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Twitter a new global genre: a contrastive study of the use of language in English and Spanish
Irina Arglielles Alvarez a, Alfonso Maz Mufioz a & Rupert Herington

Twitter a new global genre: a contrastive
1 study of the use of language in English and
Spanish

Irina Arguelles Alvareza, Alfonso Mufioz Mufioz &

Rupert Herington®
& EUIT de Telecomunicacién UPM
b| anguage Centr&niversity of Leeds

Introduction

A new information and collaboration revolution has occurred in the last
decade supported by computing and telecommunication technologies. The
Web 2.0 concept was first presented in 2004 by O'Reilly to refer to a
second geeration web based on communities of users and a special range
of services such as social networks, blogs or wikis that promote
collaboration and the exchange of information among users in an easy and
rapid way.

A social network is seen by Boyd and Edlis(2007) as a well defined set

of actors, individuals, groups, organizations, societies, etc., that are linked
by a number of social relations, simplified in the case of IT by the use of
new communications technologies.

Other studies reflect a socialatdy centred on the relations between
individuals. A social network can be described based on its efficiency to
integrate three concepts (the 3Cs): Communication (to share knowledge
and make it public), community (to find and to link communities) and
cooyeration (to make things together) (Misanchuk & Anderson 2001)

There are hundreds of social networks which have very different
objectives. Their most positive quality is probably the facility through
which information can be exchanged or distributed inlexildle and
collaborative way. Some of the most popular social networks worldwide
are: Myspace, Facebook, Orkut, Friendster, Bebo or Twitter.

Twitter: A social network under the spotlight

The study presented here introduces a preliminary analysis @rthedge

used in a specific micrbl oggi ng soci al net wor k
number of specific characteristics that makes it different from others. The
network Twitter allows the user to send text based messages, called
At weet so, wi t h fd40 rolzaractensuTinesd eessggedareo
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published and available to Twitter users. Every Twitter user can have a

certain number of #Afoll ower so, peopl

number of followers a person has defines to a certain extent his or her
popularity in the network (O'Reilly & Milstein 2009). Reading messages
ot her people have written is known

The study

Twitter was selected as it is based on brief text communications, and
therefore, it could possess specific characteristibgclwdefine it as a
genre.

The objective of this preliminary study was to analyse the use of Spanish
and English in Twitter to identify the nature of communication and to
compare the results between the languages.

To be able to analyse the language usedhis social network, it was
decided to construct two corpora, one in Spanish and another with similar
characteristics in English, using language data from Twitter.

The two parallel corpora

The construction of the corpora is based on the messageshpdlbg 206

users (103 in Spanish and 103 in English). The messages were compiled by
means of a crawler programmed in Java. This program automatically
converted the web page format into plain text (.txt files), facilitating
analysis at a later date. The esglon of messages was established to be
firstly, from users with a minimum number of 1,000 followers. Individuals

a S

with around this number of foll ower s

Secondly, users with approximately 3,200 tweets, which is thenmiaxia

user can write, were also chosen. Hence the language that was analyzed is
not the argot of a limited set of users but messages that a large number of
users wanted to read.

The subject matter and the homogeneity of the corpora were difficult to
estdlish as a user can write about any subject in each tweet, which may be
unrelated to the previous message. Despite this, it was identified that there
were messages about technology, which were common to both languages.

The corpus created in Spanish cotssi 319,381 Twitter messages and a

total of 4,027,746 words. In English there are 330696 Twitter messages and
a total number of 4,655,992 words. For the tagging of these corpora a
program implemented in JAVA language that uses the tagger TreeTagger

2
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(Schmd 2009) was applied. Although for some linguistic measurements in

this corpora the limitations or imprecision of this tagger must be taken into

account, it can be considered to be reliable enough for an initial analysis of
the quantitative data from wher® observelinguistic, discursive and

pragmatic aspects in this social network.

Quantitative analysis in Twitter conversations

Corpus in Spanish| Corpus in English
Number of words 4,027,746 4,655,992
Number of sentences 319,381 330,696
Number of chareters 21,519,161 25,010,795
Number of words/sentence 12.61 14.0793
Number of characters/Word 5.34 5.3717
Number of characters/senten 67.37 75.6307

Table 1: Average values of words and characters per sentence in the corpora

We were interested in thesneasures of sentence and word length because,
as we will explain subsequently, the medium restricts the number of
characters per sentence. In addition, the aim was to set an initial
guantitative approximation of the language used by Twitter users. Zable
and 3 measures different linguistic categories and other information of
interest.

Corpus in Spanish Corpus in English
N° total Total number of
palabras 4,027,746 words 4,655,997
Nombres 1,284509| 31.89% Nouns 1,888,343 40.55%
NC 863,141 21.42% NC 1,126,624 24.19%
NMEA 2,697 0.06%| NMEA
NP 417,859 10.37% NP 761,719 16.35%
NMON 812 0.02%| NMON
Adj 246,313 6.11%]| Adj 322,857 6.93%
Adv 142.92 3.53%| Adverbs 242,902 5.21%
lugar 12,411 0.30%| place 11,624 0.24%
tiempo 36,713 0.91%] time 35,839 0.76%
modo 10,747, 0.26%| manner 19,001 0.40%
cantidad 42,687 1.05%| quantity 45,688 0.98%
Verbog 800,093 19.86%) Verbs 17,3427 3.72%
infinitivos 137,575 infinitives 21,164
gerundios 12,078 gerunds 2,743

! In Section 4 description of the results extra information regarding the numberrardtpge of verbs in
the texts will be added to these results.
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Corpus in Spanish

Corpus in English

participios 136,249 participles 5,489
Emoticones 24,370 0.61%| Emoticons 17,428 0.37%
Direcciones

http 94,600 2.34%) http addresses 104,729 2.24%
Palabra inicio@ 199691 4.95%| @+Word 288,161 6.18%

Table 2: Linguistic categories and other outstanding data.

In Table 2 the tags NC, NMEA, NBhd NMON (tags from treetagger)
mean respectively: common nouns, measurement nouns (souktrasor
litres) proper nouns and names of the months.

English Spanish

Total number of sentenceg 330,696 319,38]l
Sentences starting with:

capital letter 167,435| 50.63%| 154,972 48.52%
@ 127,756 38.63% 123,186 38.57%
number 3,840, 1.16%| 2,397| 0.75%
RT 36,631 11.07% 20,205 6.32%
lower case letter 33,798 10.22% 33,432 10.46%
Sentences finishing with:

full stop 74,860 22.63% 58,297 18.25%
dots 6,157 1.86%| 29,596 9.26%
emoticon 13,547, 4.09%| 19,841 6.21%
http address 69,733 21.08% 74,204 23.23%

Table 3: Sentence beginnings and endings in Twitter

Description of the results

First of all, it is important to mention that due to the surprising results
obtained with regard to the number of verbs in both corpora, it was decided
to verify the amounts given by the software which were the same a second
time. As these results did not match our expectations or either with
previous research (Elliot 2003) the sad step was to cut at random a part

of the corpus (up to 10000 words), to tag and count the verbs manually.
The following data was obtained from this manual counting: 2,155 verbs
were counted out of 10,000 words, which would proportionally represent
1,003366 verbs in the corpus in English or 21.54% of the total of words.

| 800093| 19.86% Verbs | 1,003366] 21.54%

Table 4: Extract from table 2 amended.

\ Verbos

As these manual results are much more in accordance with the initial

4



Twitter a new global genre: a contrastive study of the use of language in English and Spanish
Irina Arglielles Alvarez a, Alfonso Maz Mufioz a & Rupert Herington

hypothesis, we provisionallyaccept the results from the second set of
manual measurementBhe following objective features of the corpora can
be presented based on the data obtained:

With regard to the number of words and length of the sentences, the first
analysis indicated that aaverage, users of Twitter use only a 51.07% of
the total maximum capacity allowed by the medium (67.37 characters in
Spanish and 75.63 in English are used from the 140 characters maximum
per sentence allowed). This fact confirms the first impression ef th
medium, which is one of its immediacy and its ability to communicate very
specific actions, news or events that take place at a specific moment in
time. Although tweets of the maximum length are scarce, here are some
examples of messages that can givaruglea of the amount of information

and structure that a tweet of this length has:

(1) @luiscesarmaza exacto, Twitter es la demostracion de que cualquier
pequefio  microcambio puede generar grandes cambios...
http://bit.ly/NtSgm

(2) RT @jayrosen_nyu: what | satdo MSNBC: ATwitter
effective system than any single news organization at serving breaking
news. 0O

From the data it is also confirmed the general impression that the tweets in
English are usually longer. English uses more words per tweet.

Comected with the length of the sentence is probably the use of verbs as it
has been found to be more difficult to find examples in English of
sentences with no verbs, examples that are quite usual in Spanish:

(3) En vivo en los Encuentros Digitales de ElI Eowoigia:
http://j.mp/6QI2D3

(4) The scene here from inside the #nasatweetughtgmit/bit.ly/1INVczZk

(5) Algunas fotos del #bymc http://bit.ly/gAdwq

(6) A few photos from the #nasatweetup at the Kennedy Space Center in
Florida for @nasa Space Shuttle launch of 328
http://bit.ly/41ImXU

The total number of words (Table 1) and the number of verbs and nouns in
English and Spanish (Table 2 and Table 4) reinforce the same idea that
tweets in English are in general longer.

n
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Returning to the idea of immediacy in this medtas interesting to find
that in both languages time is an important factor and nouns related to time

predominate:

time 5,430] tiempo /hora 3,933
day 4,011| dia 5,282
morning 1,670| mafiana (N o Adv) | 3,355
night 1,610| noche 1,317
week 2,069] (fin de) senana 2,210
year 1,275| aino 1,535
weelend (693)

hour 590| hora (1,526)
evening 741 | tarde 1,670
afternoon (338)

minute 269 | minuto 172

Table 5: Nouns related to time

To under st a

n d

t he r esul tiemmpoorfdrainme 0
Spanishso the final amount for Spanish is the result of adding the results
for tiempoand forhora. Mafianacan in Spanish be a noun or an adverb

which explains that the word appears almost double in Spada&shana
(week) andfin de semangweekend) are counteadether in Spanish.
Atardein Spamsb.o n 0O

AEveningod a

nd

ar e

onl

y

Returning to Table 2 it is also remarkable in this sense that adverbs of time
are used with a high frequency in both languages:

As previously stated, it is difficult to identify the most frequently treated

now 5,365| ahora 4,619

today 2,474| hoy 4,037

tomorrow | 1,026| mafiana (N o Adv] 3,355

before 2,025| antes 2,084

after 2,260| después 1,355
Table 6: Adverbs of time

topics in a medium such as Twitter, which permits any comment abgu
subject matter. But from this quantitative approximation it can also be seen

that two other important factors apart from time are common to both
languages and these are: routines (common places, work or leisure and the

parts of the day: house, schooffice, work, fun, book, game, news, music,

TV, morning, night) and technology (social networks and devices, past
news, events and actuality / what is going on: Twitter, video, blog, Google,

Facebook, ipad,-mail, site, Apple, internet, phone).

n
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Now, caming back to the use of verbs, hypothesis about a possible overuse
of the gerund in comparison with other tenses were not confirmed for any
of the languages. The initial hypothesis derived from the possible tendency
to write about what one is doing at ttime of writing or around that time
(Table 2). Here are some examples of the expected structure:

(7) Probandotwitterphone. Me gusta.

(8) Testingmy htc I love it so far!

(9) Saliendo del hotel rumbo al #BYMC:D

(10) Ok, checking oubf Ellington Hotel, heading to airporgnd back to
Eastern Time. Man, it's been a long trip.

(11) Descansanden el hotel en Dublin

(12) #next10 is over; back at hot&stingbefore dinner.

Regarding the use of symbols and special characters in this medium, it is
quite evident that this is one of theatures that more clearly characterizes
the genreln table 3 (beginning and endings of tweets) some of the typical
abbreviations which help the organization of discourse with a maximum
economy of words have been included. Some of the mostkneln are

RT (re tweet) usually followed by @users name to indicate who was the
original writer; @users name to answer to a comment made by that user or
http address which links the user with more information about the topic.
From the data, it is understood tha¢ frequency of use of the symbols and
abbreviations is very similar in both languages.

A final comment with respect to symbols which leads us to more pragmatic
aspects of the language is related to the use of emoticons and dots in the
languages studiedSpanish uses more emoticons and final dots in
comparison with English (Table 3). There are more pragmatic aspects
because emoticons make the fAreal 0 me:;:
by adding to the phrase a feeling about what has been said as fqlexam
Jmeaning Al -s)alyili ts ehyappti Ny addalpy).o) oki ng
The use of emoticons is related to feelings or evaluation about what is said.

From a discursive point of view, some of these attitudes towards what is

said are explicitly exgssed in English by means of evaluation adverbs.

From the data in Table 2, it can be seen that English uses more adverbs and

in particular adverbs of manner, which could replace the meaning of the
emoticon, although this has not been confirmed yet.

(13) Amigos, futbol, cerveza y palomitds
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(14) Beer, sunshine and chocolate enot@ghmake anyone smile

(15) Cogiendo setasen esta época, esto solo pasa en Galicia

(16) Picking up lots of New Friends & Followers on Facebook & Twiter
Great Evert

(17) @josempelaez pues parapee éste lo consiguel..

(18) @netspencer Uglsadlyno.

As far as statistics are concerned, it seems that the hypothesis is sustained

with the numbers:

Tristemente (2) / Sadly (43)
Felizmente (4) / Happily (44)

In addition, regarding the dots our perspextis to understand them as
more than mere punctuation marks. Data analysis reveals that the
difference in their use between both languages relates to the use of
emoticonsin both languages the dots could be interpreted to signal attitude
towards the ide stated and, sometimes, their usage does not fit exactly
with the strict grammatical definitién

(19) Atocha. Coche y a casita...

(20) Alpine, Texas. Nice to be home again...

(21) Cuanto mas juego con la storm 2 mas me gusta...
(22) Started using Google Chrome instead io&fex. liking it...

This pragmatic use of the dots can explain why they are used more
extensively in Spanish than in English, as is the case with emoticons.

Conclusion

There are a number of very general discourse and organizational
characteristics comnmoto the two corpora under study in Spanish and

English that would permit us to define Twitter as a genre with its own
characteristics and different to other social networking sites.

First, the immediacy of the communications in the medium and the
restriction of characters per tweet have led Twitter users to create a number

2 According to theCambridge International Dictionary of English1 995: 413) #ADots ar
often. They might be used to show that:

T The writer has omittedssqdd of another perso
T A list or an idea has not been completed [ é]
T Some time passes between a speakerds words |
1T A speaker stopped or was interrupted [é].0

8
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of specific codes that permit them to organize their discourse with
maximum economy. We have presented the most common and have seen
how these codes (markers) help to organize disegoogting to parts of
discourse said by someone before (RT), addressing to someone else (@e
mail) or referring the audience to webhges where to find more
information (http addresses).

Second, although it is difficult to establish at this stage conesdpat are

most frequently treated in this medium, recursive factors and general
frameworks can be detected as demonstrated by the use of a number of
words related to certain topics such as: time, routines, news / events and IT.
Although we expected toifnd t weets telling what
doingo at or around the moment of
analysis does not show in fact an overuse of the gerund in comparison with
other verb forms.

Third, there are a number of abbreviations ather symbols or sentence
types that characterise this particular genre and that typically open or close
the tweets. From the examples in the corpora, it is suggested that some of
these are used differently in each language and further research isdequir
to identify more detailed aspects of these characteristics, as well as to
identify other pragmatic aspects of the communication in Twitter.
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Introduction

This paper derives from my PhD reseatoblemBased Learning (PBL)
represents a shift from the traditional perspective, focusing the teaching
methods to a perspective that puts thelstunt s 6 | ear ni ng
creates a studewentred environment in which the curriculum is organised
around problems or triggers (rddé problems given to students in PBL),
rather than by subjects or topics. Students work in small groups under the
guidance of a lecturer who facilitates the learning process. It is based on an
idea that engaging in heuristic problswmlving promotes learning as
conceptual understanding. It encourages the development dbrde
learning skills, such as enquiry, anatysand synthesis. Rather than
focusing on facts, PBL encourages active learning anddselfted
learning as students take responsibility for their own learning as they
identify what they already know about the problem and then ascertain what
they need tdind out, what questions are relevant to their inquiry and what
actions they need to take.

The PBL approach has been advocated by many higher education
specialists like Biggq2003 and Ramsder{2003, since it encourages
students to take a deeper appto#o learning. A deep approach is one that

in which students learn for understanding and seeking meaning, in contrast
to the surface approach in which students rote learn, often with little
understanding (Biggs 2003McMaster University adopted PBL for
medical education in the 1960s, the first school to do so. As PBL gained
recognition and credibility in medical education, allied health fields namely
dental education, environmental health, nursing education and occupational
therapy have begun to use PBLtheir educational programs as an entire
curriculum or as an instructional strategy within a conventional curriculum.
In education, Bridges & Hallinger (1995) have applied a modified PBL
approach to the preparation of school administrators whereas Casey &
Howson (1993) have investigated the use of PBL approach in the education
of pre-service teachers.

11



Applied Linguistics, Global and Loc&roceedings of the BAAL Annual Conference 2010
University of Aberdeen

A central, organising premise of PBL is linking theoretical knowledge to
practical application through the use of collaborative groups in which
students a responsible for deciding what is to be learned. Collaborative
learning is the basis of Vygotskian concepts that define learning as the
social construction of knowledge. Acquiring new knowledge and
restructuring existing knowledge emerge as individualth wvdiffering

viewpoints, experiences, and levels of knowledge about a particular topic
engage in investigating, resolving, and ultimately creating a new, shared
understanding of the topic through interaction with one another. A
fundamental rationale for structional approaches that promote the
cooperation between learners is that such approaches more closely
approximate the Oreal worl do than tr
activities requiring cooperation among individuals reflect how tasks are
usually accomplished in practice (Vygotsky 1978) and as such language

pl ays a key role in Vygotskyods theory

Despite the fact that there is abundance of articles and books on PBL,
relatively little research focuses on the student experience of &&lin

Baden & Wilkie (2004) note a lack of studies that comment on the learning
that takes place in a PBL setting. Much research and evaluation has been
conducted on PBL as a curricular and instructional innovation. For the
most part, the research has invesggabutcomes (e.g., comparisons of
achievement outcome measures of students in PBL versus conventional
curricula), the organizational and administrative tasks involved in

I mpl ementing an Il nnovative curricul
gathering and studyatterns. However, little research has been conducted
on the wunderlying | earning processes

perspectives of the process in relation to their English for Specific Purpose
(ESP) language learning in PBL collaborative groups.

Rationale

As such this paper aims to contribute to the growing body of research
looking into collaborative activity from a sociocultural approach to second
language learning. The paper reports on an investigation-adrestruction

of language and languaggarning in an ESP classroom as students worked

in groups across various triggers in a PBL context. It examines the nature

of studentsd interaction while they
number of different triggers that function as language tasks.

The main aim in analysing the interaction is to show that although the
conversation is carried out by students who may have divergent interests
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and proficiency, they share a common goal which is finding solutions to
given problem also known as trigger tims study context and thus, they
direct themselves towards it. The trigger forms the platform for the
studentsdé | earning as it 1 s used as
this study are opeanded, real life scenario pertaining to communacati

Methods

This paper is drawn from a larger study with a primarily interpretive
approach. By interpretive, | refer to qualitative studies that take a semiotic
approach, that is, one that focuses on theawstruction of meaning within

a particular saal setting (Holliday 2002; Mason 2002). | adopted the
gualitative ethnographic case study approach to obtain detailed pictures of
the PBL phenomenon and language learning to investigate the process of
PBL; how students learn and construct knowledge tegeths Merriam
(1998) indicated, case study is used in order to understand cositded
phenomenon that are anchored in 4dalsituations. It was an appropriate
method of inquiry as | aimed to gain andapth understanding of a
particular phenomenorn its natural setting. In particular, the major
concern was to identify factors in PBL classroom interaction that enabled
(or constrained) English language use and development. The data for this
article is from the classroom observation video recordiagslio taped
student interviews and student reflective journal entries.

Particjpants and setting

The participants of the study comprised students and lecturers from
University Tun Hussein Onn Malaysia (UTHM). The students were a class
of 25 (five groups bfive students each) second semester undergraduates
from the Faculty of Technical and Vocational Education enrolled in an ESP
course; UMB 1052 Effective Communication, and who were involved in a
PBL environment in its natural settings. After the secondkwa group of

five students comprising two moderate and three limited users of English
was identified and they then became the focus of the study, whereas the
lecturers comprise a course lecturer and six other ESP lecturers.

Data Collection and Analysis

Since an essential procedure in ensuring rich description, as well as
research credibility in qualitative research is to triangulate data, multiple

sources and techniques of data collection methods were used. As | am
particularly interested in the wayswhich these social phenomenon occur

or are performed in the context of a PBL setting, | used classroom

observations which is an established method for data collection in case

13
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study research (Miles & Huberman 1994; Stake 1995; Yin 2003). Twelve
of the foureen weeks of lessons were observed and video recorded and this
provided me an emic perspective to excavate knowledge and data. Besides
that, unstructured interviews with opended questions (Clough &
Nutbrown 2002; Holiday 2002) conducted with the stuslerdourse
lecturer and other ESP lecturers as another option of data collection
allowed freedom of expression and spontaneous reflections from them. All
eleven interviews were audio recorded with permission. In addiiied,
notes, reflective journal emt data gathered from learners and my own
reflective diary was used to provide additional depth and verification for
the data gathered from the classroom observations and interviews with the
participants (learners and lecturers).

The videos were examinethd summarised via video mappindentified

episodes of the classroom interaction and all intervierane transcribed in

full and verbatim using the Transana program for video analysis (Fassnacht

& Woods 2006).In doing so, anonymity was upheld to complith both

data protection regulations and part
Though the data are presented as objectively as possible, the findings of the
investigation, like those of most qualitative studies, are open to multiple
interpretationgWolcott 1994).Furthermore, the resulting conclusions are
clearly | imited to this particular 6
in turn, the reader iIs invited to eve
Oreceiving context 6.

Findings and Disssion

The initial findings illustrate that the PBL approach cum environment
offered both linguistic and affective benefits in the ESP class (Anthony
2008a; 2008b). It stimulated communication and generated substantial
discussion on a variety of naturalkrning issues, resulting in constant use

of English for academic and social interactidm.reference to that, this
paper presents the key issue of what and how ESP students learn via PBL
beginning with the learning process and key elements of languagenig:
teamworking which includes elements of collaboration in order to
accomplish their common goal taking
existing learning culture where the teacher is the authority and one
normally does not ask questions.

The learmng process
The PBL learning cycle is performed through the process that begins with
the presentation of a problem and ends with student reflection. From the
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beginning, students question the facilitator to obtain additional problem
information and they ab gather facts by doing research (Torp and Sage
2002). In this study, when the students were required to carry out a
community project, they performed searches to determine what
encompasses a community project. The students also identify concepts they
neal to understand better in order to solve the learning issues problem.

After cracking the problem with their existing knowledge, the students then
set out independently to research the learning issues they have chosen.
They then get together again aftezauple of days to share what they have
learned, reconsider they assumptions and/or generate new assumptions in
light of their new learning. As proven from the current stddia (Anthony
2010), when completing the task, the students deliberately refletiteo
problem to abstract the lessons learned about the problem and about their
self-directed learning and collaborative problsolving process. While
working through the problems, it was evident that students use
whiteboards/ flipcharts to record theiudding ideas. These ideas were
simultaneously recorded on a word document as evidence of the
progressive learning process for future reference and discussion.

