials. As for the translation of general texts, the use of the conventional HT would
be preferred. Another point worth our attention is that a theoretical introduction to HT
and an exploration between culture and language must be preserved. It is suggested
that hands-on experience with MT/CAT systems and the learning of pre-editing and
post-editing strategies be integrated into the practice of HT. In short, a comprehensive
module involving the recompiling of HT and MT components may look like the one
found in Figure 4:
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) Conventional HT-Based Components Modernized MT-Enabled Components

An Introduction to Translation Theories An Introduction to MT Theories

Coniparative Differences between English and|The '_I‘ranslator’s Workstation (OCR/ICR/OMR and

Chinese various  desktop  publishing (DTP)  systems,
Term-Management Systems)

Translation Strategies Hands-on Practice with MT + TM Systems

Manual Translation Drills & Activities Principles of Pre-editing (How to paraphrase the source

text with controlled language)

A Study of Culture and Language Principles of Post-editing (How to localize and naturalize

inappropriate MT-specific language)

Figure 4
A Comprehensive MT+HT Learning Module

The proposed module is just one example based on the organizing principles of
theoretical exploration, linguistic practice and technological experience of MT/CAT
systems, part of which I have applied to my translation teaching and that has been
favored by the majority of students. To be sure, the proposed components may be
customized to meet different students’ needs, linguistic competence, computational
knowledge and the school’s computational environment.

Theoretically viewed, it is necessary to inform students of the complimentary
relationship between HT and MT in terms of different functions, strategies and tools.
Comparative analysis of HT-specific translation strategies‘ and MT-specific editing
strategies, in terms of their differences rather than similarities, is of great significance.
Concrete examples should be given by taking user manuals or domain-specific texts
as the source texts for MT and culture-specific texts as the source texts for HT.
Students are shown how the technical texts prior to the MT application are converted
into a kind of sublanguage or controlled language with restricted vocabulary and
simplified sentence structures. Words with multiple meanings, verbal phrases, long
sentences with wh-clauses, passive forms and acronyms, to cite a few, are replaced
with a word with a single meaning, strong verbs, short sentences, active forms and full
names respectively. This conversion enables the computer program to have an easier
time with processing and handling. HT is a different case where direct code-switching
or inter-lingual and inter-cultural transfer, followed by the localization step, is
required.

In the case of MT, it is also very important to use post-editing strategies to check
if the crude MT draft is pragmatically and semantically acceptable in the target

language culture and compatible with domain-specific linguistic structures and
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expressions. Students need to be aware that the current MT systems available in
Taiwan’s local market are incapable of satisfactorily handling time markers,
wh-clauses, compounds, prepositions and word order. Thus, teaching various
strategies for either MT or HT helps inform students of the decision-making nature of
the translation process. '

For the linguistic aspect, ordinary practice with MT-enabled instant word lookup
and extensive learning from the lexical corpus helps increase students’ vocabulary
power. And the function of instant entire-sentence translation provides students with
the opportunity of error analysis and then helps them to consolidate grammatical
concepts. Concerning . technological exposure, focuses vary depending on the
computer facilities available in different educational settings. If financial support is
limited, it is sufficient to let students have hands-on experience with TransWhiz
systems that offer an array of functions such as artificial-intelligent MT + TM, instant
bi-directional dictionary lookup, expandable dictionary (adding new words and
altering definitions) and Internet web page translation. These technology-enabled
functions integrated into the pure unaided HT learning program are conducive to
carrying out several objectives in the theoretical, linguistic and technological aspects

as shown below:
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A Comprehensive MT+HT Learning Scheme
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Figure 5

A Comprehensive MT-and-HT Learning Scheme
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Nonetheless, suspicion inevitably arises as to whether the MT output creates
confusion for a not-quite-skilled learner of translation. This worry is justified because
of the low quality of the raw MT output. Thus, an MT-specific course is
recommended for advanced-level EFL students who have the capability of doing
pre/post-MT editing. With an ambition to be professional translators in the future,
they need to know MT/CAT applications.

CONCLUSION

To claim that MT systems work as an aid to HT is not to devalue the status of HT.
Rather, it stresses the potential of their complementary collaboration to open up a new
dimension of translation learning. In moving into the cyberage, humans no longer
have justifiable reasons for the stubborn rejection of new translation technology that
may reduce time and costs if appropriately used. This is particularly true for technical
translation. Critics can be assured that MT works, but within limits.

In view of ‘MT-enabled assistance, translation instructors are expected to modify
and tailor their teaching to the trends of translation technology so as to equip students
with the basic knowledge and skills required by the future MT/CAT-enabled
professional environment. Actually, the implementation of a hybrid MT-&-HT
learning scheme may modernize the content of existing translation programs and help
relieve students’ nightmarish anxiety in doing translation with a limited background.
More importantly, it helps to avoid the tedious consultation of heavy reference books
or dictionaries. As such, the collaborative and complementary relationship between
MT and HT prbves to be of much value in the enforcement of a comprehensive
MT-and-HT curriculum either for academic training or for the future good of the
translation industry.
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A b B B ¢
2L - HEEXAABHEHLERE

b R
Ay sBEFRAZ
BE

2HALBHRPL BN ROLSTAMENES - EEXFEARELN
zaﬁ&ﬁﬁ-ﬁxmﬁ;&%%&éﬁzﬁ'&%ﬂ X AW HARALHKR
fibey AR A 0 B E ARG AAARERG S RARAALBILSF
BB MBARGAERBAMARSHBERYT » BLULRMRERE
BB - B FEHAHIT AR ESHMRIE  REAGEG I ERE
BHPHHET - Fu > BEAMNE BHLKAEHEHARERZE -

Meksd 23kt A MM L MARIX HHRE

# - 2RALRA AL

SHRICTER L —EBATRAEHES " %3 (common sense ) B A & ¥
FrAH S A MARIEHBRARARR  CERAEMRER - CRFEEMAE &
HRIEERMBB#H SRR RE - 2 LA BEBRTRLE -XLAE -
BEMBEHEARREE—EARARAERER > EELRREEKILE T
(homogenization) #—{EA8% - 3.4 - "8 K231t | (going global) T4 # &
EAMREHCHRR - 2L ELHKM (globality) eFEMBHYHEAR L HRZ
% SN H —BART Xt @E-- £k (locality) - R®HELRT - @
HUBLAEHEHLEH  ANMRR— IR -PE BRASHE  2EH
HEHESHEHAMZT > HE EXEE KR/ (demonization) » £ 4F A4
AEHLRILHTREGAHEN -

SHILHEM LR BT EA R RAARNGBSE BB —EUNEFAT O FH
FHEEAH NG - BFSETHRERE LA RILKEFHNERE
BROMBEMNA BRI -FEER FHEAEEF R THETER it
ReHA e BHA—# "Td L@ T, (top-down) & FHMFHH > EF SRR
A T#Eb, R TABRIL, HRAF -

fH#3 TH# A %A HE | (Foucault, 1980, p.95) - &EHF & 3kibeh FH L K
LEERAFBIHERGRLHIL - REMANIE - B TR X BHLSHKILEK
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HEIL/EMER S - R A T B LBBREBY AR AR 1L
MIE R - SHIIE > RBTAARFYAN 1 - V3 FER%EL L
RERBBEZHAE -

EREESHKAAR-_AHIHEH  RAEMB LRI TIBRY TR
(hybridization) #8¢) » R # B XALRb XL £ B RIRM AT Z R —HEH 2
Kb EBERE - %ﬁ‘dbﬁ%&hﬂb%Bﬂﬁ&#&ﬁ%b%iﬂ%ﬁﬁ#ﬁ “BFECRREY
M PHERBMRAEEIA XTSI - FF L M RBIK AR
HMEBTFASHMEY - 2HARLEF —HL40EH —HEHAS S8
FOHM RIS A LR AMILEAEARE AL BAMKE £k
RPN RBMUB L IO ERAE  EMY T 2RI LR R =
ALER BLAF SR LA ARG REIL  FHRE_FRHF
AR BE -

XACABEREZL  ABREEARGHEGEE A K58 ULHBRK
7> Bibxfesa e R fkibe) - RHBRSHIERAARALIL ) —EHILAS > 124
RGLEFTARRHEHBRPAEH AN -G By B2 fa
(Bhabha, 1994 ) - ¥ K&y $ XA KL L L £%H " X/ ER | (cultural
representation) Bf#F3R 0 XALWE & 4 A& (becoming) #9if#2 - R & ABRMHA
(being) » T2 » EMTHLHILR AL ETRT LA XY REREL G
& HRGBHEAT  FUTRGOESR - REBRW "%/, #2RAMFE
GHBRIREMEMEHEL -

REEFL FEM4E (Roland Robertson ) (1997) 4 T R BaiE #8 2 5K S b
XAbs ALyt > A B K 4745 A% T £ 24, (dochakuka) » Eppfig
Fe3b 75 th F R AL » LR 23K bAoA e 3bAb | (p.28) &9 3k > 4§“global”
“local” MERXFEH—EAMARXEF “glocal” > MBS KA F Y

AEM% - BIAICTXRERM A OB RMR AHIE > Hlocal” & “global” & 3
KA SR “lobal” —3 > RUW\EA BT > HF LTI IILIRE S
Ko BRARHA 2oy £t (glocalization) .4e #rth 2 3k4L (lobalization ) »
MENAATSHRALMEFEIAEHE - TABLHERY -

BARPHRXLAAEILEE B rakib i 22 KR RE Rt — Fa 1F
FRMCBRIEMIL AL AR AR B REME - BAA GO ERBRIE LS
HRWTHRACME  BEREH LA "8, 28 - FF L ML R2—%
EHA-—FFHEL CHRABAZMATLEOHAMAE - L84 (Jan
Nederveen Pieterse) (1997)festibn A Hi# : — £ & b wfstey T Flib R #1L |
(assimilationist hybridity) - &t ZEBRAEMN  HWHE LK EHHEHL T X%
LRER - 5 —# & " 8 X1t (destabilizing hybridity ) » 1 A2 44 & o 43 1 >
ERABLICER A X B 1E(P.56-57) - AT HME) %% L > toHEEEY
B #ARLRICRATHER BoF SR XRE#LZA B EL
RTHHE NI RBEE A EHEBIERAXILEN AT - SHELRR

S KD
4o
2



CigF R XX oF: 8]

ML HE HAXTBUEMLERARARANRRER - BT 2 Ribw
e LM S (power) WA MHE - Bt HH ML RMARM R ZEMR
b RS R EE R E AR o BRI —BRALH THib 0 AMH £
MedMzik BEOARUL REXFRESRCHFENIT MEAR
Rl 4 ~ BB AR ©

R BARE

2R A LM EIES R AL - 2t ARA M IEE
B AR BTN B ALIHRILNHIBRE - X ETRHABAG KK
RAEFRBEALRRBRE MENEARSRASEK REHFRLBELRE £
fb ~ JURMALA 8B - — AARE L F A 37845 (Bill Ashcroft) iR T FBER
# 5 (The Empire Writes Back) — Lt MEAAFRGH KA AARFMRE
R REeEE— AR ? BEREABE HA AE - RE  E&he
English » & #i# /N % - 4£3 - R4 $eh englishes FAER A » &3 R 3 » English 7
AAEERNARARGEFET A BRRARGBHCH L AERER
FALBAMMAE B AARGORY AR TRAAREAXEXERR
FEni X FALRBERIE S AARGEEARBERFY RG> ELE
uﬁﬁﬁﬁ%ﬁ&(@mmmmm)m&ﬁazﬁﬁgwxmlg:%—ﬁi
M 454 , (abrogation)* % —#& 4 A , (appropriation)

Abrogation is a refusal of the categories of the imperial culture, its aesthetic,
its illusory standard of normative or ‘usage’, and its assumption of a
traditional and fixed meaning ‘inscribed’ in the words. .. Appropriation is the
process by which the language is taken and made to ‘bear the burden of
one’s own experience... This literature is therefore always written out of the
tension between the abrogation of the received English which speaks from
the center, and the act of appropriation which brings it under the influence of
vernacular tongue, the complex of speech habits which characterize the local
language.... (Ashcroft, 1989, p.38-39)

SE®ELS  —@EE AR A/ X (English) A+ vy fis > —@@EA TF
B Et BEMMARLAIBMOMEETY SHSRE S FRHBAX
Mo LN ER XM B R o 465 English literature” » £ R $ 5 RIbt) # 3 E
X % e 2 1k » & B “Literature in english(es)#7 B X, (Raley, 1999, p.67 ) #5 2 »
AERBBREBT  HBEAE (English) kA —RBEYT AL LRARFK
% 345 (englishes) ) — A ME - R ARNEBHRSANARENET 27 H
B,eas ANARRAWEY YEAXEEE MR ER A LM o PR

3
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%A Raja Rao 9% R A EMEMRETWBHLE “to convey in a
language that is not one’s own the spirit that is one’s own” (qtd. in Ashcroft, 1989,
P30) HA-—MEMARERR > ARMAETAXXE % rfERAeeE T RIBEK
(adopt)~ 38§ (adapt)~ ;&M (adept) 4 FFIPEEMIL FEMAREGRX -
EBECBRAEA LA THBM LS SR HRILK X RO R
CHAMARKLEFAGR CR/RTALOMEBE LAL&&%X%%’%M«E*&&

FARMRTRARXL BAARXSHER B TEMHEERes

REGRAFR > AERAUNERARAREEENEAR S ’E‘ﬁ&/k/}.
B AR HA—@BREE  £BA "L #H i | (minority discourse) ¥ & % -
CREGEBAXSHRE > TEAE SLEBRBTLBEAMEERGNGET -

ARFEARBZG SRARABCHEMNBATOE L  BURLTAES -
RUEWET - BRABOMI » BAMBAR —4EE (homogeneous) 52 &4 &
B AR BAMERERGEE  RAEAES AL EY (heterogeneous)
BEAMK - %A RGN (diasporic) B8 b08 % K17 » K1 B AR SK
RARSTHR L REAEDEATARRE T B BBBAITA & & s
AL R @R B KRBT -

Blob» REBMA—BEALKMTHARE LT CHM AL L —#55
6~ At ~ fE3bfbeyiBR - B8 (R A%E ) (The Satanic Verses) — £ il #] &
HHMRAOPEBABAHE & ®id (Salman Rushdie) # XALHAFRIES fe 3L
REFAHFSHMGIME - £ (814 KH ) (Imaginary Homelands ) i AP & & -
£ Eid AT G HERARERBEJERRBBARANSKBHA S LB L
B AN P

The Satanic Verses celebrates hybridity, impurity, intermingling, the
transformation that comes of new and unexpected combinations of human
beings, cultures, ideas, politics, movies, songs. It rejoices in mongrelization
and fears the absolution of the Pure. Melang'e hotchpotch, a bit of this and
a bit of that is how newness enters the world -and [ have tried to embrace it.
(Rushdie, 1991, p.394) )

FBRNBREBHAARKBEXPORN  HR G BRI 3 &M
(newness) #9Lk » G XILRBEMSHE - o B #F ALty ILRST MR
XEARE 30K B b E AR - B Meyisg -3 &&xmme@&mmzxm#

» bR E ER MEB| R LR R RTHAE

REB SRR LEHRYE > BAT2RYH = ﬁA+%AM§ SARE A+
AEEBRRE  SHRAUFZNZ —AFLARBHBET  ZHp 2 URBAE
=BT (BeM2W002F4A58) K2 RAMREURSEAZ ST 0E
ERAD > TR EBAHBURE 5@“%.% £ B 33 “The English
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AL 3bE 6 HUS

language ceased to be the sole possession of the English some time ago” (Rushdie,
1991,p70) - REFBNABARXLR  AAEMTBARTUEHBRAMAREBGE A
AH CLEMARRERE—FYAANRSE - LBRRE - NETARE &
ERE - FBAHRE P DHE - HEBRE - A RE

£ EGHERTANLR AEERE T RRALE  SSAKGNHHIH
o ERRBHLRLAE - AT EREREFER - BRRBNS
RALRMEAY  ERAARBRNE THROURESRGBEMRAE FERAR
'f’F FrWEEAS LT AL LA RRBARRKREZH 2L John Skinner #9355
R RERARABARBARARGEE  RAGHRT "4 (stepmother
tongue ) # f & (qtd. in Raley, 1999, p.67) - 7 Rty A R 3R H Bh 847 18 A7 3 A
& M54 (Oedipus complex) ' EARRTHA T REFHFL - ERARK
AR+ CHBR/EEZE LRAERA T84, AFNBHABRERAT
A - B3tiE% K T Ashis Nandy 73584 TR E &8 A | (intimate enemy) * &7
R o9 AR X% X IR (qtd. in Desai, 2000, p.533) - B st » & R4 RUFRE
EELFEHRE -

fl4o > JEME RS R TH (Ngugi Wa Thiong’o) (1994)% 4355 R R & R
HBELE  TRARE L FHRAULEAFER - SARNARZESTHAHR
BN BRERE LSRG R  UEBNENASSRILEAN A RAR - L
ERERBFEAAEREALETHYERK:

(1}

8

In schools and universities our Kenyan languages...were associated with
negative qualities of backwardness, underdevelopment, humiliation and
punishment. We who went through that school system were meant to
graduate with a hatred of the people and the culture and the values of the
language of our daily humiliation and punishment. (p.451)

B TIREARESES AR S Gkuyu BEZREFACTREKNAX
CBEF - ELEMHEANREERONIEL B BEREREFHEOE KA FK
TRAYES - LiTHFARELRASHLALN E  KRTSELH RS 2
BAEBNMEL THIE  RMABALEUE T4l ) B FEF AT HERSK
XAtRadk ) AR -

% 9k — 4L JE M 2 B #] 5 4 % Chinua Achebe RI3R BB T A B £ B8R E M
TRAEF BRATEHFARSE T ANBZE MR, AXREFALR
HEHOSRTF - e E—RIEHNEAR DR (w5 A R) (Things Fall Apart) 2
RERE MARA 2B —HAHBARIXZERGRASN - HA AXEIEN
e EALRAABENATURRLAGRIELORBA—FOERLE -1
ny
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The African writer should aim to use English in a way that brings out his
message best without altering the language to the extent that its value as a
medium of international exchange will be lost. He should aim at
fashioning out an English which is at once universal and able to carry his
peculiar experience. (Achebe, 1994, p.433)

Achebe #)H/F RERMAABH LKA BHERRALXLRE > BAke " HH
B AN RSB REE  HBERERK > TUAEREATHIEMNEER -

BAUHAEBHFREFLATAN - TAMOETLERERMA S
F — 1248448 + (Douglas Hyde ) (199)A BN £ R M BRI A R ARSI
4335 " M5 (the Gaelic language) Bk i %k > Hfse " HEL
(De-Anglicization) &%) » X RIKMEREHAHEAELEBHE—F - £}
"HBL BT HTARRAERSE T 23 K - £4 #(Thomas Macaulay )
R HEATRABXEHT  BoANSORALER KL THAL
EERAREEHARTA

.. to form a class who may be interpreters between us and the millions
whom we govern; a class of person, Indian in blood and color, but English in
taste, in opinions, in morals and in intellect. (qtd. in Desai, 2000, p.524) .

BRI XEHF R " A RH4L ) (civilizing mission) REILH TR » LBt
ARG ARMOARARCHEEORBAEL  FACYRARLE &
A—EABRBREEHELAL ﬁ&%éﬁé Lo XLRE o H - B LA EN
sb ARE TEHEL ) HER-
HHRNiEEH L@ TIER ) (abrogation) #E T X FAMEL AR

£ (William Butler Yeats) R #5569 T EM 4 » 3R —ELBH T ﬁﬁ&
5& "4 M , (appropriation) #3% - B B A ML R EEEABET
FRBFZMENBR > LHARR  EBFRLEERE r%ﬁ@%_} ﬁﬁi&/ﬁ.fz\&nﬁu
HEBEREEFTH AN - b3

Is there then no hope for the de-anglicizing of our people? Can we not build
a national tradition, a national literature which shall be none the less Irish in
spirit from being English in language. (qtd. in Kiberd, 2001, p. 473)

BB BFHAR HEFCRALTABAOLERARTHE AR L x/b— 20

'HABBHLANBRAR TERE wE LRAREALY TERAL, BT BAL
BRARBREE - '
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B ERBAGRBLARSRTHEASTANOREARR UL - FEFR
EHUALAIRAETTE LA EFERBOBREER

AR FEMEARMGY B CEFAEL TAREE - —FHLHLEL
Rz RESHR—E TRAEARMGEZAFE  (Pease, 2000, p.203) - £H
e —EEARSHEEGBREAT  LANAHE IV 8EE A 17 6 B0G RSRAD
£ 7 T R R, | (internal colonization) #y k& - EMBFABA ~FHBELEA >
RTHEBRA - fod M B4 R AR A » 0% 5 65 B 3% > 4614F A United
States of America B #2245 45 — 314y > “United” BB F 4 REBSVBRBHE
ARXETHRSEYE BARAMBOMBRB RO LS BAHLAXRE
F48 ¢, (alwaysalready) & —HRUFHILHES -

Flife s B Ry ke e A — S - TRERE RABEREL R
HREGRSGEAARBARGFEZ — CEAEARBMAFRB R T ROHM
B (authority) #4kEM4 (authenticity) - AFRB L RE » HEBHAH—HEK
Bt AL LTOARILYET UAAXPZAELAY FLBEREARE
BEATHBRAER  EA OGS REGaARE FRFENERK B
AHEBEETRERTA N BLOBE  EREAR RHRSERAE
%X 2K E (Moore, 2001 )o 5 2 » HEH A — A LB K (national) X% -
p T4ae, |, A4t~ BB T (international ) -

UEHEN - ERE LRANAEGHSE DHEAARMEBAXGRILELT -
Bl B EALER &S L ARBETHHENRRALRE G RK
Eh A ARBERBORE  BERAMCEE YETHRXL -

% 2RAEHMEERARERN

SHALBECS MBS bR AN LS RILES ' 4% 7 RO 3E SCRY b
A REMRES TIA | Bs MLAR SR —EETAXCARY T A
M/EBEM B RA BMESHA - EBSER REBOLEY R —MALHK
Br o AHb HR— A HEBER - RBABRHA SRR TRAM
ABH ARG RABABREABALERAMRKYSHILB T AR
SILE RN  MARFRIOBRSZ T FFRETVLBHOERHRE K®
HALEAREHALHRAZ P  KIAF LR ERHSRAT - UERZ
T RREIBANE E—FRERSHAEHSHER  BRTEDHKES
R#ZT  AWAEBHLHEBEZIE -

PHAEREBRTAABEAS AL REKY LHLHOREHE ™Y
2 o — R EHEAE L AEHSLAAFRERGT L - HENASE
THE BANEREARE RTHHROBRALE - RALBRAA FOmEp
FORME SERLAEF 3 RNOSERRGEBTH  FIEHUR ARG
BARRISEATRE RGOS RXHS S CEERHTORY RREREHES

'.."g 7
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RO RRERE  AENEABABRE  AAXAMSAREE -

UTHSHaBHBEERBEOREHSRCHRAERLHBE - 4
REMRE AT RS T 2R A LA AR ANBERALLAS

M —KiBL | 694 - 4% John Gray #9#ik » 2R 5 HGBERBMEALRR
%+ (—) -~ Inclusivity : B KSR I5BFHEMA P M (non-sexist) #9F » L@k &,
P B3 AR, < 9] % + 1A people A % mankind » 1 chairperson 4%, # chairman- £ young
woman 4, # girl - ( =) ~ Inappropriacy : # }k#t %8 PARSNIP ( politics, alcohol,
religion, sex, narcotics, isms, pork) X AZ & A% » BELE LI E R THER
WA RIS (Gray,2002) - @BE & "BOLEHR A E > R TR 04
o Bl BB MG RZEY TP M XE - RBHET BB T A
TRAERAFAEARGHEELAMBL HIRAES EUBEEEAFTARSEAY
SHEE BREAHH AL -

BHRAERTHAYG T —RBL | 9 ERGBE  REAH TH THEMGHKRE
?%’E%%iﬁ%@%’%$%i§ﬁﬂ%§i%&%@%&ﬁﬁ@%ﬁ&
%o ERBERUAETFTHER > THERSL AREARMRE  SHGLHK
HEXERRTELLTNAS LEFEAL Y RMAHEK - £ = 25
HHMERR "BUSERE M F R D EBEE FRYXE EEHRNERERE
e CRBHNFLALE SN FHORTRE - B AR I MR 2
EARCBRELBBLAMOES - SAXRTRELE BRESRLBANE
BERCS BEBRBRAOAXXERBRAEERILHER - B = 5
ARFETRONARBEBAGHE DRAEHARLABREREATX
CREMFM Bt MBARBEAEZ#RAR MBI E R 5 T
BREAN—EARBFFAYCARSE L - BAF LR E B IR B F e &
ROARUHEGT AR EHMNEGFEF R flloleARAKRSL  EER
B#aEd ABE2 KR QB -GEBURA R HFR T EBBE LA -
MRTET O BB T EREARRO R BEHMBLBR LAY EL

BRI BEFEN SRR DA EHM ORI - DHILSHEA > KB THHF
—EERRAEHERBOHR  BIRERE RS I M QN ULRE  2KE
BT T EEELK BAREEOHAMAERTREDRALS - Ingrid
Freebaim #ét#fsb—k REEAARHBGBAFTE - ERERESG 5
R E 4 (skeleton coursebook ) # s ak K S84 4855 1 £ 2R K BHAMA
A 7 # (Gray, 2002) - 65 T UARIEA B B2k XALE I > BB R BT HM » i
BhoRAEFTHEBEMAOXE EXRXERFE  UBEARRREPANE
K@ DIY 9¥H AT BERARLE ELA L GeiEHs B A B E
AL 3 AMMER - ERLEAPRAMFHRBHHAE  FEIORET AR
P bt AL X8 0 E4FF K BB 16 4 89 glocalization /b X 3k » H P AHKBN
xoHFRLKHIER -

SHERTARABHH O EERGE R ARG EE 0 HREHE

; 1‘75
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B OLERERY LR EAALE - HESRRUERAETLEETHEOE
P FBHIRALHRBOEE B TOSREBEHDRABENN  LRFRME
T— im0k THAN  —BALRE  #HHOREFELFHNFE LR EHY
B LRAFHGHE ) MBCEBRBRABMAE T I THEE — A EHMTHT -
ek B» — K 5B © A. Suresh Canagarajah(2002) £ 32

Methods are cultural and ideological constructs with politico-economic
consequences. Methods embody the social relations, forms of thinking and
strategies of learning that are preferred by the circles that construct them.

(p.135)

FEL HELOWARLEIBIREULEBENED - ERRDRAFBA T CHR
BRHROHLE > SpipEE T LM (universal) B AL  BREXE
HETRL AFRBRAARBNES RAFARBRESHENHERS &
B — BENHEEAGAMNE - B - BB - AFOXILER  UKR—#%
HEEREERT BT THRRIpAKS  ZHROKEELRLES ETHHS
BHFHRE—BEBLAEFHABZE - EHOBRLREETEEBAR &
AEHPCHE LR RAKAY BEAMF FAERLE ROE TR RBE
PoME REEALBAEKEEHTHAHHEANERLASL -

BEHIKBEMTORELERGEH S MAGER - TARMLATH
TRA#0E kB - RETARA A0S RAHEE TR B4
HoEARBXLGHR L EFRANER - BEABRHXLGE LB A
AR LG AEHEL  HABRARENHERK - HER—MBEAKRRES
R-BERMHHE TR ETOMELREIBEATHRRT DS RHEENE
SRRFFH BT B THERT c b PO FEOSHRHMEE > LA
ho A dbAt o HERH AL RH RS e Bk eRBER - LT HTAL
HRG - HEFTAEE AN ERAMI L ERRAHPRISFEZT B
ey B BB BT OHE ) B A AMHMEENERFEE Al EK
WAL HE  EHOBLBMUARARIMEELIREY TPl
(de-centering) %> EP SHFEH N TS I AK TS EBRER -
EPCHEERBRE—ARE > SARMAERBELFEFTITE -

BHORETR P CHERE T REWHESH - A Suresh Canagarajah
(200234 B CAMEM FHM TR LA EHGAENER  RYUMFe "I
% ¥ 387%  (the postmethod conditon ) (p.140) o %5 F #L6F LA 863 A b3 e
R BR-CEBHIE BRARELAONRTE HESLE YR ENRN
EApg At a P os@mRad K E -#T2 ReSHKE HE—BAA®D
TOMRAFERSFTIE -

HRAFERAKEF X ERAHEREGAERITRVELIRK - £X
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SEBEAME "HERBES > RERFANBA TG PO RN o 2%
EREMOMBITHALRSR "HhE-XA-FE ) 52O E8 EHGA
BOLRREZFE2 AR HR - Ei - BORAEHBE - T=F PR
EHFMRBAIMBERENFEMEARARGER G4 ETERAKFe X X Eptit
REEHT CHE RAERXAGER L AMURERGREA - BB ®
RUEHH T SHRBITA BHAERAZHAE -ER = +1ﬁ“ﬁm‘m’=ﬁiﬂ}
X £ & (Russian Formalism ) FRA R ' XRARGIPZ— AL 8 R84
BHERREXANIZ a4 LM A--—-plho 5 es B - A & ek #R%éﬁl‘ﬁ
B RXFERABHRIT] - AR ZHNMEFOLETFXBE LB E LRAIK
HERAREXAMIEAL - TRELUAIABEHRAE THEHE RS
147 - Roland Barthes (1987) {463 % & <4 % 2 £ > (The Death of the Author)
MXFTRELE XANETE—BLL  THRBEIGHRYARELERER ' &K
MAEE B T - Barthes X ABH— BB RAMAZEM » AEBHXILEX
(signifier) £ R & > MAENAIXKRE K EEE (signification) » 7 T b—
BRRENFC BT CHERNBUFERIARLFCHREHH > LB
WEFHMPEBROER -

Barthes &) " &% ) 25k BN E A FCHMMBITA - FHARB KRR
WERHERIREFF S AE 9% E - 440 Edmund Husserl 324 4 M &9 872
o REREEGEREAN —HRERAGHOKRE  BILEAR BB LEASH
Ry o Wolfgan Iser RAXRAGFAAFS LR Th  FEXAMNRHBREL
R BT X 8 3b 4748 A (filling in-the gaps)éy T1F » B HBA| X ASER -
Hans Robert Jauss 8] 24 " & % #3.3% , (Horizon of expectation) &#38520.80 » — &5
XEEZREU—RAGABREREAMEGR LN - BT 2 WEAMREK
HXILER ~ AR - BBAETHERELHIES 248 - Stanley Fish &
W AMROBRETY  REGIRUE SRS LA CHELREMXANE
#& - Norman Holland #v David Bleich s 947 88545 E > M RL B WL E
EHRAAT RAMPBETERACHAE  CRABGMAREREAR 1
BHMmA B RRROER P BARLERGRE  HERBHBRERETA
%i@;éﬁﬁiiéf;% MARBEGAHES  XFAERLERREEMILY

RALREHTBRIF LR EHEY REMAN BN AL ERNLES
sulw%a‘: "B &A&  (meaning)  BATCFELARERTH - AR HE LA
BT H oW~ B - LREMPPRAIRNY "HRER (SIgmﬁcance)
3t 36 B ARG BA R R B30 F R/ A5 A MY R ) AR -

HERBEAOEZET LB F R ERNHLEY DA HG-RK- 24
ZEHAHMABEEM TEHF-XR-RE ) R HEFEHORTELKGHR

P kB MW E RBIE W e 31tk 4 R, Jane P. Tompkins(1980)#7 # & Reader-Response Criticism
— & & Raman Selden(1986)% £r 46 & Contemporary Literary Theory: A Reader s Guide £ =% -

10
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%iﬁﬁ‘%i‘%ﬁ%ﬁ%ﬁi#]%ﬁi%ﬁi@ﬁ‘_’#iéfﬁ’é@?ﬁé@ﬁﬁﬁ%%%iﬁéﬁ#ﬁ
GHRAME A EBEREENAFRER - UELAHEIBYSL AN EE
BIL-BEAEOSEMN  PAMNHALEDOHSR PHEEEARG A
Bk RETHEZTHGRME -

3.4 ESL # 2y (%8 X 32+ , (Communicative Approach) 4.5 E T
Bt aRGBEERAREGOEIR  HaR T 2E AT HEFRBHHE
% (Taylor, 1987) - B E# L ZHARLA ML SAREAKETHOY
FOAER PAHNSVEBRKARHMFTHEY - AABRERRAGHBE R &
FMEARBTHRERNOREL BLESAMERGHRE SBEHARHT
(BRI A) @ LEBRERBEHHEE - AFHGRARBHE T RS
R LB TER R R BAEHEAE - A 3THMH  AIMBE K-
TR~ kol BEBRAHRSIEHZ T UBHRAEYNIELY - QM
i RESWMAME I BB FORMBER—ELEARE T
EHI BN AKLEHRMHFEE B0 A L - REEHHM O ER
REQHEL L RS SR AWM T UL I R B2 KA o ASUFHY » 48
RBHLHRIRHEE -

HREHBELMYXLEE

MESRWMTemEI R BAHRELEL-RETHHNA - — KA
MIE SHREERARTACHIEBRFN BRERLBAAMEE SRS —
HRE LEAL R ERAR—HE - RAe 0 N L LB EXFATHAAK
Bapkl, PHARRERZFTEHLEHE  AFTRRERAFREBRMAMGERE
BRB—AETA B HALEBEANNEEEIEHE XA HOHARR
FEMBEARFTOLKREL ARAEHHALCRINLLHLRBATR R
BAYBBIERBIIAF ZTH BT ATHRRRLEBAASFEE - KIS
BRI R IS RARBRAT AR LN L EH4 FPRRRERMBSIBAZER
PNEHEE S HTHAEEEAMBERE - FFARBRERR TR/ 2
LEHEHLAE ULHALTHRBE L - P RITY  KBRATAR
FAREY PRALTHRE-—ERBEREE - :

LHBRARALNARE 2R K L0H (HF) WEEALRTRAR
ﬁ%km%@ﬁ%ﬁﬁﬁoﬁ&m&wéiﬂﬁﬁié’&2&m%&5?£$
TEHERAANIILAR - BERARER S UMM ANBA X LG LS4 &
RO AFERERETFARERR - FA#e) RHRERFTARBREZAM
TOMKRRAMALARGKE HATHBEHHOERABERABHGE
BoMMEBRTHLATSRGEE URLEHREHFT A dNRLIRAAE
BO#MH bR LEAEHMARIAEREALEA KT 2 BAERARSGEA
HLEUPIAREEGEE  CE2ERUSEHEFTRE -HE SR -BL
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IR s XAFAFERYE > FFEMNELEEBAZAN  FERLABAARKH
AT Bl BiEemE BOIBFER  2FTHE BHATFE RELEA
AR @it Bt — ey > —HATREKCAHHEMR - RAREF Ajjaz
Ahmad #$L3F 0 £ 2HRILHBF T 0 AR EEN G5B G FEREE TR
REAEH LI | (qtd in Desai, 2000, p.535) A& > kLA Ribt) XALEHE
O

HEHRENEBHMFTABRE - KHEG - 24 - RREAOBILERKER
PELFTHHBHRG LT RE TR THARRGOIEE - 4 & (Antonio
Gramsci) 3% " #i# , (hegemony) &9 > FHEA—EARDEH: CH
FURRTHA-FEFREBLBHBHEARFINN AF—FRRABREH—FTH X
#) i 4 (active consent) F 4|4 6948 %S4 & (Hall, 1986) - B R A &F AR
BEREREALET AREAREAH - CHEHOBLTABRAARAGH
B 6BARTHEAEN TANFRARBAERR - S BBRAHBRASE
BRARMER EXHEDVERABLZICHBBFSBARBEAER -0 £
REMES ) @ERBFAOCHME  FETRERX—THXLE S LY
BEXCERGHEET EAOaLEHETF -

ERDHABIHAMRCERRTIIES TR > EUE B > BT
MEBRARIXE FHARHELS NAELALKLATHEHRZIMER—MET
#7% - #4754 2% Chinua Achebe £ & TR | %35 NAa CHRF » 4
—CLASKRLTHMXILER EFREH RS L AABRMLAEITHE "1
BRE B - AN FHEARARINARCE  BASRVHALZBEANHRE
FREZFARAE - LENANBI BB RCENEE AR BN BEFBRSK
RE - HEEBEREHGERNEH LT REBBOTEARR - SR UL F
Rk Ri SV TFETALAEHGHMAE S - FX L A2 B4
iR LLARGHERERABAEARKELA B KA ICHE BRIARRY ' B
e FHEEPIAREAS ENELRIESR  Fléo ol 4y Singlish - F)3E »
TREARGR MERAEHFTHL R ERANBREE K P AL B R Taiglish
#% Chinglish ¥ RE)ASeeh 3435 - BR > EREHMHBEF @ KB REE
Febe) XA B A EHRAECTHERE  LEFLTERKESE AR B
FERAOR  HHHMMHBREARE  BRMERCEREGSZRBEA/ AR E
AR Kt RERIE AARBHAAM - BT BIRARZ L AT M K47
REMBUREBERAEALESE  URAAMBRLKOERAER T RIFHHA
Flibdy o XALEBRAREIBONR BAM R AN  SHERELY
FREZMN EHHRER -EXMHWRABF KM LAEI —BARESEE
HERY -

BHLIKABGXCFHE 2 ORERT ARERHBk - LA FBAEM
TROBETY > AALHKILE FEFAMLER -

(hfB8#2002 £ 7 A38; HXHEBHM200248A418)
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HH N8

HAHR 6BERAEBABE LA WARAXAREAXEH L - RiELR
BRRZBAHIL ARABBELARBLE - FABXL  DEAXSE - AXS
HE  FMXEHLHEROE . <HEERIINHNE-STHE SHREHS
>o<HBEEANHE U THROER | AH> <ALEFXLRABHL LF
% BEEE -HHILFE AHSFTUFE> - <ARBEH—HAKRNE
“Harlem”> + <HKEHGEF—RBREEHRET> « <HHAEREBFHS
> <A REGHEBG T ELEH, > <XBMHBG=ZMBR>
<BTHFRAXEX>HE -
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The Politics of Locality:

Globalization, Postcolonial English, and the Cultural

Reconsideration of English Teaching and Learning

Abstract
The current study on globalization has emphatically highlighted the
homogeneous cultural forces of globality, and in one way or another
has downplayed or ignored the participation of local factors in the
fashioning of global cultures. This paper aims to bring to light from
a different perspective the importance of locality by presenting a) how
the dialectical relationship between globalization and localization has
engendered global cultural hybridity; 2) how new “englishes” have
emerged .through the postcolonial appropriation of English; 3) how
global English teaching and learning should be reexamined through
the cultural politics of locality and subjectivity in this era of

globalization.

Key Words: globalization, locality, hybridization, subjectivity,

the postmethod condition
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A Preliminary Study of English Conversation
Instruction at Universities in Taiwan

Shau-Ju Chang

National Taiwan Normal University

Abstract
This study investigated the teaching approaches of instructors who teach English
Conversation in English/Foreign Languages Departments at universities in Taiwan.
Via surveys sent to the conversation instructors in 16 different programs, information
concerning the instructor’s attitude toward the course, teaching objectives and
pedagogy, and methods of evaluation was gathered and critically examined. It was
found that most respondents had a positive experience teaching the course and were
confident in their teaching approach. An indirect pedagogical approach was more
com'monly"adopted than a direct approach as suggested by both the teaching
materiéls and activities. Though some rising attention to conversation-related
discourse and strategic competence was noted, grammatical and pronunciation
accuracy and acquisition of vocabulary still received the greatest emphasis from the
fnajority of the respondents in their instruction. Differences were also detected
between Chinese and foreign teachers in theirlinstructional experiences of and
approaches to the course. Finally some suggestions are made for the ways the course

can be more adequately taught as well as possible directions for future studies.

Key Words: English conversation, course design, teaching materials and methods,

universities, Taiwan

INTRODUCTION

One of the major goals of the English/Foreign Language and Literature curricula
in universities in Taiwan is to teach students how to communicate effectively and
appropriately with native speakers in a diversity of situations. English Conversation
class, as one means to this end, i.e., to improve specifically students’ conversational
ability, is offered on many college campuses. Despite its growing popularity, the
conversation class is somewhat “an enigma in language teaching” (Richards, 1990).
Both the content and teaching techniques of conversation classes vary widely. With
respect to the content, choices and emphasis may be placed differently among talks
actuating language functions, realizing transactional tasks, or establishing/maintaining
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social relationships. Regarding the instructional method, hybrids of techniques are

utilized which may include dialogues, discussion, games, role-play, problem solving,

oral presentation, grammar/pronunciation drills, etc. Despite the noble intention and _
good will of the instructor to help his/her students become eloquent conversationalists,
a question is often left unanswered, ie., how effectively can these teaching

approaches possibly induce in language learners conversational competence required

in real-life speaking situations, or how can a conversation class be taught so as to

adequately prepare students for a seemingly commonplace yet indeed intricate and

challenging task. But before that question can be answered, another question need

be addressed pertaining to the issue of how the English Conversation course is

currently taught at the tertiary educational level in Taiwan.

As an initial attempt, this research project aims to investigate the pedagogical
approach of the English Conversation course currently adopted at universities in
Taiwan, namely what is taught, and how and why it is taught. The findings this
project derives can help shed light on how English conversation is conceptualized and
taught by local teachers at the university level and examine how adequate some of the
pedagogical conceptualizations and practices may be given the nature of the course

and the characteristics of the learners.

RELEVANT LITERATURE

Literature directly concerning this research inquiry is at best scant, if not outright
absent. In other words, no studies were found which investigate the status quo of the
teaching approaches to the college-level English Conversation course in any specific
geographical regions. The study of high school English Conversation classes in
Taiwan conducted by Chang in 1993 was the only empirical study (1995) located
which zeroed in on the pedagogical issues, yet it dealt with the teaching approach of
the course at the secondary educational level, and is therefore of limited help to this
project. In this regard, this research project is one of the first to explore the
instructional approach of the English Conversation course at the collegiate level.

Meager as the research is on the actual pedagogy employed - for the course
English Conversation at a particular educational level, ample studies were found
pertaining to discussions of English conversation as a form of spoken English and
possible approaches/activities for teaching spoken English, including conversation
courses. - These studies of secondary relevancy to this project can generally be
categorized into 1) discourse/conversation analysis studies (e.g., Brown & Yule,
1983a; Cook, 1989; Goffman, 1976; Gumperz, 1982; McCarthy, 1991; McLaughlin,
1984; Richards & Schmidt, 1983; Wardhaugh, 1985), 2) teaching of spoken English
(e.g., Brown & Yule, 1983b; Brown, 1994; Bygate, 1987; Littlewood, 1992; Tarone &
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Yule, 1989), and 3) teaching of English Conversation (e.g., Domnyei & Thurrell, 1992,
1994; Eckard & Kearny, 1981; Kaplan, 1997; Nolasco & Arthur, 1987; Richards,
1990; Sze, 1995). While the first type represents empirical studies or -theoretical
discussions of various microscopic features of the‘ conversation discourse (e.g.,
adjacency pairs, turn-taking, repair, topic negotiation and maintenance,
code-switching, opening and closing), the second type focuses its attention primarily
on the application of the aforementioned discourse dimensions and the syntactic,
lexical and phonological features of spoken language to oral English instruction.
The third type of research directly relates to conversation instruction and thus is most
helpful to the study. Literature pertaining to this tYpe can be further grouped into
general teaching principles/approaches (e.g., Richards, 1990; Sze, 1995), teaching
materials or syllabus design (e.g., Keller & Warner 1976, 1979 on gambits; Siskin &
Spinelli, 1987 on gambits and routines; DeCarrico & Natinger, 1993 on lexical
phrases and communication strategies; Shih, 1986 on conversational politeness;
Domyei & Thurrell, 1992; 1994 on course content and rationale), classroom
techniques (e.g., Nolasco & Arthur, 1987 and Eckard & Kearny, 1981 on a composite
of instructional activities; Grant, 1996 on television soap operas; Chou & Kai, 1995
on simulation; Sinnema, 1971 on rotation drills; Harper & Lively, 1987 on magazine
pictures, checklists, questionnaires, surveys, opinionnaires, and paired situation cards;
Master & Reising, 1998 on portfolios; and Arnold, 1978 on blackboard drawings) and
conversation coursebooks (e.g., McClure, 1996).

The divergent topics of interest contained in the above three types of research,
while testifying to the multifaceted and intricate nature of conversation and the
complexity and diversity involved in the teaching of the course, more importantly
help pinpoint several important issues which need to be addressed by this very study
when looking into the conversation instruction adopted by the English/Foreign
Language and Literature faculty in universities in Taiwan. These issues will be

detailed in the following section.

PURPOSE OF THE STUDY

One of the questions the study aims to answer, as suggested by the literature,
concerns the content of the course, that is, to ascertain to what extent the coutent is
directly related to English conversation as a unique discourse genre (i.e., including
discussion of such issues as “conversation process,” ‘“conversational rules,”

b2 19

“conversational strategies,” “functions and meanings in conversation, social and
cultural contexts and conversation” [DeVito, 1992; Dornyei & Thurrell, 1992, 1994;
Richards, 1990; Richards & Sukwiwat, 1985]), and to what extent the content is.

concerned primarily with training of general oral English proficiency with no specific
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erflphasis on conversational competence. Related to the first inquiry is the question
of what type of conversation is taught or emphasized in class. Conversation in
general can be categorized into two types: that in which the primary focus is
exchange of information (transactional talk) and that in which the primary focus is
establish and maintain social relations (1nteract10nal talk) (Brown & Yule, 1983b;
McCarthy, 1991). Depending on the type of conversation stressed, the content of the
course will vary. If the primary focus is on transactional talk, customary practices
and idiomatic expressions pertaining to various service encounters will be covered.
However, if interactional talk is emphasized, conversation process, gambits and rules,
and interactional dynamics are likely to be discussed.

In addition to the course content, this study also intends to investigate the
instructional approaches and techniques adopted for the course. Two major
approaches to the teaching of English Conversation are documented in the literature:
the indirect and direct approaches (Richards, 1990; Dormnyei & Thurrell, 1994; Sze,
1995).  The indirect approach, or engaging students in communicative, i.e.,
interactive but unnecessarily dialogical, task activities such as discussion,
problem-solving, information-gap, questions and answers, etc. (e.g., the activities
introduced in Teaching Conversation Skills in ESL by Eckard and Kearny, 1981; in
Keep Talking: Communicative Fluency Activities Jor Language Teaching by Klippel,
1984; and in Getting Students to Talk by Glolebiowska, 1990), was typical of
communicative language teaching in the 1980s (Dornyei & Thurrell, 1994). This
approach deems conversation as a means to an end (second language acquisition), not
an end in itself. In other words, “in using conversation to interact with others,
learners gradually acquire the competence that underlines the ability to use language”

_(Richards, 1990, p. 77); “the result is language being acquired, not enhanced

conversation skills” (Sze, 1995, p. 232). As the communication activities often
focus on using conversation to convey information, negotiate meaning, or complete a
task, it is the transactional uses of language that are focused on and practiced. The
direct approach, or teaching conversation through dissecting and partaking in
conversation (e.g., the activities contained in Gambits: Conversational Tools Vol. I II
& III by Keller and Warner, 1976, and in Conversation and Dialogues in Action by
Dornyei and Thurrell, 1992), however, focuses explicitly on the processes and
strategies involved in casual conversation and views conversational competence an
end in itself. Thus, a course adopting a direct approach is devised around teaching
learners the conversation process, microskills, and strategies entailed in everyday,
spontaneous conversation. While linguist and language educator Richards (1990)
advocated a two-pronged approach which teaches conversation via both indirect and
direct methods, some scholars like Dornyei and Thurrell (1994), Sze (1995), Kaplan
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(1997) promoted the direct approach. With the recently growing interest in and
attention to corpus linguistics, i.e., studying and analyzing a collection of spoken and
written texts gathered from everyday life, current conversation pedagogy research

seems to be turning its attention to the direct approach, i.e., aiming at fostering

students’ awareness of conversation rules to follow, strategies to use, and pitfalls to
avoid, increasing their sensitivity to the underlying processes, and providing them
with specific language input. Thus, to explore the way the English Conversation
course is taught at the university level in Taiwan, the present study sought to examine
the extent to which each approach is practiced, as well as address the strengths and
weaknesses of each approach.