In the process of analysing the trigger, the FILA tablgi(d used in the
process of analysinthe trigger to facilitate understanding and learhing
and whiteboard serve as a focus for negotiation of the problem and as a
forum for students to eoonstruct knowledge. Actually the whiteboard
helps students to externalise their problem solving an@valthem to focus

on more difficult aspects of the problesulving process. It further provides

a model of a systematic approach to problem solving and supports student
planning and monitoring as they identify what needs to be recorded on or
later removedrom the board.

In addition, the analysing process helps support knowledge constructions as
students are guided through their learning and profsl@imng process. As
students begin to discuss a problem with a raw understanding, they in fact
activate thei prior knowledge, which helps prepare them for learning. It
also facilitates the social construction of knowledge as students work in
small group using their inquiry skills to solve given realrld problems.

For example, these ESP students learn in trgegt of authentiavork
related communication problems, using the inquiry and discourse skills of
communication. As students generate assumptions and defend them to
others in their group, they publicly articulate their current state of
understanding, enhae knowledge construction and set the stage for future
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learning. In doing so, it is found that students became engaged in the
learning process based on their initial understanding and maximised the
ample opportunity created to use the English languadikeuhe lecture
based lessons.

Triggers used in the course inspired and allowed students to visit key
concepts in a number of problems across the entire course and thus this
strengthen the understanding and mastery of the concepts which tend to be

the fundamental gist of the curriculum. For example, each student in this

study was obliged to explain and justify her solution/assumption to the

ot her members and to | isten to as o0f
Thus, they had opportunities to clarify mvise their own understanding,

both when they give justifications and also when they listen to the other
member sé clarifications and attempt
their own constructions and t he ot I
Besidesstrengthening knowledge and understanding, it is likely that these

raised their confidence level for future tasks as well which involved the
concepts either in theory or practice. The students became more confident

as time went by as, by now, they knewatmeeting was all about, and

how to prepare for, engage in and chair one. In addition, they knew how to

write the minutes, agenda, and other relevant documents.

Another notable observation that leads to an assumption was that the small
group structure inthis studententred approach helped distribute the
cognitive load among members of the group, taking advantage of group
membersé distributed expertise and |
mixed ability context by allowing the entire group to tackiee
trigger/problem which otherwise under normal circumstances in a teacher
centred class, be too difficult and challenging for each student to handle
alone as homework at the end of lesson. The notion of distributed expertise

in this PBL course is partitarly relevant because as the students divide up

the learning issues, and engage in-detcted independent learning, they
become 6éexpertsod in the particular t
for: they researched and sourced topics particularly. Wwaky feel proud

and to certain extend, honoured too to be in that position; providers of
knowledge and not the receiver as of in a regular teasghdred class.

In the course of this study, it was evident that the students had analysed the
problems found solutions, organised visits and arranged appointments and
conducted interviews involving people at different level of social status
using appropriate communication protocols to obtain information in order
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to solve given trigger leading to completiohmission or rather assignment
undertakenlt is also apparent that the students managed their own learning
which includes planning, monitoring, problesnlving and finding
solutions to the problem. In so doing, they had learnt from shared
knowledge and@umulated expertise by their own study and research just
as real practitioners do.

Furthermore, research also suggests that the small group discussions and
debate in PBL sessions enhances problem solving and higher order
thinking and promotes shared kwiedge construction. On the whole, the
PBL learning process which evolved around srgadlup problem solving,

gave rise to opportunities for learning that did not typically occur in the
traditional lectureccentred classrooms. It further incorporated both
independent learning as well as team working as its key supporting
features. The construct team working in this paper predominantly refers to
collaboration.

Collaboration

As Barnes and Todd (1977) make clear, the cognitive value of
collaboration goes beyd that of resolving cognitive conflicts that may

come to pass when group members work to achieve consensus. My study
indicated that students valued and utilised the opportunity to work
collaboratively. | found that most students were positive that PBL
contributed to both personal learning and teaorking skills. The students

said they needed to take time to |i
perspectives. However, they expressed and confirmed greater enjoyment in
taking responsibility for their owrehrning. They too reported that they had

| earned to respect each otherds opin
learnt a lot from each other besides learning about teamwork.

né we all were divided into group and ev
th at for day ¢é in the group, everyone ca
become a group | eader. We al | make disc
from here | learn how torganiset he g¢ AMP® . Refl ecti ve Jourr
January)

AW th discuss.i @nnforqnationuapd, knoledgeefrom ouro

group members €& | very happy with member
ot her and we doing (tNAd&s i Re ftleeacnt iév eg rJoouupr r
January)
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né what we have | earn were vpemtg 1 nterest
with my friend espgadAidsl IRefilrecmyvegrdapbdn
January)

nBefore this I think that it hard for wus

leader Laura was excellent leader that sbrganise our team quite well
€ 0( MZbds Rddurhad 28tJanuaey)

A Wh at I | e aopematod is ¢ery importanbin the group. Via-co
operation, we can divide our duty and complétewell without any
compl a(NJé® Refl ective Journal ., 28 Janu:

Furthermore, the findings overall sugge#itat PBL has made a positive,
well-received contribution to learning during this ESP course. In the PBL
classroom wunder study, t he use of
learning of ESP content and English language through collaboration. From
my persgctive, problersolving, consensus seeking and genuine attempts
to communicate are all part of collaborating to learn. As mentioned eatrlier,
opportunities for learning not present in lecturentred classrooms
prevailed when students were engaged in tBe Bollaborative activity.
Rather than passively receiving units of knowledge from some external
source of expertise, they actively derived and constructed knowledge from
multiple sources. These sources included the knowledge of experts
discovered duringheir independent investigations of learning issues, and
communication and negotiations among group members in elaborating and
attempting to understand the knowledge in the context of the case, as
professed for example by students:

Al l earnt hplwe taon dasdketpeionf ormati on fron
interviewed peopl e (aMMO sa sKkeefdl e chteinv ea bJoauu r n
January).

fiBesides that, | also learn we should not judge something only base on our

opinion € we should C 0 ns imdtenes oart her peo,f
opinion might be right and someti mes def
opinion we (&&dst Redslecéove. Journal, 28
A Wh at |l 6ve |l earned? Hmmm € so many thing
make decision in a short time amdt ¢ A6 s( Refl ective Journ
January).

il have | earnt | ot of |l esson. For the fi
Second, I | earnt about OWMMANOSE oRefel eact g oveed

Journal, 28 January)
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As the students worked together and strty communicate, opportunities
naturally came up for them to verbalise their thinking, explain or justify
their assumptions, solutions and ask for clarifications. These students began
to realise the value of the knowledge they brought to the coursealtne v

of collaboration, and accepting that peers also had important, and often
previously disregarded forms of knowledge, to share and support learning.
For Vygotsky (1978), social interaction is a mechanism for individual
development, since, in the presenof a more capable participant, the
novice iIis drawn into, and operates
processes for problem solving. More specifically, the dialogically
constituted intepsychological event between individuals of unequal
abilities (the moderate user and limited user) is a way for the novice to
extend current competence. During the analyzing of trigger or rather the
problemsolving stage, the more experienced individual (the moderate user)
is often observed to guide, suppomdashape actions of the novice (the

| i mited wuser) wh o, I n turn, takes
strategic processes. It was noted that the collaboration between students
during the PBL resulted in increase use of English as students opteel to u
English instead of their L1.

These were probably due to issues related to the MACE (motivation,
attitude, confidence and engagement) factors disclosed and discussed in my
main study (Anthony 2010). Here the dominant participant (moderate user)
actively encourages the novice (limited user) to participate in the task.
Subsequently, class transcripts and learner reflective journals also indicate
that students frequently used their group as a tool for English learning as
they taught and asked questions &xle other. They helped each other
pronounce, spell and write English words. They discussed rather vaguely
English vocabulary, grammar and how to look up words in the dictionary in
the process of analysing given triggers. Not only did limited user students
learn from moderate users, but moderate users learned too as they were
assisting the limited users. The success of student groups in enabling
learning and increasing learner confidence combined with overwhelmingly
positive attitudes students had towardsLRiBoup work all suggest that
students developed effective team working skills in PBL after all. They
learned to work together, to organize them and tend to have developed the
strategy of using team roles. They successfully found ways of working
together @spite having to adapt to the differed and challenging teaching
and learning approach.
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Conclusion

So, what students learn through PBL is that ESP students learn English and
content knowledge via the process of problotving, and this is
consolidated byeamworking and independent selfrected learning to a
certain extent. This was what seemed to be lacking in the |lecieméed
classes where students, particularly in this study context, waited passively
for direction. This effective engagement of tstiedents has fostered the
learning of language through use manifested via the active engagement and
use of language in the PBL classroom.

However, by its very nature, a case study cannot provide generalisations.
Thus, the present paper does not clain Wizt occurred in this classroom

is necessarily typical, although it does bear similarities with other studies of
classroom discourse (Leung 1993; Mercer 1995; Cazden 1992;
McNaughton 1995; Nuthall 1997). However, it is hoped that what has been
illustrated here might serve to illuminate similar contexts, and thus resonate
with other educators. Readers may well of course have different
interpretations of these interactions. Those which have been presented here
are, as noted, merely a fraction of the dataciwhwere collected and
analysed.
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Composition and revision in computer -
3 based written assessment

Lucy Chambers
Cambridge ESOL

Background

With the advent of computdrased (CB) assessment, innovative ways of
recording and analysing data have emerged. At Cambridge ESOL,
snapshots/backps of a candidateds CB writin
time intervals throughout the test as part of the Cambridge Connect test
delivery system (see Seddon 2005); these can be used in a research context

to build up a picture of exactly how the writingxt was developedhis

can give information on time taken for planning, revising and writing, and

at what stages different activities occurred. Its use has the added advantage

of not affecting or altering the behaviour of the candidate.

When composingon computer it is easier to make revisions to the text,
such as replacing, inserting, editing and deleting characters, than when
writing on paper. These changes can also be made without impinging on
the appearance of the text. In addition, compositiom@mnputer does not
need to occur in a linear, staotfinish, fashion; writers can build text up
from notes or write the body of the text and then come back to the
introduction/conclusion. Thus one issue that arises is whether or not the
candidates compasj on computer are able to optimise the advantages of
the mode and thus produce more polished and perhaps better composition.

This paper will describe an exploratory study looking at composition and
revision in a small sample of candidates who took Caimgre E SOL 6 s
Business English Certificate (BEC) Vantage in the CB mode. Using the
shapshot technology described above, the author built a picture of text
development during a live examination in an attempt to establish whether
candidates had optimised the aeo of administration in writing their
assessment response. In particular, attention focused on the time spent on
different composition/revision activities and explored the relationship
between these and the scores in the Writing test. Results can provide
information for teachers, learners and candidates on successful revision
activities.

Revision involves analysing what has been written and evaluating its
success in conveying the intended message (Crawford, Lloyd & Knoth

23



Applied Linguistics, Global and Loc&roceedings of the BAAL Annual Conference 2010
University of Aberdeen

2008: 109), essentially identifying mistake/weakness and then rectifying

It . Successful revision O6results not
makes but from the degree to which revision changes bring the text closer

to fitting the demands of t hgestbext 6 |
a text can involve surfadevel editing (e.g. spelling, punctuation,
formatting, changing a word) or deegevel changes where the message

itself is changed (e.g. focusing on organisation and coherence). Much of

the research literature has clasdmoth of these changes as revision;
although as Worden (2009:160) noted, this could be seen as too inclusive

as it would consist of features traditionally seen as editing.

Revision can be affected by a number of factors such as writing experience,
first language (L1), composing in a second language (L2), knowledge of
revision strategies and when to apply them, context of composition (e.g.
classroom, assessed, timed, importance, mode etc.) and familiarity with the
task, topic, audience etc. First languagtudies have found that
inexperienced writers focus on surface changes, mainly sivmie, often
lexical, revisions (Somers 1980:382), with few revisions resulting in a
change of meaning (Faigley & Witte 1981: 407), whereas expert writers
tend to revise taall levels (Somers 1980:386). Studies comparing revision
by administration mode have found a number of differences. In a study on
nonnative speakers in which participants wrote two comparable writing
tasks in nortimed conditions, Li (2006: 5) found thparticipants revised
more at both higher(at or above the phrase level) and lovx@ord or
character) levels when composing CB texts and did lesplanaing. Van
Waes & Schellens (2003: 848) found that CB composers tended to revise
more extensively ahe beginning of the writing process, did not normally
undertake any systematic revision of their work before finishing and
focused on lower level linguistic features. When writing in a foreign
language, language proficiency is likely to have an effectrenising
processes, which may be reflected in the kinds of revisions writers make to
their foreign language texts (Stevenson, Schoonen & de Glopper 2006:
202). Plakans (2008: 113) argues that writing expertise in L1 has a strong
impact on the L2 writing qocess and that this impact is separate from
second language (L2) proficiency and perhaps more central.

For studies examining the composition and revision processes, results have
been inconsistent; this is due to different research contexts: L1 or L&, base
timed or untimed, assessed or not assessed and single or multiple drafts. In
addition, authors have used a number of different taxonomies, making
comparison across different studies quite problematic. Inconsistent findings
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may also result from the rapzhanges in exposure to technology both by
the participants and by tools available to the researchers.

Various models of the writing process have been put forward, which stem
from the Hayes & Flower model (1980). This model viewed writing as a
recursive and not a linear process (Weigle 2002: 25). Van Waes &
Schellens (2003: 830) posit that it is implausible that one single writing
process exists and suggest that cognitive processes are dependent on social
and physical condi ti omof the nadk. Théire wr i
research showed that both individual characteristics and the mode of
composition (physical environment) influenced writing processes. Burke &
Cizek (2006: 153) stress that writing is a thinking process that is guided by
goals set by th writer; these goals are developed and modified throughout
the writing process. Goals can be highel, to do with meaning and
direction or lowlevel, detail oriented such as spelling, capitalisation,
punctuation and formatting. The authors hypothess¢ & number of
differences may be evident in compositions between administration modes
due to high and lowlevel goal setting and development. For example in
paperbased (PB) composition, planning of text structure and order (setting
high-level goals) isa critical step necessary before writing can commence
due to the difficulty in making changes once the text has been generated.
This initial goal making step is not necessary in CB composition due to the
ease of revision and reordering.

Methodology

Thefollowing research questions guided the study:

1) To what extent do candidates utilise the CB medium when writing a
BEC Vantage Part 2 assessment task in terms of composition and
revision strategies?

2) How do composition and revision strategies relate to wgigsoore
achieved?

The focus of the study is Part 2 of the BEC Vantage Writing paper. BEC
Vantage assesses English language ability used in a business context at
Counci | of Europe OVant ageo | evel
Framework of ReferenceCEFR). t is available in a computdrased (CB)

and papebased format and consists of four papers: Reading, Writing,
Listening and Speaking. In Part 2 of the Writing paper candidates are
required to write either a piece of business correspondence, a report or a
proposal. The composition is based on a rubric and input text(s) and should
be between 12A40 words in length. The range of functions in the task
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may include explaining, apologising, reassuring, complaining, describing,
summarising, recommending or persmgd The nature of the Part 2 task
necessitates the need for an organised formal piece of text which should
provide opportunity for candidates to demonstrate their composition and
revision style.

This study is an exploratory case study and as such igedinto ten
samples. Candidates from a single CB BEC Vantage session (December
2008) were sampled on the basis of exam grad&)(And, thus, their
overall English language ability. A mix of passing (grade€)fand failing
(grades D&E) candidates was ramaly selected. There were 10 candidates

in total: 3 at grade C, 2 at grades A, B and D and one at grade E. All
candidates answered the same questions. Eight of the sample came from
the UK, and therefore represent a mix of L1s and two from a Mexican
centre. Precise L1 data was not available for the sample. Five of the
candidates sampled were male and five female. Ages ranged fr&®, 25
with a mean age of 31.

The data comprised of the response output obtained from the Connect test
software which is referrel o0 as a O0response histor
contains a series of snapshots taken as the candidates compose their
response. A snapshot is taken every4B0seconds and also each time a
candidate moves between test parts. Thus from the response hiptaity re

we are able to establish in which order candidates have completed the two
writing parts, whether they have switched back and forth between parts and

how long they have spent on each part.

The data were manually classified into four categories: unggdy new

text, lowlevel revisions and higlevel revisions. Revisions were grouped
into low- and highlevel changes following Li (2006); lovevel revisions
being at or below the word level and hilgivel revisions being at or above

the phrase level. Wime composing on paper it is more difficult for
candidates to make highvel changes within existing text so it was
considered important to assess the extent and frequency of different kinds
of revision. Low and highlevel were also split into suetategores so as to
ascertain more detail about the types of revision made (see below).

Low-level Revisions:
T insert word
7  delete word
1 correct a spelling
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1 punctuation (insert/delete/change)
1 word edit (e.gplayedto play)
1 word change/lexical substitution (eajmto purpose

High-level Revisions:
1 insert phrase
insert sentence
delete phrase
delete sentence
re-write phrase
re-write sentence
cut and paste at or above the phrase level

= =4 —a A4 -—a -

Using the coding output, the author mapped activity (unchanged, new text,
low-level revisions and higtevel revisions) across the time duration of
each composition. This was in order to investigate the stage at which
revision and composition activities occur within the writing process and the
duration of the activitiesThese findings were then related to test score. In
addition, frequencies of each activity and sabegory were counted so
that comparisons could be made about prevalence of each activity.

Findings and discussion

Candidates used a variety of composition/revision stregegvhich appear

to depend very much on the individual and their interaction with the
administration mode, with some candidates having distinct periods of
composition and revision and some switching repeatedly back and forth.
There were few time periods wte no change occurred to the composition.
This shows that virtually all the time was spent actively engaging in either
composing or revising text. The fact that this composition was timed would
probably account for this. Returning to the initial researabstions:

To what extent do candidates utilise the CB medium when writing a
BEC Vantage Part 2 assessment task in terms of composition and
revision strategies?

As far as overall composition strategy is concerned, nine of the ten
candidates essentiallpmposed from beginning to end, although they did
return to earlier portions of the text to make revisions. One candidate wrote
key words and a skeleton structure and then used this to build up the
composition. It is evident that candidates did not fullyisgt the CB
medium in terms of the flexibility of composition approach that word
processing allows and composed in a similar way to one would in a PB test
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(i.e. from beginning to end). This could well be an effect of it being a timed
assessment, in thatmdidates want to get their ideas/text written down
quickly. Also, it could be a result of the scaffolding structure and the level
of cognitive challenge required by the task. There was little evidence of on
screen planning, a finding supported by Li (20060 noted that writers
engaged in less planning when composing with a word processor. It is
recommended that teachers/candidates heed the advice for planning their
composition in either PB or CB mode and to teach CB candidates how the
mode could be usdd aid planning.

All the candidates in this study did engage extensively in modifying the last

few words of text as they typed new text, which may suggest that
composition was oOtype then monitord |
with the hypothesi of Burke & Cizek (2006), discussed above, who assert

that goal setting is not necessary in CB composition due to the ease of
revision and reordering. Lee (2002: 152) also notes that planning and text
production on the computer appear to be more intermtiven they are on

paper.

Candidates engaged in both loand highlevel revision activities, with the
proportion varying between candidates. Lwel changes mostly
involved inserting/deleting/replacing a word and the Heglel changes
were mostly athe phrase rather than sentence level and usually involved
inserting a phrase. This supports the findings from the previous literature
which suggests that CB revisions tend to focus on ldexel linguistic
features (Crawford et al. 2008: 112, Van WaesSéhellens 2003: 348).
There were limited proofing changes, such as spelling and punctuation,
although all compositions could have benefited from them. This may
reflect an overeliance on the autoorrect features and spellcheckers that
accompany word pr@ssing packages; users may pay less attention to
proofing activities as the software does it for them. It is recommended that
the importance of proofing is emphasised in writing classrooms.

The study shows that candidates utilise the administration mdus
revising. The majority of the revisions made could have been made in PB
mode; however, it could be argued that the frequency at which they occur
would be unlikely in a PB script due to the resulting untidy appearance of
insertions, crossings out, etthe frequency of activities that are only
easily achievable in CB mode (e.g-weting a phrase/sentence and cutting
and pasting) is not high. For these candidates it appears to be the
opportunity to make frequent revisions rather than the nature of the
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revisions per se that candidates have utilised in the CB mode. This could be
a facet of the task itself in terms of scaffolding, time and length. These
limited findings add strength to the comparability of PB and CB timed
written assessments as CB candidatio not appear to exhibit different
behaviour to PB candidates.

How do composition and revision strategies relate to writing score
achieved?

From this limited sample, no relationship was found between composition
strategy and score. Time spent on revisactivities themselves changed
with candidate; in general candidates who attained lower scores spent more
time on lowlevel revisions and less on higgvel ones, while the opposite

is true for high scorers (see Figure I).one sense, this supportseth
literature on experienced/inexperienced writers revising differently
(Faigley & Witte 1981, Somers 1980); however it must be remembered that
in this context scores will also reflect L2 proficiency in addition to writing
expertise (Plakans 2008

80%
70%
60%
50%

Time

40%

30% B Low-level
m High-level
20%
10% ‘
0%

H-12 J-14 C-14 D-14 A-14 E-16 |-16 B-18 F-18 G-20

Candidate/score out of 20

Figure 1: Proportion of time spent on different revision activities
(candidates in score order)

The revision activities carried out did not necessarily lead to better scores.
This highlights the importance of quality of revision. dtrecommended

that teachers should advise students about using revision appropriately, i.e.
tailoring the revision strategy to the type of composition and its constraints

and not focussing too much on revising because one feels one should or
because the nae allows it.

29



Applied Linguistics, Global and Loc&roceedings of the BAAL Annual Conference 2010
University of Aberdeen

One of the limitations of this kind of analysis is the fact that
composition/revision is examined only from the perspective of the
compositions. An improvement would be to couple this analysis with
candidate interviews, using the responsstony report as a basis for
collecting candidate perceptions on how they were composing and more
importantly why they were composing in this manner.

The task used in the study was not overly challenging and scaffolding was
provided, which further decread the challenge. It would be interesting to
conduct a similar study on higher proficiency levels to investigate whether
a more cognitively and linguistically challenging task would produce
similar findings. In addition, investigating which specific reorsi
behaviours result in improvements to text quality would aid the
understanding of which revisions to attend to in timed writing.

It could be argued that the timed, assessment focus of this study is too
narrow and that it does not fully capture the wgtiprocess. However,
time-constrained writing is a facet of real life, especially in the business
world. It is important that students learn how to compose and revise
effectively in such conditions, if they are to use their L2 successfully at
their work orplace of study. This study suggests some aspects for teachers
and candidates to focus on. Ultimately, it is important that students learn
how to revise in a way suitable for a given cont&arden (2009:176) is
undoubtedly r i ght udentsthathayve at thegr dispbsalt 6t |
a variety of composing strategies and are able to critically reflect on the
requirements of the specific writing context to chose among them will be
the best prepared©o.
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Qualitative researchers conducting international or ecaisral research
projects may choose a multilingual approach (e.g. MarsEielkari &
Welch 2004). However, methodological issues arising from conducting
ethnographic research in motkan one language have not been fully
explored. This essay aims at discussing some of these issues.

Il n Chen (2009) I adopted Spradleyods

interviews by collecting interview data either in English (my L2) from the
Englishspeaking teachers or in Chinese (L1) from the Taiwanese teachers,
depending on their choices of language for the interviews. The purpose of
that study was to examine how these two groups of teachers conceptualised
their team teaching experiences. All the iatr@corded interviews were
transcribed verbatim in English or in Chinese and became the data corpus
for the case study. During the process of fieldwork, data transcription and
data analysis, no translation was performed. Yet the data was due to be
translded into one language at some point during the research process.