In addition to the course content and teaching approach, the study will also
investigate following issues: 1) How the instructor perceives the course (e.g., its
importance, usefulness), his/her experience of teaching the course (e.g., degree of
willingness, sense of achievement), and the students who enroll the course (e.g., their
learning motivation, psychological barriers, spoken language proficiency), and 2) how
students are evaluated. It is the aim of the Study to uncover not only the practical,
instrumental aspects but also the psychological and perceptual factors involved in the
teaching of the course.  As to the means of evaluating student performance, the study
will ascertain the degree to which the methods and techniques used for evaluation
reflect pan-communication- vs. conversation-concerned competence, and a textbook
bound, contrived/staged dialogue vs. spontaneous conversation.

METHODOLOGY
To attain a picture representative of the teaching approaches of English
Conversation adopted at the tertiary educational level in Taiwan, the study resorted to

questionnaires as the major research method.

Questionnaire

The questionnaire, constructed in two language versions--Chinese and
English--included: 1) 6 fill-ins to determine certain demographic and. background
information on the instructor and the course (e.g., the instructor’s nationality, school(s)
taught, years of experience in teaching English conversation, general nature and size
of the class), 2) 35 5-point-scale statements to investigate the instructor’s attitude and
adoption of some specific teaching practices for the course, and 3) 4 open-ended
questions to solicit the instructor’s conception of English conversational competence,
and the content and activities employed for the course (see Appendix for the complete
version of the Chinese and English questionnaires). While the scaled items could get
at the instructor’s responses to some specific inquiries, such as the type of
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conversation emphasized, and the presence/absence of certain instructional principles
and practices, the open-ended questions were designed for inquires of a broader scope,

such as those concerning the instructor’s perception of conversational competence, the

‘course content, and teaching activities. Answers obtained from the open-ended

questions, which can be characterized by the absence of a cueing/lead-on effect on the
respondents, can be used to cross-reference with their responses gathered from the
scaled items. To encourage truthful answers, the respondents were kept anonymous
and the questionnaires were not pre-marked in any way to facilitate the identification

of the respondent.

Data-Collecting Procedure

Data-collection proceeded in the following manner. The English or Foreign
Languages departments that offer a course titled “English Conversation” were first
identified via the website “English.ccu.edu.tw/English/chiverhtm”. Altogether there
were 16 universities. The names and nationality (classified as Chinese or foreigner)
of the instructors who were at the time teaching the course in those departments were
then obtained by phoning the departments individually. In all there were 90 teachers
teaching the course in Departments of English/Foreign Languages in the 2000-2001
academic year; among them, 43 were Chinese, and 47, foreign teachers. The
Chinese version of the questionnaire was then sent to the Chinese teachers, and the
English version, to the foreign teachers. Together with the questionnaire were a post
card and a return envelope with the postage included. The purpose of the post card,
on which appeared the instructor’s name and the statements, “I have completed and
mailed back the questionnaire” and “I can participate in the interview,” was for the
researcher to keep a record of those who did and did not return the questionnaire and
to contact those who were willing to take part in the follow-up interview'. The
respondent was instructed to send back the post card and the completed questionnaire
separately should they wish to conceal their identity. For those who returned the
questionnaire, as indicated by the returned post card, a thank-you card was later
mailed as a token of the researcher’s appreciation; for those who failed to return the
questionnaire in one month, a reminder card together with another copy of the
questionnaire, a post card and a return envelope was sent out again. The follow-up
reminder card seemed to help boost the return rate of the questionnaires, a problem
characteristic of surveying as a research method, for 21 instructors returned the
questionnaire the first time, and dnother 14, the second time, making the total
response rate 38.8%. Of the 35 returned questionnaires, 34 were valid.

1 " . .
For some personal reasons, the interviews were not conducted.
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Data Analysis
The answers to the first part of the questionnaire, the 6 fill-in questions for

soliciting some demographic and background information, were recorded and tallied.

Since the study was a preliminary study on this topic, the scaled items, the second part
of the questionnaire, were not constructed to test specific hypotheses via detailed
statistical analysis but to explore some general issues and identify the potential areas
of inquiry for future research. Thus, a simple frequency count was applied to
analyzing the scaled responses. That is, for each question, the respondents’ answers

- on the 1-to-5-opinion-scale were tallied for locating those frequently, and if necessary,

infrequently selected responses. The responses “5,” “3,” and “1” on the scale, as
indicated in the questionnaire, corresponded to “agree,” “neutral,” and “disagree”
respectively. The response “4,” being between 5 (“agree”) and 3 (“neutral),” was
coded as “somewhat or partially agree;” in the same token, “2” was coded as
“somewhat or partially disagree.” With regard to the answers to the open-ended
questions, content analysis was adopted for the coding. Respondents’ answers to
each question were first jotted down. Next, general categories were extracted from
those responses. After that, the responses were re-read for proper grouping and

tallying under the general categories.

RESULTS

In accordance with the content of the questionnaire, the results reported here are
also categorized into three parts: 1) background information of the respondents and
courses, 2) forced-choice responses to the scaled items, and 3) answers to the

open-ended questions.

Background Information of the Respondents and Courses

Of the thirty-four individuals who responded to the questionnaire, there were 19
Chinese, 10 Americans, 2 Canadians, 1 Britan, 1 Philippino, and 1 self-identified as
“foreigner.” The respondents were teaching the course English Conversation in the
Department of English/Foreign Languages at 12 different universities in Taiwan,
including Cheng-Chih University, Cheng-Li University, Chi-Nan University,
Chung-Yuen University, Fu-Jen University, Hua-Fan University, Ming-Chuan
University, National Kaohsiung Normal University, National Taiwan Normal
University, Providence University, Soochow University, and Yuen-Ze University.
Twelve of the respondents had taught the course less than 5 years; 13, between 5 and
10 years; 7, more than 10 years; and two did not provide an answer to this question.
As to some general information about the course, in all but one of these 12 programs,
English Conversation was a required course. In 5 of the 12 programs, English
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Conversation was offered for only one year; in the other 7 programs, the course was
required for two consecutive years, i.e., in the freshman and sophomore years.
Seventeen respondents were teaching a class of between 13 and 25 students; another
13 respondents were instructing a class of more than 25 students. By matching the
respondents’ answers and the programs they taught in, it appears that the majority of
these 12 programs had a course sized between 15 and 25.

Forced-choice Responses to the Scaled Items

Respondents’ answers to the scaled statements are grouped into instructors’
feelings about teaching the course and perceptions of the learners (represented by
items 1 to 10 and 32), materials and methods of instruction (represented by items 11
to 31), and methods of evaluation (represented by items 33 to 35).

Instructors’ feelings about teaching the course and perceptions of the learners

With regard to the instructors’ feelings about teaching the course, most
respondents'conﬁrmed the importance of the course and had a positive experience in
teaching the course. Most of the respondents; or 29 out of 34, agreed (20
respondents) or somewhat agreed (9 respondents) that English Conversation is a
course that can help enhance students’ oral English competence (scaled item 3). The
great majority of the respondents, or 31, agreed (25 respondents) or somewhat agreed
(6 respondents) that they were willing to teach the course (scaled item 1 in the
questionnaire). Among those who chose “agree” to this item, 16 were Chinese (ie,
close to fourth-fifths of the Chinese respondents), and 9, were foreigners (i.e., shy of
two-thirds of the foreign respondents). Twenty-seven respondents agreed (18
respondents) or somewhat agreed (9 respondents) that they had a sense of
achievement teaching the course (scaled item 2). Most respondents indicated an
agreement or partial agreement to the scaled items 4 and 5 which concerned their
confidence in teaching the course; 30 “agreed” or “somewhat agreed” (with 17
indicating an agreement, and 13, a partial agreement) that they had confidence in the
teaching materials (scaled item 4), and 29 “agreed” or “somewhat agreed” (with 14
indicating an agreement, and 15, a partial agreement) that they had confidence in the
instructional methods (scaled item 5). If only those who checked “agree” to scaled
items 4 and 5 are counted, 12, or close to three-fifths of, Chinese respondents, as
opposed to 5, or one-third of, foreign respondents indicated that they had confidence -
in the content of the course, and 12 Chinese respondents, in comparison with 2
foreign respondents, stated that they had confidence in the teaching methods used.

As to the instructors’ perceptions of the learners who were at the time taking the
course, more than three-fifths of the respondents agreed (5 respondents) or somewhat
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agreed (17 respondents) to the statement that their students were motivated in learning
English conversation (scaled item 6); about two-thirds of the respondents, or 23,
indicated an agreement (10 respondents) or partial agreement (13 respondents) to the
statement that their students had intermediate or advanced level of proficiency in
spoken English (scaled item 8); and more than half of, or 19, teachers agreed (9
respondents) or somewhat agreed (10 respondents) that their students, for certain
psychological factors, were unwilling to converse with foreigners in English, in
comparison with 8 teachers who somewhat disagreed and 2 teachers who disagreed
that their students had suffered from such psychological hindrance (scaled item 7).
Despite some concerns about students’ learning motivation and psychological barriers,
the majority of the respondents, nevertheless, remained confident or somewhat
confident that the course can cultivate in students conversational competence called
for in real life interactions with foreigners. This is shown by the result that 27
respondents agreed or somewhat agreed (with 12 indicating an agreement, and 15, a
partial agreement), that their students, with the completion of the course, would have
the ability to converse with foreigners in English; and 25 respondents agreed or
somewhat agreed (with 11 indicating an agreement, and 14, a partial agreement) that
their students would take the initiative to converse with foreigners in English after
finishing the course (scaled items 9 and 10). Compared with the Chinese
respondents, the foreign respondents revealed more reservation about their students’
initiating English conversation with foreigners; 8 foreign teachers indicated an
agreement (3 respondents) or partial agreement (5 respondents) to the statement, in
comparison with 17 Chinese teachers, among whom 8 agreed and 9 somewhat agreed

to the statement.

Materials and methods of instruction

With respect to the ways the course was taught, the findings pertain to the type
of conversation taught, components of conversational competence emphasized,
teaching approach employed, and other aspects of instruction.

Type of conversation taught

Regarding the type of conversation students practiced in class, conversations
dealing with everyday task situations (transactional talk) (scaled item 17),
conversation unfolding during social encounters (interactional talk) (scaled item 18),
and conversation targeting various language functions (scaled item 19) received
roughly similar amounts of attention from the respondents, marked respectively by 21,
28 and 23 teachers as the type of conversation practiced in class. Seventy per cent of
the respondents (i.e., 24 out of the 34 instructors) indicated that they taught two or all
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three types of conversation in their classes.

Components of conversational competence emphasized

Among the four components of conversational competence, i.e., grammatical,
sociocultural, discourse, and strategic competence (as defined by Canale & Swain
[1980] and later by Canale [1983]), grammatical competence apparently received a
great deal of attention from the respondents. This is evidenced by the fact that more
than half of the respondents, or 18, agreed (3 respondents) or somewhat agreed (15
respondents) that they emphasized grammatical accuracy in students’ conversation
(scaled item 11), and over two-thirds of the respondents, or 25, agreed (8 respondents)
or somewhat agreed (17 respondents) that they stressed the accuracy of students’
pronunciation (scaled item 12). The emphasis on grammatical competence is also
proved by the fact that 27 respondents agreed (15 respondents) or somewhat agreed
(12 respondents) that they put emphasis on students’ acquisition of vocabulary and
expressions related to different conversation topics, or the lexical knowledge (scaled
item 25). Chinese respondents, compared with their foreign counterpart, appeared to
put more emphasis on grammar and vocabulary; 12 Chinese teachers indicated an
agreement (3 respondents) or partial agreement (9 respondents), as opposed to 6
foreign respondents who somewhat agreed, to the statement that in the course of the
instruction they emphasized students’ grammatical accuracy; and 17 Chinese teachers
(with 12 indicating an agreement, and 5, a partial agreement), compared with 10
foreign teachers (with 3 indicating an agreement, and 7, a partial agreement), agreed
or somewhat agreed that when teaching the course, they emphasized students’
acquiring vocabulary and expressions related to different conversation topics. This
stress on grammatical competence was, however, not carried through the instructional
activities; about half of the Chinese respondents who emphasized such linguistic
abilities as grammar and pronunciation did not engage students in grammar/sentence
pattern and/or pronunciation practice in class (scaled items 14 and 15).

Comparatively, lesser emphasis was placed on discourse competence by the
respondents, and it is evidenced by the fact that, compared with 27 respondents who
emphasized or somewhat emphasized cultivating students’ lexical ability, only 14
considered learning of the discourse features of English conversation, and 18,
understanding of the conversation structure important or somewhat important (scaled
items 24 and 26). Among the 18 respondents who agreed or somewhat agreed that
they emphasized students’ learning of conversation structure, 14 were Chinese, with
merely 4 being foreign respondents.

As to the strategic competence, though 26 teachers agreed (9 respondents) or
somewhat agreed (17 respondents) that they put emphasis on students’ acquisition of
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English conversation management skills (scaled item 23), half of these teachers
checked “neutral” or “somewhat disagree” when asked if they put stress on students’
learning of the discourse features of English conversation. As conversational
4management skills are closely related to knowledge of the conversation discourse, this
finding was perplexing. One plausible explanation is that the term “conversation
management skills” was not well understood by many respondents and thus
interpreted simply as skills to open or close a conversation and not for other crucial
conversational routines. ,

Regarding sociocultural competence, 22 respondents agreed (12 respondents) or
somewhat agreed (10 respondents) that they put emphasis on cultivating students’
ability to analyze and adjust the conversation to the context and interlocutor (scaled
item 27). Twenty respondents (9 indicating an “agreement,” and 11, a “partial
agreement”) emphasized students’ understanding of their home culture (scaled item
28); and 27 respondents (12 indicating an “agreement,” and 15, a “partial agreement”),
put emphasis on students’ learning of the target culture(s) (scaled item 29). Marked
differences were again noted between Chinese and foreign respondents in the
emphasis they placed on the sociocultural aspects of conversational competence.
Among the 19 Chinese and 14 foreign respondents who replied to scaled item 27, 9
Chinese vs. 3 foreign teachers agreed, and 6 Chinese vs. 4 foreign teachers somewhat
agreed that they emphasized the ability to cater the conversation to the context and
interlocutor.  Besides, the foreign respondents did not particularly emphasize
students’ learning of the target culture(s), with 2 answering “agree” and 8, “somewhat
agree,” compared with 10 and 7 Chinese teachers respectively who responded “agree”
and “somewhat agree,” to the statement that students’ learning about the target

(English-speaking) culture(s) is emphasized.

Teaching approach employed

To have a better understanding of the teaching (i.e., direct vs. indirect) approach
adopted for the course, the respondents were asked of their opinions on the purpose of
the English conversation course and ways of developing conversational competence.
More than three-fourths of the respondents, or 26, agreed or somewhat agreed (with
11 indicating an agreement, and 15, a partial agreement) that the major purﬁbse of
English conversation is to provide students’ with a chance to speak English (scaled
item 22); more than half, or 19 (with 11 indicating an agreement, and 8, a partial
agreement), that students’ English conversational competence can be cultivated purely
through oral activities like oral presentations, small-group discussions, problem-
solving and questions and answers (scaled item 20); and again more than three-fourths
of the respondents, or 27 (with 19 indicating an agreement, and 8, a partial agreement),
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that students’ active participation in whatever forms of oral activities can all lead to
progress in their ability to converse in English (scaled item 21). In other words,
conversation, as seen by the majority of the respondents, is a means to other important
ends, one of which being forging the opportunities for students to speak English; and
conversational competence can be cultivated via oral activities that call for primarily
transactional uses of language or simply speaking up regardless of the content and
form of communication—signs pointing to an indirect approach. These findings
may help explain the fact that an overwhelming majority of respondents, or 28, agreed
or somewhat agreed (with 16 indicating an agreement, and 12 a partial agreement)
that they imparted in their conversation classes skills for giving a speech and/or oral

presentation, as the results to scaled item 16 show.

Other aspects of instruction

As mentioned earlier, 19 respondents agreed or somewhat agreed that their
students, for certain psychological factors, were unwilling to converse with foreigners
in English. " The results show that most of these respondents either agreed or
somewhat agreed that they would address this problem with their students over
discussion or other activities in the course of the instruction (scaled item 13). With
respect to the role of nonverbal éommunication, an aspect often receiving not as much
attention as verbal performance in a course like English Conversation, 24 respondents
agreed (7 respondents) or somewhat agreed (17 respondents) that they emphasized
students’ nonverbal communication behaviors in their instruction (scaled item 31).
On this item, some apparent differences were again noted between the Chinese and
foreign teachers in their responses; all but one Chinese teacher indicated they stressed
or somewhat stressed students’ nonverbal behaviors, while 6 out of the 15 foreign

teachers responded in this manner.

Methods of evaluation

Over two-thirds, or 26, of the respondents agreed (12 respondents) or somewhat
agreed (14 respondents) that they were confident in their methods of evaluation,
believing that those methods can detect students’ English conversational competence
(scaled item 32). Among them, 9 Chinese respondents checked “agree,” and 8,
“somewhat agree” to the statement, in comparison with 3 and 6 foreign respondents
respectively.  With regard to the evaluation methods, having students’ perform
spontaneous dialogues (scaled item 34), and give oral presentations or partake in other
non-dialogical oral activities (scaled item 35), in that order, were more popularly
adopted than having students enact previously prepared and memorized dialogues
(scaled item 33). This is indicated by the fact that nearly four-fifths of the
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respondents checked agree or somewhat agree to the scaled item 34, slightly over
three-fifths of the respondents, to scaled item 35, and about one-third of the

respondents, to scaled item 33. More than two-thirds of the respondents applied two

or all three of the methods of evaluation.

Answers to the Open-ended Questions

Among the four open-ended questions, only the answers to questions 2 and 3 are
reported on here. The first question (“In your opinion, what personal qualities/
criteria does one need to have to be able to converse in English with foreigners?”),
which was originally meant to tap respondents’ perception of non-natives’ English
conversational competence when speaking with natives, seemed to create some
confusion. The word “foreigners” was ambiguous and was interpreted by some
foreign respondents as “native speakers’ English conversational competence when
talking with non-natives,” an interpretation utterly different from the meaning the
question was originally meant to convey. This interpretation was also divergent
from that of the Chinese respondents. For these reasons, question 1 had to be
excluded from the analysis. The answers to question 4 are not reported here, for the
question itself is not directly related to the inquiry of this study and is included in the
questionnaire primarily as a reference for future research directions.

Respondents’ answers to question 2 (“What teaching material/materials do you
adopt for your English Conversation course [if your use handouts, please elaborate on
the content/nature of the handouts]? Why do you choose it/them?) are indeed of a
great variety, including textbooks, handouts of materials from books, newspapers,
magazines, and web sites, pictures, realia, movies, video/audio tapes, etc. And most
respondents employed multiple types of materials to meet students’ needs and
interests. Among the 31 respondents who answered the question, 16 indicated that
they used textbooks, among whom 12 were Chinese, and 4, foreigners. They used
textbooks primarily because the books contain practical vocabulary, idiomatic
expressions, pronunciation drills and/or sentence patterns, interesting or a wide range
of topics to generate conversation or discussion, vivid illustrations, practical or
updated cultural information, and/or useful reading or listening comprehension
exercises. Some of the more commonly mentioned textbooks include Ideas and

Issues, Putting it Together: A Conversation Management Text, and New Interchange;

" books mentioned only once are Headway, Interchange, Explorations, The Big Picture:

Idioms and Metaphors, Oxford Pictorial Dictionary, Spectrum: A Communicative
Course in English, New American Streamline, Can't Stop Talking, Passages, Family
Album, US.A., Great Idea&, Topics for Listening, and The Culture Puzzle. However,
4 Chinese and 11 foreign teachers stated that they preferred other materials to
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textbooks. The reasons why these instructors did not choose textbooks include that
textbooks cannot meet the needs of the students, that students’ are not interested in the
topics contained in the textbooks, that students at this proficiency level should free
themselves from memorizing the sample dialogues in the textbook, and that the class
is activity- rather than content-oriented and thus can do without the text.

Respondents’ answers to question 3 (“What instructional method/methods [or
activity/activities] do you employ to teach the course? Why do you choose it/them”)
are again rather diversified. Group discussion topped all the methods/activities,
mentioned altogether by 19 respondents (12 Chinese and 7 foreign teachers).
Individual/pair/group presentation was the second most popular activity employed,
and was indicated by 16 respondents (12 Chinese and 4 foreign teachers). Pair work
(including free discussion, discussion of certain topics, and impromptu or planned
dialogue) was ranked as a close third, employed by 14 respondents (8 Chinese and 6
foreign teachers). Five respondents utilized role-plays (3 Chinese and 2 foreign
teachers); 5 (1 Chinese and 4 foreign teachers), speeches (prepared or impromptu); 4
(2 Chinese and 2 foreign teachers), lecturing/modeling; and 3 (1 Chinese and 2
foreign teachers), debate, in their conversation class. Other activities that were
mentioned by only one or two respondents included interviews, games, dictation,
listening practice, reading dialogues, questions and answers, and listening to other
students’ conversations which were recorded prior to the class. Some commonly
mentioned general rationales behind most of the oral activities were to prompt or
force students to express themselves, maximize the chance for them to speak English,
and interact with and learn from other class members. Some more specific aims
included to increase knowledge of different topics, practice newly acquired
vocabulary, correct pronunciation mistakes, acquire oral presentation skills, and
enhance the ability to think, communicate, or respond appropriately and quickly.
Diverse as the instructional methods were, judging from the communicative, but not
necessarily dialogical, and task-oriented nature of most of these activities and the
rationale of utilizing them to enhance students’ speaking proficiency and not
necessarily conversational competence, a picture of, again, an indirect approach is

revealed.

DISCUSSION

A closer examination of the pedagogical issues reported earlier has led to a
picture that is both uplifting and puzzling about the conversation instruction in the
English/Foreign Languages curricula in Taiwanese universities. The discussion now

turns to those pieces of the picture.
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Teaching English Conversation: A Positive Experience

As the analysis of the responses to the scaled statements shows, there are indeed
many encouraging signs concerning the instruction of the English Conversation
‘course taught in the Department of English/Foreign Languages in universities in
Taiwan. First, most of the respondents had a positive experience and a sense of
achievement from teaching the course. Consequently, most of them expressed a high
level of willingness to teach the course. Most of the respondents also indicated some
confidence in the way they taught the course, including both the teaching materials
and methods adopted. This confidence also led them to believe that students, upon
the completion of the course, would have the competence to converse in English with
foreigners. Regardless of the real effect of their instructional approach, the
conversation instructors’ positive and confident attitudes toward their teaching
experience and performance in this course can be taken as an encouraging sign about

the current situation of collegiate conversation instruction.

Rising Attention ,to Conversation as an Oral Discourse

Second, although the long-standing emphasis on students’ grammatical
competence (such as grammar, pronunciation, lexis) was still very much in practice in
the Conversation course, the newly surging stress on students’ acquisition of
sociocultural, discourse, and strategic competence as other indispensable components
of conversational competence had begun to receive more attention from some teachers
and been included in their instruction. This is evidenced by the fact that a good
number of instructors, though smaller in number than those who stressed students’
grammatical performance, indicated that they had incorporated into their instruction
learning of communication strategies, conversation structure, routines and
management skills, and some cultural and contextual contingencies of a conversation.
All these findings show that conversation instruction, at least in the English/Foreign
Languages curricula in the universities in Taiwan, has marched into a new, different
era in which the unique discourse genre of conversation is being more popularly
recognized and attended to in class. In other words, the study has found that at least
some instructors were aware of the fact that conversation is very much a structured,
strategic, and context-sensitive oral activity that can be managed and systematically
imparted/studied.

Some Commendable Teaching Practices

Regarding the teaching approach and evaluation methods used, some admirable
efforts and laudable practices can also be identified. It was found that most of the
“teachers employed multiple types of material, from the most traditional, printed

N
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materials to the latest electronic technology like the Internet, to heighten students’
interest and to meet their needs. And to ensure the maximal amount of oral
participation from students, a variety of learner-centered instructional activities,
* including group discussion, oral presentation, pair work, role-play, speech and debate,
were heavily utilized. Thus, it can be said that most respondents had made an
extended effort to make the course as interesting and helpful to the enhancement of
students’ oral proficiency as possible. As to the methods of evaluation, the most
popularly adbpted method—performing spontaneous dialogues—can indeed capture
the impromptu, off-hand nature of conversation as a speaking event and can also more
accurately detect the competence level of the students who have an intermediate or
advanced level of proficiency in spoken English.

Indirect Approach and Its Limitations

Despite the above encouraging signs about the respondents’ attitudes and
approaches of teaching the course, there are certain practices, as indicated in some
respondents’ féplies, which were baffling and thus worthy of further examination. The
growing emphasis in many respondents’ answers on students’ acquisition of discourse,
strategic and sociocultural competence unique to English conversation, evidence of a
direct approach of teaching English Conversation, seemed to contradict the
perceptions popularly held by many of them which speak for an indirect approach, i.e.,
English conversation is a course the purpose of which is mainly to entice or force
students to speak English, and English conversational competence can be cultivated
via non-dialogical activities. One plausible explanation for this conflicting result is
that for some respondents their stress on the various components of conversational-
competence might not be a conscious, informed decision on their part; rather it was
simply a result of the approach of the textbook they used. While loyally basing their
instruction on the textbook, many could be unaware of the rationale behind its design
and continued to perceive English conversation as equivalent to merely English
speaking. Another explanation is that although there were some traces of a direct
approach in many teachers’ responses, most of them, nevertheless, relied more on an
indirect approach to teach the course. This explanation seems to be well founded on
the evidence drawn from the respondents’ answers to both the scaled statements and
the open-ended questions.

In view that an indirect approach was more popularly adopted by the
respondents, a limitation of this approach to the teaching of conversation needs to be
noted. An indirect approach, while providing opportunities for learners to engage in
natural interaction through the use of communicative tasks and activities, may not be
teaching conversation in a real sense (Richards, 1990). Take discussion, an activity
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most commonly employed by the respondents in a conversation class, as an example;
it differs from conversation in the variety of topics covered, the degree of depth and

seriousness in which the topics are dealt with, and the extent of preparation involved.
‘Ina discussion, the topics are normally fewer and pre-specified, and because of the
advanced preparation required of the discussants, the topics are usually handled in
greater depth and a more serious manner; conversation, on the other hand, can
engender and accommodate more topics which however are dealt with in a more
perfunctory fashion, and unfolds spontaneously.

Similarly oral presentations, the second most popular instructional activity
adopted. by the respondents, and conversation are rather discrete in their forms and
functions. While oral presentations, like speeches, are basically monologues, guided
by clear instrumental purposes, conversations are dialogical, building on turn-taking
mechanism, and may occur for transactional and/or interactional purposes.

Conversations are also different from role-plays/simulations, ranked as the
fourth most commonly chosen teaching method, because the language created by
learners in rolé—plays or simulations is often unnatural (Aston, 1995), and their
manner, as interlocutors, often pretentious and exaggerated. In other words, instead
of conversing, they are “acting out” a conversation. Thus, via those communicative
but non-dialogical activities, although learners are given the chance to express
themselves and interact with one another, they may not necessarily acquire the
knowledge, attitudes and skills specifically required for engaging in a conversation, an
oral event distinctly different from other forms of talk.

Conversation-focused Approach and Its Advantages

To not equate conversation with speaking in general and Conversation class with
Oral Communication class, the coursebook or instructional material chosen has to
have a clear “conversation” focus, meaning that it should be designed primarily to
teach conversation, not discussion; presentations, listening, lexis, or oral
communication in general, as some of the textbooks listed above indicate. The
dialogues and exercises contained in the textbooks, in addition to being used to
exemplify sentence structures or communicative functions, as some respondents
claimed, have to, most importantly, introduce and illustrate different discourse
features of conversation and useful conversational skills/strategies (e.g., how to open
and close a conversation, how to request or relinquish speaking turns, how to listen
actively, how to request clarification, how to hold back the more talkative members
and draw out the shy or self-conscious ones). The dialogues should also capture the
characteristics of naturally, spontaneously occurring speech like false starts, fillers,
re-phrasing, hesitations, slips of the tongue, repetitions, unfinished sentences, etc.
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(Sze, 1995). And the materials chosen by some respondents like songs, realia, pictures,
films/videos, and newspapers/magazines shouldn’t be simply for, as many of them
stated, arousing students’ interest and motivating them to talk; they should also be
suitable for and properly integrated into a conversation class. So, for example, when
newspaper reports/articles are used, students can be instructed as to how to use them
as conversation topics, how to introduce them into a conversation, how to recount the
news/story, how to clarify certain information or details, and how to respond to it.
Take realia as another example. To connect them more directly with conversation,
they can be capitalized on to develop in students such communication skills as
approximation, word coinage, circumlocution etc., which may come in handy in
conversation. '

Though growing attention on cultivating in students abilities regarding other
non-grammatical components of communicative competence was documented in the
study, still more heed can be paid to learners’ development of discourse and strategic
competence,  two indispensable elements of conversational competence. This
pedagogical focus is particularly cogent in the case of the Conversation courses
offered by the English/Foreign Languages departments in universities in Taiwan
where the majority of the respondents rated most of their students as having an
intermediate to advanced level of spoken proficiency. For learners of such
proficiency levels, not only is there no urgent need to underscore learners’
grammatical performance in a Conversation class; in fact, too much emphasis on
grammatical and pronunciation accuracy and acquisition of vocabulary may well
psychologically inhibit or deter learners from willingly engaging in an English
conversation. Acquisition of discourse (e.g., conversation gambits and routines) and
strategic competence, on the other hand, can help learners behave appropriately or
with more confidence when conversing in English, even if their overall command of
the linguistic code is less than adequate (Chang, 2001a, 2001b; Siskin & Spinelli,
1987). Adoption of certain discourse features like gambits and fillers can also lend a
sense of naturalness and fluency to speech (Nolasco & Arthur, 1987; Pawley & Syder,
1985). Thus, acquisition of discourse and strategic competence can not only motivate
learners to participate in English conversation with natives but also help them mend

their linguistic deficiencies and navigate the conversation more smoothly.

Differences between Native and Non-native Teachers: A Side Note

One of the unexpected but intriguing findings the study has derived concerns the
differences noted between native and nonnative teachers in their attitudes toward and
ways of teaching the course. Some may argue that such differences could be
attributed to Chinese people’s tendency to agree than disagree with the statements in
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the scaled items or to preserve a positive self-image. However, since the
respondents were kept anonymous, the stake of being viewed as a dissident or an
incompetent teacher because of how they responded to certain scaled items was
‘greatly minimized. Thus, there is a good reason to believe that the Chinese
respondents’ answers, rather than being false, were fair representations of how they
truly perceived and approached the course. Under this premise, the differences are
now analyzed and discussed.

The disparities found in the responses between Chinese and foreign teachers
may suggest possible re-examination of a popular belief that English-speaking native
teachers, due to their linguistic and cultural advantages over their non-native
counterparts, are preferred for teaching oral training courses. The findings show that
a much higher percentage of nonnative, Chinese teachers indicated willingness to
teach the course, and displayed confidence in the teaching materials and methods and
means of evaluation. Despite a lack of Ianguage and cultural vintage point inborn to
a native speaker, a larger fraction of Chinese teachers put emphasis on students’
development pe&aining to discourse (e.g., understanding of conversation stfucture)

" and sociocultural competence (e.g., ability to analyze and adjust the conversation to
the context and the interlocutor, and learning of the target culture[s]). Finally, the
number of Chinese teachers who héeded students’ nonverbal behaviors, a subtle and
yet crucial aspect of communication, also far exceeded that of the native teachers.
Thus, nationality may not be the best determinant and certainly should not be the sole
criterion for selecting instructors for oral training courses like Conversation. A
similar contention was also found in the response given by one foreign teacher who
participated in the study, “Most schools see a white face and automatically put you in
the ‘conversation’ slot. (Conversely, many Chinese colleagues suffer when students
don’t think they can teach conversation because they don’t look foreign.)” In
addition to spoken English ability, teachers’ personal interest and academic training
should be seriously taken into consideration when assigning teachers for the English

Conversation course, an indeed unique, oral English course.

SUGGESTIONS FOR FUTURE STUDIES

As a preliminary attempt to explore the teaching approach of the £nglish
Conversation course in the English/Foreign Languages curricula in universities in
Taiwan, this study has also identified particular problems with this type of research,
and avenues for further study. First, a 38.8% return rate of the questionnaire can
certainly be increased. By duplicating the study, with more Conversation programs
and teachers involved, a more comprehensive picture about collegiate-level
Conversation instruction can be attained. In addition to questionnaires,
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semi-structured interviews can be conducted with the respondents as a way to get at
more detailed information and to cross-reference the data collected from the
questionnaires. With this study as the ground work, a statistically designed and
pre-tested questionnaire can be constructed and used as the instrument in future
studies for more focused and specific inquiries on this topic; the results so derived
will have better generalizability. This is particularly true with the findings regarding
the differences found between local Chinese and foreign instructors in the study. Via
a more precise instrument and statistical analysis, the differences can be better
identified.

Besides refining the methods for the inquiries explored in this study, different
but related lines of interest can be pursued in future studies. For example, the effects
of the direct and indirect approaches on cultivating students’ conversational
competence need be investigated. As much of the support advocating the direct
approach to teaching Conversation is a theoretical assertion rather than supported by
empirical evidence, future studies need to empirically test the instructional effects of
both approaches. Surveying students’ needs and perspectives concerning English
conversation so as to incorporate their viewpoints into the teaching approach is .
another area of interest that can be looked into by future research.

CONCLUSION

To attain a picture of how English Conversation is taught in the English/Foreign
Languages curricula in universities in Taiwan, this study has surveyed more than
one-third of the instructors of the course from 12 different programs. The findings
show that there were both encouraging and baffling signs about the teaching practices
adopted. It is encouraging to know that most of the respondents had a positive
experience teaching and thus were willing to teach the course, that most were at least
somewhat confident in the way they taught the course, that most employed multiple
types of material and learner-centered activities to arouse students’ interest, meet their
needs and maximize their oral participation in class, and that some amount of
attention had been directed to cultivate students’ discourse, sociolinguistic and
strategic competence, in addition to their grammatical or linguistic ability. There are,
however, also some perceptions and practices of the respondents that are puzzling or
worth re-examination. As most of the respondents appeared to rely more on an
indirect than a direct approach to teach the course, they need to be aware of some
possible weaknesses of an indirect approach to teaching the course. Though providing
students with many opportunities to speak English, an indirect approach does not
explicitly instruct students on the discourse features and communication skills directly
conducive to conducting English conversation. Related to the common practice of
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an indirect approach is the lack of a clear “conversation” focus in the teaéhjng
materials selected. Some of the coursebooks were for teaching lexis, discussion, or
other forms of oral communication, but not conversation specifically, and many of the
" materials were chosen chiefly for the reason that they could arouse students’ interests
and motivate them to talk which seemingly equates conversation with speaking. A
great deal of emphasis placed by most of the respondents on students’ grammatical or
linguistic competence, given that most of these students were said to have
intermediate or advanced level of spoken English proficiency, is another practice that
the respondents may want to reconsider, for too much stress on
grammatical/pronunciation accuracy and vocabulary learning may psychologically
inhibit students from speaking up or deter them from partaking in any spontaneous
interaction with native speakers. The commbnly held impression that
English-speaking native teachers, for their linguistic and cultural advantages over
non-native instructors, are preferred in teaching oral training courses should perhaps
be re-examined. The evidence in the study suggests that in addition to spoken
English ability and target cultural literacy, teachers’ personal interest and relevant
academic training should be taken into consideration as well. Finally some
suggestions were made to future research pertaining to this topic and other related
topics, including securing a larger number of respondents, supplementing
questionnaires with interviews, resorting to statistical analysis for specific inquiries,
empirically testing the effects of a direct vs. an indirect approach on cultivating
learners’ conversational competence, and determining students’ needs and
perspectives on English conversation so as to integrate them into the Conversation
instruction.

This research project hopefully has shed some light on how the course English
Conversation is perceived and taught in the English/Foreign Languages curricula at
universities in Taiwan, and on how adequate some perceptions and teaching practices
are given the unique speech genre of English conversation and students’ levels of
English proficiency. As the term “an enigma in language teaching” (Richards, 1990)
suggests, the English conversation course, and what should be taught in it, and how it
should be taught has long been a mystifying issue to the instructors of the course.
This and two other attempts taken by the researcher (Chang, 2001a, 2001b) may mark
the beginning of one language teacher’s efforts to untangle the puzzle, but surely more
studies and joint endeavors are needed to further “demystify” the course.

(Received April 1, 2002; Accepted September 5, 2002)

:154 -- -- ﬁ



REEWMB Englisk Teaching & Learning
27.2 (October 2002)

REFERENCES

Amold, D. (1978). The Guichard family: A framework for teaching conversation
skills. Foreign Language Annals, 11(3), 275-279.

Aston, G. (1995). Say “thank you”: Some pragmatic restrains in conversational
closings. Applied Linguistics, 16 (1), 57-86.

Brown, G. & Yule, G. (1983a). Discourse analysis. Cambridge: Cambridge
University Press.

Brown, G. & Yule, G. (1983b). Teaching the spoken language. Cambridge:
Cambridge University Press.

Brown, H. D. (1994). Principles of language learning and teaching (3rd ed.).
Englewood Cliffs, NJ:  Prentice Hall Regents.

Bygate, M. (1987). Speaking. Oxford: Oxford University Press.

Canale, M. (1983). From communicative competence to communicative language
pedagogy. InJ. Richards and R. Schmidt (Eds.), Language and communication
(pp-2-27). New York: Longman.

Canale, M. & Swain, M. (1980). Theoretical bases of communicative approaches to
second language teaching and testing.  Applied Linguistics, 1, 1-47.

Chang, S. (2001a). - Tapping on high school students’ conception of English
conversation: Survey results from 2000 NTNU English camp. Concentric:
Studies in English Literature and Linguistics, 27 (2), 185-207. |

Chang, S. (2001b). Taiwanese high school English teachers’ conceptions of English
conversation: Is there too much “English” and too little “conversation”?
English Teaching & Learning, 25 (4), 71-91.

Chang, W. (1995). Kao Chung Eng Yu Hui Hua Chiao Hsueh: hsian Kuan, Chi Hsu,
Chi Tueh Tse [high school English conversation instruction: Current situations,
expectations, and suggested approaches]. Secondary Education, 46, 53-67.

Chou, M. & Kai, I. (1995). The difficulties and problems of applying
language-learning simulations in the large EFL conversation class.
Proceedings of the Twelfth Conference on English Teaching and Learning in
the Republic of China, 177-201.

Cook, G. (1989). Discourse. Oxford: Oxford University Press.

DeCarrico, J. S. & Natinger, J. R. (1993). Lexical phrases and strategic interaction.
Georgetown University Roundtable on Languages and Linguistics, 558-567.
DeVito, J. A. (1992). The interpersonal communication book (6th ed.). New York,

NY: Harper Collins.

Dornyei, A. & Thurrell, S. (1994). Teaching conversational skills intensively:
Course content and rationale. ELT Journal, 48 (1), 40-49.

Domyei, Z. & Thurrell, S. (1992). Conversation and dialogues in action. New

38

155



Chang; English conversation instruction

York: Prentice Hall International.

Eckard, R. D. & Kearny, M. A. (1981). Teaching conversation skills in ESL.
Washington, D C:  The Center for Applied Linguistics.

'Goffman, E. (1976). Replies and responses. Language in Society, 5, 257-313.

Golebiowska, A. (1990).  Getting students to talk. Hertfordshire: Pretince Hall.

Grant, L. (1996). Teaching conversation using a television soap. Prospect, 11 (3),

- 60-71.

Gumperz, J. J. (1982). Discourse strategies. Cambridge: Cambridge University
Press.

Harper, J. & Lively, M. (1987). Conversation classes: Activities and materials that
encourage participation. Foreign Language Annals, 20 (4), 337-343.

Kaplan, M. A. (1997). Learning to converse in a foreign language: The reception
game. Simulation & Gaming, 28 (2), 149-163.

Keller, E. & Warner, S. T. (1976). Gambits: Conversational tools (Vol. [-1I]).
Ottawa: Public Commission of Canada.

Klippel, F. (1984). Keep talking: Communicative fluency activities for language
teaching. Cambridge: Cambridge University Press. |

Littlewood, W. (1992).  Teaching oral communication. A methodological
framework. Oxford: Blackwell.

Master, E. & Reising, B. (1998). Use of portfolios in ESL conversation classes.
Clearing House, 71 (3), 131-132.

McCarthy, M. (1991). Discourse analysis for language teachers. Cambridge:
Cambridge University Press.

McClure, K. (1996). Putting it together: A conversation management lexi.
Upper Saddle River, NJ:  Prentice Hall Regents.

McLaughlin, M. L. (1984). Conversation: How talk is organized. Beverly Hills,
CA: Sage.

Nolasco, R. & Arthur, L. (1987). Resource books for teachers: Conversation.
Oxford: Oxford University Press.

Pawley, A. & Syder, F. (1985). Twp puzzles for linguistic theory: Nativelike
selection and nativelike fluency. In J. Richards and R. Schmidt (Eds.),
Language and communication (pp.191-225). New York: Longman.

Richards, J. C. (1990). Convefsationally speaking: Approaches to the teaching of
conversation. In The language teaching matrix (pp. 67-86). Cambridge:
Cambridge University Press. .

Richards, J. C. & Schmidt, R. W. (1983). Conversational analysis. In J. C.
Richards and R. W. Schmidt (Eds.), Language and communication (pp. 117-154).

Richards, J. C. & Sukwiwat, M. (1985). Cross-cultural aspects of conversational

14

156

' 39

BEST COPY AVAILABLE



HREBEHB English Teaching o Learning
27.2 (October 2002)

competence. InJ. C. Richards, The context of language teaching (pp. 129-143).
Cambridge: Cambridge University Press.

Shih, Y. (1986). Conversational politeness and Joreign language teaching. Taipei:
Crane.

Sinnema, J. (1971). Rotation drills in teaching conversation. Modern Language
Journal, 55 (5), 269-271.

Siskin, H. J. & Spinelli, E. (1987). Achieving communicative competence through
gambits and routines. Foreign Language Annals, 20 (5), 393-401.

Sze, P. (1995). Teaching conversation in the second language classroom: Problems
and prospects. Chinese University Education Journal, 23 (2), 229-250.

Tarone, E. & Yule, G. (1989). Focus on the language learner. Oxford: Oxford
University Press.

Wardhaugh, R. (1985). How conversation works. Oxford: Oxford University
Press.

ABOUT THE AUTHOR

Shau-Ju Chang is an Associate Professor in the Department of English at
National Taiwan Normal University. Her research interests primarily lie in the areas
of oral English competence, pedagogy for spoken English courses, and culture and
language.



Chang: English conversation instruction

APPENDIX
English Questionnaire

Dear Teécher,

This questionnaire, as a part of a research project, aims to explore how teachers in the
Department of English/Foreign Languages in universities in Taiwan currently perceive
and teach the course “English Conversation,” including your teaching
materials/methods, your instructional focuses, and your view of the students and the
course in general. We sincerely hope that you can take some time filling it out. Your
génerous help with this project is deeply appreciated.

Sincerely,

Shau-Ju (Charlotte) Chang &  assistants
Associate Professor

Department of English,

National Taiwan Normal University

Please fill your answers in the blanks.
What is your nationality?

In which school do you teach English Conversation?

How many years have you taught English Conversation? |

Is the English Conversation course you teach a required or an elective course?
___required; __elective (please put a “y”)

For what year of students is the English Conversation course you teach?

___ Freshman; __ Sophomore;  Junior; ____ Senior (please put a “y/’)
How many students are there in your class?

For each of the following statements, circle your answer on the right
(the closer the number is to 5, the more you agree with the statement;
the closer the number is to 1, the more you disagree with the statement).

> Z, )
a e 2
g § %
1. ’m willing toteachthecourse. ........................... 5 2
2. Teaching the course gives me a sense of achievement. ....... 2
3. Interms of enhancing students’ oral competence, English
Conversation is a very helpful course. ... ................... 5 43 21
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10.

11.

12.

13.

14.

15.

16.

17.

18.

19.

20.

42

[ am confident in the content of my English Conversation course.
[ 'am confident in the instructional method(s) I adopt for my
English Conversationcourse. . ............................
My students are motivated in learning English conversation.

My students, for certain psychological factors, are afraid of

or unwilling to converse with foreigners in English. .......... '
My students have an intermediate or advanced level of proficiency
inspoken English. . ........ ... .. .. ... ... ... ... ‘
I am confident that my students, after completing the course,

will have the ability to converse with foreigners in English. . . . .

I am confident that my students, after completing the course,

will take the initiative to converse with foreigners in English
when the chance presentsitself. ............................
In the course of the instruction, I put emphasis on the accuracy
of students’ grammar. ............... e e
In the coﬁrse of the instruction, I put emphasis on the accuracy
of students’ pronunciation. . ................................
In the course of the instruction, I discuss with students about

or have activities designed for some psychological factors

that have deterred them from participating in English conversation
withothers. .......... ... .. ... ...
In the course of the instruction, I engage students in grammar

or sentence pattern practice. . . .. ................ ... ... ..
In the course of the instruction, I engage students in
pronunciation practice. .. ........... . ... ..o
In the course of the instruction, I teach students skills

pertaining to public speaking and/or oral presentations. . . .......
The conversations students practice in class deal with

the task situations they encounter in their everyday life

like shopping, ordering meals, asking/giving directions, and so on.
The conversations students practice in class deal with social talk,
i.., talk unfolding during social encounters. ................
The conversations students practice in class deal with

different language functions, such as complimenting, inviting,
requesting, rejecting, etc. . .............. .. ..,
Students’ English conversation competence can be cultivated
purely through oral activities like oral presentations, small-group

discussions, questions and answers, and problem solving. . . . . ..
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21.

22.

23.

24,

25.

26.

27.

28.

29.

30.

31.

32.

33.

34.

35.

No matter what form of oral activities in which students

are engaged, as long as they participate actively by speaking up
and expressing themselves, they can make progress in their ability
toconverse inEnglish. . .................... e
The major purpose of the English Conversation course is to provide
students with a chance to speak English. . ....................
When teaching the course, I put emphasis on students’ acquisition
of English conversation management skills. . .................
When teaching the course, I put emphasis on students’
understanding of the discourse features of English conversation
(e.g., use of sentence fragments, topic-initiation, turn-taking, etc.).
When teaching the course, I put emphasis on students’ acquiring
vocabulary and expressions related to different conversation topics.
When teaching the course, I put emphasis on students’
understanding of the structure of English conversation

(e.g., opening; preclosing, closing, etc.). .....................
When teaching the course, I put emphasis on cultivating

students’ ability to analyze and adjust their conversation

to the context and the interlocutor. ..........................
When teaching the course, I put emphasis on studenis’
understanding of their own culture. .......... e
When teaching the course, I put emphasis on students’
learning about the target (English-speaking) culture(s). . .......
When teaching the course, I put emphasis on students’ grasping
and application of communicative/conversational strategies.
When teaching the course, I put emphasis on students’ nonverbal
communication behaviors. ........... e

I am confident that the way I evaluate students can detect their
English conversation competence. . ........................
The method I use for evaluating students in this course is to

have them perform dialogues they have prepared in advance.

The method I use for evaluating students in this course is to

have them dialogue spontaneously based on the instruction

they receiveonthespot. ............ ... ...l
The method I use for evaluating students in this course is to

have them give oral presentations and/or perform other
non-dialogical oral activities. . ............................
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Please answer the following questions. In order to read and interpret your responses
correctly, please elaborate your answers with as many details and examples as possible.
1. In your opinion, what personal qualities/criteria does one need to have to be able to

converse in English with foreigners?

2. What teaching material/materials do you adopt for your English Conversation
course (if you use handouts, please elaborate on the content/nature of the handouts)?