Gui ded by the principle of At rust wao

(Lincoln & Guba, 1985), | analysed the data in their original languages.
After the analysis was completed, | translatezl €hinese data into English
only because English was the reporting language. Yet, as | analysed the
data, several methodological challenges arose that called for further
examination. Here | will discuss three of them.

First, with the English data andeliChinese data at hand, how should one
perform the analysis? Conducting research multilingually is a subject that

has not been fully explored fully.

approach of coding a set of data in one language at a time. Thesdrfedt
break time before delving into the other set of data and analysis, which
means that | analysed the data in Chinese or in English separately before
comparing and integrating their generated categories together. The
advantage was that | was able to keep brain fresh during the coding
period since possible fAconceptual
experience was minimised (Chen 2009:8%8.
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Second, there is the issue of translation. Berreman (20041834

believes that language and cultureghe peopl ebs experi en.
not possible to literally translate words between languages. In my case,
using my participants?o original | an
minimise possible loss of meaning during the analysis process and to
increasethe credibility of data interpretation. Besides, sometimes some

words that are found in one language cannot be found in the other. For
instance, my Taiwanese participants used the pimmase( meani ng Ansi |
understandi ngo) s e v e rliged theiri ide@ deama s t h
gualities, while the English data contained nothing that carries a similar
meaning. Such <concept ud) revedl thatthe as 0 (
two groups of teachers may have conceptualised their common experiences
differently, which can only be revealed by keeping and analysing the data

in the participantsodé original | anguac

Third, there is the issue of power relations between the researcher and the
researched (Chen, in press). This issue arose from a further examination of
my own questioning behaviours (Briggs 1986) during my interviews in
English and in Chinese. In a recent study of mine (Chen, in press), |
adopted Schiffrinds (1994) mo d e | of
examine my own probing questions. Part of tkeult shows patterned
differences in the way | formed questions in English, my L2, and in
Chinese, my L1. My analysis also shows that, as | used an L2 to interview
my participants, | seemed to be able to probe more often and to elicit richer
data from then. This suggests that the language my participants and | used
for the interview might have influenced how | questioned, probed and
negotiated power (Fairclough 1989) with my participants in that language.
This finding not only reveals the potential advagetaf being a nomative
language interiewer in crossiltural research but also extends our
knowledge of how ethnographic data is produced.

In sum, this essay has discussed some of the methodological issues that
may arise from conducting research miurdglally. The findings suggest

that ethnographers in multilingual research should be aware of similar
issues that may arise from data collection and data analysis. Multilingual
researchers may also have to be not only linguistically equipped and
methodologcally competent but also interculturally and crosdturally
competent.

34



Some methodological issues in conducting qualitative research multilingually
ShutHsin Chen

Acknowledgements

This paper is based on the methodology part of my PhD research (Chen,
2009) supervised by Professor Michael Byram and Dr Anwei Feng, and an
article of mine (Chenin press) that is to appear in the journalFoéld
Methods

References

G.D. Berreman (2004 Ethnography: method and produict.V.K. Srivastava (ed.)
Methodology and FieldworlOxford University Press: Oxfor&ngland ppl157
190.

C. Briggs (1986) Learning How to Ask: A Sociolinguistic Appraisal of the Role of the
Interview in Social Science Resear€@fambridge University Press: Cambridge,
England

S-H. Chen (2009 Intercultural Team Teaching: A Study of Local and Foreign EFL
TeachersUnpublished®hD dissertation, Durham University, Durhagémgland

S-H. Chen. (in press) Power relations between the researcher and the researched: an
analysis of native and nonnative ethnographic interviews. To be publiskegdn
Methods

N. Fairclough (2001)Language and Powef™ Edition. Pearson Education: Harlow,
England

Y. Lincoln & E.G. Guba (1985) Naturalistic Inquiry Sage: Londoringland

R. Marschan-Piekkari & C. Welch (2004) (eds.)Handbook of Qualitative Research
Methods for International Busine€Edward Elgar Publishing Ltd: Gloucester,
England

D. Schiffrin (1994 Approaches to Discours&lackwell: Oxford,England

J.P. Spradley (1979 The Ethnographic InterviewHarcourt Brace Jovanovich College
Publishers: New York, NY, USA.

D.R. Thomas(2006) A general inductive approach for analyzing qualitative evaluation
data. InAmerican Journal of Educatio27 (2), 2006, pp23246.

35



Applied Linguistics, Global and Loc&roceedings of the BAAL Annual Conference 2010
University of Aberdeen

36



The dominant language picture naming performance of native Chinese speakers with lowrdednediate English proficiency
Yu-Lin Cheng

The dominant language picture naming
5 performance of native Chinese speakers

with low and intermediate English

prof iciency

Yu-Lin Cheng

National Dong Hwa University, Taiwan
ylicj@hotmail.com

Abundant evidence suggests cognitive advantages associated with speaking
two languages (e.g. Bialystok 1999, 2001; Bialystok, Craik & Ruocco
2006; Bialystok & Martin 2004; Costd;dernandez, CostRaidella &
SebastiarGalles 2009). However, recent research has also reported a
disadvantage for bilinguals when accessing their dominant language during
speech production. For example, Gollan, Montoya, Cera & Sandoval
(2008) showed thatheir SpanistEnglish bilinguals were slower and less
accurate when naming pictures in their dominant language (English) than
English monolinguals. Similarly, Pyers, Gollan & Emmorey (2009) also
showed that bilinguals experienced more TOT states in tlogminént
language compared to monolinguals.

Gollan et al. (2008) proposed that this disadvantage was due to divided
frequency of use between the two languages. The basic idea is that as
speakersdé6 L2 proficiency increases,
twice as many words as monolinguals (or more accurately speakers with a
low L2 proficiency because a true monolingual is almost impossible to
find). However, as at any given time only one of the two representations
(e. g. either 0 g r aken, spsakers avith a digheral2 k s 6 )
proficiency necessarily speak words using their dominant language less
frequently than those with a lower L2 proficiency. Lexical representations

of the dominant language will have accumulated less practice overall for
speakes with a higher L2 proficiency. This reduction in dominant language

use weakens the connection between a lexical node and its phonological
node and therefore either slows down the process of word retrieval or
results in further word retrieval difficulties

An alternative hypothesis for t he
proficiency increases, they face fiercer crlasgjuage interference. The
idea is that in a given communicative act, phonological (e.g. Pallier,
Colome & Sebastiatalles 2001) and rthographic representations (e.g.
Bowers, Minouni & Arguin 2000; De Groot & Nas 1991; Dijkstra & Van
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Heuven 1998; Van Heuven, Dijkstra & Grainger 1998) of the translation
equivalents from the language fptuse (i.e. L2) are also activated to
compete withthe L1 targets for selection. The-aotivation may result in
slower target word retrieval. This is because the L2 translation equivalents
need to be inhibited or suppressed in some way for the L1 targets to surface
(e.g. Green 1986, 1998; Meuter & Allpdr099).

Some researchers (lvanova & Costa 2008; Ransdell & Fischler 1987) have
pointed out that one should put on hold the conclusion that increased L2
proficiency will result in slower and less accurate dominant language
naming, until appropriate speake are tested and compared. The
appropriate speakers, perhaps, should include those with a similar dominant
language proficiency, among whom some have a higher L2 proficiency and

some a | ower L2 proficiency. |l n eval
proficiency, in addition to selfatings, a researcher needs to consider the
foll owi ng: (1) O6Howd6 and o6wheredé6 did

language? Was it through formal education, or at home? If it was through

formal education, did the learning takéace in the dominant language
speaking country, or abroad at an oV
they now? Are they still living in their dominant language speaking
country, or are they now living in another country? These questions will

help the re ear cher t o deter mi ne t he spe
proficiency more accurately.

Last but not least, one should not jump to any conclusions too quickly
should the result show a disadvantage. To illustrate this point, let me take
oconcluding lbhynwettlse fdindiilched frequency
example. The divided frequency of use hypothesis is established on the
assumption that speakers have an equal number of total speaking
opportunities per day. On this assumption, the researcher normlyhas
speakers to estimate their daily use of their dominant language (e.g. Thai)

in percentage. The typical finding is that those with a lower L2 proficiency

(e.g. English) report a higher percentage of daily use of Thai (e.g. 92%)
than those with a higin L2 proficiency (e.g. daily use of Thai: 75%).

Should the results show that those with a higher English proficiency were
slower and less accurate to name pictures in Thai than those with a lower
English proficiency, o n e enitage of daimp t e d
used to a O6reduction in the actual d
possible that people with different language abilities can have very
different amounts of speaking opportunities per day. With the increase of
proficiency in L2, thespeaker is in theory able to have more opportunities
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to associate with other bilinguals who share his languages and/or
monolinguals of his dominant language or L2. Providing the speaker takes
advantage of the increased language opportunities, there isasonrto
assume his dominant language will suffer due to reduced percentage of
dominant language use.

Only when the above issues have been addressed, and a disadvantage for
speakers with a higher L2 proficiency to access their dominant language
during spech production is replicated, can one consider hypotheses to
account for the phenomenon. However, to date, not a single study has
addressed all of these |iIssues. For e
their selected Spanidbnglish but Engliskdominant speakers, were

exposed to English at a much later age than their English monolinguals

(who selfrated their knowledge of another language as very low). The ages

to which the groups were exposed to English are 2.3 for their Spanish
English speakers, artd2 for their English monolinguals. However, the age

at which their Spanisknglish speakers were exposed to Spanish is 0.5.
Although the Spanisengl i sh speakers rated OEng
language and their English speaking to be 6.8/7, theiridbngbeaking

ability, according to Gollan et al., was significantly lower than that of their
English monolinguals. These two facts clearly indicate that their Spanish
English speakerso English was not re
monolinguals. Tie authors reported that the Spartisiglish speakers used

English (their dominant language) significantly less than the English
monolinguals (88.1% vs. 99.4%), and suggested that this was responsible

for their slower naming in English. The potential peshl of this
interpretation has been discussed previously in the latter half of the
previous paragraph.

The issues of (1) whether a dominant language naming difference exists
between speakers who have a similar dominant language proficiency but
different L2 proficiency levels and that (2) if so, which account best
explains the difference, await more conclusive evidence. In the current
study, | compared the Chinese picture naming performance of Chinese
speakers who have a similar Chinese proficiency butrdifteEnglish (L2)
proficiency levels.

Participants

Forty participants meeting the following criteria were recruited from the
same university. The criteria included that they: (1) were born to Chinese
speaking parents, (2) grew up and were living in Tajw@) received
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education in Chinese, (4) had never studied or lived abroad, and (5)
identified themselves as native Chinese speakers. Although a slight
variation between native speakers in the ability to use a language is
expected (e.g. accent, size of &balary, quick verbal wit), it is generally
assumed that under normal circumstances people do not need to have their
L1 tested to prove that they are native speakers (Valdes & Figueroa 1995).
In view of this, the participants were regarded as native Ghismsakers.

The participants were then sorted into low or intermediate proficiency
groups based on their English levels, determined by their scores on a
standardised English Proficiency Test. The intermediate proficiency group
consisted of twenty particgmts who had a score of TOEIC 780 or
equivalent. The remaining twenty did not meet the above requirement and
were thus assigned to the low proficiency group. To ensure that participants
did not fall into the low proficiency group by a narrow distance fthm
benchmark, they were asked to comment on the following: (1) Experience
in, and score on, a standardised English Proficiency test; (2jcfielj of

their English proficiency. None in the low proficiency group had taken a
standardised English Proficieyntest, and all selfated their English to be
very low. At the end of the recruiting interview, all participants were asked
to selfrate their daily use of English and Chinese as a percentageis
summarised in Tablg,

LPG (n = 20) HPG (n = 20)

M SD M SD
Age 20.2 (0.9) 20.3 (0.7)
Age of exposure to Chinese 0 - 0 -
Age of exposure to English 12 - 12 -
Years of Formal Education in Chine{ 14.2 (0.9) 14.3 (0.7)
English Proficiency based on
(1) TOEIC scores or equivalents - - 780+ -
(2) Sdf-rating very low - - -
% Daily use of Chinese now 97.5 (1.2) 69.2 (4.8)
% Daily use of English now 0.8 (0.6) 28.5 (4.5)
% Daily use of other languages now, 1.7 (1.2) 1.6 (1.0)
% Daily ChineseEnglish switching 0 - 0.7 (0.3)

Table 1

LPG: low proficiency group HPG: high proficiency group.

Material Selection and Independent Raters

Ninety pictures were initially chosen from the International Picture Naming
Project database (http://crl.ucsd.edu/~aszekely/ipnp) by the author (born to
Chinesespeaking pamts; received formal education in Chinese, grew up
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and works in Taiwan). The Chinese names of these pictures were then
typed into a word list and given to forty independent raters.

Twenty of the independent raters were Chiresglish speakers who

matching the selection criteria of the intermediate proficiency group on all

fronts. The other twenty independent raters were Chikegéish speakers

matching the selection criteria of the low proficiency group on all fronts.

The raters were asked to incremenhe poi nt for each wo
t hem. A familiar word i1s defined as
writtenbo, or are exposed to o6frequen
was then reduced to contain a total of eighty picture names: fortysword

(with a familiarity rating of a minimum of 23) were selected and included
under the o6familiar Chinese wordoé ca
a familiarity rating of a maximum of 15) were selected and included under

the o6unf ami | i aegoryCThe indegerdentwatersiw@re eaah

paid a token fee, and were no longer required for the study.

Familiarity ratings (FRs) of the eighty words given by the forty
independent raters were then tested for correlation with the Chinese word
frequency valas on the IPNP Database (IPNPCFregs). The lowest FR was
2, and the highest 40. The lowest IPNPCFregs was 0.000, and the highest
7.317. The mean IPNPCFreq of the eighty words was 2.868. Words with an
IPNPCFreq of a maximum of 2.800 were treated as low é&mecy words.
Those with an IPNPCFreq of a minimum of 2.868 were treated as high
frequency words. Analysis of FRs and IPNPCFreqgs showed a significant
correlation (r = .657, p <.001). In other words, a Chinese word regarded as
of ami | i ar 6 b yatetstwas alsonothee vaitle a digh rirequency
value on the IPNP Database.

Design, Instrument, and Procedure

To avoid any priming effect, as util:i
the pictures were randomised, with the restriction that no pictures whose
names start with the same phoneme could immediately follow each other.

The experiment al trial had the follo
was presented on a PC screen for 400 milliseconds and was immediately
followed by a target picture. The partiaqt had 5000 milliseconds to make

a response, and the test automatically advanced onto the next trial. The
experiment was carried out in a quiet study room at the University Library.

The participants were individually tested, and were instructed to name th
pictures in Chinese as fast and as accurately as possible. The instructions
were given orally (by the author) in Chinese, and written instructions were
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subsequently presented on the computer screen. Participants were unaware
of the test purpose.

DMDX (Forster & Forster 2003) was used to display stimuli and record
participantso6 or al responses and rea
foll owed the convention that timing
the oO0first soundo6 rabréspoase, orotheaother haads p o n s
was recorded from the o6firstdé to the
addition to DMDX, the author and an additional coder manually coded
each participantos or al responses.
following caegories: (a) CA for correct answers, (b) WA for semantic
substitutions or utterance repairs, (c) TOT for delayed semantic
substitutions or missing answers.

Examples of WA are:
(1) Semantic substitution

Target: OCrowno
Response: fiCakeo
( )
(2) Utterance repair
Target: OPi zzabd
Response: iA sl ice of | emon! Ah no! Pi
( pisa )
Examples of TOT are:
(3) Delayed semantic substitution
Target: 0Slingshoto
Response: iUmmmé You can pul |l it éummm. (
( e e é °)
(4) Missing answer
Target: 0l gl oob
Response: fiUmmmeé o
( €)

When the test was completed, each participant was asked whether he knew
the names of the pictures he failed to provide. All participants confirmed
that they knew all of the tget words.

Four weeks after the test, the intermediate group were individually
contacted and told they were to tak
participants turned up, they were told that the task was to give an oral
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answer, translating any Chinesend the author said into English within
fifteen seconds. What the participants did not know is that the Chinese
words they were to translate into English were in fact the Chinese names of
the picture items they named on the online test four weeks ago. The
purpose of the followup ChineseEnglish translation test was to identify
words that the intermediate proficiency speakers knew in both Chinese and
English. When the participants could not provide a correct English

translation, they were asked to indicatdn et her it was due t
| ear nt i td or o6écannot thinkEngish it or
translation test, the author and an additional coder manually coded each

participantds answers. Answer s: wer e

(a) CT for correct translations, (b) NL for words that they have not learnt

before, and (c) TOT for words they said they knew and had learnt but
simply could not recall on the spot. When the oral translation test was
completed, each participant was givéme English translations to words

that they said O0they knew and had | e
the spotdé. The participants confirmec

Data Cropping and Analyses

First, words that the intermediate proficiencgakers knew in Chinese but
6did notd know in English (the NLs)
reaction time analysis. This was necessary because, for these speakers,
retrieval attempts of the Chinese words (on the online naming test) could

not have ben affected by their English equivalents. Such English
equivalents simply did not exist in their lexicon. The percentage of the total
words excluded in this procedure was 5% (i.e. about 4 NLs per speaker).

To assess whether performance difference exatwden the two groups,
separate 2 x 2 ANOVAs were <carried
(familiar, unfamiliar) as awithhs ubj ect i1 ndependent var
typed (low proficiency, | ntsabjeche di at €
independent vaable, and naming latencies and error rates as dependent
variables.

Results

For the intermediate proficiency group, reaction times to words that the
participants Oknew in both | anguage
analysed. Wor ds t hdéngesages auk eeregsesporidede w i |
to incorrectly on the online Chinese
errors consisted of WA and TOT. Error rates were analysed.
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For the low proficiency group, reaction times to correct answers in Chinese

were analysed Wor ds t hat t he speakers O kr
responded to on the online testodo wer
of WA and TOT. Error rates were analysed.

LPG (n = 20) IPG (n = 20)
M SD M SD
FCW (HFCW) 1105.00 | (297.28) 1105.19 | (205.15)
UFCW (LFCW) 1538.03 | (382.79) 1338.07 | (251.31)
Table 2
FCW: familiar Chinese words. HFCWigh frequency Chinese words.
UFCW unfamiliar Chinese words. LFCMbw frequency Chinese words.

LPBG (n = 20) HPBG (n = 20)
Error % FCW UFCW FCW (HFCW) UFCW
(HFCW) (LFCW) (LFCW)
(1) WA 3.8 11.2 0.16 13.7
(2) TOT 1.1 7.6 2.3 1.5
Total 5 19 3 15
Table 3
Il n the nami ng | atency anal ysi s, t he

significant
[F1(1, 38) = 85.67, p <.001; F2(1, 78) = 104.64, p < .001].
The main effeco f A Gr onetgignificard s
[F1(1, 38) =1.38, p =.25; F2(1, 78) = 0.01, p =.98].
The interaction bet weennotigndicant!| i ar i t y
[F1(1, 38) =0.74, p =.49; F2(1, 78) = 0.98, p = .33].
That is, regardless of their Englisloficiency, participants named familiar
Chinese words oOofasterd than wunfamild@
intermediate proficiency groups named pictures in Chinese at a similar
speed.

|l n the error rate anal ysi dgnificanhe mai n
[F (1, 38) =52.56, p <.001; F2(1, 78) = 45.36, p < .001].
The main ef f e odtsigoificani Gr oup o0 was
[F (1, 38) =2.26, p =.10; F2(1, 78) = 0.04, p = .84].
The I nteraction bet ween wagi Rlsomotl | ar it
significant
[F (1, 38) =0.10, p =.76; F2(1, 78) = 0.16, p = .69].
That is, regardless of their English proficiency, participants named familiar
Chinese words Omore accuratelyd than
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low and intermediate proficiency groups named pictneChinese with
similar accuracy.

Mean RT in Millisecon

2000

1500 0

1000 FCW (HFCW)

500 F UFCW (LFCW
O 1

Low proficiency  High proficiency
bilinguals bilinguals

Figure 1

Mean Error Percenta

20%
B FCW (HFCW)
10% |
B UFCW (LFCW
0% '

Low proficiency High proficiency
bilinguals bilinguals

Figure 2

Discussion

Studies have shown that in a given communicative act, phonological and
orthographic representations of the translation equivalents from the
language nein-use (e.g. L2) are also adited to compete with the L1
targets for selection. Models of mechanisms allowing bilinguals to select
the target word in the response language have been proposed. For example,
Poulisse (1997) and Poulisse & Bongaerts (1994) argued that conceptual
information and the language cue work together in activating lemmas of the
appropriate meaning and language. The language cue added to the
preverbal message ensures that words in the response (or intended)
language reach lagheractivation level than words in thnresponse (or
unintended) language. For other competing models for selection processes
in bilingual lexical access, see Costa et al. (1999), Green (1998), and
Meuter & Allport (1999). All models of bilingual lexical access leave open
the question of whber a dominant language naming difference exists
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between speakers with different L2 proficiency levels. As reviewed earlier
in the current paper, a difference in the dominant language performance
between speakers with different L2 proficiency levels hesnbreported,

and divided frequency of use hypothesis and the <dapggpiage
interference hypothesis have been proposed to account for the difference.

The divided frequency of use hypothesis suggests that increased
bilingualism wille laccadiat o dome chiace d | i
causing slower and less accurate dominant language naming. In the current
study, although a discrepancy in seted percentage of daily use of their

dominant language exists between the groups, but not their dominant
language naming performance. The divided frequency of use effect may

have taken effectf the compared groups had had differeldminant

language proficiency levels. The crdaaguage interference hypothesis
suggests t hat I nt er f er e bh2c moficlbneyc o me s
increases, causing slower and less accurate dominant language naming. In
the current study, there was no di ff e
naming. An attempt to explain the null result is that the Chinese linguistic
context (i.e.task instruction to name pictures in Chinese as fast and
accurately as possible, the author spoke Chinese) could have already set off

t he i nter medi at e proficiency speake
maximally activating Chinese. Linguistic context resigjtin one language

being more active than the other has been suggested to be possible (e.g.
Cheng & Howard 2008; Grosjean 1998).
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Introduction
In my early childhood my parents put me in a Christian missionary school
with the aim of &6improving my Englis

that they were probably bearing the colonial legacy that many before them

did in the postcolonial context of Bgladesh. Little did | realize this legacy

when I saw curiosity among peopl e é
Englishdéd and my cursive handwriting
traditional in that school. In later days, my decision to take a major in
English and later to become a teacher of English, while from one part
inspired by my own academic and professional interest, but also driven by

the awe i n peoplebds eyes that t he Or
early schooling days.

As a teacher of Englis | have carried this legacy in my teaching practices

by fostering a sense of Oreverencebo
However, | have also been divided with the applied linguistics debates on
issues like ownership of English, norm of Standard EndI8E) and also

the spread of Englisnin the postcolonial present, when the normative

height of SE and the legitimacy of its ownership by the native speakers are

in contestation with the spread of English in the fluid margins of nation

state boundaries, &m interested to see in this paper, how much the
practices and philosophies of the English language teachers of a former
British colony namely, Bangladesh, have been influenced by such
problematizations. While doing so, | will look into the global difarsiof

English, the different perspectives underlying this diffusion, and the SE
debate. | will then outline the context of Bangladesh and present my small

scale research study.

English: &éconqueroro, Ouseful d o
|l n todayos woy thedglobaHanguage sf irade, somrhercae, |
sports, culture, knowledge and research with greater dominance in the
world stage than ever (Reagan & Schreffler 206&)wever, reaction to

the global spread of English is different among scholars. Cr{s8817:
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viii) holds a laissefaire liberalism as he perceives the spread of English as
Obenewhicchl 6presents us with unprece
understandi ngbo. H o w esustaining IdCal rguagel al s
culture and heritage. Cysa | 6 s vi ew has been rig
Pennycook (2002) as Crystal, while uncritically celebrating the spread of
English as the language of wider communication, ignores the political

di mension of 0i nequitable relation b
(Pennycook 2002: 57).