Why do you choose it/them?

3. What instructional method/methods (or activity/activities) do you employ to teach
the course? Why do you choose it/them?

4. What research issues regarding English conversation instruction will be most

helpful to your teaching of the course?

Q 44 " o 1611
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P.S.:
1. Thank you very much for your help with the questionnaire. To facilitate our

processing of the returned questionnaires, could you please check in the box “I have

completed and mailed back the questionnaire” on the postcard and send it back

when you mail us the questionnaire. You can choose to mail them back separately.
The postcard you send back can help us later mail to you a copy of the final report
of this research project as a token of our appreciation.

2. We believe that you must have many other ideas and thoughts about teaching
English Conversation, which, however, cannot be relayed to us via the
questionnaire. If you would like to share with us in more depth your experience of
teaching the course, please check in the box “I can participate in the interview” on
the postcard, and we are more than happy to arrange an informal individual
interview with you at a time that is convenient for you.

3. If you have prepared a course description or syllabus for your English Conversation
course and are willing to share it with us, please mail it together with the
questionnaire.. You can choose to erase any personal information on the description

or syllabus beforehand.

Again, we thank you for your generous help with our research project.
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Chinese Questionnaire

EEEF TR —HORTARER /XA AEGEHERANE  AFRAY
M RPIERABNBEANR XA LG ARBAECERH KA THL
Bk HEBEBAMN HERAPLERE FTEHHTHE - £k RIVK
PHBEHECHEZ OB EMRBELRMOTEHY -
| CPET TS
¥ Bdo
B R AR R A
Bk
LB 4 -
105 PR ARG 6 B AL (BERR—F HRABTEHBABTOEZAHELR)
BHLRABEEZEE #
BRI ABTEREALERES?_ 2B & (FH4H:8)
BRI ABEEABFRIRR?_ K- K=i_ R=:_
HEAS: A

Aw

FRTFIIRE R EBE—ERESEEALRL  REHEWROKS (545
BRESATERAEHIZRE RBELFE | A ERRAEHH 2Rk )

R K
% [5)
p:4 & &
x
R
1
. REEHILHREBEEE ... .. R, 5 4 3 2 1
2. BEBHEEEEBERRB ... 5 4 3 2 1
3. AREFRECHEREETEIRAS A ERESD. ... .. 5 4 3 2 1
4. BHUREIBBNZ BEFRES . 5 4 3 2 1
5. BRYBBEZBEFA BAES . 5 4 3 2 1
6. HOZLAHTRZLIHRBI ... 5.4 3 21
7. ROHL4LEBREECHERE MAK - XKE
RBERSIBAETE . 5 4 3 2 1
8. HRAL4AEAHEPE X PELENLGKREOE
BRI 5 4 3 2 1
9. BAEBCROPLELSEGRGL AR HFEAL
MATHEBHIE 5 4 3 2 1
10, HRAEZCKROHPAAS R RN £ 8H R EHE '
ZHE FEHEE .. 5 4 3 2 1
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11.
12.
13.

14.

15.
16.

17.

18.
19.

20.
21.

22.
23.

24,

25.
26.
27.

28.
29.

30.

31.
32.

AURHEBET REARLLAENXE N EAN
AURHPER T REASLAANHTHEEN
AURHEBET  RERPERUITBMSAREES

sk CHEE P gTHR Rt eRlEYy

LURHEBET  REHLEUERHE L

B e
LURHLBET > BREHPEUBFTORE ... ...
ESRHLEET > RHUFLEU—L2BRH
ROFBEREEET . .
BALRTIRBARBFATHEMELAR G EE
PR A M BREE
SAEAERYIREGRARGEOMTHRAR GRS, ..
PAHARTIREGRURETAZETHRE

(oif @ - BR-ERE) 988 ...
A RBRIOR Tl d oFRE - amite
MEBRE  PAMASFOEEHRBE ...
RN XY OEES  ARELEHBSR
Mok HRRBRERIATAHAMME ... ..
ABERRZESBHRRMEAN OBRBARE
AHBRURY  REALLLAABEREEHST

( English conversation management skills) F @mey % ¥ ..
AHBHRE > REAPLHIEEES
(discourse ) # @2 4% & (4o use of sentence fragments,
topic-initiation, turn-taking % ) #4383 ..............
EHBERE REALLL Y AR EHAAMIFR
)
EHBTRYG REALLHABTEIRMSE

(%o opening, preclosing, closing %) &3 TA ......... ..
AHBRGRS REARSELETHEREEHIE
REGEATHERRD .
AHBRERS REALLHA LR bR .. ...
LHBTRY > R ERLS L HEHE ML (target culture)
5
AHBRERY REALLAFZEARTE RSB LY
FRMMA
LEHBIURE REALLANETTALORE ...
BERBCHRABFAZPETIA » TURBRESL AL
BMEBEEELZEN

5
5

w

b
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33. RAEGRAEAGFESXARRS L BTIREFN

M Z I 5 4 3 2 1
3. RATRAMEAGITFES ARBE L REF AL 2T

AT RS S 4 3 2 1
35, BRAURAMEAGREFALBLEMORARS -

TR EHEREZOEES ... 5 4 3 2 1

WRTFME #REHER-ARERRRCHDE  HEBTREE AL -
EE RN
L ERBERRIMEALTETRIBEWE ARG OE AR T2

2. GAERAEM BT (EEABR  FHmRALNE) 2 EASHK
+ a9 R B AT ?

3. BHEUAMHEFRARIHEAAHZIHL? SEAMLFARIH2ZER
BT ?

4. BREBAR I BARETERERY  CHELATRHE2 L EHY 9
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e

1. EERBEaCHAT ML GHEREHEARN B RI14ERAES -
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BEFGREE B TEMHAMBAF LUARIRSE AL T RO
RER - _

). RIAREGARBREER TG — ARSI THOGRACHE > 2&%F
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APVE AR BTUARER LT REE 2003, RV RANKE
hBA RS REEE S @A TR - |

3. WREACEFHHAETERRBAEE/REAR > BAFARMY
i TESEATFOMAGRN  CARMEEHRERE BEL BT
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A Pedagogical Study of “Textual Performance”
as a Means of Teaching English Poetry

Yane-Hao Chen

National Taipei University

Abstract
This paper discusses the pedagogical efficacy of the (primarily Western) theory and
practice of performing literary texts in the teaching of English poetry to Taiwanese
students. The theory and practice of “textual performance” includes (1) the Western
oral tradition of “elocutionists”; (2) contemporary “performance rhetoric”; (3) the
modemn “aesthetic field”; and (4) the “Readers Theatre” and “Chamber Theatre.” The
proposed pedagogy is student/performer-centered, with the teacher serving as
facilitator. Fifteen practical steps are recommended for this plan of instruction: (1)
sounding out the poem; (2) responding to the poem; (3) making “plain sense” of the
poem; (4) stylistic transformation and translation; (5) drai‘natic' analysis; (6)
comparing responses; (7) physical and vocal exercises; (8) psychological readiness;
(9) imaginative autobiography of the persona; (10) overview of poet’s other works;
(11) poem’s subtext; (12) poem’s action lines; (13) establishing a production concept
of the poem; (14) performance as final aesthetic trial; and (15) evaluation of the
pedagogy and the ensuing discussion. An English poem, “Those Winter Sundays™’
by Robert Hayden (1913-1980), will be taken as an example (or case) in the

discussion of this instructional plan.

Key Words: textual performance, interpreters’ theatre, aesthetic field,

production concept, poem’s speaker (persona) , performer

INTRODUCTION

This paper’ presents an instructional approach that uses the (Western) theory
and practice of textual performance, also called “oral interpretation of the text,” to

I Selected from Perrine (53).

? This paper was written as a sequel to my earlier writing on the subject. Two of the most recent works
in this field are Lee and Gura’s Oral Interpretation and Yordon’s Roles in Interpretation.
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teach English poetry. Based on the theory of “theatrical learning,” which involves the
processes of nonvérbal, intrapersonal and interpersonal communication, this pedagogy
is student/performer-centered with the teacher serving only as a facilitator in the
classroom. This method is different from other, more conventional ways of teaching
and learning poetry in several ways: here the instructor plays the role of mere
facilitator; students move through silent reading, oral reading, and comprehension of
an assigned text to its aesthetic adaptation and performance; students now read the
poetic texts with their mouths, eyes, minds, and whole bodies—a holistic process of
vocal, physical, and emotional/psychological engagement. It is expected that students
of English poetry will profit greatly from this method of “acquiring” poems.

This paper has two parts. The first presents a brief introduction to and summary
review of the theory and practice of textual performance; the second suggests a
detailed instructional plan using Hayden’s “Those Winter Sundays” as sample text or

3 This poem’s merits as classroom text are its plain language, its narration by a

“case.
persona (speaker) with whom young students can identify, and its specific,

concretized images.

THE THEORY AND PRACTICE OF TEXTUAL PERFORMANCE

As an academic subject at the college level, Performance of Literature make take
place within the departments of Rhetoric, English, Speech Communication,

Interpretation, Speech and Drama, and Theatre and Dance. The performance of

literary texts, which still combines a purely aesthetic involvement with the text and
some form of (increasingly high-tech) staging mechanism®, is “studied” by the
research fields of drama (including Story-Telling Theater and Interpreters’ Theatre,
see Kleinau 2), rhetoric, aesthetics and reader-response criticism. Here 1 will
summarize only those theories and practices that have a direct influence upon textual
performance as a pedagogical tool in English poetry classes for non-native speakers of
English. Let me therefore focus on (1) the Western oral tradition of “elocutionists”; (2)
the “performance perspective” in contemporary rhetorical theory; - (3) the modern
“aesthetic field”; and (4) Interpreters’ Theatre or, more specifically, Readers’ Theatre
and Chamber Theatre.

Historians, archaeologists, anthropologists and linguists generally agree that
“man the talking animal has been universally inclined to share publicly the telling of
stories, the reciting and dancing of poems, the staging of rituals and dramas”

* An entire text of the poem is placed in the appendix at the end of this paper.
* Students in my Performance of Literature class have recently used multimedia equipment to
strengthen the effect of their staging of poetry performances in the classroom or on stage.
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(Thompson xi). The vast oral history of such performances, whose geographical range
extended from Asia and Africa to Europe and Latin America, went unrecorded until
the development of writing. It is mainly ancient Greece that gave birth to the

‘performance of literature in the Western tradition, later known as the “Graeco-Roman,

Judaic-Christian, European-American tradition” (Thompson xi). Textual performance,
as it evolved in this tradition, came to be associated with the theory and practice of
“elocution, expression, interpretive reading and simply interpretation” (Thompsoh xi).
While then the oral tradition asserts the “primary orality” of pre-literate peoples
going back to the Indo-European civilization of 6000 B.C. and earlier (Foley, p.1), we
may more pragmatically begin with the 18" _century British elocutionists who devoted
their attention primarily to the English rhetoric that would be used “in parliament, at
the bar, in the pulpit, and in public recitations and polite conversation” (Golden et al,
175).> Though divided into two major schools, the Natural School led by Thomas
Sheridan and the Mechanical School led by John Walker, the elocutionists all stressed
the importance of presenting oneself orally in an effective and powerful manner,
which meant c_lar‘fty of voice and appropriateness of gesture and movement. In the 19"
century an American elocutionist, James Rush, submitted that the improvement of the
quality of the human voice and its rhythm could be achieved by scientific methods
(Robb 81-119). Still today an elocutionist is required not only to express
himself/herself clearly, but also to look into his/her inner mind and draw upon
imagination, intuition, “dramatic instinct” (Curry 235ff). The performer of literature
today can learn from this elocutionist tradition how to present orally his/her feelings
and thoughts naturally and properly, and how to melt his/her own life experiences into
those embodied in the literary work (particularly the poem) being interpreted.
Contemporary rhetorical theory tends to focus on epistemic, argumentative,
fantasy-theme, performance and narrative perspectives (Foss 249-56). It is of course
the performance perspective that is most relevant to our discussion here. This is
grounded in the metaphor of the theatre, treating rhetorical skills as verbal
performances in our daily life. The rhetor thus not only interprets himself and his
culture but also conveys messages to the audience through his/her performance. This
rhetoric-as-performance can be interactional, contextual, episodic or improvisational.
Thus this approach can teach those who are interested in the performance of literature
how to understand and use the interaction between performers, texts, textual episodes,
actual settings (e.g. the stage or classroom), and responses from the audience.
Aesthetics deals with art and beauty. From an aesthetic point of view we regard
the literary work as an art object into which our own “aesthetic” appreciation and
judgment are projected. Arnold Berleant, an American aesthetician, claims (49) that

5 See Golden 175. For further discussions of the elocutionists, see Golden 174-82, 189, 262-63, 327.
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there is an “aesthetic field” in which four major aesthetic elements—artist, object,
performer and reader/viewer/audience—interact in an “aesthetic transaction.” He
claims that an aesthetic field is “a unity in experience” (73) and that “the varying
functions of object, perceiver, artist, and performer are indissolubly connected and
interdependent.” Berleant’s notion, when applied to the performance of literature as a
means of teaching English poefry, can help us to understand and appreciate the
interaction of artist (poet), poem, performer and audience as a “unity of literary
experience.” In fact only when we start treating an English poem as an artistic object
and its oral interpreter as himself an artist may we begin to truly engage ourselves in
the unified and unifying aesthetic activity of poetic performance in the classroom.
“Artists who work in Interpreters’ Theatre are oral interpreters of literature”
(Kleinau 2) who, since theater performance is always live, are in effect “actualizing
[the] presentational form in literature” (Kleinau 5). Interpreters Theatre is “an
umbrella term that includes both Readers’ Theatre and Chamber Theatre” (Kleinau 2).
In general, Readers’ Theatre refers to “the reading of plays [and/or poems], with
participants seated or standing behind lecterns,” while Chamber Theatre, originated
by Robert S. Breen in the 1940’s, refers to “the staging of narrative literature” and
explores “the complicated relationship between a story and the person who tells the

story”.%

By showing and telling what happens in the narrative work, its narrator
presents on stage the life experiences of the “work” as well as those of the original
author, and seeks to establish an immediate sense of communion between the
performance and the audience. Both theater forms in effect transform a literary
selection from a mere literary work to a “text,” that is, to the reader’s/performer’s own
interpretive vision of it. In either solo or group performance, Interpreters’ Theatre
stages a literary text in a static or kinetic style in which voice, gestures/postures and
other relevant theatrical elements are foregrounded. The focus is on the emergence of
powerful images in the minds of audience members; thus the performer—and this is
what our English poetry students may learn—must possess the skill to arouse the
audience’s empathy, to draw them emotionally into the literary experience being
presented.’

As a method of “learning” English poetry, the performance of poetic texts is thus
“revelatory” in the sense of “revealing” or “making clear” certain aesthetic, emotional,
intellectual truths. Indeed, this praxis of performance is “potentially . . . revelatory to

6 . P .
Breen suggests that the delicate balance between story and storyteller is like the harmonics of

chamber music.

7 Interpreters’ Theater, a form of presentation in which background music, props, lighting, costumes or
other stage designs remain optional, is practiced today in private clubs, libraries, bookstores, schools
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the performer [and] . . . to the listeners” (Long xiii). It is potentially revelatory to the
performer insofar as through it we may understand the motivations the poet and/or
his/her speaker or narrator. It is revelatory to the listeners insofar as they, whether or

‘not they already “know” the text being performed, can share with the performers the

experiences inherent in the text, experiences which they would not have had (felt,
discovered) in their own silent reading. Long also claims (xiii) that this praxis is
“physically, vocally, and psychologically engaging . . . [and] . . . a synthesizing
process . . . [which engages] the capacities of all of us,” since after all it demands the

full participation of the performer as well as all the spectators. Silent reading is a

much more passive activity in which we tend to pass over the words more quickly,
while performing the poem makes very concrete all its words, attitudes and tone shifts,
thus engaging our whole being. Thus textual performance is a synthesizing process
inasmuch as it “forces us to evoke all of our experience with a text—our research into
the meanings and significance of its words, our intellectual and emotional
understanding of the speaker and the action in the text, and our physical and vocal
experience of the sounds” (Long xii-xiv). This again is Berleant’s notion of the
aesthetic field: that “transaction” between/among poet/poem/performer/audience
which occurs within a “unity in experience.”

The dictionary ® describes - “performing” as “executing,” “fulfilling,”
“completing,” “furnishing,” “finishing.” These are all aspects or functions of doing, of
action: performance is in the first place a praxis. The performance of literature is a
“doing” of literature. If a once-passive reader can “actualize” the poem by intensely
“acting it out,” he/she will much more directly and deeply come to know and feel the
experiences contained and expressed in it (Long xiii). But this is almost by definition
a praxis which can be extended beyond the immediate context of teaching poetry. The
recent efforts of scholars® in this field have indicated that the performance of
literature more broadly promotes cultural exchange as well as entertainment.

AN INSTRUCTIONAL PLAN

Based on the theory and practice of textual performance, the following !5-step
instructional plan'® is suggested as a possible classroom teaching strategy for teachers

and professional theaters.
¥ See Random House Webster’s College Dictionary (New York: Random House, 1997), 968.

° See Long & Hopkins, 1982; Thompson, 1983; Chen, 1993, 1995; Lee & Gura, 2001; Yordon, 2001.

[ derived these steps from Long and Hopkin’s Performing Literature 52-57, and also from my
personal experience teaching Performance of Literature, an elective course that I have been offering at
the college level since 1993.
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of English poetry to non-native English speakers.
Course Title: Performance of Poetry

Goal: To study English poetry through the performance of poetic texts

Lesson Plan: Teaching Robert Hayden’s “Those Winter Sundays” by means of textual
performance ' ‘

Suggested Instruction Time: Approximately 8 hours''

Step 1 Sounding the Poem

Description:  Read the whole text of Hayden’s “Those Winter Sundays” aloud to
get a sense of how this poem feels, especially in terms of its sound
and rhythm. Repeating this practice slowly increases familiarity with
and sensitivity to the feelings and thoughts revealed in the poem.
Clarity and fluidity should be emphasized. Let the students get a
preliminary impression of the poem through concretized images—
visual (e.g. lines 2, 3, and 5), auditory (e.g. line 6), and tactile (e.g.
lines 2 and 7)—which combine sound with sense. Draw their
attention particularly to the alliteration and the fricative consonants in
the poem, as these will be significant in the later 'performance stage.

Step 2 Responding to the Poem

Description: ~ Raise as many questions as possible about this poem. This should be
in effect a dialogue between the students and the poet through the
poem. For example, why does the poet entitle his poem “Those
Winter Sundays”? Who is the first-person persona, the speaker in the
poem? How does the poet’s craftsmanship affect the poem
aesthetically? Why does the persona want to express his/her feelings
this way? When and where does this poem “happen”? (What is its
“communicative context”?) What does the speaker have in mind in
different stanzas? The answers to these questions are crucial in
enriching the students’ understanding of the (possible) meanings of
the poem, seen as an aesthetic object which can be “produced” or
“performed.” |

"' This is 4 weeks for a 2-hour weekly class. This is of course flexible, depending on the instructor’s
expectations and students’ command of English.
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Step 3

Description:

Step 4

‘Description:

Step S

Description:

Step 6

Description:

Making “Plain” Sense of the Poem

Look up the words which are not clear or do not seem to make sense
at first sight—for example, “banked fires” (line 5), “splintering” (line
6), “the chronic angers” (line 9), “love’s austere and lonely offices”
(line 14). This will give the students a clearer linguistic and cultural
understanding of the poem. Here the ethnicity of the persona (Step 2
above)—Hayden is an Afro-American—may also come back into

play.

Stylistic Transformation and Translation

Ask students to rewrite the whole poem in their own English, which
means to a degree transforming it stylistically, and then translate it
into their native language (e.g. Chinese). When rewriting or
translating the poem, the students should stick to the original text as
faithfully as possible. This enables them to focus on the particular
vérbs, pfonouns and other syntactic elements and strengthens the

poem’s sense within a cross-cultural “unity of experience.”

Dramatic Analysis of the Poem

Write a brief dramatic analysis of the poem. Simply state what is
happening to whom-—on a literal level. Identify the speaker and any
other characters (e.g. the speaker’s father) in the light of their setting
and interaction. The students may come up with a sentence like: “The
speaker remembers the old days with his father, who took care of him
on winter Sundays during his childhood.” This step helps the students
to establish an aesthetically solid and vivid production concept (as in
the model of Interpreters’ Theater) of this poem.

Comparing Responses to the Poem

Students can compare their own responses to the poem with those of
their classmates, critics, other instructors teaching English poetry, and
oral interpreters who have performed the poem in the past. Their
may be different opinions/interpretations. For example, the
description of the father’s love for the speaker may be seen as
universally valid or as culture-specific. Responses to the poem’s
imagery are useful to its study as a literary text and also constructive
in performing the poem as an aesthetic object. Here the implied
philosophy of life and the paramount feeling(s) of the poet should be
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Step 7 Physical and Vocal Exercises

Descriptions:  Now start preparing physically and vocally for performing the poem.
Try to do some physical warm-ups and voice repetitions and tongue
twisters in English.'? Get yourselves—teacher and students—“up” to
the necessary energy level. Whole-class exercises can relax group
tensions and create an informal atmosphere, one conducive to sharing
with one another the emotional rapport between the poem’s speaker
and each student performer. If possible also watch videotapes
showing performances of this poem or poems with similar themes.

Step 8 Psychological Readiness

Description: Students at this stage need to become student-performers who can
feel and envision the poem with their minds and not only their eyes.
If the performance of the poem is to be primarily a solo rather than a
group performance, each individual student-performer should try to
calmly “see” the speaker’s perceptions and feelings in the poem
through his/her imagination and dramatic instinct. The student must,
for example, identify him/herself totally with the speaker’s
psychological transition from “speaking indifferently to him” (line
10) to “what did I know of love’s austere and lonely offices” (lines
13-14). Failure to approach a poem psychologically in advance will
lead to a superficial or even distorted performance later, however
physically engaged the performer may be.

Step 9 Imaginative Autobiography of the Speaker

Description: Write an imaginative autobiography of the speaker in this poem,
who may need to be distinguished from the poet.'* The students are
asked to write these autobiographies in order to solidify their sense
of the temporal and spatial context if the speaker’s life. As students
“flesh out” the speaker’s experiences as recorded in the poem, they
are “devising what the well-known director Constantine Stanislavski
called a ‘second plan,” a past, a background of details that make

2 I invite dance and drama instructors from time to time to visit my class to help my students do these
exercises, and my students love them and tend become more energized and dynamic.

" In the case of this poem the distinction may of course not seem necessary to make. However, many
students tend to always equate speaker with poet and to write imaginative autobiographies of the poet.
The teacher needs to be sensitive to this issue.
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Step 10

Description:

Step 11

Description:

Step 12

Description:

Step 13

Description:

lives more imaginatively real to you” (Long 55). Such “fantasizing
history” exercises may give students added confidence in wearing
the mask of the speaker or persona (the Latin persona means “mask”)

when performing the poem in the classroom or on stage.

The Poet’s Other Works

Next the students can consult other works by the same poet. This
will help them to understand Hayden’s style, tone and imagery in
this poem, and perhaps the speaker’s (also the poet’s?) attitude
toward his father, by looking at the style, tone, imagery and attitudes
toward father-son relationships in other Hayden poems.

Subtext of the Poem
Identify the undermeanings, or, subtext, of the poem in a line-by-line

(13

analysis. This step is important because “...in a believable
jierformémce—-be it of drama, poetry, fiction, or nonfiction—the
performer utters not merely words but rather the subtext, the
undermeaning, the reason for the utterance” (Long 55). Students
must learn to read the lines, read between the lines and read beyond
the lines in a literary text. For example, what is the background or
subtext for “polished my good shoes as well” (line 12)? Answer to
questions like this lead to discussion of the more subtle meanings—
symbolic as well as cultural and psychological—of a poem and thus

too to a more accurate oral interpretation during the performance.

Action Lines of the Poem

Find the actions described explicitly and implicitly by the speaker in
the poem. The students must “find out what the speaker is doing
with that utterance” (Long 55). In other words, this step forces
students to clarify the nature and meaning of each action so that in
the performance they may know how to express or suggest it. What
manner, tone of voice, posture, facial expressions and/or gestu.es do
students the speaker as adopting when the poem’s last two. lines are
uttered? Regret? Puzzlement? Sudden understanding or enlighten-
ment? Will the performer be able to mimic these feelings?

Establishing a Production Concept of the Poem
Students may now start adapting the poem to a script for
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Step 14
Description:

Step 15
Description:

performance—KIleinau (2) speaks of a work-text-script-production
continuum—by memorizing their lines, devising needed background
music (e.g., Afro-American jazz), lighting (e.g. “blueblack” to match
the “blueblack cold” in line 2), stage props (e.g., an old, southern,
American-style house in winter) and stage areas', and rehearsing
the whole performance. prior to the final one in public. All of the
designs may be based on a production concept decided upon by the
students (Kleinaix 40-42, 105-106, 206-208)."

Performance as a Final Aesthetic Trial

Either in the classroom or on stage, the student performers now
perform the poem in front of an audience. They may be less nervous
and thus their performance more convincing and well-received if
performers keep in mind that some inevitable on-the-spot
improvisation during the performance of the poem is allowable and
even expected. It will also relax them to remember that the
audience shares their aesthetic field: here the poet, poem, performers
and audience become one. They should also bear in mind that this
performance is not so serious, they are not training to become
professional actors but simply learning to appreciate poetry.

Evaluation of the Performances and Ensuing Discussion

After watching (and listening to) each student’s performance of the
poem, the instructor and the whole class may want to evaluate and
make comments, perhaps with reference to some of the above steps.
One model for aésessing solo performances is suggested by Long
(134): here a rating of certainty is given interpretations that are
faithful, specific, and appropriate to the persona’s utterance; a
probability rating is given interpretations based on weighted
likelihoods; possibility is for interpretations that depend on the
slightest of hints; and distortion is for a total misinterpretation of the

poem.'®

" Kleinau and McHughes suggest nine areas for a performance, with major events taking place in the

central area.

'S Robert Breen’s “Readers Theatre” is highly recommended to help students determine a production

concept for “Those Winter Sundays.”

' 1 would suggest that the most likely reasons for this are lack of preparation and/or failure to follow
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Rating schemes based on points are not advisable for this
teaching strategy. Much better are the comments and suggestions of
peers (students who have been in the audience, whether or not they
have also performed); these are arguably even more valuable than
those of the teacher, given the “aesthetic field” in which, ideally, all
have become immersed. A crucial question that can now be asked of
all the students (whether or not they have actually performed that
day) is: How do you feel about the poem “on the page” as opposed

- to the same poem ‘“on stage”? This question may trigger their -
memories of personal experiences with regard to the study of
English poetry, both in the traditional way and for performance, and
thus lead into further discussions of the particular poem and of
poetry in general.'’ The key point here is that if textual performance
is a sharing of life experiences within the aesthetic field, then so may

be the following critical discussion.

RAMIFICATIONS AND CONCLUSIONS

The 15-step instructional plan  presented above is not meant to replace other,
more traditional ways of teaching English poetry. It certainly should not replace a -
close reading and discussion of texts. Rather, this is a “supplementary” curriculum
design for the learning and appreciation of English poetry through performance. In
conclusion, let me summarize and emphasize the benefits to the student of this
teaching strategy. (

First, motivated and facilitated by their instructor, the student performers play an
active and dynamic rather than passive and static role in the classroom,; this greatly
enhances the development of creativity, imagination, aesthetic perception and
aesthetic empathy. While still stressing listening, reading, interpreting and writing
skills, textual performance helps students of English poetry to enter a wider aesthetic
field that includes theater and culture as well as languége and literary interpretation.
Interpreting texts through performance combines the vocal with the j)hysical and
psychological/emotional resources of the students: this sort of active interpretation
encourages them to identify with the poem’s speaker (persona) and thus to explore

the above-mentioned ste;;s.

17 There is also no reason why the discussion of Chinese/Taiwanese poetry—perhaps as it has been
taught to students in high school in Taiwan—need be excluded from the discussion; a consideration of
“comparative poetics” and even “comparative performance concepts” could be very fruitful. (After all,
aren’t the students inevitably “reading” Western texts through a sort of Chinese/Taiwanese “lens”?)
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their own life experiences, so that in effect there is established a kind of communion
between the performer, the persona being performed and the original poet of the text.

Traditional ways of learning English poetry tend to be mechanical—emphasizing
sound patterns, imagery and meaning on a more discursive level—or meditative,
deeply reflecting on the central theme of the poem. Textual performance provides a
natural and direct experience of the poem which supplements these methods. By
foregrounding voice and gesture it stresses the role of the non-verbal in poetic
expression. Furthermore, the praxis of textual performance opens us to the possible
merging of literature with other aesthetic forms or media—music, painting, cinema,
the internet. That is, this performative praxis of the aesthetic or human experiential
field is potentially also a multi-media pedagogical praxis and as such a future-directed
one.

Finally, the praise and positive suggestions of the instructor and other students
following a performance, 'and the interest and excitement generated in ensuing
discussions of poetry and life experience, not only encourage the students to keep
participating in such activities but also give them a new and heightened sense of
achievement and self-confidence in their ongoing study of English poetry. This is of
course much more significant than a grade on a written or oral examination. In close
conjunction with the boosted sense of morale of the entire class following such
performances, this is what will most effectively promote, in the long run, the
understanding, appreciation and love of English poetry in Taiwan.

(Received September 5, 2002; Accepted October 17, 2002)
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APPENDIX

Those Winter Sundays
Robert Hayden

Sundays too my father got up early

and put his clothes on in the blueblack cold,
then with cracked hands that ached

from labor in the weekday weather made
banked fires blaze. No one ever thanked him.

I’d wake and hear the cold splintering, breaking.
When the rooms were warm, he’d call,

and slowly I would rise and dress,

fearing the chronic angers of that house,

speaking indifferently to hifn,

who had driven out the cold

and polished my good shoes as well.
What did I know, what did I know
of love’s austere and lonely offices?
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Learning in English: The Survival Strategies
of Hong Kong Students

Peter Herbert
National Cheng-Chi University

Abstract
One quarter of Hong Kong high schools use English as the language of instruction. It is
claimed that this enables students to acquire English proficiency without sacrificing
understanding. In fact, many students have difficulty making sense of their textbooks
and tend to rely on guessing. This study compares the strategies of a proficient and a
poor reader in an EMI school for dealing with unknown vocabulary. The subjects
thought aleuid in mother tongue as they read English texts and tried to decipher the
meaning. As anticipated, the proficient reader used more context-based strategies than
the poor reader and his reading style was typical of good readers of L2, i.e. he showed
willingness to skip unknown words and return to them later. The proficient reader also
used a global approach and had greater confidence in reading. However, the study also
revealed that the poor reader had a larger vocabulary than expected, and that his poorer
comprehension was due to other factors, including unfamiliarity with sentence forms,

ignorance of syntax and over-reliance on ‘survival’ strategies.

Key Words: Hong Kong students, reading strategies, English medium education,

unknown vocabulary, reading style

INTRODUCTION

Education in Hong Kong secondary schools is through the medium of either
English or Chinese. Guidance issued by the Education Department (ED) in 1997
instructed 307 government-subsidized local schools to switch from Eﬁglish.medium
instruction (EMI) to Chinese medium (CMI) in Secondary 1 (Grade 7), beginning
September 1998. At the same time, 114 schools were authorized to continue using EMI.
Thus, approximately one quarter of the secondary school population continue to be
taught in English and use English textbooks. However, it is generally acknowledged that
many of the students in EMI schools have difficulty understanding the textbooks. A
dedicated teacher will often re-write the textbook in note form to help students cope.
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This case study looks at two students, Joe and Sammy, studying Secondary 6 in an
EMI school and compares their strategies for dealing with unknown vocabulary. Both
students were in the science stream. At the end of Secondary 5, they had taken their
Hong Kong Certificate in Education (HKCE) examinations. Their scores in the reading
comprehension section (Paper II) of the English and Chinese examinations were as
follows.

Table 1
English and Chinese Reading Comprehension Scores

English Chinese
Joe E E

Sammy A F

The HKCE results in Chinese indicate some difference in L1 reading ability
between the two. Joe could be described as an average candidate; according to Hong
Kong Examinations Authority statistics, most students obtain grade D or E in this paper,
whereas Sammy is one of the minority (one fifth) who fail it. Joe’s grade in English is
also the median grade for the cohort. By contrast, Sammy is clearly a good L2 reader;
fewer than 5% of students score grade A. Joe and Sammy can therefore be classified as
an average L2 reader and a good L2 reader in an EMI school.

LITERATURE REVIEW

Can L1 reading skills be transferred to L2? Twadell (quoted in Haynes, 1993)
thought they could, but there seems to be a threshold level in the L2 (Anderson &
Urquhart, 1984), below which it is difficult for readers to use their L1 skills effectively.
Clarke (1979) found that his readers used different skills for different languages:
competent readers might use high-level, global strategies in their L1, but when reading
in the L2, they read word for word, and relied on low-level, lexical strategies. The
HKCE results above indicate that although Joe is the better reader, he may not be able to
transfer his L1 reading skills as effectively.

METHODOLOGY

Although case studies such as this one necessarily involve only small numbers of
subjects, making it difficult to draw general conclusions from them, they are very useful
for close observation of processes at work in individuals. In this experiment, the
students were asked to read four short articles on topics familiar to teenagers, such as
the Internet or cram schools. They were asked to express their thoughts aloud as they
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read. Each of the articles contained a number of words previously identified as difficult
or unknown by 60 classmates. To check that there was context support for guesses, the
articles were given to native speakers as a cloze test with those items deleted. The native
" speakers were able to guess many of the 6riginal words correctly and offered acceptable
alternatives for the remainder. _

Prior to reading, both subjects were given some training in thinking aloud while
doing mental operations such as reading or calculating. Real time think aloud has been |
questioned as a method for collecting data, but there seems no better way to find out
what people are thinking while on task. If subjects report afterwards, they may forget
things or find the time to give the kind of answers they imagine the researcher wants to
hear (Raimes, 1985). Ericsson and Simon (1993) found that on-task performance is not
visibly affected by thinking aloud, so long as subjects are not asked to report things that
are not actually going through their minds. In this study, the students were told they
could think aloud in mother tongue, in order to make reporting easier for them. In order
to test for overall understanding, the students answered five reading comprehension
questions on each text and their answers were graded by three English teachers.

The object of the reading exercise was to find out how the readers coped with the
texts and which strategies they used to deal with the unknown words and if the
strategies they used were similar or whether they used the same strategies but with
different outcomes. The taxonomy of strategies used for measurement was Yau’s (1997)
which turned out to be too detailed. Yau identified thirty-six strategies which she
divided into three categories: literal meaning strategies, which are word based or use the
grammatical function of the words; elaborated meaning strategies, which go beyond the
literal meaning of the text to reach a more global understanding; and fix-up strategies,
used when readers realize their understanding has broken down, these include skipping
unknown words or reading on to see if the meaning becomes clearer with more context.

RESULTS

The study hoped to find examples of the pattern normally observed: namely that
poor readers read at the lexical level and prefer word based, literal meaning strategies,
while good readers make more use of local and global contexts, skipping unknown
words while retaining the overall meaning. The results showed that while both readers
used a wide variety of strategies, Sammy did make more use of sentence or global
context whereas Joe tended to rely more on word based strategies as shown in Table 2.
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Table 2
Strategy Use

Occasions of strategy use
Joe 138
Sammy 157

No. of different strategies used
Joe 22
Sammy 24

Use of word based strategies
Joe 28
Sammy 10

' ! Use of context based strategies
Joe , 40
Sammy 75

These differences in strategy preference were reflected in reporting styles: Sammy
tended to make sentence length reporis, while Joe reported phrase by phrase. Sammy
was more confident, willing to skip words and tolerant of ambiguity, Joe read more
slowly and was reluctant to jump over unknown items.

The think aloud indicated that both~$tudents were quite good at guessing unknown
words but that Joe’s overall understanding of the texts was inferior. This was also
apparent in his answers to the comprehension questions. Reading comprehension

percentage scores were as follows:

Table 3
Reading Comprehension Scores

1 2 3 4
Joe 45 45 54 74
Sammy 76 64 60 70

Joe’s scores are less consistent than Sammy’s, but he seems to have understood
text 4 better; possible reasons for this will be given later. Sammy was unable to deal
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with some of the words in the texts, yet as a meaning oriented reader, he was better able
to overcome limitations in proficiency (Block, 1992). '

The think aloud revealed some surprises: Joe turned out to have a much better

"English vocabulary than his HKCE results might suggest. Not only did he guess many
words successfully, but he also knew quite a few words that Sammy did not, such as
‘allergy’, ‘symptom’, ‘ironic’ or ‘irritation’. Indeed, it seemed that the difference in the
two students’ comprehension stemmed not only from vocabulary or strategies, but also
from Joe’s lack of familiarity with syntax, his miscues and a tendency to focus on
certain key words to construct meaning.

Focusing on key words, like nouns and verbs, to the exclusion of all other items,
was a strategy Johnson and Yau (1996) encountered in their study of Hong Kong
students’ L2 reading. They term this a ‘survival’ rather than a reading strategy. Survival
strategies focus on words rather than grammar and aim to complete tasks regardless of
the meaning of the text. Students disregard ‘extraneous’ items in the sentence such as
discourse markers, modifiers or prepositions. Instead, they use nouns and verbs to create
a hypothesis, which is checked against domain knowledge. In reading comprehension
tests, key words in the question are identified and mapped onto the text for the answer.

DISCUSSION

~In this study, lack of familiarity with sentence forms and problems with syntax
were major causes of misinterpretation. For example, Joe was confused by complex
sentence forms and made mistakes with articles, present participle and personal pronoun

reference in the following sentences (think aloud is in italics).

(1) Police from the Wan Chai organized crime squad made an important arrest
yesterday.

D Wan Chai police yesterday organised a raid .. squad .. that was an action .. because

it says organised a criminal .. a criminal activity .. criminal action...

Here ‘organized’ is treated as a verb with ‘squad’ as its object. The confusion may be
caused by series of noun modifiers — ‘Wan Chai’ and ‘organized crime’ - bfore the
noun ‘squad’. Joe also failed to see that the definite article cannot refer to ‘Wan Chai’, a
well-known district of Hong Kong, and that ‘squad’ needs an indefinite article if it is to

mean an activity or action.
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(2) The ED has realized that screening children at age eleven and dumping the failures
in schools where they have little hope of academic success, is unfair.

.. they hope very little with regard to their academic success . .the ED .. places very
little concern on their academic success .. the ED has little concern Jor the academic
success of the children...

In this case, ‘they’ is taken to mean the ED. Again, the sentence is complex, this time
because of the number of clauses, making it more difficult to connect the pronoun with

its noun.

(3) There are many things wrong with tutorial colleges but at least they give students
some confidence in the HKCE examination. So instead of cowering under the
pressure of teachers’ organizations, the Government should test the English

teachers.

... cowering .. even though the tutorial colleges receive criticism .. cowering is receive

criticism...

Joe assumes it is the tutorial colleges that are cowering rather than the government. In
this sentence, the order of the clauses is marked for emphasis. If the sentence had been
written in the unmarked order, i.e. ‘The Government should test the English teachers,
instead of cowering under the pressure of teachers’ organizations.’ it might have been
easier to connect ‘cowering’ with ‘Government’. In his think aloud Joe was focusing on
the key point of the sentence: that the Government should test English teachers.

As well as having difficulties with complex sentences or marked forms, Joe
frequently misread words. Examples (4) and (5) below show the confusion that
develops when he read ‘disturbed’ as ‘distributed’ and ‘nowhere’ as ‘now there’:

(4) Many users said the Internet had undermined their health and disturbed their work,
but most people felt their social life had improved.

.distributed their work .. one part of work .. can be done on the Internet .. undermined
their health .. influenced their health .. because this sentence is talking about a good
thing .. and there is the word ‘and’ linking them..

Here the words are twisted to fit the hypothesis: that having one’s work distributed is a
good thing. A strategy based on syntax knowledge — the coordinating conjunction
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‘and’ — was then used to deduce that ‘undermined’ must also be positive in meaning.
The contrastive conjunction ‘but’ was ignored, but Joe mulled over the problem for so
long, that he eventually spotted ‘but’ and realized that if ‘improved’ is in a contrastive
‘coordinated clause, what went before must have a negative meaning. However,
spending such a long time on the sentence is possibly due to the influence of test effect.

The extraordinary miscue in example (5) did not prevent Joe from understanding the
sentence; nevertheless, if miscues like this happen often, it must make learning in

English very cumbersome.

(5) Some regular users pretended to type or use a mouse despite being nowhere near a

computer

.. even though .. now there is a computer nearby .. there are many regular users .. isnt it

they pretended to type?

In example (6)," the word ‘only’ is disregarded; the sentence loses its negative

implication and becomes positive.

(6) Only 40% felt they had control of their Internet use, and some people said they

needed to spend more and more time on line.

.. means they are not being controlled by the Internet .. probably thats the meaning ..
they are controlling the Internet .. some people feel they need to spend more time on the
Net.

These examples show that a hybrid technique of using regular reading strategies backed
up by survival strategies, sometimes leads Joe to understand the opposite of what the
text is saying. Such a technique sometimes works: indeed Joe was able to score higher
than Sammy on text 4. Obviously if it never worked, students would not resort to it. The
point is however, that unfamiliarity with sentence forms and lexical processing that
ignores syntactical relationships between words, discourse markers, function words,
marked forms, rhetorical devices and other characteristics of academic writing will

often lead to interpretations that are deficient or just plain wrong.

CONCLUSION

In recent years there has been renewed emphasis on the importance of vocabulary
size for effective reading (e.g. Nation & Coady, 1988; Laufer, 1997, Haynes, 1993).
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This has partly been as a reaction against pedagogies which de-emphasize vocabulary
and encourage teaching students to guess meanings. Joe has a large vocabulary and uses
a variety of strategies to guess words, but after several years of secondary education, he
still lacks the tools to read effectively in English. This indicates that he, and students
like him, needs to know more about sentence forms, the syntactical relationships
between words, the importance of discourse markers, etc. - a knowledge commensurate
with his vocabulary knowledge. Joe’s reading technique in L2 is no doubt different to
what he uses in L1; his L2 technique is unreliable, leads to vagueness and occasionally
causes complete misunderstanding. Unfortunately, little can be said in the present paper
about ways in which the L2 reading program in Hong Kong schools could be improved.
However, the idea that EMI students can learn effectively and improve their English at
the same time deserves further study. The results used to support this claim are usually
taken from research done on L2 medium education in Canada. Until recently, little had
been done to compare the learning outcomes of students who learn in English with
those who learn in Chinese. For one, the CMI program is new and in any case, since the
return to China in 1997, the Hong Kong Government is firmly committed to mother
tongue education. But such a study is also difficult because of the simple fact that it is
the most academically gifted students who study in the EMI schools. For this reason,
the writer plans to undertake a study comparing the outcomes of Hong Kong students
using L2, with Taiwanese students of comparable academic ability learning in L1.
(Received March 13, 2002; Accepted July 24, 2002)
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Reflection as an Integral Part of the Teacher Training
Program

Yi-Hsiu Lai
Chien-Chen Senior High School

Abstract
In recent years, the approach of ‘reflection’ or ‘reflective thinking’ has increasingly

appeared in many teacher preparation as well as development programs. To become

competent and reflective professionals, both teachers and teacher trainees are often

encouraged to reflect on their own professional practice and review what they have
done in their teaching career. Probably most people have heard of the term
‘reflection’, but few seem to have a full understanding of the underlying theories and
; main concepts of this approach. In this paper, some important concepts of the
feﬂective approach will first be introduced and the reasons why it is widely accepted
] and adopted will also be explored. Then, based on the key ideas of reflection, two

related activities, ‘Journal Study’ and ‘Classroom Observation and Discussion,’ will
* be presented. Hopefully, teachers’ awareness of their inner values as well as beliefs
will be raised to some extent, and their development and growth may gradually be

initiated.

Key Words: reflection, reflective thinking, journal study, classroom observation and

discussion

INTRODUCTION

Teaching is a profession. For this reason, teachers should pursue professional
development to sharpen their teaching skills and maintain the quality of the profession.
In recent decades, the terms ‘reflection’ and ‘reflective thinking’ have increasingly
appeared in many teacher preparation as well as teacher development programs.
Teachers are encouraged to reflect on their own professional practice, to make explicit
to themselves the assumptions that underlie what they do and then to review those

assumptions in light of new perspectives and practices. Generally speaking, the
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adoption of a reflective approach and reflective thinking is widely accepted as helpful
in developing the competence of teachers and teacher trainees.

In this paper I will first introduce the reflective approach and explore the reasons
why it has been widely accepted and adopted. In addition, the underlying principles
and benefits of the approach will also be discussed. Finally, on the basis of the
reflective approach, I will design a number of activities with a view to help teachers
become aware of their inner values as well as beliefs and gradually initiate their own

development and growth.

THE REFLECTIVE MODEL

In this part, I will first explore the reflective model by critically discussing the
underlying principles and identifying its benefits.

Some important concepts of reflection have been offered by a few key theorists,
each emphasizing different aspects of the process. For example, Dewey (1933: 9) has
defined ‘reflection’ as ‘active, persistent, and careful consideration of any belief or
supposed form of knowledge in the light of the grounds that support it and the further
conclusions to which it tends.” The features of reflection that Dewey has emphasized
concern the sense of wonder or unrest at a problem and the purposeful, reasoned
search for a solution. Reflective thinking is initiated by uncertainty and guided by
one’s conception of a goal or end-point. He has thus suggested that the development
of reflection should involve the acquisition of certain attitudes (e.g. of
open-mindedness) and skills of thinking (e.g. reasoning and ordering thought).

Besides, Schon (1983, 1987) has stimulated a great deal of interest in teacher
education with the concept of ‘reflection-in-action,” derived in part from Dewey’s
notion of reflection. The process of ‘reflection-in-action’ is a reflective conversation
with the materials of a situation (Schon, 1987: 31). Additionally, Schon has put
forward the idea of the ‘reflective practitioner,” on which the key principle in
contemporary approaches to teacher education is built. To be a reflective practitioner,
a teacher is supposed to review practice, explore alternatives, and come to an
understanding of how personal improvement and development can be achieved.

Furthermore, Wallace (1991) has proposed the reflective model, explaining how
teachers pursue professional development out of their inner selves. He has defined the

reflective teacher as follows:
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‘Professionals who are willing to be open to new ideas, while being at the same
time, practical and sensible in selecting and applying them. It seems desirable
that such teachers should be flexible, capable of further independent study, able
to solve problems in a rational way, able to combine speed of response with

depth of understanding, and so on’ (Wallace, 1991: 26).

Figure 1

Reflective Practice Model of Professional Education/Development

g
: owledge

conceptual . , Professional

et @ practice | | reflection | -5 competence

oo | ”

Experienti .
| knowledge Reflective CYClC'

Stage 1  Stage2 Goal

(Pre-training) (Professional education/development)

It can be seen from the Figure 1 that there are three stagés in the reflective
practice model: the pre-training stage, the. professional education/development stage,
and the goal. In the first stage, the pre-training stage, teachers have background
knowledge in their minds, the so-called ‘schemata.’ In the stage of professional
education, teachers gain their received knowledge' and experiential knowledgez.
Teachers will then make decisions in their classrooms based on the interaction of
received knowledge and experiential knowledge. After classroom practice, teachers
will re-think and reflect on the teaching process. As a result of the reflection, teachers
may or may not change their classroom practice. This cycle focusés on putting
theories into practice, reflecting on the advantages as well as disadvantages of the

teaching process, and helping teachers to attain their goals and increase their

! Received knowledge: In the reflective model, the trainee becomes acquainted with the subject matter,
research findings, theories, and skills which are widely accepted as part of the content of the
profession (Wallace, 1991).

? Experiential knowledge: In the reflective model, the trainee has the necessary professional
knowledge-in-action developed by practice of the profession and by reflecting upon these actions
(Wallace, 1991).
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professional competence.