The issue of English to be settled on uneven compromise with the local
languages has been voiced in Phillipson (1992, 2009pkunttnabKangas
(1999, 2000), albeit from different angles. Phillipson (1992) points out that

the mamowmemée of Englishdé is not napve asc
the establishment and continuous reconstitution of structural and cultural

i nequalities between Engl i BHillipseond ot h
(2009) also views the global spread of | | sh as a O6project
English the oO0defaultd | anguage and t
for international and intranational communications. Phillipson (2009: 338)

also perceives the gl obal circulatio
facilitated by the scholarly é&ndeavo
Anglo-U. S. | i ngui st itKangas (L999)sob the oghé&rhand, n a b
refers to this spread as O6linguicidecd¢

other less dominant language$eSthinks that English homogenizes the
linguistic diversity of the world as English is often not learnt as an
additional language, rather at the expense of mother tongue (Skuttnab
Kangas 1999).

Pennycook (2002) convincingly proposes the view that theadjpread of

Engl i sh under a Opostcoloni al per fo
(2002) argues for adopting a critical, historical and -essentialist
perspective that would contextually link the global and social inequalities

with different forms of loch appropriations and resistances. One
manifestation of such performativity during the postcolonial period is

0l anguage hybridityd as a means of
circle English as the norm while also proposing alternatives (e.g., World
Englishes English ad.ingua Francg (Kachru 1986; Jenkins 2006).

Overall, scholarly responses to the spread of English have been manifested
with uncritical celebration, especially on the grounds of its instrumental
value; and also shown how they have peokatized this spread from
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different viewpoints. | will now focus on how in postcolonial time, SE
norm has been problematized.

Standard English: conservatism and liberalism

Selecting a variety of a | anguage as
that is not only linguistic in nature but also includes factors which are
social, cultural, political and economic. In the case of English, it is even
harder to identify a O0standard6é as t
standards of the English languatike the Académie Francaise of the

French language. Moreover, the nuative varieties of the language are in

wide circulation in outer circle countries and the speakers of the language
outside the inner circle are using it for intend international pposes. It

is therefore not difficult to anticipate that determining one variety as the
0Standarddé entails considerable contr

One scholarly manifestation of the 0
0l i beration | iintgul Bhguos 6t ivess.0 Oddeehfa tce
(1991) and Quirk (1990). Quirk (1990) articulates his concern that use of
varieties other than the Standard English in international context has
debilitative effects on the educational development of learners. Quirk
1985: 6) therefore advocates for the
standarddéd that can also cater for ot
whichthenom at i ves r equi rQuis (1899: 7udeseribeés n gl i s
the exercise of nurturing thestitutionalization of different varieties other

t han SE as 0grossly u n dvewaluirggl thiei n g t |

P.

undoubtedly important bat hwat er of r
Quirkdés endeavour to explore fhe sc
OEnglishesdé in the world is a concer.|

monolithic custodian stance that he holds, undermines the sociolinguistic

reality of English outside the inner circle and the agency of the many
millions of nonnative speakersfdhe language. Kachru (1985: 30), on the

other hand, in his reply to Quirk, calls for a paradigm shift towards
pluralisation in standardization to keep pace with the changing perspectives
oftheworldby saying that o6the natbhavee spea
| ost the exclusive prerogative to cor

Having discussed the different aspects of the global diffusion of English

and the SE debate, | will now see how much Bangladeshi English language

t eacher s6 t hougndtpscticescavenirdluedcedr by these n's a
discourses of paradigm shift and how they view the spread of English in
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their country. Before | present my study, | will give a historical overview of
English in Bangladesh as a means of orienting the readers witbritexic

English in Bangladesh: colonial history and present context

The history of English in Bangladesh goes back to the time when English
East India Company arrived in the Indian subcontinent in 1600. Lord
Macaulay in his (in)famous Minute of 1835 gahe indication of creating

an educated middle class who would mediate between the mass of the
people and the British. Macaul ayo6s
peoplebds attitudes to Engli sh. The
inclusion of Engkh considering its utilitarian value while the Muslims
mostly took it as a threat to Islamic religious education (Hossain &
Tollefson 2007). In 1947, when British colonial rule came to an end and the
Indian subcontinent was divided into India and Pakigstarnthe basis of
religion; the Muslim dominated part of Bengal became part of Pakistan
(later renamed East Pakistan, and still later as Bangladesh).

Though the contestation of English with the regional languages of Pakistan
continued on religious groundthe greater tension was between Urdu and
Bangla speakers. Bangla was the native language of 57% of the total
population of Pakistan while Urdu was spoken as native language by only
3.5% of the total population of Pakistan (Thompson 2007). When the
decison of which national language to choose went to Urdu, there was
agitation and strikes in East Pakistan demanding that Bangla also become a
national language. The unrest resulted in police firing into a student
procession in East Pakistan, killing threedstots and two passbys on 21
February 1952. This incident of people losing their lives for the cause of
mother tongue had a tremendous role in building secular Bamgfigated
nationalism and it also sowed the seeds for the subsequent successful fight
forr independence in the early 19700s

The language policy of Bangladesh, inspired by the ndttieding role of
Bangla in the préndependence era, established Bangla as the state
language and medium of instruction in the educational uhest The

(

government 6s nationalistic zeal rega

language education in Bangladesh to be neglected for a long period
(Rahman 2005). It was much later (1989) that realizing the exigency of
gaining access to globalization pesses and technological developments,
government made English education compulsory in primary and secondary
education and in some cases, also in higher education.
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Looking back at the history of English in Bangladesh, one can see that
English was contestewith Islamic religious values during the colonial
period and with Bangtaediated nationalism after independence. However
it was never distanced because of its high utilitarian valad&ing this
historical overview of English in Bangladesh on boardjll mow present

my study.

Methodology

Particjpants

For the study, | collected data from teachers at different public and private
universities in Bangladesh. | emailed my questionnaire to thigiyt
teachers, briefly explaining the purpose of collegtdata and requesting
their participations. Twentgix teachers responded with the filledt
guestionnaire. Fifteen of them teach at private universities and seven
teachers are teaching at public universities. Four of them teach at both
public and privateuniversities. From the responses to the question about
their most recent educational qualifications, | found that 21 teachers are in
the profession with an MA degree and one with an MPhil degree. Two of
the teachers have completed their PhD degrees aadofwthem are
currently PhD students. Two teachers have been teaching for more than
twenty years, one for more than fifteen years, two for more than ten years
and two for more than five years. The rest of the teachers have been
teaching for less than fiweears.

Questionnaire

The questionnaire that | used was divided into two sections. The first
section was based on multiple choice questions where the teachers
provided the background information that | have just describeel.rest of

the questionnaire vgaopenrended where the teachers responded with no
word limit constraints. As for the study, | used questionnaire as my only
data collecting instrument, | preferred to make it epeded to ensure that
participants could express their opinions freely.

Resllt and discussion

Spread of English in the context of Bangladesh

Reactions of the participants to the spread of English in Bangladesh mostly
reveal their welcoming attitudes. However, the reactions also manifest their
critical stance in some cases. Innpaases, the spread of English has been
associated with national progress and development. Many participants were
i nterested I n spreading Engl i sh
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participation in the gl obal | evel C C
progr ess towards the overall devel opme

The responses of many participants indicate their laissez liberalism to

the spread of English as they think that competence in English can widen
more job opportunities in the globalized worlthe spread of English
therefore is embraced by them on the ground of English being a potential
instrument for gaining employment and studying abroad.

Though English in regard to its functional use has been celebrated to a
great extent (Crystal 1997), paipants, in some cases, also struck a
cautionary note on the imperialistic role that English can play by
marginalizing the local language and culture (Phillipson 1992). One
participant, for example, says:

[...] I quite like it when | see people trying tearn and usdEnglish!

However, problem is when they negl&zangla, my mother tongue and the

local national officiallanguage. using English at the expense of Bengali is

whatbothers me.

(R.No-17)

The spread of English in the social sphere has beerpmted through the

prism of globalization and social stratification. One participant expressed

the concern that English was creating a powerful elite class in society who,
using the | anguage, 6al ways tend to
Other paticipants mentioned about the increased use of English as a
0O0status symbol 66 among the younger
globalization (i.e., cable TV, internetThis indicates the concern of the
participants towards the Englishediated digal divide which has
developed between the urban youth and the local youth.

Government policy regarding the spread of English has been questioned by
many teachers, ironically both for causing and welcoming this spread and
for not taking enough measuresdastain it. One participant in the study
stressed on using English in all spheres of life. Another participant,
probably more concerned about language rigBtautnabKangas1999)

and postcolonial resistance (Canagarajah 1999; Pennycook 2002), argues
for English to be learned by only those who are interested in it, instead of it
being imposed simply for its global value. Finally, one participant
perceives this spread in connection with the colonial history of Bangladesh
and the O6gate d¢ishplayssng r ol ed that En
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Our relation with English language is little different as we have colonial
experience and exposure. As this language has the gate keeping role, there is
no way we can escape from it. So it is better to welcome this spread.

(R No-15)

WEs vs. B preference for classroom usage

Seventeen, out of the twensix teachers in the study clearly expressed

their preferences for using Standard (native) English in the classroom with

their students. Among the seventeen, nine teachers prefer to use British
English while two participants prefer to use American English. Two
teachers like to use both British English and American English and four
teachers prefer to use SE without particularizing any specific variety. One
participant I S moacer riunpctl i Ehredl itsoh 6u saes
dondét support the variations too muct

Three teachers prefer to use Bangladeshi English on the grounds that

0students are Bangl adeshi and they u
however, cauti anssttamadtarai tBéasn gh @atd e g B i
participant is eager to nurture a more pluralistic practichesthinkd i t i s

absolutely unnecessary for students to grow a fixation on using a specific
vari ety of Engl i sho. One pgbshf.jci pant
dr awi ng on from all sources. 0 One
preference for using a variety that
referring to any specific variety. Finally, one participant likes to use EIL
(English as an Internationelangua g e) because he/ she
6t his variety is coming up very stro
become recognisabl e. 0

/s it necessary for the students to learn Standard (native) English?
Though most of the participants use Stadd@native) English, a good
number of them allow their students to speak-native Englishes. One
participant says:
Personally, | prefer to use the standard variety, but accept the use-of non
native local variety by students as long as it is intelligdnhel poses no
comprehension difficulties. Ouattitude toward nomative local variety
should change. Given the lack of exposure, it is often difficult, if not
impossible, for many students to acquire the standard variety. What students
need above all iotbe able to communicate successfullfEmglish which is
in itself, a challenging task.
(R. No-20)

The responses of the teachers inform us that sixteen teachers want their
students to learn Standard (native) Englidie urge felt by the teachers for
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ther students to learn a standard variety is stimulated by their concerns for

their students to be able to communicate in international contexts which in

result, would maximise their opportunities in the global job market. One
teacher for example thinks thath e G accept asitlaintdyad d o6 f
English speaker to oO0foreignersé wild.l
that 1t woul d be éncahtaiovtei cvba rtioe ttyeba.c h ¢

Five teachers in the study think that learning Standard (native) English is

not necessary for their students. Three teachers think that their students
should | earn oO0Bangl adeshi Englisho.
according to one of them is o6ridiculc
and for anotbBbermanddbmd tn oPnredesclede ledhes ar y 0 .
study thinks that the issue of learning SE should depend on the purpose of

the students, for example, o6if someor
s/ he must have knowledge ofersateandar d
t hat hi s/ her oOmind is splitdé on this

need of SE for his/her students by questioning the legitimacy of the

ownership of English by the natives only.
Nowadays everybody owns the global language Englishl Sodon ot t hi nk
my students need to learn the standard variety particularly.
(R. No-14)

Teacher sé knowl edgaiveadrietiestof Edglishf er ent 1
Eighteen teachers think that knowing about different varieties of English

will enrich their teachingpractices. Eleven of them think that such
knowl edge would provide O06a kind of

student s, i ncreasing the flexibility
also think that such knowl edgtwe woul d
vi ewso of the O6changing English of

sensitize them to the nativized features which are increasingly becoming

new conventions for English usage in maogioc ul t ur a.lTwosoEt t i n g
them, on the contrary, think thatsth knowl edge woul d hel
understand the paradigms of the sta
students and to help them in | earni:
teachers think that knowing about the fmative varieties would be
oOwasbhgei med and an Oi mposed burdeno

knowl edge of Standard Englisho, one
the world. & Three teachers think tha
rat her t han 0 enatipeevarietiess ed i n t he non
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Native like accuracy or intelligible pronunciation in local accent?

Ten teachers seem to be guided by t}
target for t heir student sOé pronunci a
hand, want theirmntstlddegntbd et d oltaaM e aarc
expects his/her students to aspire to native like accuracy though at the same
time h/she o6éwould increased his/ her
Bangl adeshi] pronunciati on O0tao &d .ndFiorf:
standard, which is easily accessible to a majority of the native and non
native speakersé, can be the goal of

Overall, the responses of the participants reflect triumphalism and laissez
faire liberalism on the spread Bhglish. Most of the participants welcome
English because of its highly instrumental value and they also want the
local language Bangla to coexist along with English. The responses of the
participants albeit subtly, reflect their perceived symbolic anduiail
capital associated with English. However, a number of participants (though
moderately small) problematize the spread of English from the angle of
linguistic imperialism (Phillipson 1992) and language rights (Skuitnab
Kangas 2000). Though postcoloniakistance on the spread of English has
been voiced in very small number of participants, relatively more
participants by supporting language hybridity manifest postcolonial
performativity. However, a good number of participants still express
conservatisnon this issue.

Conclusion

Looking at the responses of the participants and the context of Bangladesh

what | believe is that we should not distance us from English considering
English is Oinstrumentally wuseful 6. l
English is in every sense the global language of the world, distancing from

it on nationalistic grounds would make us lag behind in many ways.
However, uncritical acceptance of English based on lafssez liberal

perspective disguises the fact that Estglis increasingly being used in

more and more domains by replacing Bangla.

As far as conservatism regarding SE is concerned, | think that much
depends on individual needs, purposes and motivations. While a SE
accuracy is necessary for someone willingttaly, work or live in an inner

circle country, such a model is irrelevant for someone who learns English
purely for international and intranational communications. A trace of

mot her tongue in someoneds English i
not dostruct communication. Moreover, | believe that acknowledging such
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traces encourages diversity and individual identity. Moreover, it relieves
some tension that is currently going on regarding this issue.

With the wide circulation English in the age of lgihization, whether we

are currently observing a paradigm shift in SE norms can probably only be
answered by the time to come. Uncritical naivety on the spread of English
can endanger local language and culture while distancing from it can also
obstruct tle doors of opportunities. What is probably required is individual
appropriation and resistance even within the circumference of macro
constraints.

References

Alastair Pennycook(2002) Critical Applied LinguisticsLawrence Erlbaum: Mahwah,
NJ,USA.

Braj Behari Kachru (1985)Standards, Codification and Sociolinguistic Realism: The
English Language in the Outer Circle. In Randolph Quirk & Henry G. Widdowson
(eds.)English in the world: Teaching and Learning the Language and Literatures
Cambridge Univelisy Press: Cambridgé&ngland pp1%30.

Braj Behari Kachru (1986) The Alchemy of English: The Spread, Function and
Models of Nomative EnglishesPergamon: Oxfordgngland.

Braj Behari Kachru (1991) Liberation Linguistics and the Quirk ConcernHnglish
Today25, 1991, ppdl3.

David Crystal (1997) English as a Global Languag€ambridge University Press:
CambridgeEngland.

Hanne-Ruth Thompson (2007) Bangladesh. Idindrew Simpson (ed)anguage and
National Identity in AsiaOxford University Press: Oxfd, England, pp3354.

Jennifer Jenkins (2006) Current Perspectives on Teaching World Englishes and
English as a Lingua Franca. TEESOL Quarterly40 (1), 2006, pp152481.

Lubna Alsagoff & Ho Cheelick (1998 The grammar of Singapore English. In
Joseph AFoley, Thiru Kandiah, Zhiming Bao, Anthea Fras@ipta, Lubna
Alsagoff, Ho Chee Lick, Lionel Wee, Ismail S. Talib and Wendy Bokhidestg
(eds.)English in New Cultural Contexts: Reflections from SingapOséord
University Press: Oxfordgngland, pplZ/-151.

Marnie Holborow (1999 The politics of World EnglistBage: LondonEngland.

Randolph Quirk (1985 The English Language in a Global Context. In Randolph
Quirk & Henry G. Widdowson (edsBnglish in the world: Teaching and
Learning the Language andteratures Cambridge University Press: Cambridge,
England ppl-6.

Randolph Quirk (1990) Language Varieties and Standard Languag&niglish Today
21, pp310.

Suresh Canagarajah(1999 Resisting Linguistic Imperialism in English Teaching.
Oxford Univergty Press: OxfordEngland.

58



Revisiting English in Bangladesh: Oscillation of the colonized mind in the decolonized world
Qumrul Hasan Chowdhury

Sayeedur Rahman(2005) Orientations and Motivation in English Language Learning:
A Study of Bangladeshi Students at Undergraduate Lev&lsian EFL Journal
7 (1), 2005, pp2%B5.

Tania Hossain & James W. Tollefsor{2007) Langwage Policy in Education in
Bangladesh. In Amy B. M. Tsui & James W. Tollefson (edarguage Policy,
Culture and Identity in Asian Contextawrence Erlbaum Associates: New York,
NY, USA, pp241257.

Timothy Reagan & Sandra Schreffler(2005 Higher Educabn Language Policy and
the Challenge of Linguistic Imperialism: A Turkish Case Studyrgel M. Y.

Lin & Peter W. Martin (eds.Decolonisation, Globalisation: Language-
education Policy and Practicéultilingual Matters Ltd.: Clevedorkngland
pp115130.

Tove SkutnabbKangas(1999 What Fate Awat s t he Wor |llnflMedia Languag
Development4, 1999, pp &.

Tove Skutnabb-Kangas (2000 Linguistic Genocide in Education, or Worldwide
Diversity and Human Rightd2awrence Erlbaumvahwah, NJUSA.

59



Applied Linguistics, Global and Loc&roceedings of the BAAL Annual Conference 2010
University of Aberdeen

60



Issues in Bilingual MultWord-Combination Dictionary Buildig: An EnglistSpanish Lexicographic Experience
Eduardo de GregoriagGodeo

Issues in Bilingual Multi -Word -
7 Combination Dictionary Building: An
English-Spanish Lexicographic Experience

Eduardo de GregorieGodeo

University of CastillaLa Mancha, Ciudad Real (Spain)
Eduardo.Gregorio@uclm.es

Introduction

Through a focus on muidtvord combination analysis in bilingual
dictionaries, this contribution describes a research and editorial project in
process aiming to produce an EnglSpanish dictionary of muhivord
combinations for intermediat®-advanced Spanistpeaking studentsf

EFL. By and large,he project is consistent with the basic principles of
contemporary lexicographic practices, thereby comprising all four stages of
successful lexicographic work as echoed by Hartmann (20020114
namely planning fieldwork, descrigion and presentationWith a special
focus on the use of the British National Corpus (BNC) and CREA (Corpus
de Referencia del Espafnol Actual [Reference Corpus of Contemporary
Spanish]) corpora for such fundamental issues as -smmbination
frequency, idomaticity of equivalents, or selection of usage examples, an
account is accordingly made of the principles determining the inclusion of
entries and their presentation within the dictionary.

Il n addition to the term Oweratwweos ombi n
phraseol ogy recurrentl| ycodnmbawsat upand ¢
Howart h 19%06)d, cémmblitniati ondé (-wordg . I | s
expression6 (e.g. Hartmann and James
of two or more words furtioning as a single lexeme. The constituents are
relatively stable (fixed expression), and, if used idiomatically, their
combined meaning is more or other than the sum of the partdlyebg-

night facethemusic ( Har t mann an €ondei@ngefsvord 9 9 8 :
combinations as takingshapech en ficertain words regu
certain other words or ggr,gdhemasertc al C
contribution is thus to be contextualized within a dictionary project
focusing oncollocations and idioms as major categories ahulti-word
expressiongGries 2008),whose meaning is more than the sum of the
meanings of their componengiéson 2002: 333)Collocations and idioms

are indeed often taken to belong to the same stock of prefabricated units
which T following the Russian tradition of phraseologwarious authors

have | abelled asadwwed!| cambidtphatriacrod
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Ophrasalitbex eimes 6nade nefmaeizedi aorebinatigns in
written and spo&keln9d8&:nglu)a,gevwhi(dcho wiincl

| i ked units, which function syntacti
sentence, danke@®®semtiesce which funct.i
sayings, catchphrases, and cnversat.i

Pre-lexicographic considerations

After a detailed exploration of the existing market of Engiganish
dictionaries (cf. de GregorGodeo 2010), a significant lack of specific
dictionaries dealing with mulivord expressions was noticed. We
accordingly umdertook a project involving a bilingual (Engli§ipanish)
dictionary of collocations and idioms primarily aimed at intermeeliate
advanced Spanistpeaking learners of EFL primarily in Spaini as
potential users.

The macrostructure of lexical entribas been elaborated on the basis of
existing English monolingual dictionaries of muMbrd expressions,
especially,The BBI Dictionary of English Word Combinatio(8enson,
Benson and llson 1997), tHexford Collocations Dictionary(2004), as
well as varous other contemporary Engli§panish dictionaries and
dictionaries of English idioms.

Considering the fundamental role of corpus linguistics for lexicographic
analyses (McEnery and Wilson 2001; Hunston 2002; Leech 2002), the
British National Corpus (BR) has been employed as the most important
source for usage examples for the di
BNC has been used for the dictionaries of Oxford University Press,
Longman and Chambers, the three publishers who contributed to its
compila i ono ( 2Nofetheless? tharollins COBUILD English
Collocations on CEROM (1995), and the Internet have also been drawn

upon as resources for usage examples.

Equivalents in Spanish for the word combinations that the dictionary
consists of have lem provided taking into account bilingual English
Spanish generalse dictionaries currently existing on the market.
Peninsular Spanish has been mainly considered to this end. The CREA
corpus has been used to test the appropriateness and idiomaticigy of th
equivalents in Spanish.

SCowie (1998) and Mel 6l uk (1998) provide thorough a
respect.
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Selecting multiword expressions

For the purposes of this dictionary, we have followed Benson, Benson and

| | s on s -254) éveréll:taxoddng dexical combinationsnamely:

(i) free combinations of worgsvhich are thoselwo s e ficomponent s
freest i n regard to c¢ombiidomawhichwi t h o
ar e Arelatively frozen expressions
meanings of their c ocoilpcatiores which prar t s 0 ;
Af i xedon/thAor e cworrrde combinati ons, t hat
combinationso between free word comb
free combinations of words have not been considered in the dictionary on

the whole, since their meaning may be found by examining theingeah

their individual constituent words in general dictionafies.

Benson, Benson and llson (1997) make a fundamental distinction between
grammatical collocationsand lexical collocations On the one hand, a

grammati cal col | oc agof aadominarg waida(lnoynh r a s e
adjective, verb) and a preposition or grammatical structure such as an
infinitive or clausedo (Benson, Benso

decide on(decidirse poy in decide on a boatOn the other hand, lexical
collocatons fAdo not contain prepositions.
| exi cal coll ocations consi st 1994f% noun:
xxx); for example warmest regardg¢saludos afectuospsn send warmest

regards. The dictionary is chiefly conceed with lexical collocations,

which Spaniskspeaking users of English might convert into wrong
collocations very easily (e.gd&serted children/abandoned childrpniios
abandonadd3. Moreover, although there are a large number of English
collocations bllowing the Verb + Noun structure (eabandon hopk this
lexicographic repertoire does not include all possible free word
combinations in the English language. In accordance with Benson, Benson

and | L990xxéxsxii)taxonomy of collocations,hte main types of

lexical collocations included in the dictionary are as follows:

1 Verb + Noun / Pronoun / Prepositional Phraseg.(reach an
agreement

4 A free combination of word&owie 1981: 226) is a combination of words following only the general
rules of syntax: the elements are not bouretsjgally to each other and so they occur with other lexical
items freely; that is, the meanings of the words combine compositionally and may be substituted by
synonyms (e.grun a businesswhererun may be substituted byanage in the same way as busness

may be substituted gy bank.
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Adjective + Noun (e.gdark/light blug. If a number of adjectives may
possibly collocate with a sihg noun, only the most frequent lexical
collocations are included. As in English many nouns have an
adjectival function when they are placed before another noun (e.g.
application forn), such collocations appear in the dictionary entry of
the second.

Noun + Verb (e.g.wars break oyt Combinations which are easily
predictable are not included (emginters pain).

Lexi cal coll ocations indicating
noun, that isnoun, of noun (e.g.a bunch of flowersa piece of news

Adverb + Adjective (e.gutterly different.

Verb + Adverb (e.gto appreciate deeply, greatly, keenly, sincerely

The dictionary also incorporates a wide rangedadmatic expressionsf
contemporary British and American English: (i) traditional idsoke.g.
Spill the beang (i) new phrases (e.g. t d@l ggone pearshaped; (iii)
metaphorical phrases (efgce the musi¢ (iv) two-word phrases (e.qgvild
card); and (v) various other similes (elike two peas in a pgdHowever,

this dictionary dog not incorporate phrasal verbs as a characteristic type of
multi-word combination, as there are different bilingual dictionaries of this
type on the market.

Principles guiding the organisation of entries
(a) Determiners, prepositions and pronouns are nenhdieadwords. Key

headwords, compounds included, are alphabetically ordered in the
dictionary. Singleword compounds precede those written as two
words. Homographs follow this order: adjective, adverb, noun, verb.
Here is an example:

CEMENT [ n.

1. to mix; pour cement mezclar; verter cementd haven't yet no, but |
think he's outsidenixing cementwe said we'd go and give him a hand to
put his posts in

[ €]

CEMENT Il v.

1. to cement smt. into placeconsolidar, fortalecer, cementar alg@hen
nest buildng, he will return to his nest with bits of weeddement it into
place even when the diver is only a few inches away.
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(b)

(€)

(d)

(€)

Entries contain at least one context of usage. The key headword is

written in small capital letters. English collocations are writtebold

and Spanish equivalents appear in italics. Regular font face has been
adopted for usage examples, the word combination in question being
underlined, as in the following entry:

CORTEX N.

the cerebral cortexcorteza cerebralThis deficiency is liked in some way

to the death of nerve cells that arise in the forebrain and connect to many
regions ofthe cerebral cortex

As the following example shows, cressferences within the
dictionary are highlighted igellow:

CAT n.
1. to neuter a ; to spaya (female) catcastrar, capar; esterilizar un gato

[ €]

6.t her eds mo rway ta gkia a catocada maestrillo tiene su
librillo. There is a saying abotitere being more than one way to skin a cat
in the case of toxic wastes they could be contaimedn indefinitely
leakproof box.

When a word collocates with others, the dictionary identifies series of
collocations alphabetically (e.gcOST: to cut, reduce So, in the
series forcost below, cut costsand reduce costsare treated as
synonyms. Howewe collocations which are not synonyms are
separated by semicolon (;) (etg.defray; drive up; to pay; spare no
COST). Synonyms are thus grouped together and separated by
commas within the series of collocations:

CcosTN.

1. to defray; drive up; to pay; spare no; cut, reduce costsufragar; hacer
subir; pagar; no ahorrar; recortar coste®Puring 1983 the Inland Revenue
received £27,000 million from waggarners and small businesses, much of
which was used todefray the costof the nation's social welfare
responsibilities.

Collocations whose meaning may be difficult to understand by the
student are often defined between brackets on the left of the
collocation:
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(f)

(9)

(h)

()

COUNTER Il n.

1. [surface, table over which business is conductedjargain; notions
(IAm); checkin; check-out; ticket; lunch counter mostrador de articulos

de merceria; de facturacién de equipajes; de caja; de control de billetes;
donde se sirven comidalss members occupied seats reserved for whites in
alunch counterat a Woolworth store ilGreensboro, North Carolina, after
they had been refused service.

Information about register, dialects and other social factors is also
indicated between brackets, efgrmal (form.), American English
(IAm), British English(IBr); etc:

CURD nN.

soybean (IAm), soya bean(IBr) curd tofu/ queso de sojaNidely used in
Eastern cookery and in strict vegetarian diets in other parts of the world,
tofu is bean curd and can be eaten cold or cooked in a number of ways.

Idiomatic expressions are written in bluelst end of entries:

CURIOSITY .

1. to arouse, excite, pique, whet; satisfy one's curiositproducir,
despertar, excitar, avivar; satisfacer tauriosidad de unoHe claimed he
had taken the measurements of Eclipse during life, and wished to_bagisfy
curiosityby trying them on the dead subject.

[ é]

3. curiosity killed the catla curiosidad maté al gatorhe townspeople had
learned the hard way thauriosity killed the cat you stayed indoors if
there was trouble.

Alternative translations of a coltation or idiom are separated by a
slash (/):

CALAMITY n.
[ e] _ _

3. a calamity befalls smb; occursacaecerle a alguien un desastre / una
catastrofe; suceder un desastfm even worse calamity occurrethen the
bore hole pump packed up.

Usage notes are dghlighted in light blue, and range from pragmatic
information to differences between British and American English,
through other grammatical questions. They are also used to make
referencetosc al f adsé :fri endso
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CAN n.
1. (IAm) an ash, garbagetrash cancubo de la basuralhen he seized the
bag of cookies, and on his way back indoors, threw them where he
considered they belonged, in tinash carwith the rest of the garbage.

Nota de usoEl inglés britanico prefierdustbin

() The use of a longinderscore (_) in an idiomatic phrase indicates
that various nouns, adjectives or verbs may be inserted in the gap:

capital n.

[ €]

13. __ with a capital __ (trouble with a capital T, fast with a capital F)
en mayusculas, se usa con cualquier letraapanfatizar que se habla de
algo en sentido extrem8ut it doesn't have to be exerciséh a capital E
Think of it more as activity.

Getting close to completion

At this stage, the dictionary is close to completion, yet the final stage of the
project sill needs to be undertaken. This will include formatting, printing
and proofreading the whole dictionary several times. A detailed revision of
the dictionary will have to be conducted before publishing. It is to be
underlined that, although the present tidicary project involves an
EnglishSpanish worecombination repertoire, the subsequent elaboration
of an SpanistEnglish repertoire of muklword expressions will be
considered once the present stage of the project is accomplished and
marketed.
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Introduction

The future perfect indicative tense, represented in English by the composite
form will have been going to [verb]expresses a complex temporal
relationship. It is formed from two stibnses: the future perfesti{l have

beern, which places the point from which the action is viewed into the
future, and the action itself in the pastatele to that future; and a variant

of the future simple tensdd€ going to [verb] which places the action into

the future from a viewpoint of the present.

Halliday & Matthiessen (2004) list the tenses generatedilbynave been
going toas: 24 (futureof future in pastwill have been going to take27
(future of past in future in pastill have been going to have takel3
(future of present in future in pastjll have been going to be takingnd

36 (future of present in past in future in pasi| have been going to have
been takingy Clearly,will have been going ts a construct with complex
semanticity, and therefore limited application; but is it a tense (or group of
tenses) that is actually used?

This question is addressed here in thsaalies, using the Internet as a
cCorpus. Hal |l i day & Matthiessends ot h
The results show that actual use is rare or nonexistent, and the range of
usages of these complex forms is extremely limited.

Describing Tenses

English, because of its analytic nature, can be highly expressive; and this is
visible in the way verb tenses are constructed. For instance, a complex
form like I will have been going to have been about to begin having done it
only scratches the surface of wiepossible. However, being able to build

a baroque language structure does not imply that there is a use for it; and
complexity of possibility does not, in the case of tenses, convert to
semanticity. For instance, do we really understand whétl have been

going to have been about to begin having domeakpressing?

If we look at the expression of time in language from different theoretical
positions, we can see that there is some dispute as to how the grammar or
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grammars of language divide up tinmeornstein (1990) takes a formalist

approach,

usi

ng

Re i ¢ h-eompoaenthdéssription2 0 0 5

of tense. In this model, tense is a relationship between the constant present
(S), the time at which the event being described happens (E), and the
relative point in time adopted as a viewpoint for the event, (R). Thus the
simple present is a product of all three times (S, R and Hgcorring in

the present; simple future and past are produced by moving the event point
(E) out of the present; antd four complex tenses (past in past, future in
past, past in future and future in future) are produced by also moving the
viewpoint of the event (R) out of the present. The Reichenbachian analysis
does not go beyond this, although it does suggest thatipfaulS)
viewpoints are possible. If a second viewpoint were to be included then it
would generate a further eight tenses, as the system is based on a binary
progression (1+2+4+8 ...).

This analysis has been extended in Edwardes (2010) to include tense
effects such as continuity (the extension of the event point through time),
imminence (the closeness of the Reichenbachian points to each other), and
completion (whether an event is being viewed as completed or ongoing).
Comrie (1985) also raises the isferelative tense, in which the present
tense is used to represent events that are actually in the past or future (as in

Daddyos

taking

u B In the Edwahndes nodelathede @arsmo r r 0

treated as proximate tenses, with a viewpoint and event pmiated
together in the past or future (see table 1).

Tense Point of Point of Point of

Speech Reference Event

S (R) (E)

Simple Present Present
Simple Past Present Past
Simple Future Present Future
Past of Past Present Past Past of (R)
Future of Pas Present Past Future of (R)
Past of Future Present Future Past of (R)
Future of Future Present Future Future of (R)
Proximate Past Present Past
Proximate Present Future
Future

Table 1: The extended Reichenbach tense set

In contrast, the Halliday & Mtthiessen (2004) model allows for much
more complex tense structures to accommodate the possibilities of English;
it therefore consists of a much larger set than the formalist nmio@él
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tenses are listed, compared to the seven of the Reichenbach nmadeé(o

of the Edwardes model). The functionalist range of tenses may not have the
languagenonspecific logical structure of the formalist range, but it is based
on the real possibilities that a specific language offers.

If we look at some of the simpleerises, we can see how the two models
differ in their analysis. To aid comparison the sample veraldwill be

used in the illustrations below. This is not necessarily the best verb to use
as it varies in meaning and therefore usagke( umbragetake atrain,

take possessigitake time take a cakeetc), and it can be grammatically
idiomatic ( take it you already knowhe takes and never gijedt is,
though, the sample verb used by Halliday and Matthiessen.

The basic tenses offered by the forntalisd functionalist models differ
mainly in their hierarchy. The formalist model offers a single base tense
where the S, E and R timepoints are all in the predetatk¢), and two
generated simple tenses of past and future where the E timepoint has been
moved out of the presenttookandl will take). In the functionalist model,
these form the three base tenses. At the next level, the formalist model
offers four tenses, where the R timepoint has also been moved out of the
present I had taken| have ber going to takel will have taken! will be

going to takg In contrast, the functionalist model offers nine tenses, as
table 2 shows.

Tense Tense no [Form Reichenbachian equiv.
Past of past 4 | had taken Past in past

Present of past |5 | have taken Past (imminent)

Future of past |6 | will have taken Past in future

Past of present |7 | was taking Past (continuous)
Present of presen8 | am taking Present (continuous)
Future of present|9 | will be taking Future (continuous)
Past of future 10 | was gong to take |Future in past (imminen|
Present of future |11 | am going to take |Future (imminent)
Future of future |12 | will be going to take/Future in future

Table 2: A comparison of Functionalist and Formalist tenses

As can be seen, there is considezatifference between the formalist and
functionalist analyses about what some of the tenses signify in terms of
temporality; and the formalist future in past tensdégve been going to
take seems to be missing from the list. This is given in the funalistn
model as the present of future in past.
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More fundamental differences occur with the remaining 24 functionalist
English tenses. The formalist analysis takes the view that they express
continuity, imminence or completion effects; or that they reflant
Englishspecific capacity; or that they are not tenses with a real life, just
waxworks created by overzealous linguists.

In an attempt to review the usage question, | undertook three separate
investigations, in 2005, 2008 and 2010. The search engaaefoisthe first
investigation was Alta Vista, so this was used for the other investigations,
too. This was intended to give continuity to the studies; but, as both the
search engine and the Internet have changed considerably over the period,
this is unlikely by itself to have provided real continuity. Fortunately this
does not cause serious problems in the diachronic aspect of this study.

The First Study

The first datamining exercise took place on 30 July 2005 (it is important to
complete any one studyitvin daysi or, preferably, hours to ensure that

the constanthchanging Internet corpus has not changed too much). This
exercise looked only at usages of Wié have been going tborm, which,
being uninflected, was selected for ease of handlingot&l bf 73 cases
were found. In 43 casewjll have beerwas the tense marker, wigjoing to

as the verb form; in 26 casesll have been going twas the whole tense
marker; and there was one case eachilbhave been going to bendwill

have been gom to have and two cases okill have been going to have
beenas tense markers. Even on the Internet, it would have been difficult at
this time to produce a good statistical study of usage of these forms.

Form Count | Korean | Grammar | Time | Legit.

website | related |trope | usage
Will have been [going to] [N] 43 11 15 17
Will have been going to [V] 26 18 5 3
Will have been going to be fihg] 1 1 0
Will have been going to have {¥d] 1 1 0
Will have been going to have been| 2 2 0
ing]

Table 3: Usagesf will have been going 180 July 2005

However, some key features of usage did emerge. Of tell43ave been
cases, 11 occurred on a single Korean financial website (now gone). They
seemed to be the product of a mistaken preference of a single &L w
the usages should all have been simple past, simple presenteobeen X
ing). 15 of the 43 cases occurred as grammatical examples on language
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learning websites, leaving only 17 legitimate (unselfconscious and

semantically correct) usages. Of @will have been going toases, five

were time tropes (using the tense to demonstrate temporal confusion rather
than to place an event in time); and 18 of the remaining 21 cases were used

as examples on language learning websites (one of which wasiéory&)
ATIi mel

El ven and one

complex.

The Second Study

f or

or do,
extended tenses were also time tropes. What was notable was the lack of
unmarked legitimate usages, especially as the tenses became more

presun

The second datmining exercise occurred over five days, from 26 to 30
December 2008. Once again, the exercise looked only at usagalt of
have been going tAA total of 207 cases were found, of which 147 were
will have beercases, and 60 werall have been going toases. Of the 60

will have been going toases, three werkeill have been going to hseven

werewill have been going to hayéve werewill have been going to have
been and one wawiill have been going to be beinbhis last was used on a
grammar webs# and is a form not recognised by Halliday & Matthiessen.
The writer of the web page clearly had problems explaining the meaning of
this form, not recognising that he was probably describing a passive form.

Form Count | Grammar | Time | Legit.
related | trope | usage
Will have been [going to] [N] 147 38 109
Will have been going to [V] 44 17 7 20
Will have been going to be fing] 3 1 2 0
Will have been going to have {&d] 7 2 5 0
Will have been going to have been-in] 5 2 5 0
Will have been going to be ing [V-ing] 1 1 0

Table 4: Usages oWill have been going t®6 to 30 December 2008

Table 4 gives a breakdown comparable to table 3. The Internet had grown
over the threanda-half years, and the more complex forms had become
more frequent. Unmarkeedgitimate usage had also increased, but had not
yet invaded the complex forms. However, the presence of complex forms

remairedvanishingly small.

The Third Study

The third data mining exercise, undertaken on 26/27 July 2010, was
somewhat different to thethers, in that it extended the study to include
other complex tense forms from the Halliday & Matthiessen list: all the

73



Applied Linguistics, Global and Loc&roceedings of the BAAL Annual Conference 2010
University of Aberdeen

tense forms from 25 to 36 were reviewed. This became possible because
the Internet had more than doubled in size in the 18 months detive
second and third studies, finally creating a corpus in which rare forms can
begin to be explored. Table 5 shows the estimated size of the Internet based
on the relative frequency of some core words in the British National
Corpus.

Word Size of BNC| BNC Count | Alta Vista Estimated
Count A-V Corpus size
Against 55,164 2,940 million 5,330 hillion
Because 100 million 100,509 | 4,740 million 4,716 billion
Between 90,638 4,350 million 4,799 billion
However 59,690 2,780 million 4,657 billion

Table 5: Egimates of the size of the Internet as at 27 July 2010
(www.natcorp.ox.ac.uk/)

Roughly, Alta Vista has a corpus size of 4.8 trillion English words. In 12pt
Arial, this is a line of text stretching from here to the moon 125 times.
More importantly, it is early 50,000 times the size of the BNC, indicating
that the grammar forms reviewed here are unlikely to be statistically visible
in the BNC.

The first exercise on the data from the third study was to produce an
analysis which could be compared with theyious studies (see table 6).

The much larger datasets have required some estimation was
impossible to track every usage where counts exceeded 100. Instead, the
first 100 occurrences of a form were sampled and used to estimate figures,
based on the tal count given for that form by Alta Vista (estimated figures

are indicated by an entry in tliest column). This should not significantly
affect the data for two reasons: first, most of the total counts are below 500,
making 100 a strong sample; secondurds above 500 indicate forms
which are less rare, so of less interest here.

Table 6 is largely comparable with table 4, although four effects should be
commented on. The first is the rise of legitimate usages, which now include
some of the complex formghe second is the explosion in grammaated
usages oWill have been going tavhich is clearly the level at which most
English tense complexity is taught; and the third is the unexpected relative
reduction in time tropes. The fourth effect, not olmadrom the table, is

that my abstract for this paper is now on the Internet, so the last four forms
al | Il nclude that abstract i n the
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unanticipated consequence of the study which, because of the low counts,
could be viaved as having a marked effect on the figures.

Form Est | Count | Grammar | Time | Legit.

related | trope | usage
Will have been [going to] [N] Est| 375 40 0 335
Will have been going to [V] Est | 225 130 25 70
Will have been going to be fing] 18 9 7 2
Will have ben going to have [\éd] 18 9 2 7
Will have been going to have been- 20 15 5 0
ing]

Table 6: Usages oWill have been going &6 to 27 July 2010

The third study also looked at all the complex tenses in the functional
model i all the tenses which atude four or more time points in their
definition. These twelve tenses <can
their frequency and usages should have significance both for our
understanding of tense as a mearshgring mechanism, and for our
approacho teaching tenses to firsind secondanguage learners.

However, wheravill have been going thas a single inflection, five of the
twelve complex tenses have more than one inflection, which complicates
data collection. Interestingly, in two of theses,was/were going to have
been and has/have been going to havthe different inflections have
significantly different distributions of usage. It seems that grammar sites
have definite preferences faras going to have beeandhave been going

to have this is a little strange in that they share person only in first person
singular, but the most commonlsed forms on the grammar websites are
third person singular and second person respectively. In one of the other
cases Klas/have been going to have bedine numbers are too low to
determine significance, and in the final two casess(have been going to

be and am/is/are going to have beethere seem to be no significant
differences between the inflections.

FORM Est| Count|Grammar |Time|Porn|Legit.
related |trope| Site jusage
24 |Will have been going to [V] Est| 225 130 25 70
25 |Had been going to have {&d] 12 12
26 |Has been going to havefed] | Est| 130 | | | | 130
26 |Have been going to have {&] 16 7 9
27 |Will have been going to have f&d] 18 9 2 7
28 |Was going to have beenfvg] | Est| 920 | 620 | | | 300
28 |Were going to have been {vig] Est| 295 295
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FORM Est| Count|Grammar |Time|Porn|Legit.
related |trope| Site jusage

29 |Am/is/are going to have been{xg] |Est| 6,980| 2,440 4,540
30 |Will be going to have been fng] 20 12 3 5
31 |Had been going to be fing] Est| 345 345
32 |Has/have been going to be-[hQ] Est| 950 30 20 900
33 |Will have been going to be fing] 18 9 7 2
34 |Had been going to have beenii] 16 9 2 5 0
35 |Has/have been going to have been 11 7 4 0

ing]
36 |Will have been goingo have been [\ 20 15 5 0

ing]

Table 7: Usages of complex tenses, 26 to 27 July 2010

There is a large variation in frequency counts in table 7, a variation which
does not correlate with either complexity of construct or length of form.
Simply, some tira relationships just seem to be more frequently expressed
than others, which probably reflects their functional utility. The three most
complex forms (34, 35, 36) have no legitimate usages, so they are clearly
linguistic toys rather than actual grammatisaimantic units; but even the
less complex forms are relatively rare. If we conservatively say that the
Internet 4.8 trillion word corpus includes 10 billion verb forms, then the
approximately 10,000 cases above still constitutes a vanishingly small
propotion of the corpus.

One final feature of table 7 should be remarked on. Since starting this
exercise in 2005, the Internet has become a darker and less friendly place.
One consequence of this is that At en
headers on parand security scam web pages to encourage unsuspecting
visitors to click on links. It appears that one phrase used on some of these
sites ishad been going to have beevhich is why this form has generated

an extra col umn, A P o mnis favoute@ for. thisQu i t e
purpose is unclear, but it does illustrate the point that using the Internet as a
corpus needs to carry a health warni
virus protection and an effective firewall; understand the risks; and have a
healthy mistrust of other Internet users.

The Issues

The three studies discussed here raise important issues for pedagogy,
especially in teaching English as a foreign language. The complex verb
forms are seldom taught in British filsinguage English lesas at
secondary level not least because, at this level, English as an academic
subject is mainly about encouraging reading comprehension and writing
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style; explicitly teaching grammar is a marginal activity. In Britain,
secondary English is part of anlgpestablished tradition of literature

qualified teachers teaching literature. It works as agierating system,

with literaturequalified teachers generating the next generation of
literaturequalified teachers. Skill in teaching grammatical compjeist

not a standard part of the literattqeu al | fi ed teacher s to
of the curriculum.

English as a foreign language is another matter, however. Explicit grammar
teaching constitutes an important component of most courses; and, if the
Internet grammarelated websites are representative, complex tenses are
taught as a matter of routine. This raises the difficult question of how much
of a language is needed to be a proficient user of that language. If first
language users are not usin@axticular construct, no matter how valid it
may appear, should we be bothering to teach it to second language users?
An argument in favour of teaching complexity is that any form which is a
logical possibility in a language represents something partiabant the
language; and knowing how that complex form works could unlock deeper
knowledge of how the language works. An argument against is that
teaching forms not actually used by native speakers does not help a student
trying to achieve nativéke proficiency. At the very least, therefore, we
should make sure that we are not teaching these rare forms as active
constructs.