Wallace’s reflective model is quite clear in explaining the process of teacher
development. Other researchers have responded to this model and asserted the link
between reflection and development. Lange (1990: 250), for instance, has stated that
this process allows developing teachers to .experiment with their knowledge and
experience and to examine their relations with their students, their values, their
abilities, and their successes as well as failures in a realistic context.

Moreover, McDonough and Shaw (1993) have also agreed that teachers act as
‘reflective practitioners, developing by reflecting on their professional experience.’
They further put forward two advantages of the reflective model. First, this model
empowers teachers to manage their own professional development; second, this model
helps to stir teachers’ motivation to innovate.

Drawing.from the main concept of Wallace’s model, Kontra (1997: 244) has put
forth his own model, which is shown in Figure 2, to support the importance of
reflection. He is of the opinion that training involves trying to open up trainees’
thinking. Instead of making them work in the way their trainer. does, training should
help the trainees find, articulate and develop their own teaching theory, and the
methods or the techniques that match it. In conclusion, he summarizes that reflection
broadens the trainers’ training contexts and provides another way of impressing
teachers with what they will gain from the training context.

Figure 2
Kontra’s Training Model (1997: 247)

19¢ " BESTCOPY AVAILABLE

80




1
i

Lai: reflection of the teacher training program

- TWO ACTIVITIES OF THE REFLECTIVE APPROACH

Based on the reflective approach discussed above, I will in this part design two
different ways of structuring the process of reflection, 'Journal Study' and 'Classroom
Observation and Discussion.’ I will then demonstrate how these methods can be
employed to train teachers’ reflective thinking. Hopefully, teachers’ awareness of their
inner values as well as beliefs can thus be raised. Additionally, the author’s reflection

on each activity will also be made clear.

Journal Study

To help teachers effectively reflect on their teaching and to develop reflective
thinking, I would like to encourage teachers to keep journals and then to share the
interesting or illuminating parts with their colleagues in a session, called the ‘Journal

Study’ session.

Four Steps of ‘Journal Study’

How should the journal study be conducted? Technologically speaking, the
procedures for keeping a weekly journal are relatively simple, but the process does
require discipline and patience. In this program of teacher development, I will follow

the four steps, adapted from Bailey and Ochsner (1983: 90).

Step 1: Introduce the ‘Journal Study’ and identify a focus for the weekly journal.

Before beginning to keep a journal, teachers should be introduced to the idea of
keeping a journal and be given some guidelines for it (see Appendix A). They can
then discuss possible entry headings, types of entry, timing, materials, writing styles
and so on. Besides, they may also set some goals for their journal-keeping and talk
about what aspects or topics they are going to focus on. Once they have the topic
decided, ‘classroom management’ for instance, they can pay more attention to this
aspect and jot down anything they experience related to the issue. With a clear goal as
well as topic, they tend to stand little chance of being at a loss for what to write. This
is also helpful for those who are not in the habit of keeping a diary or who have no

idea of what to write.

Step 2: Keep the journal.
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Teachers systematically record events, details and feelings about their current
language experience in the diary. They are encouraged to feel free to reflect,
experiment, criticize, doubt, express frustration and raise questions in the diaries.
Otherwise, the main benefits of keeping a language learning or teaching diary in
teacher development — personal development and insights about teaching — will be
negated (Bailey, 1990: 218).

Step 3: Revise the journal entries and prepare for the ‘Journal Study’ session.
Teachers periodically review their journals, looking for patterns or significant
events, and issues they would like advice on. A summary is then prepared to share

with other teachers in the journal study session.

Step 4: Discuss the journal in the ‘Journal Study’ session.

Factors identified as being important to language learning and teaching
experience are interpreted and discussed in the journal study session. Ideas from the
pedagogical literature may be added at this stage. Relevant reading materials
concerning the handling of problems raised in the journal study session can also be

recommended.

Author’s Reflection on ‘Journal Study’

A journal is a teacher’s written response to teaching events. Here, keeping a
journal serves four purposes. First, events and ideas are recorded for the purpose of
later reflection. Second, the process of writing itself helps trigger insights about
teaching. Writing in this sense serves as a discovery process. Third, this approach may
offer access to the hidden affective variables that greatly influence the way teachers
teach and students learn. Fourth, by sharing their journals with their colleagues and by
exchanging ideas, teachers are likely to gain confidence in their ability to learn or to
teach, to make sense of difficult material or situations and to benefit from
collaborative study. To sum up, provided with an opportunity to keep journals,
teachers may effectively reflect on their teaching, become aware of the importance of
their own reflection, and be stimulated to create a meaning for new ideas, which are
rooted in their own practice. '

Sample journal entries as well as a summary of a journal study session are
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provided in Appendix B.

Classroom Observation and Discussion

Another approach that teachers can use to reflect on their teaching practice is
« Classroom observation and Discussion.” Most teachers have come across classroom
observation in the context of assessment of their teaching practice during teacher
training. Usually teachers are inclined to equate being observed with being assessed
and are often reluctant to have someone observe them in the classroom. My concern
in this activity, however, is the teachers’ own professional development and the
improvement of teaching and léaming in the classroom. In other words, the aim of
observation is not concerned with assessment, but with exploring through observation
aspects “of what goes on in classrooms for the benefit of the teachers’ own

development.

Three Steps of ‘Classroom Observation and Discussion’

The three steps of conducting the classroom observation and discussion, adapted

from Richards and Lockhart (1994: 24-25), are presented as follows.

Step 1: Arrange a pre-observation orientation session and identify a focus for the
observation.

Before the classroom discussion, teachers, including the observers and those
being observed, will participate in an initial discussion session, in which they can
decide which class to observe this month, the nature of the class observed, the kind of
material being taught, the teacher’s approach to teaching or the kinds of students. In
addition, the observers will discuss with the teacher who will be observed what s/he is
interested in, the focus of observation, and how data will be collected. Some
suggested focuses of the obserQation, observation tasks (see Appendix C), the format
of classroom observation for the observers (see Appendix D), as well as the
self-evaluation form for the observed (see Appendix E) will also be discussed. Besides
following these guildelines, the observed may also be provided with the chance to

design his/her own observation sheet if s/he is interested.

Step 2: Carry out the observation.

The observers visit the class of the observed and take notes, using the
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observation sheet and procedures that both parties have agreed on. With a focus, the
observers know what to look for and the value of observation can thus be increased.
For example, the observers can be given a task such as collecting information on
student participation patterns during a lesson.
Step 3: Arrange a post-observation session.

In the discussion session that follows the classroom observation, the observers
report on the information collected during the lesson and discuss it with the observed.
The observers’ insights will be summarized, and the general theoretical questions
raised will also be listed and dealt with. Together the observers in conjunction with
the teacher who has been observed develop a short joint statement summarizing their
reflection on the previously agreed upon area of observation. Both the observation
sheet and the self-evaluation sheet can be collected, and if the teacher wishes, placed
in his or her personnel file or teaching portfolio, and put in the teachers’ teaching files

kept by the school administration or teaching portfolios for future reference.

Author’s Reflection on ‘Classroom Observation and Discussion’

Observation involves visiting a class to observe different aspects of teaching.
Teachers in many language programs are often reluctant to take part in observation or
relevant activities since observation is often highly related to evaluation. In order for
observation to be regarded as a positive rather than a negative experience, observation
in this teacher development activity is presented as a way of gathering information
about teaching, not a way of evaluating teaching. Therefore, this ‘classroom
observation activity’ is mainly based on the ‘peer observation,’ (Richards and
Lockhart, 1994: 12) in which some teachers observe their colleague’s class. This also
belongs to the so-called ‘reflective mode’ (Fish, 1995), in which both the observers
and the observed together explore the lesson, learn from the experience and refine
their own professional development. It is through observation and exploration that
they are likely to gain awareness of their teaching behaviors as well as their
consequences. Also, some alternative ways to teach will be generated. Hopefully
teachers who take part in this type of activity may construct or reconstruct teaching on

the basis of awareness gained from the teaching observations
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CONCLUSION

The adoption of a reflective approach and reflective thinking is widely accepted
as helpful in developing the understanding and competence of teachers and teacher
trainees. In this essay, the reflective approach of teacher education is examined and
the underlying principles as well as benefits of the approach are also probed. Based on
the reflective approach, a number of activities have been designed. In this paper, I
devise two common, but easily neglected, activities: 'Journal Study' and ‘Classroom
Observation and Discussion,’ in which the reflective approach is incorporated.

The main aims of these activities are to empower teachers to manage their own
professional development and to enable them to be more reflective as well as more
effective in their teaching through collaborative learning.

However, the author’s reflection on this approach is that it is not a training recipe
to copy. It is an approach to be applied after careful analysis to determine if it can be
incorporated into a teacher’s context. Through participation in a reflective approach
that is suitable for their teaching context, it is hoped that teachers may become more
aware of their inner values and beliefs and thus contribute to their own professional
development. What is more important, a never-ending process of thinking, '
questioning, challenging and changing will hopefully be induced in teachers.

(Received March 2, 2002; Received May 22, 2002)
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Appendix A
Guidelines for Journal Writing

(adapted from Kennedy, 2001; Richards and Lockhart, 1994: 16- 17)

Why keep a journal?

We are often caught up in our teaching practice without spending énough time to
think about what has happened to us that day, what it meant to us, how we will chahge
our approach to a certain task in the future. Unless committed to paper, amusing

incidents or illuminating insights that occur to us may at times slip from our memory.

How often to fill it in? & How long should it be?
At least one en@ is required for one week. The entry could be based on a particular
lesson, a week’s lessons, a particular theme, or just be a general entry covering a -

range of issues that are important to us at that time. The entries should be about a

page.

What should the entries be about?
Here are several reflection questions, adapted from Richards and Lockhart (1994: 16-
17), to guide journal entries. You do not have follow each of them; instead, you

should address any questions that are important to you.

Questions about the students:

1. Did you teach all your students today?

2. Did students contribute actively to the lesson?

3. How did you respond to different student’s needs?
4. Were students challenged by the lesson? .

5. What do you think students really learned from the lesson?
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6. What did they like most about the lesson?

7. What didn’t they respond well to?

Questions about your teaching:
1. What did you set out to teach?
2. Were you able to accomplish your goals?
3. What teaching materials did you use? How effective were they?
4. What techniques did you use?
5. What grouping arrangements did you use?
6. Was your lesson teacher dominated?
7. What kind of teacher-student interaction occurred?
8. Did anything amusing or unusual occur?
9. Did you have any problems with the lesson?
10. Did you do anything differently than usual?
"1 1 What kinds of decision-making did you employ?
12. Did you depart from your lesson plan? If so, why? Did the change make things
better or worse?
13. What was the main accomplishment of the lesson?
14. Which parts of the lesson were most successful?
15. Which parts of the lesson were least successful?
16. Would you teach the lesson differently if you taught it again?
17. Was your philosophy of teaching reflected in the lesson?
18. Did you discover anything new about your teaching?
19. What changes do you think you‘should make in your teaching?

Questions about the school:

Q 88

204



Lai: reflection of the teacher training program

i. What do you find good about the school?

2. What do you find unhelpful about the school?
3. What do you find irritating about the school?
4. Are you well supported?

5. What are your colleagues like?

6. What do you think of their approaches?

Questions to ask yourself as a language teacher:

1. What is the source of my ideas about language teaching?:
2. Where am I in my professional development?

3. Howam devel;ping és a language teacher?

4. What are my strengths as a language teacher?

5. What are my limitations at present?-

6. Are there any contradictions in my teaching?

7. How can I improve my language teaching?

8. How am I helping my students?

9. What satisfaction does language teaching give me?
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Appendix B
One Example of Journal Study

Journal-keeping:

This morning while I was having an English class with forty male students,
three of them dozed off, which seemed to be quite common in class. One of them
even started to snore. The noise he made was so loud that it distracted other students’
and caused them to chat with one another. As usual, I asked the students sitting next to
those who had fallen asleep to wake them up. To my surprise, one of these three
students angrily yelled out four-letter words as he half-opened his eyes.

I was shocked by his response and became speechless as if I had been struck by
lightening. Never in my teaching career have I encountered such a terrible situation.
My brain was totally blank. While the other 39 pairs of eyes watched me, I was so
nervous that I was really at a loss of what to do. Angry as I was, I tried my best to
calm down and to continue my teaching without scolding the student. What I desired
most at that moment was for the school bell to ring so that I could dismiss the class.

As the bell rang, I hurried back to my office in order to get away from this
horrible incident and be alone for a moment. Later during the lunch hour, the student,
who had uttered the four-letter words, came to see me, expressing his apology. What
should I do? Should I forgive him or should I give him some punishment as a kind of
reminder?

April 10, 2002

DS
S
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Discussion with my colleagues:

After this incident, I asked some senior teachers for advice about how to deal
such a tough situation, and I have learned a great deal form the discussion with them.
For example, timing is vitally important. The moment I meet some unexpected
incidents or stressful situations, I should, in addition to staying calm and keeping a
clear mind, be prepared to deal with these tough situations immediately. If I escape
from it and put it off, the result sometimes may not turn out to be better. Instead, the
effect and impression of my further work on students may probably be diminished to

some extent.

In the case of the student who swore in class, I shoulbd have said something to the
student about his inappropriate behavior, instead of feeling frightened or even
embarrassed. Also, I should have ahalyzed the situation and identified the causes of
such an impolite act. I could have used this incident as an opportunity for the whole
class to have a discussion about the reasons why we are not allowed to swear or how
we can avoid using inappropriate language in our daily lives. In this way, a tough
situation would have been handled more effectively, and the whole class may have

learned something valuable from such an incident.

April 12, 2002

.\k
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Appendix C
Focuses for the observation

(Richards, J. C. and C. Lockhart, 1994: 24- 25)

1. Organization of the lesson: the entry, étructuring, and closure lof the lesson.

2. Teacher’s time management: allotment of time to different activities during the
lesson.

3. Students’ performance on tasks: the strategies, procedures, and interaction patterns
employed by students in completing a task.

4. Time-on-task: the extent to which students were actively engaged during a task.

5. Teacher qué:stions and student responses: the types of questions teachers asked
during a lesson and the way students r¢sponded.

6. Students’ performance during pair work: the way students completed a pair work
task, the responses they made during the task, and the type of language they used.

7. Classroom interaction: teacher-student and student-student interaction patterns
during a lesson.

8. Group work: students’ use of L1 versus L2 during group work, students’

time-on-task during group work, and the dynamics of group activities.

o
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Appendix D
The format of classroom observation
(for the observer) (adapted from Kennedy, 2001)

Classroom observation

Name of Teacher observed
Class Date
Name of Observer

Area of focus: (Write here the agreed upon area for the focus of the
observation)

What I observed:

My comments:

The teacher’s response:

Our agreed upon summary:
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Appendix E

The self-evaluation form (for the observed)
(adapted from Kennedy, 2001)

Classroom observation — self-evaluation form

Pre-observation

Pre-observation meeting to discuss the context of the
lesson

The focus of the observation was negotiated.

The method of observation was agreed upon.

The dates and times of the observation and debriefing
were agreed upon.

Good ---- Poor

Observation

The observation methods were appropriate for the
situation.

Discussion points were recorded in an appropriate way.
Timing for feedback was confirmed.

Post-observation

Active and professional discussion of findings
Appraisee self-appraisal encouraged
Summary for observation discussion

Any other points for reflection:

-
-
v
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Impersonation as an Optional Module
of Language-Teaching Activities

Jian-Shiung Shie
' Da-Yeh University

Abstract
Language-teaching activities can be constructed from and analyzed into modular
elements (e.g., impersonation, storytelling, information transfer, and problem
solving). Impersonation may be an essential module of some activities (e.g., drama
and role plays). It can also serve as an optional module of other activities. This paper
examines impersonation as an optional module of language-teaching activities. The
optional module is considered within the frame of each of 26 different types of
classroom activities. Examples are cited to illustrate the incorporation of
impersonafion into the activities and the ways in which it comes into operation in
conjunction with another module or other modules. The result of this study has
several implications for teaching and research. First, this study lends some support to
the view that classroom activities may be composites of modular elements. Second,
impersonation is congruous to almost all other modules. Finally, impersonation
widens the range of language use inside the classroom and enhances its real-world

relevance.

Key Words: impersonation, modules, classroom activities, language teaching

INTRODUCTION

Impersonation in this article refers to the act of assuming a role in a
make-believe situation. In the literature on language teaching, such an act is often
spoken of as ‘role-playing’ or ‘a role play.” But for clarity and convenience of
discussion, I will draw a line between (1) the act of assuming a role in a classroom
activity and (2) an independent classroom activity where the act of assuming a role
occurs as a modular element. I will refer to the former as ‘impersonation’ and the
latter as ‘a role-playing activity.’

Language teacher’s resource books usually deal with classroom activities in
terms of such straightforward categories as games, role plays, songs, problem solving,
discussions, and so on. However, I have noticed that classroom activities are often
complex. They can be a composite of a number of different modular elements. As my

o
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collection of language-teaching activities show, impersonation, game playing,
information gaps, and problem solving seem to be the most active modules. For
example, a game may look like a role play because participants assume the roles of,
say, animals. A single discussion activity may contain modules like information gaps,
problem solving, and decision making. Therefore, the view that classroom activities
may be simple (containing only one module) or complex (containing more than one
module) might represent an alternative, if not more accurate, approach to
language-teaching activities or techniques.

Role-playing and empathy-taking activities are important techniques of
experiential learning (cf. Kohonen, 2001; Tudor, 2001). Based on personal
observation, impersonation is a widespread module in a great variety of TESOL
classroom activities. Within the frame of an activity, impersonation sometimes arises
as an integral module, as in drama, skits, role plays, simulations, and miming
activities (cf. Shie, 2001). Other times, impersonation acts as an optional modular
element of the activity.

The presént study is intended to explore impersonation as an optional module of
language-teaching activities. In the remainder of this paper, impersonation will be
considered within each of the frames of 26 different types of classroom activities. All
these activities are self-contained language teaching activities (e.g., games and role
plays) or involve well-established language learning tasks (e.g., storytelling and
information transfer). How and why impersonation is incorporated into these
activities will be discussed briefly. Examples will be cited to illustrate the ways in
which impersonation is activated in the activity. Most of the examples are drawn from
studies on language-teaching methodology, teacher’s resource books, and TESOL
textbooks commercially available. Some of the examples have been designed by the
author. In order to save space, I will summarize the examples instead of using direct
quotations. However, references to the sources of examples will be given in the text,

including page numbers, for interested readers’ consideration.

LISTENING, READING, AND WRITING TASKS

It is a truism that impersonation can elicit production of oral language. And yet a
module of impersonation can also be added to a listening, reading, or writing task. For
example, students can imagine that they are guests at a party. They eavesdrop on
conversations (recordings) and try to guess what the people are talking about. The
object of the listening task is to decide whether the students would like to join any of
the conversations (Gebhard, 1996, pp. 150-1; Porter & Roberts, 1987, p. 180). In
addition, in many business writing and reading tasks, as in Zyzo and Heins (2000),

students are requested to read and/or write in roles. Being in a role helps contextualize
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the reading or writing tasks and provides the tasks with specific perspectives and
purposes. In fact, tasks in business class at a regular school often cannot do without
impersonation, for the learners are not yet businesspeople. If they are to read, for
instance, a letter of inquiry and answer it, they have to do the reading and writing in

roles as businesspeople.

GAMES

Impersonation is highly congruous to language-learning games. Many games in
teacher’s resource books contain a prominent module of impersonation, as can be
seen in Lee (1979) and Shie (in press). In particular, of the 40 games in a book of
games by Hadfield (1990), as many as 20 require players to act out given roles.
Impersonation increases the fun of playing games, and the inherent playfulness of
games can appease impersonators’ anxiety. One example is pair work in which one
student takes on the identity of another person known to both members of the pair.
The student playing the role describes himself/herself while the other student tries to
guess the identity being assumed (adapted from Woodward, 1997, pp. 285-6).
Another example from my own preictice occurred when I asked my students to play
the role of a lie detector. The class imagined that they.had just bought a
state-of-the-art lie detector that Would beep and utter, ‘You tell a lie,” whenever it
detected a lie. In groups the students conducted an acceptance test by making 10 oral
statements of fact about themselves in front of the lie detector, which one of the group
members impersonated. But one and only one of the statements had to be a lie, which
(the rule) the smart lie detector also knew. The object of the role-playing game was to
see if the lie detector could stand the test. The beeps and level intonation of

lie-detectors’ utterances added to the fun of the game.

SONGS AND CHANTS

Impersonation in songs and chants is not so widespread as it is in games. But it
can nonetheless be incorporated into these two types of activities, adding variety and
special interest to them. For instance, Reilly and Ward (1997, pp. 60-1) propose a
language-learning song for children with the following lyrics:

I am a robot. I am a robot. I am a robot man. ...
I can sit and I can stand. I am a robot man.
I can shake you by the hand. I am a robot man. ...

While singing the song, as Reilly and Ward propose, the children impersonate the
robot man and do the actions, making their arms and legs stiff while walking, sitting
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down on a chair, and so forth.
Turning next to chants that involve impersonation, the following example should
be illustrative:

Five little monkeys jumping on the bed

One fell off and bumped his head

Mummy phoned the doctor and the doctor said

‘No more jumping on the bed!” (Phillips 1999, pp. 31-3)

A group of children may act out the chant while the whole class chants the poem. It is
presumable that, while chanting the rhyme, children can learn the chant and
understand the meanings better if they perform the actions.

STORYTELLING

To give the story teller a new perspective or to provide a new reason for the
storytelling, Wc may integrate impersonation into a storytelling activity. As Jones
(2001, p. 158) suggests, we may ask students to imagine that one of the main
characters in a story they have read is, say, their uncle. From this new perspective
they tell the story to their parmér. In addition, with more advanced classes we may
have students act out a courtroom scene that involves a lot of storytelling (cf. Brims,
1985).

Gossiping is a very interesting activity that involves simple storytelling. I have
designed an activity for my students to gossip about me. They were requested to
imagine that 12 years had drifted by since they graduated and they ran into me

somewhere. One of their conversations went like this:

A: Hey! You’re Jack. Right?

B: Oh, hi, Rose. Long time no see. ...

A: You’ve changed a lot. What do you do now?

B: ...

A: ...

B: You know, I miss our old English teacher John very much. In my
eyes, he was the best teacher in the world. -

A: I miss him, too. But he has changed a lot. He is no longer a teacher
now. ... I saw him at the Taipei Train Station last month.

B: Really. Where was he going?

A: Nowhere. He was playing the guitar in the station. It’s true.

B: You don’t say! Did you say hello to him?
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A: No. I didn’t want to embarrass him. But, I gave him 5 dollars.

TPR AND DICTATION

Total Physical Response (TPR) is a teaching method developed by Asher (1969,
1986). TPR activities are built on physical responses to oral commands in the target
language. Nowadays TPR activities are used mainly as supplemental activities rather
than as the core of an entire language course. A large number of TPR activities have
been designed and collected in teacher’s resource books.

Impersonation allows students to perform TPR activities in fanciful situations.
To illustrate, students may impersonate a person from Mars, who has studied English
from a book but has never really used it. Other students invite the Martians in, have
them sit down, light a cigarette, and the like. The Martians take all oral commands
literally and do not interpret anything (Blohm, 1997). Younger students can pretend,
for example, that they are a bird, miming the bird’s actions in accordance with the

following oral commands:

You’re going to fly.

You’re walking.

You’re running.

You’re running faster.

You’re flapping your wings. ... (Linse, 1999)

Impersonation can also enhance the real-world relevance of a TPR activity. In a
low-intermediate foreign language class or above, students may give oral commands
instead of the teacher. One situation I have set up for a TPR activity is group work in
which one student enacts the role of a movie director and gives oral commands to the
other group members as to how to act out a specific scene. Another situation is group
work in which one student takes a photo of all the other group members, giving oral
instructions as to the desired poses, positions, gestures, and facial expressions.