At a simpler level, the question of what forms should be taught has to be
matched to the level of language that the learner warashmve. If the
learner wants to become competent in conversational English then the
functionalist tenses 25 to 36 are irrelevanif their use in writing is
vanishingly small, they are likely to be even rarer in speech. Indeed, this
argument can be extded to firsttanguage learners as well, and it seems
likely that failure or unwillingness to learn these tense outliers could be
indicative of other personal choices over flesiguage grammatical
knowledge. People do not learn the totality of theirlaelmgg e 6 s g r a mma
either implicitly or explicitly; and often they rely on personal rule variants

in their dayto-day language transactions. To be mutually comprehensible it
IS not necessary for two people to have the same grammar, even if they
have the samefficial first languagé just as it is unnecessary for them to
have the same phonology or lexis. Negotiation to meaning is more
important than prexisting shared meaning.
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Learning a language, whether a first or a second language, is a matter of
becomingcommunicatiorcompetent; and this raises important issues in
pedagogy about the difference betweeth d nguage (an I ndi
language system),-language (the negotiation to common meaning in a
linguistic exchange), and what could be callethiguage the totality of

acceptable language forms existing within a community of minds). As long

as the participants in a dialogue share a useful common subset of the T
language they can be viewed as mutually communicatbompetent. Their

shared Hanguage workand their individualdanguages are irrelevant.

Perhaps we need to be more aware of the incredibly compressed semantic
shorthand that any singleord name for a language constitutes; and,
remembering that even firinguage users do not necessarilyyfglare a
common grammar, perhaps we should limit our teaching, whether for first
or second languages, to forms which are statistically frequent in actual use.
This paper does not address what those statistically frequent forms should
be, and there remaimauch work to be done to generate a pedagogical
grammar that reflects actual usage rather than what is possible; but,
hopefully, this paper shows that, in the case of English tenses, we need to
teach less than we can teach.
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Introduction

In China, the English language was once associated with military
aggressors and ardcommunists (Adamson 2002). Marked by the entry into
the World Trade Organisation (WTO) in 2001 and the 2008 Beijing
Olympics, English in China in the 21st century has fansed from being

a political tool, to a general communication tool (Orton 2007) and a
universal modern skill necessary for modernisation and integration into the
global community (Fong 2009). In China, a number of ideologies about
English can be found, enof which is examined in this paper with
reference to studentsodo perceptions of
ideology is that English is learnt for national benefits, and individual
benefits English can bring should complement national interests.

The idea of o6écollectivismbd has been
still very much emphasised especially in the form of patriotism. After
China being admitted into the WTO in 2001, ]

(the Implementation Guidelines to construct Civic virtues of citizens
translation by Feng 2006:91) was published and emphasised in tertiary
education, stating that patriotism is the lawful and moral obligation of
every citizen, who needs to &lpride in loving the country. The main
purpose of patriotism education is to enhance ethnic pride and confidence,
to educate citizens about the importance of national interest and to advocate
for selfstrengthening and readiness to contribute and dediéaig 2006).
According to Wu (2007), the connection of profiting oneself and the group
provides proof of moral legality for the appearance of personal profits in
modern Chinese society. This view might be shaping the current underlying
views of people leaing English in China in that studying English for
oneself naturally becomes an act of contributing to the country. However,
nationalism in China is attacked by Western ideas and thoughts, marketed
economy and globalisation (Song 2009), which has conétbto a more
western and individualistic culture. Notably, children born under the One
Child Policy in the 1990s are a generation that is most influenced by the
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Opening up of China. They are said to be spoiled and egocentric because
their parents provideéhe best possible resources for them (Tang 2001)
including investing in extra English classes outside of school. Based on the
results of interviews, this paper examines Chinese university and high
school student so percept i oaspecialy f | ea
exploring the significance of their group and individually oriented
motivation of learning English. It also discusses the issues associated with
English that concern the two groups of students including the negative and
positive impacts of Engh and the relative status of Chinese and English

in China. Results show that the younger generation is more influenced by
their perceptions and Il maginations
transcended local ideologies about English.

Methodology and data

In fieldwork in Beijing in 2009, interviews were conducted with high
school and university students within the framework of a method called Q
Methodology. The interviews consisted of two phases: rating of statements

about English taken from a Chinese nat@ | newspaper and g«
mout hpi ece, Ren min ri bao -to-facer eaf t e
interviews. The purpose of wusing stat
to compar e t he of ficial and |l earner

however isnot the scope of the current paper.

Q Methodology

Q Methodology is both a qualitative and quantitative method used widely
in Psychology and Political Science. It was invented by a psychologist
named William Stephenson in the 1950s to investigate subfgctinlike

many other rating surveys, the major concern of Q Methodology is not how
many people believe su@ndsuch, but why and how they believe what
they do (Brown 1980; Stephenson 1953). In other words, the method is not
interested in generalisatis of research findings, but rather it is interested
in the different variety of viewpoints on an issue, and in revealing the
reasons why these viewpoints exist.

Using Q methodology for the interviews, | first collected statements about
EnglishfromPeope 6 s Daily between 2000 and 2
which consisted of 2 phases, the participants rated how strongly the
statements represented their viewpoints on a scatetof+4 (4 = strongly

di sagree and +4 = str ¢aglthygywargtheme ) wi
asked a few more questions such as what the role of English was for
themselves and the country. After the ratings and interviews, the data were
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then analysed using software called PQMethod, which was designed
particularly for the angkis of Q method data by some researchers in Kent
University.

The statements were chosen according to Table 1 below. There are three
categories, &, which are called factors and three kinds of attitudes, 1
which are called levels. It is important note that these factors and levels
were not preset but were derived from my reading of the news articles and
reports. The ideas in the study were initially generated from a close
analysis of the statements about English in the newspaper. When | first read
the articles, | paid close attention to what categorised the statements. The
table below, which is also called matrix in Q Methodology, was used to
create the final sample for the interviews. | ended up having 9 groups in my
statements sample, and for lkeagoup, | then randomly chose 6 statements
making up a sample of 54 statements.

In the interviews, the original Chinese versions of the statements were
presented to the students. For the purpose of presentation, only the English
translations are used this paper. The statements were translated as close
as possible to the Chinese versions.

1. Positive 2. Negative 3. Neutral
a. Roles of English Positive roles Negative roles Neutral roles
(1a) (2a) (3a)
b. Impacts of Positive impacts | Negative impacts | Neutral impacts
English (1b) (2b) (3b)
c. Chinese vs. Chinese dominatey English dominates Chinese and
English (1c) (2¢) English are not
contradictory
(30)

Table 1: Groupings of statements

| used the followingsix statements, which belonged tlwe group named

Opositive impacts of Englishdé (1b),
benefits were more significant for the students. They were classified further
i nto 6selfd and O0coll ectived benefit s

Statements about oOo6eVéls benefits @GO
1  Children lack competitiveness without English certificate (Self)
1 For a long time, English education has taken up a lot of human,
material and financial resources which is facilitative of the economic
and social development (Catkeve)
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| feel more confident when my English improves (Self)

More people learning English is good for the country (Collective)
Learning English well can contribute to the hometown (Collective)
For me, English can help find a better job and improve living
conditions and enjoyment (Self)

T
T
T
T

The final sample included one madp statement: "For me, learning

English can help find a better job and improve living conditions and
enjoyment o, which is the | ast one i
Peopl edsicleddaid Ingt logte tany statements about English
pertaining to individual benefits. However, as a statement about individual
benefits of | earning English was nec¢
benefitd statement was made up by t he

Interviewees

In Beijing, 20 high school students were interviewed. They came from
three different Grade 8 classes in a renowned high school and were all
considered as top students by their teachers. They were aged between 12
and 13, born in Beijing, living withheir parents and were all the only
children of their parents. As they themselves reported, they were all
enrolled in extra English tuition classes outside of school.

To compare high school students with older students, 25 university students
from 3 different universities were also interviewed in Beijing. Aged
between 18 and 25, 14 were English majors and 11 wereEmginsh
majors. The families of these university students lived in other Chinese
cities or towns, and they only moved to Beijing to studyn8ef them had
siblings.

Results and Discussion

As discussed previously, Q methodology does not intend to look for
generalisation, but the different variety of viewpoints, and the relative
significance of the viewpoints for interviewees. Therefore, i th
interviews, each statement was rated in comparison with the others, which
means that the statement that receives a higher score is more significant
than the other statements for the participants. Statements scored +4, for
example, are those with whichethinterviewees have strongest positive
feelings. The intervieweesoO0 ratings
analysis using PQMethod which generates reports to aid interpretation
including correlations among the ratings of statements which are -factor
analysed, factor loadings, statement factor scores, factor arrays,
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distinguishing statements for each factor and consensus statements across
factors. Factor analysis groups individuals by viewpoints based on their
correlations to particular factors. Thgiu factor analysis, opinions are
aggregated and categorised by reducing opinions to a limited number of

types and lumping together same types. Persons significantly associated

with a given factor are thus assumed to share a common perspective. An
individud 0 s positive | oadi ng on a facto
subjectivity with others on that factor; negative loadings, on the other hand,

are signs of rejection of the factord

The aim of the study was twofold: (1) to examine the sigmfieaof group
and individuallyoriented motivations of learning English among younger
Chinese generation; and (2) to compare Chinese university and high school

student sdé perceptions of Engl i sh, an
that are significantdr them.
University students
Statement Factor Factor Factor Factor
1 2 3 4
Children lack competitiveness witho 0 -1 -4 -4
English certificates (Self)
English education is facilitative of econor 0 0 0 0
and social development (Collective)
| feel moe confident when my Englis 1 1 -1 0
improves (Self)
More people learning English is good for 0 -1 -3 -2
country (Collective)
Learning English well can contribute to t 0 -1 -1 0
hometown (Collective)
For me, English can help find a better job ¢ 0 -1 0 1
improve living conditions and enjoyme
(Self)
Table 2: University studentsvalues foreachstatement
The 25 university students are broken into four factors concerning self and
collective benefits of English, as shown in Table 2 above. Iretbfdhe
factors (F1, F2, F4), ratings for the statements about self benefits are, to
different extents and in different aspects, neutral or relatively higher than
those about collective benefits. | n
confident when myngl i sh i mproveso receives a
scores higher on AFor me, English <ca
|l iving conditions and enjoymento Di

English brings are significant for different universisgudents. Some
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students are more concerned about self confidence while the materialistic
benefits of English are more significant for other students. Some students
(F3) do not feel strongly about the benefits English can bring.

Interestingly, there arewsdents who strongly disagree with the statement:
Achil dren | ack competitiveness witho
Osblehefi td statement, as represented
students were asked to explain their rating of the statement,ahtisem

stated that for children, they could still be competitive even without
English knowledge, while some asserted that children should not be forced

to learn English at a young age.

From the results of the six statements above, university studentet

seem to be most concerned with the positive impacts of English, as the
ratings are all within the range df to 1, except for statement 19. Across
the four factors, statements that receive the highest ratings belong to the

oOneutr al r owhieh porfray tBen gpinmusidatiive function of

Engl i sh, and 6Chinese dominatesod whi
of Chinese to Engli sh. These stateme
language which is a key to western civilisation, Chinese petgenaed to

be opeAmi nded in this 21st <centuryo, AETr
i mproving the quality of teachers an
Aal though it iIs i mportant to | earn E
language shouldbmor e domi nant o.

The uni versity student s al so tend t
importance of foreign language is unquestionable. However, it does not
mean t hat It i's 1 mportant to everyor
strongly with the idea of frguage learning course as a competition venue

of different cultures: "<<College English>> is not only a language course,

but it iIs also a fivenueo for the 1tre
cultures and thoughts. It is especially important to inc@gonationalism

into the course to enhance tradition:
Al so rated highly negatively was Al f
one can only wuse English to communi ceé

High school students

Statemert Factor | Factor | Factor | Factor | Factor
1 2 3 4 5

84



Struggle between learning English forfsel and nat i on: i magination of 6gl obal communi
Emily Tsz Yan Fong

Statemert Factor | Factor | Factor | Factor | Factor
1 2 3 4 5

Children lack competitivenes -4 -3 -1 -4 -3

without English certificates (Self)

English education is facilitative ¢ -1 1 0 1 0

economic and social developme

(Collective)

| feel more confident when m 0 2 2 0 3

English improves (Self)

More people learning English -1 0 -1 1 0

good for the country (Collective)

Learning English well cat 1 1 0 2 -3

contribute to the hometow

(Collective)

For me, English can help find -3 0 1 0 2

better job and improve livin

condtions and enjoyment (Self)

Table 3: High school students: values for each statement

For the 20 high school students, these attitudes are grouped into five
factors. Students represented by F3 and F5 are more concerned with the

self benefits ofEnglish, while collective benefits are more significant for

F4 students. F1 students disagree rather strongly with the idea of English as

a means for better job and life prospects, but neither do the statements
about the collective benefits of English eae positive ratings. On the

contrary, for F2 students, English can bring both collective and personal
benefits. Li ke the results of wuniver :
childrenods competitiveness receives
factors for similar reasons.

The high school students rate most highly on statements that describe the

neutr al role of English, including dl
a key to western civilisation, Chinese people also need to benoipeled
int his 21st centuryo. They al so agree

become a demand after the entry into the WTO and the Beijing Olympics.
Statements about Chinese dominating
China is rising as a world power, we slibbe proud of our long tradition

and determined to make our mother tongue as dominant as English in the
wor |l do.

Highly negatively loaded statements among the high school students in
general are the statements about the dominance of English in China, for
exampl e, AEnglish is more valued t h¢
rather negative rating, I ndicating t
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as a Othreatd to Chinese. The five g
statement : AThemieng sEnngol i tshe fofr Imaary
burden of learning English has deprived of the time and efforts to learn

Chineseo, and fAmother tongue has beece
monopolised the study and career ma r
English peakers have become a minority group whose language is

di sadvantagedo and Athe number of pe
exceed the total number of Engl i sh s
rated most negatively. Ifdnedoesnotawdnte d hi
to be left behind, one can only use English to communicate with the

worl do, meaning that English is not &

Comparisons bet ween uni versity
discourses about English

Although both groups of steats agree with English as a key to western

civilisation and with the need of Chinese people to be -opewed, there

are more differences between the two groups. As compared to the high

school students, the university students in general have no strongnsp

on the benefits of English. While the positive impacts English can bring are

more significant for some high school students, the students tend to

disagree more strongly with the negative impacts of English on the Chinese

language than the universisgudents who have more diverse views on the

i ssue. For Il nstance, AEngl i sh i s mor

disagreed by the high school students, but more different opinions are

found among the older students. High school students also disadhee wi

nonEnglish speakers having become a minority group whose language is

disadvantaged, a statement which some university students are neutral

about . Both groups disagree with the

English has deprived of thetimeandeffo s t o | earn Chi nese

tongue has been polluted by English which has monopolised the study and

career mar ket s o, but the Vviews amon

diverse in that some agree with the latter statement. This is likely due to

ther own experience as a student and their knowledge of the job markets as

they are near graduation.

Younger students agree in general that speaking English has become a
demand after the entry into the WTO and the Beijing Olympics while more

neutral and digrse views are found among the older students. Although it

i's important to | earn English to 0cc
student sé perspectives, the native |
viewpoint some high school students disagrea@are neutral about. While
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university students care about learning the culture associated with English,
being determined to make Chinese as dominant as English in the world is a
popular view shared among the younger students.

National benefits, individa | devel opment and 6g

As the comparisons above have shown, the high school students have had

the following viewpoints:

A Al though it i s not 6vital o, Eng
communication tool and skill of the 21st century that beldogs|.

A English has not influenced the Chinese language or deprived of our
time to study the language. English is important but Chinese should be
made as dominant as English in the world.

The following views are more significant for the university stustent

A The self or collective benefits English brings are less significant.
Although English is an important tool, it has not become a demand
after the entry into the WTO and winning the bid to host the Beijing
Olympics, and it is not essential for everyonbeTChinese language
is still the most important for Chinese people.

A English education has somehow impacted negatively on the Chinese
language.

A Chinese people should be more opeinded and English education
should focus on the culture embedded withinlémguage.

The high school student sé responses
mi ndset/ framedb. As Essary (2007: 512)
the world as the point of orientation by incorporating supranational
discourse into the interpet at i on of an event or | s
event in terms of world instead of national history. While they seen to be

more oriented towards the individual benefits of learning English and are

less concerned with the issues related to the stdtGhinese and English

within China, the high school students consider the languages from a more
global perspective than the older students who emphasise the importance of
mother tongue for Chinese people. The evolving role of English as a

channel to commui cate as facilitated by glo
entry into the WTO and the Olympics is more significant for them.
Al t hough English is important, from

should be made to make Chinese as dominant as English irotlie im a
sense, the equal share of Chinese and English also concerns them. Their
responses also point to the less cultural and historical burden they bear, as
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they grow up in an environment that has much more global outreach and
less constrained by preus ideologies about learning English.

For the university students, their stronger feeling about the impacts of
English on Chinese and emphasis on the importance of Chinese within
China are indicative of the higher saliency of the national and cultural
boundaries for them. They are more aware of the cultural differences
bet ween China and oO0the worl dé, and t
learning culture in English class, and disagree with the idea of the
competing relations between Chinese and Westeultures in the
classroom. They tend to focus more on national issues than global
concerns.

Conclusion
This paper has presented an overview of Chinese university and high
school student so perceptions of | ea

exploring their group and individually oriented motivation of learning
English. While the official discourse seems to expect English to bring
complementary individual and national benefits, and perceives English as a
universal skill and tool for modernisation, leern s 6 i nt enti on
English, especially those of the younger learners, is driven more by
individual benefits

Younger student s are-ccompiaoas o yvelayd
influenced by their perceptions and imaginations of China being a part of

the oO0gl obal communityd. The oO0gl obal r
remedy that has led the students to focus more on world/global issues and
contexts within which English is used as a universal skill not associated

with particular cultures/natian. Their awarenessoobf t
English has transcended their local concerns and ideologies about English.

The Chinese identity involved in learning/using English in the official and

userso6 discourse is diff eesestudents,n a s
t he Oi ndi vi dual sel f0 (+gl obal pers
traditional 6coll ective sel fo. As Ch

changing especially among younger generation, the present study also
sheds light on the understandiof Chinese identity in this globalising era
for research on the sociolinguistics and language and identity in China.
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Introduction

Paired oral tests have become increasingly common in the last two decades,
partly as a response to theoretical developments in our understanding of
ocommuni cateinwe 6 campmpet 6communi cati ve
(Bachman & Palmer 1996; Canale & Swain 1980), and partly as a reaction
to the interactional imbalance of the more traditional language proficiency
interviews (Johnson 2001). Paired speaking tests have also gained
popularity as a result of their potential for positive impact in the classroom,
where the benefits of pepeer interaction have been well documented as
fundamental to learning (Tsui 2001). As this speaking test format has
become more prevalent, assessmenéles focusing on Interactional
Competence have come into use (e.g., the CH&€action and Turn-
takingscales or the Cambridge ES@iteractive communicatiogcale). At

the same time, a growing body of literature has focused both empirically
and theoetically on different aspects of paired speaking tests, such as
features of the interaction they generate, and the raters perspective in
assessing speaking tests (e.g., Brookes 2009; Galaczi 2008; Lazaraton
2002; Ducasse & Brown 2009; May 2009). Such nmedeanto paired
speaking tests has pushed the field to define the construct of Interactional
Competence (first introduced as a term by Kramsch 1986 and further
developed by Young 2008) in paired tests more comprehensively and
precisely. A precise delineah of Interactional Competence (IC) as a
construct is fundamental for paired speaking assessment, as a definition of
this construct underlies test design and scale construction, and ultimately
the validity of the test scores.

Despite the great strides neath better understanding the IC construct and
the dynamics of interaction in paired test discourse, little empirical work
has been carried out on interactional competence in paired tests within the
context of varying proficiency levels. Exceptions are &ai (2008),
Ducasse (2009), and May (2009), who have focused their research on
learners at different proficiency levels, but have nevertheless used a
restricted range of the language proficiency spectrum. The present study
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aims to address the need for armprecise definition of IC across different
proficiency levels by investigating the -constructed interaction in paired
speaking test tasks at CEFR levels B1 to C2. The issues are explored
through a micrdevel Conversation Analysis angle and the foilogy
research question guided the studyhat features of interactional
competence in paired test discourse are salient at different oral proficiency
levels?

Thestudy context:The Cambridge ESOL paired speaking tests
This study f ocus e sGememlEn@ishmspeakingltgses, ES OL
which have a oO-tfacedanmat) whpra two &est takes c e
engage in multiple task3.he specific focus is on one of the taskshe
candidate/candidate interaction task, which typically asks the test takers to
exchange opinions about a specific situation or topic and provides
opportunities for them to manage the interaction on their own. This task is
accompanied by a visual which provides scaffolding for the test takers; an
illustration can be seen in Figure The prompt (orally delivered by the
examiner) is as follows:
Now, I 6d |i ke you to talk about somethin
|l 6d |i ke you to imagine that a | ocal caf
are some of the suggestions they aresatering. First, talk to each other

about how successful these suggestions might be. Then decide which two
would attract most people.

® How successfull might these suggestions be?
¢ Which two would attract most people?

Figure 1. Example of a visual used to accompany the candidate/candidate interaction
task at Cambridge English: FirstGE Handbook for Teachers 2007).
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The assessment criteria and scales underlying the Cambridge ESOL
speaking tests include the following four trail&ammar and Vocabulary
Discourse ManagemenPronunciation and Interactive Communication.

The scale of diret relevance to this study is th@eractive Communication
scale.

Method

Study participants

As noted earlier, tegbker performances on the candidate/candidate
interaction task at CEFR levels B1 to C2 were used in this study. The
sample was selectedofn a pool of 40 paired performances which were
videotaped and used for examiner training/ standardisation in 2010. Only
Oaverageod pairs for the respective
Oaverageod was defined as camMdbandat es
range (from a &H Band scale) on the Cambridge ESQiteractive
Communicationscale. This selection process ensured that the analysis
focused on pairs who are clearly distinct and represent an average
performance at that level. Test takers with ksaat the extreme top or
bottom of the scale would have shown interactional features typical of the
adjacent proficiency levels and were deemed unsuitable for the analysis
(although, naturally, they are indispensible for rater standardisation
purposes).

The selection process resulted in 26 pairs (7 at B1, 7 at B2, 7 and C1, and 5
at C2). The test takers displayed a range of L1s, and were both male and
female.

Data transcription

CA transcriptions were made of the interaction generated by the selected
pairs following Atkinson & Heritage (1984).The choice of CA
transcription conventions allowed the investigation of miexel
interactional features.

Data analysis

The analysis focused on common interactional features across pairs at the
same level, and iffierences in interactional features across proficiency

levels. One of the fundamental CA premises holds that analysis should not

be driven by prior theoretical assumptions but should provide descriptions

of conversational organisation through taking amc, i . e . I nsi dei
perspective (Hutchby & Wooffitt 1998; Lazaraton 2002; Gan, Davidson &
HampLyons 2009). In the present case, even though the analysis focused
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on categories which past research had highlighted as playing a role in
interaction, such as pac development, turtaking management or listener

support, these were analytical features of interest, and not predetermined
categories imposed on the data. The
known, but conclusions about their use in the interactioihsnterest

emerged from the data.

Findings
The analysis revealed a host of interactional features which played a role in
distinguishing between proficiency levels, namely:
1  Topic development organisation
o Initiation and response moves
o devel opmeiniti toifatéestedi v sat éddbheopi c
o types of topic development moves (e.g. repetition, recycling,
expansion)
0  multi-turn topics vs. singkeurn topics
1  Listener support
o backchannelling
o0 confirmation of comprehension
1  Turn taking
o following an overlap/latic
o following an interruption
o following a gap/pause
Gaze and body language were also features of interest, but were not
captured in the transcripts in a systematic way, and will not be reported on
in this study.

The discussion will now move to a brief iltugtion of these interactional
features across levels B1 to C2. The IC behaviour at each level will be
illustrated with short excerpté&ven though the excerpts only present a
small part of the interactions from the data set, they were chosen because
theyare representative of typical interactional features at each level.

Interactional Competence at B1

Topic development at B1 was characterised by low mutuality, seen in
expansions of selhitiated topics and rare development of othmtiated
topics. Topcs were usually developed over single turns only. One of the
roles of conversationalists is to act in both a speaker and listener mode. At
this level it seemed that test takers had difficulty keeping both the speaker
and listener role active. Instead, gpmeaker role was stronger, as seen both
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in the minimal linkage with the previous turn and in the weak listener
support observed in the B1 pairs.

A typical Bl interaction can be seen in Excerpt 1 which shows four turns
from the interaction between Veronieamd Melissa, who are discussing
different things to take to help them pass the time while waiting on a long
gueue for concert tickets. (In a break from the conventional way of
presenting transcribed speech, the transcripts are aligned in a left and a
right pane, to more clearly illustrate the individual contributions. Newly
initiated topics are underlined and bolded.)

Excerpt 1: Veronica and Melissa, Cambridge English: Preliminary (B1)
Prompti Concert queue
Veronica Melissa

1 If you have to be ()n a:: (.) place
for many hours, is good if you tak
with you som:e (.)food a:nd water
or another drink .

(:5)
2 Yeah, and itéo:s
a:h for our fr
that ah they have amobile
phone a::nd maybeumbrella,
because mayb€.) raining, of
course aguitar, because ha
important concert.
(:5)

3 Yeah, i f you do
worry, in in in the: in with the
people, you ca:n use yowalkman
(.5) and listen the: music that yc
prefer (.) or play in a little Ninterad

4 Yes, sur e, er

important thefood | think that
he need to eat some (what), &
the cola or chocolate, eat
apple is very good.

What we see here is an exchange in which the speakers develop five topics

in the space of four turn&ach new turn initiates a new topic (or several

new topics in the case of turn 2), with minimal development of these topics.
Links with prior tudimstaadedpdpt ¢eéopi o
can be seen in turns 2, 3 and 4, where the spea&act minimally to the

prior turn and provide only-farmani mal
|l ink with the prior turn (6yeahodé or ¢
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Excerpt 1 illustrates another distinguishing feature of B1 interactrans:
listener support. In the exqe#s given here, there are no instances of
listener support, although softly spoken backchannels were occasionally
found in other B1 transcripts. The except also shows that at this level
speaker changes typically occurred after a gap/pause, or in a mm gap/
overlap manner, with practically no instances of latches, overlaps and
interruptions. This is a result largely of the longer processing time learners
at this level need to process what has been said in the previous turn and to
construct their own respea, and has been observed in previous research
on lowlevel paired and group tests (Galaczi 2008; Gan 2010).

Interactional Competence at B2

Learners at this level display the majority of B1 features, such as limited
mutuality in topic development, but neorcollaborative features have
started to emerge in their repertoire. They are capable of developing self
initiated and some othenitiated topics, leading to occasional nuiirn

topics. They are also able to provide some listener support in the form of
backchannelling. Speaker change is usually accomplished in a no gap/no
overlap manner, with rare instances of overlaps or latches, signalling that
the speakers need more time to process what had been said in the previous
interactional turn.

An illustration of a typical interactional profile can be seen in Excerpt 2, in
which Rino and Gabriela are exchanging ideas on what makes living in a
city enjoyable.

Excerpt 2. Rino and Gabriella, Cambridge English: First (B2)
Prompt:Things that make living in a gitenjoyable
Rino Gabriela

1 Well, (.) I think that (.5)a_park is
essential, (.) you know, maybe: (iB)
summer days, whe
bored stay at home, (.5) hot, and y
just go (.5) to a park, enjoy yourse
with your family(.) and friendsWhat
do you think about this, [Rino?]

2 [Yeah], also the big cities has

lot of parks. They are very ni.c Yeah
(.5) and you see there some bil hm
(.5) and other people (.5) wt yeah
are walking through the park ar

relaxing. And here you can see

t hi n k:foothalb(H) a:
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Rino Gabriela
3 Stadium=
4 =stadium. (.5) Yei
big. (.0 ahm at the weeken
there are a lot of (.) matche
there, to enjoy it, to watch it, (
and to support the team.
(:9)
5 %Yeah% Sports are essential.
6 Yeah.
1)
7 And um there are lots of (1Qoffee

bar here. (1) This is more for the o
people who wants a seat, (.5) and |
relax (.) reading their newspaper a
(.5) chatting with friends. (.5) This i
very good, too.

8 Yeah, but there are also yayi

people=
9 =Yeah, there are also young people
10  Who are talking to each other=
11 =But they look a little bored here, (

in the picture,
12  Yeah, they like to prefer to go i
adisco

The two interlocutors develop threepics in the stretch of twelve turns,
and their topic development strategies display some collaborative features
and higher levels of mutuality. For example, in turn 1 Gabriela initiates the

topic O6par kso, which is fum@2hlber deve
same iIs seen with the two subsequent
which extend over sever al turns and &
constructed turnd (Coates 1994), whe]

after he has signald trouble in the conversation.

The frequent instances of backchannelling are a further distinguishing

feature between Bl1 and B2. At t his
linguistic resources allow them to be both focused on constructing their
own respon e , on monitoring their partner

some listener support through backchannels. They are better at keeping
active the roles of speaker and listener. The active listener role is, however,
still relatively weak and shown primaritifrough the use of backchannels.
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Interactional Competence at C1

The level of mutuality and reciprocity at this level is noticeably higher than
at B2. Learners at this level show confidence in developing both self
initiated and othemitiated topics, wih substantive topic expansions and
multi-turn topics. C1 learners show active listener support both through
backchannelling (a feature at B2), but also through confirmations of
comprehension, which is generally a new feature at this level. In addition to
the no gap/no overlap manner of speaker change, their turns start with a
latch or overlap, giving a flow to their interaction.

An example illustrative of the interactional behaviour at C1 can be seen in
Excerpt 3, in which Christian and Laurent are disows different ways in
which we use the world around us.

Excerpt 3. Christian and Laurent, Cambridge English: Advanced (C1)
Prompt:Different ways in which we use the world around us

Christian Laurent
(:5)
1 A:h, what about thenountains?
2 Ahm, I think this is showing like the
ah affection of like tourist in like
beautiful arealike for example, thi:
would have been a beach in like (
I donot know, f
itdés i ke (.5)
to co c ome there )
maybe: very peaceful and like ¢
and now you <can
(.) hote:ls [a:nd]
3 [And] and maybe it could be also (.
be a problem for (.5) ahm (.5) for t
[Yeah, exactly] water and, and, how can | [say, af
not only water but
4  The environment in gen[eral, [General]
mean=
5 =Yes, indeed=
6 =cars are starting to come and |
exhaust fumes and stuff like that=
7 yeah =Yes, and everything in, in, (.
maybe it was a wood before
something like that. (1) they had
ahm burn down ahm (.5) and whe
yeah are ah the animals who who liv

there in the pa
same withthe last picture, [ 1 s
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Christian Laurent

8 [Yeah], I t hi nk
sure but thered
for this, thatthe treesdn t her
a mudstream a: nt

(1)

9 Oh yes, [l see]
10 [ | t hink] i tos
sure, do you know?=
11 =Yes, |l tds becar

down and then a:
12 =Exactly, when it starts to rai
[ther e6s | i ke] a n [Yes, indeed]
dondt know

As this excerpt illustrates, the speakers-coastruct a collaborative
interaction, seen in the development of both -seliated and other

initiated topics which extend over several turns:. &mample, the topic of
Omountain tourismdé iIs dfawltheidemdf over
Omudsl i desd i s devel &2 dhkir speeehrisaléo t ur n
characterised by more natural tdaking including frequent speaker
changes, ovéaps and latches.

Christian and Laurentos interaction e
speaker and listener role active, as seen in the frequent use of listener
support and conformations of comprehension, evidence of their ability to
monitor wha the other person is saying. It is worth remembering Ducasse

& Brownds (2009) distinction between
of comprehension. The former can be used even when no comprehension

has occurred, whereas the latter is evidence of thikyadfi the listener to

monitor what is being said. At C1, in contrast to the level below, learners

use more confirmations of comprehension, thus providing evidence that
they are actively monitoring the cont

Interactional Compéence at C2

At this level, learners have fully mastered the ability to develop interactions
in a mutual fashion and display the ability to develop bothisgiated and
otherinitiated topics in a substantive manner by pushing the discussion
forward with relevant contributions. Learners at C2 can shift in their
interactional roles between listener and speaker effortlessly and show their
interactional engagement through short turns, rapid speaker changes and
supportive overlaps and latches.
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A typical C2interaction can be seen in Excerpt 4, which gives part of the
interaction between Sabine and Jelmer as they are discussing different

pictures which could be used in a class project on dressing up.

Excerpt 4: Sabine and Jelmer, Cambridge English: ProfcygiC2)
Prompti Class project: Dressing up

Sabine Jelmer
1)
1 Another picture, 1 was thinkin
about the carnival, in uh, (.5) yeah
South America, or somethin
Cause | always enjoy er, (.) looki yeah
at t hese pictu
colourful, and all tk people
wearing hats, and [masks and uhl

2 [1tds absolutely

3 ités amazing, Yy

4 Also, in China, the, the carnivs it the
carnival? (1) It
thing anyway, an

OK lot of people dress up for it. (.5) | w
thinking of Halloweenas well.

5 yeah right!

6 For people in the United States, | thil

yeah ()itébs the bigges

7 =kids love it=

8 =yeah, yeah, bec
these pictures.

9 true (b) yeah

10 [definitely] so for, I f 1 tos
might be a good idea to put some [k
in,]

11 [Yeah] cause we have

generations, like young people yeah
to soccer, (.) and uh older, yeah.
12 yeah, exactly. So
[%That would be interesting%.] [1t mi ght be the
out, of the sort of people that [dre
up.]
13 [True, vyeah.] (.5 Al the
generations.

14 yeah Yeah. (1) Umm, and just for fun,
mean, they obviously all have reas:
to, to do it. Butl mean when you wel

yeah! young, you could just, just (.5) ta

stuff
drawer

from-gour e
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Sabine Jelmer

15 YEAH! If you look at little girls,
and they love to walk around
t heir, i n t hei |
shoes
16 Exactly!

This example abounds instances of collaborative topic development, as

seen in the mutual development across speakers and turns. For example, the
topic OHall oweendé i s delgevitoaletdf over
instances of speaker changes, short turns, strongkste s upport and
i nvol vement 6 speech (Tannen 1981) as
utterances and interactionally smooth and appropriate transitions between
them. This is clearly in contrast to the interactional behaviour at the lower

levels, wlere long gaps between turns (at B1 and B2) often indicated a
reluctance to take the floor.

The interactional behaviour at C2 is very similar to that observed at C1. A
subtle difference does emerge, however, which is captured in the GEFR:

Cl,the CEFRda |l | s us, | earners are characte
t o t hose of ot her speaker so (2001:
Ai nterweaving contributions into joi

not easily quantifiable or measurable, the idea of icrg@at joint discourse

is fundamental in distinguishing between C1 and C2. At C2 learners
engage critically with each other and develop a joint discourse, as opposed

to contributing to each otherds disc
this interactioa | behaviour as Aconfl uenceo,
metaphor which refers to the way two rivers flow into one another, and
basically captures the ability of conversationalists not just to support each

other in interaction, but to develop one commorsteongructed discourse.

Summary and conclusion

As the brief illustrations given in this paper have shown, learners at
different proficiency levels display varying degrees of Interactional
Competence. The key distinguishing features across adjacent levels are
captured by the notions of topic organisation, listener support, and turn
taking management.

The main implication of this study lies in its contribution to the
conceptualisation of Interactional Competence. The findings have shown
that key aspects of th€Iconstruct lie in the development of topics across
turns, in listener support, and in the management oftaking. These
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findings have supported recent research by Ducasse and Brown (2009) and

May (2009), who have argued for the importance of broadetefigitions

of IC. This study has, in addition, provided findings of direct relevance for

the CEFR Interaction s cal e and C a mblimtaradtigee ESOI
Communicatiorscale, in supporting some of the categories used in these

scales and in suggesting potehéigpansion of the scale in future revisions.
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Introduction

Since Hunston & Th eitepwlanme@rsthe(sube@d, @) wi
numbe of studies have investigated the significance of evaluative speech

acts in academic communication. While the focus of such work is largely

on the function and construction of evaluation, far less is known about the
axiological v ar ieaebtlinessich écts.rin abheranvordse s 0 )
what desirable/undesirable aspects of research are made explicit in the
discourse of academics. Most evaluations acts operate within a dyadic
framewor k, as Aconstrual s of experi .
between psi ti ve and negativeo (Downes 2
encode values whose realisation varies in polarity as well as intensity.

Understanding what constitutes owort
academic communities provides interesting evidencdefepistemology
and cultural assumptions that underpin scientific enquiry. The crucial link

bet ween disciplinary cultures and va
109) weltlk nown descri ption of di sciplines:s
embodied in colletions of likeminded people, each with their own codes

of conduct, sets of val uewhatsamdre,di st i

values exist within specialised ecological systems supported by a
biunivocal relationship with their linguistic realisatiq a c c oevaly ngl vy,
act of evaluation expresses a communal valgtem, and every act of
evaluation goes towards building up that vedug s t (@huompson &

Hunston 2000: 6).

To shed some light on this complex topic, a multidisciplinary corpus of

English research articles was assembled and investigated for explicit lexical
evidence of axiological variation. While readers are referred to Giannoni

(2010) for a complete account of the study, the present paper outlines its
methodology and illustrates howctutexts draw on lexis signalling the

core value of 6égoodnessd to commend/ c
association with qualities perceived as (un)desirable within the discipline.

Its findings may be of interest both to the discourse analyst agiddoiate
student s, who fAneed t o -dysems of theiro wor |
target communitiegs(Swales 1990: 218) in order to become fully proficient

writers.
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Material and methods

Because of its prestige and pervasiveness in medbgrnjournals, the
research article (RA) is by far the most widelyestigated academic
genre. Mastering its use, especially in Enghsédium publications, is
increasingly crucial for success in academia and the sciences. For this
reason the texts chosen for inclusiorour corpus consist entirely of RAs,
whose various instantiations usually combine empirical data and content of

a mor e specul ati ve nat ur e. The geni
axiological evidence was firWhat poi nt

counts asrelevant issues, convincing evidence, valid inference and
appropriate interpersonal conduct is groundeddisciplinary values
transmitted via socialisation and secured through a system of peer
judgement. The principal realisation of this schema is theareh article
(added italics).

To collect a representative sample of RAs across the academic spectrum,
ten texts were extracted from the latest volume of thedtga journal in

each of the following disciplines, whose pairings in turn cover five
different scientific areas.

1 Natural sciences: biology (BIO) and physics (PHY)

Applied sciences: engineering (ENG) and medicine (MED)

Human sciences: history (HIST) and anthropology (ANTH)

Social sciences: sociology (SOC) and economics (ECO)

Mathematical sciense mathematics (MATH) and computer science
(CS)

T
T
T
T

For each discipline the journal with the highest impact factor was chosen,
based on rankings published in the
edition. After digital extraction, the 100 texts were staddad by
removing such ancillary content as page headings, figures, tables,

footnot es, aut hor det ai |l s and refere

articled or as oO6original articlebo,
invariably accountedor most (if not all) of the material printed in the host
journal. Once uploaded to a concordancer (Scott 2008) for electronic
processing, the resulting corpus was found to contain almost one million
(986,185) tokens.

A methodology was needed that wouldoal the analyst to (a) identify
explicit valuemarkers in the RA corpus; (b) compare their distribution
across disciplines; (c) inspect the qualified entities associated with such
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mar ker s. For t his pur posany aspealofued
reseach to which the parent disciplinary community assigns an
interpretation whose polarity reflects its practices, standards and beliefs

All words with 100+ occurrences in the global wordlist were inspected and
potential valuemarking items (candidates) weggFouped into semantic
categories. Preliminary results, in order of frequency, produced the
following categories: Goodness, Size, Novelty, Relevance, Value, Timing,
Impact, Complexity, Generality, Completeness, Appeal. Taken together,
these account poteatly for no less than 20,000 tokens (i.e. one word in
50) in our corpus.

The next stage was manual identification of which candidate items actually
functioned as value markers. Albeit time consuming, this was essential to
weed out occurrences whose megnis clearly norevaluative (i.ewell
andgoodused as nouns). Finally, the lexical groups in each category were
completed by adding, where present in the corpus, additional items related
either formally (common wordtem) or semantically (synonyms,
antoryms) to those identified in the wordlist. For goodness, which totalled
the highest number of candidate items among all values, therefiwere
groups of markers covering different parts of speech and both polarities.

Results

After checking all candidatesithin their concordances, only 49% of items
were found to be relevant (i.e. goodness markers). This confirms the
importance of integratingomputer tools with manual investigation when
dealing with potentially ambivalent realisations. Broken down by group
the results in Table 1 show a clear preference forspatific evaluations,
with the most generic markers (Group A) accounting for no less than 64%
of all occurrences (1,094/1,708).

Groun A well, best, good, better, improve*, improvement* 933
P poor, porly, bad, worst, badly, worse, worsen* 161
positive, positively 57

Group B negative, negatively 77
Group C right, rightly 17
wrong, wrongly 15

Group D | problem*, problematic, problematically, unproblemati 364
Group E | error*, erroneous, erroneougl 84
Total 1,708

Table 1: Goodness markers by group
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Another interesting result is the prevalence of positive lexicalisations of
goodness, with 59% of items (1,007/
positive polarity. It is also worth noting that withinrdeip 1, goodness is

expressed more often comparativadetter/bestor as a procedural quality

(well) than by the qualifiegood i with 380, 227 and 154 occurrences
respectively.

The distribution by part of speech and polarity summarised below
highlightsan overall preference for positive markers (59%) throughout the
lexical repertoire, with the notable exception of nouns. The latter are
negative in 89% of cases, due largely to the high frequengpgobfemand
error. On the other hand, the verbs formd (a Group A) are almost
exclusively positive.

POS (59%) | NEG (41%) All
Adjectives 539 220 759
Nouns 51 417 468
Adverbs 307 62 369
Verbs 110 2 112
Total 1,007 701 1,708

Table 2: Parts of speech and polarity

Interdisciplinary variation

The picturebecomes more complex as we move from the general data
described above to the extent of interdisciplinary variation across. Details
for each group of markers (normalised by 10,000 words to make them
comparable across different sections of the corpus) aengn Table 3.
The disciplines are listed according by goodressking intensity, with

shaded cells identifying the figures above average.

Group A | Group B | Group C | Group D | Group E All
CS 14.6 5.9 0.9 12.1 1.9 35.4
ECO 19.9 1.3 0.3 2.0 3.2 26.7
ENG 23.3 - - 1.7 0.8 25.7
HIST 13.9 1.0 1.0 4.4 0.2 20.5
ANTH 12.3 0.1 0.2 2.4 1.2 16.3
SOC 9.2 2.4 0.3 2.9 0.2 15.0
MED 10.8 - - 3.0 - 13.8
PHY 7.1 0.2 0.2 4.4 0.2 12.0
BIO 8.6 - - 0.5 0.7 9.8
MATH 2.3 - - 1.8 0.1 4.2
Ave. 12.2 1.1 0.3 3.5 0.8 17.9

Table 3: Interdisciplinary variation (normalised data)
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The last column shows the overall goodressking intensity of each
discipline, which varies almost ninefold between the top (CS) and bottom
(MATH) value. Their distribution does not directly reflecetpairings into
scientific areas used when constructing the corpus, with the exception of
the natural sciences (BIO and PHY) at the bottom of the list. The marking
of specific values appears to be essentially a discigleeific
phenomenon, as the examplbelow will confirm.

Thanks to these markers the reader is not merely offered information but
constantly reminded of its value along the gbaed axis, especially in CS,
ECO and ENG. As mentioned earli¢he negative polarity (i.e. what is
wrong or badl is far less frequent than its opposite (what is good or right).
Closer scrutiny shows that, proportionally speaking, adjectives are most
salient in ENG (60% markers, edges), adverbs in BIO (54%, espell),
nouns in MATH (45%, espproblem/$ and vebs in MED (24%, esp.
improve?).

Type of marker

Group A

The adverbial markewell usually (73% cases) emccurs with a past
participle, thus qualifying a physical or intellectual task subsequent to its
performance: the top collocations were  well
definedegablisheddeveloped/understood

(1) For any adjacent points a, b in (3.19), there vgell-definedelement
g(a,b) of G that acts as a transposition in at least one of our two
symmetric groups Sp+2. MATH

Bestpeaks in ENG, where it collocates almost asgolely with mode]
while elsewhere it tends to describe procedural aspects of research (e.g.
alignments, fit, outcomes, predicthravith the exception of HIST.

(2) The following are thebestfour models which were developed from
the four methods to focast the stream flow in the Rideau River for 2
days leaetime. ENG

Goodqualifies data, statistical tools or modelling, as shown by its top R1
collocatesexampl&, agreementapproximationand fit (managementn
ECO). It is used only occasionally for idtectual activity or in its moral,
nonutilitarian sense.
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(3) Usually it is consideredjood if the number of generators can be
reduced or the total length of the relators can be made smaller. MATH

Better collocates especially withunderstanding performance and
practice*, thus qualifying scientific enquiry and its methodology.

(4) Representing this epistemic uncertainty in transmissivity and storage
coefficient values will allow for abetter understanding of the
heterogeneous subsurface. ENG

Items in tlke negative field were relatively scant and mostly consisted of the
adjectiveshadandpoor. Economists are altogether the most likely to signal
what isbad/poot followed by computer scientists and historians. In terms
of collocatespadtends to qualifypractices managersandperformancean
ECO, human attributesb¢haviour, intentions, healthin HIST and
experimental features in PHY.

(5) One of the interesting features of the raw data is the substantial
fraction of firms that appear to have surprisinglgd management
practices, with scores of two or less. ECO

Worstpeaks unusually in HIST, where it underscores (always attributively)
the tension inherent in certain facets of human experience:

(6) If others threw themselves into the carefree and relakmdsphere of
the place, he could find only a sink full of tkrst possible vices.
HIST

Group B

This group consists above all of evaluative attributive adjectives encoding

the conventional POSITIVE IS GOODBNEGATIVE IS BAD metaphor

(drawn from accoummg). Positive almost always qualifies human
behaviour, t hus maki ng Opositivityo
variable. It is absent in BIO, ENG, MATH and MED.

(7) Individuals high on PA experience strongawsitive emotions in a
videoconference thandividuals low on this disposition. CS

Negative is also strongly associated with human experience (again
emotionsin CS andpublicity in SOC) but is more frequent than its
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antonym.

(8) As demonstrations, boycotts, and general disorder continued from
April through May, graphic incidents of police repression drew
enormousegativepublicity. SOC

Group C

Signalling what igight vs. wrongis particularly relevant in CS and HIST.
Right invariably qualifies the behaviour of computer users in the former,
while in the latter it is introduced as a dialectic or moral category.

(9) The Hanafi legal tradition, which had become the preeminent legal
school within the Ottoman Empire, had long looked upon them with
misgiving. People had to be careful about using theth the right
intentions. HIST

Wrong (unlike its antonym) is more often used predicatively than
attributively, especially in conjunction with reported knowledge claims,
whether integral or nemtegral to the text.

(10) They pursue a strategy of blumg by emphasizing universal moral
gualities that make the division of the world into ethnonational groups
appeamwrongand unjustifiable. SOC

Group D

This group signals various kinds of difficulty that deserve special attention.
Problem/speaks in CS, filowed at a distance by HIST and PHY. It is
often used anaphorically irthis problem/these problemswith the
problem/s ofis the main choice amonga®rd clusters.

(11) The participants did not make a single mention of erroneous inferences
being aproblem, even when asked what annoyed them or what should
be changed. CS

Problematic albeit infrequent, is more frequent thamoblem/sin SOC and
ANTH; over 70% of occurrences are used predicatively. It tends to qualify
methodological options, data interptteta and theory building.