For the same purposes, dictation can also be combined with impersonation. The
routine process of dictation in the language class can be pluralized via impersonation.
Phillips (1993, pp. 30-1), for example, has introduced a dictation exercise in which
the teacher acts as a cassette player. While taking the teacher’s dictation, the students
may say the commands written on the board (such as play, stop, fast forward, and
rewind) and the teacher does what they say. I have also found that in a business
English class, pairs of students can play the roles of a boss and his/her secretary. The
boss gives dictation to the secretary, who will then do his/her best to write down the
text or organize the boss’s remarks into a business letter.
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INFORMATION GAPS AND JIGSAWS

Information-gap activities have acquired great prominence in ESOL textbooks
that are available. In a dyadic information-gap activity, one student has information
that the other does not have, but needs, to complete a task. Some language-teaching
methodologists (e.g., Ellis, 1990; Nunan, 1991) have noted that information-gap
activities may involve one-way or two-way tasks. In a one-way task, one student has
all the information that needs to be communicated to the other student to get a job
done. For example, one student is given a simple drawing, which the other student
cannot see. The former describes the drawing and instructs the latter to reproduce it.
In a two-way task, both participants have some information that needs to be conveyed

to their partner to get the job done. For example, each member of the pair is given a

picture. The two pictures are the same except for some minor differences. Without
looking at each other’s picture, the two students describe their own picture and find
the differences between the two. Of course, information-gap activities need not center
upon descripiion of pictures. Information gaps may also be created through two
schedules, stories, or any other kind of text.

In doing an information-gap activity, students pay much more attention to
information or messages than to language structures or forms. The activity is
goal-oriented. The participants have to interact and communicate with each other in
order to reach a prescribed goal. In addition, the processing and formulation of
utterances are done in real time (cf. Johnson, 1996, p. 45). The activity allows
participants to practice asking for and conveying information, requesting repetition
and clarification, and negotiating meanings within a manageable framework.
Therefore, the communicative process that takes place is no doubt authentic. However,
I have noticed that, strictly speaking, the activity itself does not necessarily have
much real world relevance. Information-gap activities prescribed in textbooks often
use pictures which is very different from real life experience available. As a matter of
fact, in the real world one may as well directly observe two different pictures and find
the differences without any verbal communication. When the teacher or students feel
tired of such widespread find-the-difference exercises, impersonation can authenticate
the purpose for performing the information-gap task at hand. Take for instance an
activity involving diagram description presented in Shrum and Glisan (2000, pp.
188-9). In the paired activity, one student impersonates an interior designer and calls
the other student (acting as the client) about where in his/her living room some pieces
of furniture should be placed. Since it is a telephone conversation, the interior
designer must describe the suggested locations of the given pieces of furniture only
verbally. The interior designer talks with a floor plan for the living room with
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furniture in it, while the client has a blank floor plan and a list of the piéces of
furniture. When they have finished, they can compare their diagrams to see if the two
versions are the same. As I see it, this activity, containing an added dimension of
impersonation, can work more interestingly since it has more real-world relevance.

The jigsaw’ activity is a complex version of the information-gap activity.
Different pieces of information are given to three or more students (or groups of
students). With each piece of information functioning as, so to speak, one piece of the
jigsaw puzzle, participants have to pool and/or arrange them in order to complete a
task. A well-known classic example of the jigsaw activity is “the strip story” (Gibson,
1975). In the activity, each of the participants is given a different part of a short story.
After memorizing their part, they get together, pool their information orally without
looking at the given text, and reproduce the whole coherent text of the story.

For the same purposes of altering a dyadic information-gap activity, the teacher
may have impersonation and the jigsaw principle built into an activity simultaneously.
As described in Harmer (2001, pp. 237-8), students work in several groups; each
group listens to the recording of one witness describing the sighting and appearance
of a UFO. Imagining that they are researchers or police officers, each group
collectively fills out a UFO report form based on the recording. And then all the
groups put together their informafion, end up with a good general understanding of

the mysterious event, and develop an oral or written report.

OPINION GAPS AND REASONING GAPS

An opinion-gap activity involves the exchange of opinions (out of personal
preference, feeling, belief, or attitude), as opposed to the exchange of information, as
a basis for communicative practice (cf. Prabhu, 1987; Tudor, 2001). Discussing
opinion exchange activities, Brown (2001, pp. 186-7) gives the following warning:

Moral, ethical, religious, and political issues are usually ‘hot’ items
for classroom debates, arguments, and discussions. ... Some beliefs
are deeply ingrained from childhood rearing or from religious training,
among other factors. So it is easy for a student to be offended by what

another says.

This warning seems to imply that the exchange of opinions about sensitive issues may
cause or intensify divisions in the class. But it would be a pity to avoid using hot
topics if students are really interested in them. A positive way out of this dilemma is
to incorporate impersonation and opinion exchange. In assuming the roles of certain
famous politicians, for instance, students may feel free to pronounce opinions on a
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political issue. Since the opinions articulated need not represent the students’ personal
positions, the possibility of causing divisions or confrontations can be minimized.
Another beneficial effect on classroom dynamics is that impersonation can afford
students greater latitude to articulate unusual or even extreme opinions or viewpoints
without worrying about their self-image or self-esteem, because it is the character the
impersonator portrays that is usually perceived as being responsible for what the
impersonator says in the activity.

A reasoning-gap activity involves “deriving some new information from given
information through the process of inference, deduction, practical reasoning, or a
perception of relationships or patterns” (Prabhu, 1987, p. 46), as is the case in which
students work out a teacher’s timetable on the basis of some given class timetables. In
modern-day ESOL textbooks, one can.easily find activities that put students in the
role of a detective. The detective examines some given information or clues to
determine who the murderer or thief is. Such an activity requires students to bring
their reasoning power into play, and accordingly, represents a common type of
reasoning-gap activity with an element of impersonation. Activities of this kind can
widen the range of classroom exercises and cover things that are not directly related
but interesting to students.

INFORMATION TRANSFER

In an information-transfer activity, participants transfer information from a
written or oral text to a different mode of representation (e.g., outlines, forms, tables,
charts, and diagrams), or vice versa (cf. Alderson, 2000, pp. 242-4; Stern, 1992, p.
197). A fairly common example is constructing or completing a family tree while
listening to a description of a large family. The participants have to identify the
required information in the source mode and then transform or transpose it into the
diagrammatic representation.

In real-world language use, we often have to deal with information in various
forms, such as gathering needed information from a timetable and reading a map to
find a desired route. Therefore, realistic impersonation lends itself to
information-transfer activities. By making impersonation and information transfer
co-occur in an activity, we can further increase the real-world relevance of the
acti\}ity.

In more advanced tasks, information transfer involves complicated decoding and
encoding processes. Activities of this type are not few in the business communication
class. For example, in a lesson on sales review in Brieger and Comfort (1994a, pp.
63-6), students work in pairs playing the role of the company’s sales representatives.
Student A describes to Student B the performance of a product (sales and prices) over
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the last 6 years, while Student B completes a given graph to show the performance of

the product.

QUESTIONING AND INTERVIEWING

Asking and answering questions is an age-old teaching technique in the
classroom. It is compatible with most, if not all, classroom activities, including
role-playing ones. Playing such roles as reservations agents, front desk clerks, and
ticket agents, students are involved in the question-and-answer activity naturally. And
operations of such scenes as information desks, press conferences, and quiz shows are
bound to give rise to inquiry or questioning activities. In fact, it need not take a
specific setting or situation for students to do a question-and-answer activity in roles.
As Morgan (1990, p. 41) proposes, students may bring a personal photo to class and
work in small groups. Pretending to be (one of) the person(s) in the photo he/she has
brought to the class, each group member takes turns answering questions from the
other group members.

Interviewiﬁg is also a widely used interaction technique in the classroom.
Communication scholars (e.g., Wood, 2000) have identified distinct types of
interviews in terms of their primary purposes. They include information-giving
interviews (e.g., doctors explain’ symptoms to patients), information-gathering
interviews (as with opinion polls and census taking), persuasive interviewes (e.g., a.
salesman persuades a customer to buy a product), problem-solving interviews (e.g., a
student discusses his difficulties in a course with his professor), and employment
interviews, just to name five. All these situations are potential settings for
interviewing that can fit in with a language-teaching syllabus.

Furthermore, interviews can also be integrated with fanciful impersonation. The
literature on classroom techniques (e.g., Gardner, 1996; Pint, 1985; Wen, 1999)
contains many examples of interviews based on fanciful impersonation. For example,
students may take on the role of an explorer from an adventure story or a famous
person from a historical account and give an interview to a modern-day journalist.
Interviews of this type integrate reading and speaking practice and combine
individual and pair work.

Krashen and Terrell (2000) contend that “the best interviews are those which
focus on interesting events in students’ own lives” (p. 102). However, I have found
that, in a class where students are well-known to one another, it is often not easy to
motivate students to get involved in a personalized interview, presumably owing to
lack of information gaps. In this case the teacher may provide reasonable purposes for
students to participate in the activity by adopting a role-playing interview, where
information gaps can be easily created by splitting the given information between the

{
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interviewer and the interviewee.

DISCUSSION, DEBATE, AND NEGOTIATION

Group discussion may contain an element of impersonation, with each group
member assigned to represent a particular position or viewpoint on a subject, issue, or
proposal. This can be accomplished in the context of, for example, a simulated formal
meeting (as in O’Driscoll & Pilbeam, 1987) or a simulated talk show (as in Ikeguchi,
1998). The various views and ideas thus induced can enrich the dynamics of
discussion. The high degree of compatibility between discussion and impersonation
contributes to the fact that most activities in some discussion workbooks (e.g., Rooks,
1991, 1994) involve impersonation.

Debate can be viewed as a special form of discussion. It can develop students’
ability to listen critically and make analytical responses rapidly, which is of high
value in today’s information-intensive world. In comparison with ordinary discussion,
debate is usually more competitive. Besides, formal debate requires a dichotomy of
positions. Debaters argue either for or against the proposition under debate. There is
no middle course. An episode in my EFL class may serve as an illustration. Once my
students had a hard time taking sides when they were preparing for an informal
debate. I thought ‘whether money is more important than love’ should be an easy
subject for them (intermediate-level students) to debate on. But most of them thought
that both money and love were important to them and did not know how to debate. To
get them started I asked them to imagine that they were either a material girl they
knew or an impoverished artist looking down upon material desire. As a result, they
put forth many interesting arguments, resulting in a rather heated debate.

Another special form of discussion is negotiation. As Brieger and Comfort
(1994b) remark, “many aspects of life involve negotiation” (p. 92). Managers
negotiate new procedures with their staff. Buyers negotiate with their suppliers about
payment terms, delivery arrangements, and maintenance contracts (as in Ellis &
Johnson, 1994). Divorcing women negotiate for their alimony and the custody of their
children. And two men in a love triangle negotiate with their love. All these are
promising situations for role-playing negotiations in the'language class. Brieger and
Comfort write: :

...negotiation is about achieving a result which both sides can benefit
from, or at least live with.... Critical to the success of this philosophy
is an understanding of the hopes and fears of your partner in
negotiation. Only if you can get into his or her shoes are you likely to
come up with a solution that is genuine meeting of mind. (iBid.)

{
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It is for this reason that I consider impersonation to be a necessity in the
negotiation exercise in the classroom. Students need to get out of their selves
and put themselves into other people’s shoes so that they can get new
experience and new perspectives on things.

Negotiations in business, public issues, or international affairs call for excellent
commahd of language and considerable related knowledge. They seem suitable only
for advanced language classes. But there are less demanding negotiation exercises
that can be used in lower-level classes. In quite a few low-intermediate EFL classes,
for example, I have implemented without difficulty two negotiation exercises that put
students in everyday roles. In one exercise, students impersonate parents and children
negotiating ‘about their weekly allowances. In the other, students impersonate a
husband and wife negotiating, in a light-hearted way, about splitting their housework
more evenly. These two negotiations do not require any specialized working
knowledgé. As long as the students know how to use conditional clauses, frequency
adverbs, and such common expressions as work hard, do the laundry, and pick up the

children, they will be able to get involved in the activities.

DECISION MAKING

In a decision-making activity; students are given some information as a basis for
making a decision in one way or another or for reaching a consensus through group
discussion. Three décision-making formats offered by Renz and Greg (2000) are
applicable: decision by consensus, decision by majority vote, and decision by
negotiation. L 4

A decision-making discussion may be based on the third-person viewpoint. That
is, discussants deal with an issue as something that is not directly related to
themselves. For example, discussants can talk about the general issue of litter from
the third-person viewpoint and decide on some effective ways to prevent people from
littering. If we want this activity to have an added feature of impersonation, we may
change the third-person viewpoint into the first-person one. Students may imagine
that the problem of litter has become very serious in the city where they live and that
they are city officials who want to have a clean city. They call a meeting to decide on
an anti-liter campaign (Matthews, 1987, pp. 13-6). Decision-making activities in
which students role play a formal meeting are very common. Another example is
impersonation of a jury that has to reach a verdict upon a case and pass sentences (as
in Foster, 1996; Hill, 1985). These activities-focus on a specific theme and aim for a
clear conclusion.

The demand of a decision-making discussion can be reduced if the information
input contains a number of alternatives for the decision makers to choose from. A case
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in point is the activity in which students act as personnel officers and make
employment decisions (as in Magy, 1999, pp. 11-2; Nation & Newton, 1997, pp.
252-3). The personnel officers are given applicants’ qualifications. Each applicant
represents an alternative for the discussants to choose. They only need to consider the
options according to given criteria, justify their choices, and come to a conclusion.

Not all decision-making exercises include group discussion as a process of
making a decision. For example, one of the decision-making exercises I have
designed makes use of the situation of the recent computerized lottery fever in Taiwan,
and only one single student makes the decision in the activity. In groups of four,
students pretend that they are all in-laws. One of them has just won a grand prize in
the computerized lottery. The other three members, each making up an appeal, strive
to borrow money from the prizewinner. The prizewinner listens to his/her in-laws’
appeals and decides whether to lend money to each of them. The prizewinner may
also pretend to be a miser and decide not to lend any money to them at all if he/she is
satisfied with none of the appeals.

Decisioﬁ-making activities can also be conducted in such a way that they include
a module of impersonation and involve both individual work and group discussions.
An example adapted from Dudeney (2000, pp. 51-2) may be illustrative. In groups of
six, students role play the situation in which they have won a competition to host a
celebrity dinner party. They are given a list of 16 famous people, from which they can
select eight as guests of the dinner party. Individually they visit websites to find out
about the famous people. When they have finished, they get together and decide
whom to invite. And then, with a blank round-table seating plan they decide how to
arrange the guests and themselves around the table so that everyone will have
somebody interesting to talk with. This complex activity comprises a number of
modules and can be thought of as a small project work.

PROBLEM SOLVING

Problem solving is a very active module in language class activities. It is usually
combined with other modules, especially impersonation. A typical type of activity
where impersonation and problem solving are joined together is socio-drama,
introduced by Scarcella (1978). In socio-drama students enact a series of solutions to
a social problem that takes the form of an open-ended story containing one easily
identifiable conflict. A sample socio-drama story Scarcella (ibid.) provides is about a
dilemma a young woman recently married has to solve. The young woman and her
widowed mother-in-law have a difficult relationship, partly because the young
woman is not a good cook. On her mother-in-law’s birthday, she bakes a cake but the
cake is completely burned. As soon as she quickly shuts the oven door to prevent the
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smoke from escaping, her mother-in-law urges her to serve the cake immediately. At
this point the impersonators have to enact the solutions to the dilemma.

Problem solving is the core classroom activity of the participatory approach (cf.
Larsen-Freeman, 2000). The curriculum that this approach underlies is not
predetermined but results from an on-going context-specific problem-posing and
problem-solving process. Motivated by personal involvement, the class tries to catch
up on anything significant that has just happened in their lives. More specifically, the
teacher elicits problems in the students’ lives and has them discuss the problems and
suggest solutions. The difficulty with such classroom practice, as I see it, is fhat
students could feel reluctant to pose their personal problems in the class because
normally they don’t want their privacy invaded. To the students with a strong sense of
privacy, problem-solving activities would be more agreeable if they are coupled with
impersonation.

Problem-solving impersonation may be put into practice individually, in pairs, or
in groups. In the literature there are many instances of activities where individual
students simulate writing a letter to the problem page (such as Dear Abby) of a
newspaper, asking for advice about or solutions to their fictitious personal problems.
Alternatively, in pairs or small groups, students may role play calling a talk show for
advice on their fictitious dilemmas of conscience or emotion (as in Thrush et al., 1997,
p. 57).

The fictitious problems in problem-solving activities may have correct answers
or solutions that need to be reasoned out, as is the case in which puzzles or riddles are
worked out (as in Collis, 1996) or the case in which a character in an ultra-short crime
story is identified as a murderer or thief (as in Wright, 1989, p. 126; Helgesen et al.,
1999, pp. 23-4). Such activities give practice not just in using the target language but
in thinking in the target language as well. '

A problem-solving activity may also be open-ended. The fictitious problem may
have more than one solution, and, if this is the case, none of the solutions can be
justifiably said to be the only right one. Such an. activity may be regarded- as
containing a module of decision making, in the sense that participants have to
evaluate possible options and decide what they think is the best course of action, as in
socio-drama, discussed in the beginning of this section. In many open-ended
problem-solving activities, students work in small groups, whether in roles or not,
using the target language to discuss and solve the problem (as in Fournier, 1990, pp.
33-44; Ur, 1996, p. 127).
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PROJECT WORK

Richards et al. (1992) define project work as “an activity which centers around
the completion of a task and which usually requires an extended amount of
independent work by an individual student or by a group of students” (p. 295).
Although much of a piece of project work takes place outside the classroom, some of
its pre-tasks and post-tasks are performed inside the classroom. The central task, for
example, may be to hold a rummage sale for charity, to teach English to children for a
week, or to produce a brochure for foreign tourists about one’s home town (Legutke
& Thomas, 1991, ch. 5).

The central task of a piece of project work, unless it is performance of drama,
usually does not involve impersonation. However, to meet the need of the central task,
its pre-tasks or post-tasks may include impersonation work. For one thing, before the
central task of holding a rummage sale, students may role play ushering guests in,
selling items, collecting money, and so on, especially when the sale will be held in the
target language. For another, students need to impersonate radio disc jockeys before
the central task of recording a simulated pop music program onto a CD and playing it
in class or a school cafeteria. The pre-tasks include collecting information about the
songs, singers, lyrics, and the like, and writing DJ introductions to the songs (adapted
from Tsang, 1994). Before recording the introductions and songs, students need to
rehearse, which is essentially impersonation.

RANKING TASKS AND SEQUENCING TASKS

In a ranking task, students rank a set of items by priority of importance, personal
preference, or any other aspect of consideration. A ranking task often serves as a
pre-task to prepare students to engage in a discussion or role-playing activity. In a
role-playing activity in Raffini (1996, pp. 35-7), for example, students imagine that
they have applied for a summer job at a local corporation. They have to decide in
which of the following six divisions they would like to work: production, research,
advertising, processing, management, or personnel. They. rank the six divisions in
terms of relevance to their desired career in the future so that they will have
something more definite to say in the main activity that follows, be it an interview or
otherwise. L

Ranking work may also co-occur with impersonation as a modular element. A
very common example is the situation in which students pretend that they are on a
sinking ship and have to rank the given items (such as an ax, a shaving mirror, a
walkman radio, and chocolate) in terms of their importance to their survival (as in
Fuchs et al., 2000, p. 397; King, 1997, pp. 56-9; Rogers, 1978, p. 54). In the
role-playing situation, the students are more likely to dedicate themselves to the
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ranking task and reach greater depth of engagement.

In a sequencing activity, students arrange component parts in their proper or
logical linear order. Common component parts to be arranged are jumbled sentences
or paragraphs (as in Widdowson, 1992) or confounded pictures or cartoons (as in
Bassano & Christison, 1995, p. 77).

To date I have not found in the literature any instance of an activity where
impersonation and sequencing work unite. But it is still possible to conjoin these two
modules. I have designed two activities of this type. In one of the activities, the
impersonators are requested to agree upon an agenda of a business meeting by
sequencing some given items to be discussed in their proper order. In the other,
students play the roles of the coaches of a baseball team. Led by the head coach, they
determine the batting order of the lineup, with given information like the names of the
baseball players, their defense positions, batting averages, on-base percentages,
numbers of stolen bases, and so on. The main purpose for uniting impersonation and
sequencing work in these two activities is to create or increase the real-life relevance

of the sequencing task itself.

BRAINSTORMING AND SURVEYS .

Brainstorming aims to facilitate group discussion and problem solving. It is
particularly useful when unconventional ideas are called for. Brainstorming may
include the following steps: (1) warm up, (2) brainstorm, (3) clarify ideas and
eliminate redundancy, (4) evaluate ideas and select the best (cf. DiSanza & Legge,
2000, p. 113). In Step 2, evaluation or criticism of ideas is forbidden. “Because
putting limits on ideas dampens the creative process, wild and offbeat ideas are
encouraged” (ibid.).

In the language class, brainstorming is used as preparation for role-playing,
discussion, and problem-solving activities. A shortage of ideas will block the
development of classroom work. A brief brainstorming session as a pre-task can
generate ideas about possible and advisable courses of action for the main task that
follows. For example, Ur (1988, pp. 176-7) uses brainstorming as a pre-task for
problem-solving role plays. As described in Gardner (1996), students brainstorm in
advance the types of questions they might ask during the follow-up role-playing
interviews. Besides, Markee (1997, p. 140) suggests that students do the
brainstorming before a decision-making discussion in a make-believe situation.

Like brainstorming, a brief in-class survey ‘is usually conducted as preparation
for the activity that follows. The in-class survey usually takes the forms of interview
(as in Cameron, 2001, p. 117) or questionnaire (as in McKay & Tom, 1999, pp.
146-7) to collect information for the subsequent discussion or written work. A special
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survéy activity in the language class—known as ‘find-someone-who’ — requires
students to get up from their seats and walk around the classroom to ask their
classmates questions. The object of the inquiries is to find someone in the class that
matches each of the relative clauses on a list, such as (find someone) who likes red,
whose father is a teacher, and who had a bad dream last night.

A make-believe situation can contextualize an in-class survey in such a way that
a specific and reasonable purpose for the survey is provided, as exemplified in the
following example of Brieger and Comfort (1994a, p. 94). Students act as the
marketing team of a company which manufactures soap and hair shampoo. With some
hints the marketing team designs a questionnaire to find out what ideas consumers
have for a new shampoo. When they have finished, they try the questionnaire on other
members of the class. Therefore, impersonation can also be integrated into a survey
activity in the classroom.

CONCLUDING REMARKS

In this paper I have tried to show that impersonation can exist in various
classroom activities in addition to such role-playing activities as drama, mime, and
role plays. The activities that may include impersonation as an optional module range
from relatively simple activities like song and dictation to more elaborate ones like
project work and many different kinds of discussion activities.

Several conclusions or implications can be drawn from this study. First,
classroom activities can be constructed from and analyzed into such modules as
impersonation, songs, problem solving, ranking, and information gaps. The view that
a classroom activity may be a composite of two or more modules is useful for
classroom researchers. For example, there have been two opposite observations on the
use of and students’ feeling toward role plays (cf. Shie, 2002). Some researchers or
teachers hold that role-playing has beneficial effects on language classes, such as
lowering inhibitions and increases learning motivation, others think differently. The
observational disparity could have been caused by variations in performance,
language proficiency, and personality. More importantly, role-playing may mean more
or less different things to different researchers or teachers. Some may think of
role-playing as an act while others may treat it as a whole activity. If we treat
role-playing activities in terms of modular elements, we could be more specific about
the activities in question and, accordingly, could reduce some observational disparity.

Second, impersonation as an activity module is congruous to almost all other
modules. Variety is the spice of life. The flexible combinations of impersonation and
other modules can provide material writers and classroom practitioners with an
adequate inventory of classroom activities to break the monotony of learning resulting
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from familiar routines. Viewed from the angle of modules, classroom activities
become malleable. Thanks to such an active module as impersonation, classroom
activities can be changed, slightly or greatly, and take new forms to make 1anguage
learning more stimulating and enjoyable.

Finally, within the frames of various activities, impersonation allows students to
use a much wider range of language patterns and functions with clear purposes in
specific situational contexts. It takes students out of their selves and allows them to go
beyond spatial and temporal limits. The classroom thus can be extended into the
outside world. Accordingly, the real-world relevance of classroom activities can be

enhanced significantly.
(Received March 11, 2002; Accepted October 16, 2002)
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