(12) The last point is, however, nptoblematicfrom a cosmology point of
view since for realistic value of the powlaw exponent n it is always
true that ExPRESSION. PHY
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Among goodness markers, the only qualifiers thabdavhe predicative
position (syntactic foregrounding) goeoblematicandworse

Group E

When scanning this group, occurrences encoding statistical error (as
opposed to 6human/technical é errors
were excluded. Only theatter are of interest because they are marked
negatively for goodnes<trror/s peaks in ECO, followed by CS and
ANTH, while in the other disciplines its presence is negligible.

(13) We definea as the probability that a physician makesearor that
resuts in a potential tort liability. ECO

(14) Direct radiocarbon dates, however, proved them to be only 5000 years
old, thus demonstrating that serious excavat@rors obviously
occurred during the fieldwork in 1931. ANTH

Discussion and conclusions

This investigation of lexical items that make explicit the value of
0goodnessod6 in English RAs shows a col
domains. If approached using the labels adopted in other ebgsesl

work, there is very little difference between tkecial sciences (20.8

markers / 10,000 words), the mathematical sciences (19.8), the applied
sciences (19.8) and the human sciences (18.4). Only the natural sciences
(210.9) stand out for their dearth of explicit markers. The prominence of

ECOand HISTapmer s i n | ine with Becher & Tr
t hat t he soci al sciences adddaomani
disciplines.

The approach adopted here attempts to balance the-apfpmsing
demands of systematicity and workability by combiningnfisative tools

and manual inspection of concordances. It focuses on the most frequent
lexemes identified in the corpus because the range of lexemes/phrases
capable of encoding meanings related to the value system is potentially
unlimited and includes indect realisations whose recognition is highly
subjective and notoriously elusive in corgassed work. Concentrating on
explicit items allows the analyst to process a relatively small number of
realisations close to the semantic core of the target value.

The results admittedly gauge the | ev
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disciplinary culture, which in turn may be linked to the degree of reticence

or textual silence adopted by its members. At the same time, it is important

to recognise that no teger seis a clear mirror of the community in which

it is embedded. As Hyland (1997: 21) aptly argues, RAs themselves do not
tell the whole story, they are only
linguistic resources employed for this purpose are closditere to

evaluation, that is to the lexis of judgement and subjectivity (Thompson &
Hunston 2000).

The markers described in this paper illustrate how researchers draw on a
common lexical repertoire to assert goodness, qualifying their target in
ways that would be meaningless outside an axiological framework
available to all members of the discipline. The fact that most value claims
bear not immediate justification reinforces this insight. As a component of
ideology, values are so well embedded in acadelismourse as to appear
merely a part of its lexis.

Mention of what is good or bad occurs in almost every sphere of human
interaction, and may thus appear too mundane for investigation. But the
discursiveargumentative power of axiological variables orages largely

from their apparent insignificance. The fact that scholars reproduce

nor mative meanings whose authority c:
values are so precious for the maint
Castelfranchi 1989) also withthe disciplines. The presence of such values

also outside academia merely adds to their argumentative force.
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There is increasing urgency for societies to ensure that all their citizens
have access to wealth, status and the symbols of pdwdeication is
charged with ensuring thdhe next generation possesses the skills and
dispositions that ensure not only economic and social participation, but also
habits of mind for lifelong learning. Such a learning stance is required if
citizens are to be able to choose their responses taléhweands and
opportunities of a rapidly globalized world. However, never before, at least
in the Western world, has the citizenry to be educated been so diverse
linguistically and culturally.Migration has been seen as the key for
revitalization and econoim prosperity in the face of aging populatiotfs.
the education system is not responsi
children, the potential social and economic benefits of migration could be
lost both for the new arrivals and the host societl/teachers throughout

the compulsory education sector play a pivotal role in welcoming these
learners and their families, not only into the curriculum and school, but also
into the wider society. If teachers and schools see their settings as societal
mcrocosms where all studentksannowhddgbei
(Moll, Amanti, Neff & Gonzalez 1992) are valued, there is a greater chance
of migration revitalizing the society with associated global links to many
countries.Applied linguistics has a gnificant role to play in assisting in

the design of policy and pedagogy bringing that needed language focus to
teaching.

Although a linguistically diverse population demands a language focus,
there has always been a recognition that language is atetré df all
learning (Halliday 1993). However, for this understanding to become
practice rather than remain rhetoric, an alignment of activity settings that
support teachers in developing a language focus in their teaching is
required. Ministries/Departmén of Education, universities and schools
need to collaborate to ensure the conditions and resources for this vital
development are in place (EU Consortium for Mainstreamed Second
Languagei Teacher Education 2010). Ministries and Departments of
Education need to provide languadecussed policies, curricula and
resources for planning and assessmemiversities, in their pr&ervice
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and inservice work in language teacher education, need to provide
sustained opportunities for teachers to critique andgngath the theory

and practice behind a language focus in these policies, curriculum and
resources. Schools need to develop schodé plans and systems to
prepare all students for full participation in society and the wider world.
Such a ceordinated sleool approach rests on Principals understanding the
need to establish collegial settings in which teachers can work, individually
and collectively, developing their own theories in practice to bring an
academic language focus to their teaching and assessoie the
curriculum. Such an alignment of Ministry, schools and universities can
revitalize all these institutions as they collaborate in administration,
research and practice to meet the needs of the students they serve and the
world that they envisionin times of shrinking financial resources, the
imperative to work together even more closely is heightened.

New Zealand, unlike many oth&Western countries (Mohan, Leur
Davison 2001) was late to welcome migrants who did not speak English as
a first language. Other than migrants from the Pacific, many of whom had
constitutional rights to live in New Zealand, an essentially White
Immigration Policy meant the United Kingdom was the preferred provider
of migrants for 150 years (Gray 2009). This policy was relaxed until

the passing o’ he Immigration Act 198When the realities of finding new
trading partners, pressure from within New Zealand for a more
multicultural society and a global demand for young skilled New
Zealanders forced change. With anlurfof new migrants from countries

as diverse as Korea, India, Fiji, China, South Africa and Croatia- a co
ordinated approach across activity settings in the education sector was
needed to meet the needs of these new citizens. However, at precisely the
sane time as these significant changes in migration, education itself was
undergoing significant reorganization. Schools were released from the
financial control of a Department of Education to becomeraliaging.

The Principals of itohsultaton with thérschddlc h oo |
communities and with their elected Boards of Trustees, were to devise
school charters and vision statements to ensure the needs of all students
were met (Smelt 1998). In addition, National Education Guidelines and
National Administration Guidelines held schools accountable in their
strategic planning and implementation for priorities established by a new
Ministry of Education (MOE). A justification for this radical change in
school administratioii devolution from a centralizedepartment to local
communitiesi was so schools would be more responsive to the needs of
their specific communitiesHowever, schools and the Ministry were
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unprepared for the changing demograghibe influx of students needing

to learn English as an ddlitional Language (EAL) through mainstream
immersion. Although important language initiatives both across the
curriculum and in bilingualism had begun in response to Pacific migration
in the 60s (Lewis 2004), these were still margifdharshalling a ce
ordinated response across educational activity settings to the needs and
possibilities of a diverse citizenry has taken time.

The year 2010 saw the beginning of aardinated languagicussed
approach in the curriculum for all students (MOE 2007), a eaaf
resources for diagnostic EAL assessment (MOE 2008) and for planning
(MOE 2003, 2009). In addition, there are policies and procedures for
applying for additional EAL support funding (MOE 2004). Another recent
initiative that alerts schools and Prindgpdo the specific needs of EAL
students are New Zealand Curriculum National Standards (MOE 2010).
The Ministry also instituted the Teaching English in Schools to Speakers of
Ot her Languages (TESSOL) Fees Schol a
2001. The ppgramme provided an incentive for teachers to undertake part
time study while still teaching fulime in their multicultural schools
(MOE 2001).

The Scholarship programme was designed to tie together three different
activity settings: the Ministry, sclols and university providers of TESSOL
programmes.Their shared goal was to create conditions for teacher
development in the inclusive teaching of academic language across the
curriculum to meet the needs of growing numbers of EAL school students.
Teaches were selected for the Scholarship programme on the
understanding that they would share their TESSOL knowledge and practice

with their Principals and the rest of the school community. Each activity

setting played a key role in this godl) The MOE incenvtized the
teachersbo study by providing financ
organizing the advertising and the annual selection process for Scholarship
holders and monitoring their progress through their programme of study; 2)

The schools, through theiPn c i pal , prioritized whi cl|
would be sent to the MOE for consideration by the National Selection
Committee. The Scholarship programme recognized that if teachers were to

be successful in managing p#rhe study and fullime teachingthey

would need the ongoing support of the Principal and school. To ensure that

this support was given the Principal undertook to meet with the Scholarship
holder at the end of each Mdtnded paper and complete an MOE course
evaluation form. The forms @vided the Ministry with a record of
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teachersodé6 intentions to complete fur:
value of the study for teachers and schools and an indication as to whether

the courses provided were relevafince analysed, these forms were

archived by the MOE; 3) The university, selected as one of the providers
needed to ensure that the courses and activities met nointgrigational

disciplinary standards of scholarship but also, more specifically, met the

needs of the teachers and sdeo@ourse material needed to address the

specific planning and assessment demands of the local curriculum.

A key to such crosmstitutional work is the commitment and responsivity

of the MOE, the schools and university LTE programmes to the shared goal

of devel oping teachersod agency in st
effect change first in their own practice and, subsequently, in their schools.

The collaboration between the Scholarship holders and their Principals was

a key factor in determining thextent to which their knowledge became a
resource beyond their own classrooms for developing sehidel

inclusive academic language pedagogy that built on the L1 resources of

EAL students and their families. One way for the Scholarship programme

to facilitate this collaboration is the course evaluation form that each
Scholarship holder and Principal jointly completed at the end of each
funded course.T hi s obligation gi ves t he Pr
curriculum leader, the opportunity to discuss with tdacher: 1) support

for the Scholarship holder in managing study commitments; and 2) ways in

which the school could provide opportunities for Scholarship holders to

utilise their TESSOL knowledge beyond their classrooms whether in
responding to national iperatives in curriculum or assessment or to local

needs in the school community.

This study

Thus the purpose of this study was to investigate the specific ways
Principals reported that they wused
Princi pal 0slunrleadeein New Zealand schools is of critical
importance and we wanted to see how they were able to draw on this
knowledge in meeting both local needs and national imperatives. We
realized that the Principals were submitting this report to the MOE and
could thus colour their reports favourably but our prime interest was to
identify ways in which the knowledge was used within the schools so we
could: 1) identify patterns of reported use; 2) as a university provider,
identify any significant gaps that raesd attention in our programme; and

3) share our findings as a resource for other teachers and principals to
maximize possibilities for that collaboration. For this initial study, the two
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latest years of available course evaluation collected by the MOE wer
selected. These cohorts had begun their study in 2007 (56) and 2008 (46).

The particular sections that were coded for analysis were the responses to

t he guestion AHow has t he school b
Schol arship Hol der 6s dquésths Wds asked cmwl e d g
the course evaluation for the third funded paper in the second year of

t e a c h e rLanjuagetLenchiyg,in the New Zealand Context.

Data Analysis

For the purposes of this study, data analysis was kept at a low level of
inference Each of the 102 responses was coded only oraording to

t he centr al pur pose t hat t he Princ
knowledge had been put to ug&om this coding, three purposes were
identified. The main two were reported with equal frequentfjuencing

the culture of the school(44), and influencing colleagues through
substantive conversations about pedagdd¥) and a third, much less

frequent categoryinfluencing Principal thinking(12). This category was
characterized by responsesaquling how Principal sodé 1in
teachers and their TESSOL knowledge had challenged their thinking in
planning and policy development and helped them synthesize national
demands and local needs in the provision of an inclusive curriculum and
addtional EAL provision.

Findings

Influencing the culture of the school

One of the most frequent uses of TESSOL knowledgeiniagncing the

culture of the schoolOf the 44 responses that fell into this category,
Principals noted two predominantwaysatd changed the scho
The first wasenhanced collegiality focused on EAL learniMany general
comments were made such as, AHer TE
benefit to the whole school o or Awe
issues throug o u t t h e Othsrcchnomentso were made regarding

sharing enthusiasm with colleagues for a langt#fagesed approach and

the Principal s promotion of this.

The second way the culture of the school was influenced was more
focused. The teachers had esighe visibility of migrant students and their

families, alerting their colleagues and the school in general to the need to

i ncorporate the Afunds of knowl edgec
families brought, not only into the curriculum but also the lbf the

school. Principals noted that the schools had becores culturally
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inclusive and responsivd hirteen of 44 responses related to very specific
aspects of enhancirepmmunity developmenteachers had taken practical
steps to ensure school/fapnitollaboration through the establishment of a
range of activities such as EAL parent afternoons, EAL homework
programmes, establishing volunteéerschool programmes and parental
networks, as well as horingchool partnerships. One Principal linked this
collaboration with the community to guidance from the new curriculum:
Judith offers informed assistance to new migrant families with a clear
understanding of the New Zealand Curriculum guidelii@8$123).

I nfl uencing coll eagues pedagogp f essi onal

The other most frequent response has been identified broadNuascing

coll eaguesd6 professi onaln thid eategoryp p me n't

Principals noted substantive collegial conversations around pedagogy
which focused on inclusive academlanguage (44). Three types of
conversations were notédfrom informal and teachenitiated inteacher
developmeni(18) to more formal situations when teachers shared their
knowledge in conversations in more established formats such as
contribution tomeetingy8) andstructured professional developm&m8).

In the substantive conversations related to informal teacher development,
Principals (6) remarked on overhearing TESSOL teachers engage in
frequent | ively debat es catlemic largeage 0 n
development in the curriculum and the value of L1 in providing a
foundation for learning an additional language. These conversations
involved a much wider group of colleagues than Principals had previously
seen engaged EAL teachers, tedxer aides across different subject
departments in secondary schools and across syndicates in primary schools.
This collegial sharing of knowledge and practice also extended to informal
invitations welcoming colleagues into their classrotanobserve their
teaching. In primary schools there was particular interest in sharing
different oral tasks that led to writing and in secondary schbalsthey
differentiated learning in practic€07P5) also through the provision of a
range of different task®One Pringal ensured that this informal advice
was readily available for staff by ensuring all knew who to call on for
assistancePr omot e Schol arship Hol ders as
advice and guidanc@®8M22).

The two more formal settings for subdige conversations were
contribution to meeting§3) and more structuresthootwide professional
development initiative¢18). In the more formal meeting format of the
school, Principals noted that the teachers made significant contributions
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from a languge and languagkearning point of view. Key topics here were
Apromoting student i nteraction in co
language and culture as a resource for all. Eighteen Principals noted the use

of TESSOL knowledge bringing an EAL peespive to schoelvide
professional development such as Pasifika Initiatives, Literacy
development, Professional Learning Communities, and Assessment for
learning.

Influencing principal curriculum decision making

The final category related to specific mé i on o f teacher s
knowledge, influencing principal curriculum decision makinglhese

decisions related specifically to leadership in sciwade or department
curriculum development, planning and assessment (5) and in EAL policy

and programme dewgbment (9). Although not the focus of this paper, it is
interesting that many of the Scholarship holders noted on the course
evaluation form, how the use of tasks within their classroom had provided a
sound basis for student interaction and for inclusivadamic language
teaching and assessment of student so
recorded how all students had benefited from such an approach. They
mentioned how recently released MOE documents (with which they had
become familiar during their TES$Gtudies) helped them in planning for

and assessing student learning. Principals made many brief general
references to such teaching and learning in the categonfluwéncing the
culture of the schoadndi nf | uenci ng coll eaguesd pr
and pedagogyThere were, however, only four Principals out of the 102,

who reported seeing the potential for using this knowledge and experience

on a more systematic basis for school and department plarimsagts

whole school planning supporting growh of teachers and students
(08MO07). These Principals could envision how the specific needs of all
students, including EAL students, could be metshgthesizing national
imperatives and available MOE resourcéxreased impact of English
language learningassessment throughoutmore focused teaching using

ELLP (07M34). Significantly, these Principals not only gave these teachers

the authority to lead these schadde or department changes but also
ensured that they had the resources to accomplish theoessdully:

Assistant HOD given time to incorporate TESSOL knowledge into units for

new curriculum(08107).

The second way Principals recorded tF
influenced their curriculum decisiemaking was in the field of EAL policy
and programme development. Although the New Zealand curriculum
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expects EAL dd be dnetnwithendan inckugive urriculum

through the integrated teaching of language and content, each school is also
required to have policies that ensure thesel &tint s6 speci fic
language learning needs are met and that any additional programmes reflect
informed spending of discretionary funding. The four who reported on
teachersd TESSOL knowl edngkeng in poficy uenci |
development appogated the opportunity to have reseamtformed and
challenging conversations with teachers. This had given one the confidence
tonote A TESSOL 1is in our school charter
Another Principal reflects an openess and dispositidaaion and a desire

to have this knowledge shared systematically throughout the whole school
community through acknowledging the work of this particular Scholarship

holder:

Contributed enormously to the learning culture of the schBelviewed
many policyareas 20092010. Beth used her theoretical studies to support
and challenge my understanding of the needs of English language learners.
She has shared her findings with staff and BOT throughout the year.
(08M08)

Similarly, in the area of ensuring thatsdrietionary funding is wisely

all ocated, Si X Principals noted how
familiarity with such procedures helped funding applications, setting up,
reviewing and critiquingcAL programmes and assisting in the oversight of

EAL budgets Helped me conduct a review of EAL resources, programmes

and student outcomes. | learnt a (67P12).

Discussion

This analysis has highlighted the importance of the alignment of different
agencies within the education sector working towards ensurengdeds of

new English language learners are met within New Zealand schools.
Alignment, however, is insufficient. Research needs to maximize
opportunities and pinpoint gaps in collaboration across the network of
interest and to highlight the productiveliptes, procedures and resources
being used. The analysis potentially opens up the collaboration for the
scrutiny of all partners focused on creating conditions for teacher
development in the inclusive teaching of academic language across the
curriculum. Teachers too, at the heart of the endeavour, can use this
analysis to consider different possibilities for using their knowledge beyond
the classroom to influence the culture of their school community, their
coll eaguesdé professioantd/ devehepmePRt i
thinking.
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These insights are key to seffanaging New Zealand schools developing
inclusive academic language pedagogy. Such schools require leadership in
policy and programme development, not just from the Principal. A
significant skill for the Principal is to mobilize knowledge within the
school t o me et student so needs whi |
directives and resources. Developing leadership capacity within schools is

a particular skill that many of these Principalsvénaaccomplished.
Principals have recognized the knowledge and enthusiasm that teachers
bring and deepened that commitment t
contribution, and maximizing their TESSOL knowledge by linking it to the
demands within the schbdignificantly, it was only a very few (12) who

reported being challenged in their thinking about policy, programmes and
planning.

For the MOE, which collected this data, thisanalgsis s ur es t hat sc
different developmental paths in utilizing $BOL knowledge are
recorded.The data also provides traces of how national requirements,
regulations and resources were being used within specific contexts. Such
findings could also be disseminated widely showing ways in which the
Principal/Scholarship Hder collaboration could be maximized.

As one of the university providers, we identified the primary uses of
TESSOL knowledge that Principals reporteSuch patterns of use
reinforced the importance of using, not only international literature but also
local MOE resources. As language teacher educators we need to be
conversant with all requirements, regulations, and resources of the local
context, in particular, for curriculum planning and assessniesdchers

who have had opportunities to explore and quii the implications of
these documents for their own practice and the international literature, for
example in the area of planning and assessment for EAL students, can then
lead such initiatives on a schewside basis.

In this era of accountability the are many measures in place to maximize
performance of students, teachers, Principals and schools. Alongside this
preoccupation, it is also important to reiterate the role of teachers and
Principals as scholars and schools as learning communities .f@uah a
perspective deepens the commitment of the scholar teaching profession to
student achievement and collaboration. Helping teachers and schools find
ways to address the practical needs of students and their families
strengthens the curricular visidor Aotearoa/ New Zealand as a small
democracyi a multicultural society resting on its bicultural heritage where
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all are engaged in participating and contributing. The school, after all, is a
microcosm of society (White & Gray 1999).

What has not beerxplored in this paper and would be of further interest

would be exploring the factors and dispositions that led the 12 principals to
being open to reporting that their curriculum decigiwaking had been

i nfluenced and <chal | enlg additiolp ywe aehei r t
intrigued to know how these particular teachers had been able to engage
their Principals in such productive collaboratiohssummary, this paper

has endeavoured to illuminate a small corner of collaboration from a little
reported grop in applied linguistics school Principals. The paper has
explored the use of applied linguistics in a specific context as Aotearoa/

New Zealand maximizes the potential of migration to bring new life, not

just to the economy and society, but also to sthools and education

system. In sharing these illustrative examples of ways Principals have made
use of teachersdé TESSOL knowl edge 1in
work to scrutiny from other potential collaborators.
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Introduction

The aim of this paper, which is part of a larger prdjdstto illuminate the
current discussion on the use of Welsh and English in the private sector in
Wales. The Welshlanguage calls for special attention since Wales
exemplifies a realistic model of bilingualisifWilliams 2008: 245)
successful language revitalisation and thriving government intervention
with the aim to secure, maintain and advance the use of Welshaiesy

of domains. So far revitalisation activities have mainly focused on the
fields of education and the public sector, within which substantial
opportunities have been created to use the language. Yet, in recent years
there has been an increase in camps adopting Welsh for their business
activities. In addition, there is a current debate about a new legislative
competence order which would give the Welsh Assembly Government
more power to make laws to promote Welsh (Welsh Assembly
Government 2010). Ti® competence order would also include a legal
requirement for some private companies to provide bilingual language
services.

The recent developments have heightened the need for research into the
issue of minority language use in the private sector franpolicy
perspective as well as a discouss®lytical and attitudinal perspective. |

will begin this paper by briefly establishing a contextual framework for the
sociolinguistic, political and economic contexts in which Welsh and
English are employed, ¢heby providing theoretical underpinnings to
minority language policy and planning. Then | will sketch pivotal
legislative actions affecting language policy in Wales before focusing on
the current debate surrounding the use of Welsh in the private sector.
Finally I will illustrate some findings from my empirical pilot study on the
use of Welsh and English in businesses in Wales, conducted as part of my

® In my ongoing PhD project, | investigate the use, relevance and visibility of WelskvigsEnglish in

the private sector in Wales from a discursive as well as an attitudinal angle. The former focuses on a
critical-discursive analysis of language policy documents in the context of promoting Welsh in the private
sector. The latter seeks to gauge actual language use and existing ideologies and beliefs surrounding
Welsh medium provision in the business domain by ordjuestionnaires and qualitative fatmeface
interviews.
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larger research project.

The data for the pilot study were collected from June to August 2010 by
means ba webbased survey completed by managerial and fiinetstaff

of small, mediurrsized and large businesses of various sectors throughout
Wales.

Contextual Framework

Minority Language Policy and Planning

The complexity of the field language policy andming is demonstrated

by the vast variety of definitions available. Kaplan and Balda897: x

xi) differentiate between language policy and planning, with the former
denoting fna body of i deas, | aws and
rules, beliés, and practices intended to achieve a planned change (or to

stop change from happening) in the language use in one or more
communi tieso, and the | atter meaning
the | inguistic behaviour ofOvestbeme con
time the definition of language policy and planning has been revisited and
expanded, since the debates about language policy comprise more than just

the language in question but often occur in the context of power relations
between different growgaBlackledge 2005: 44)t is therefore mainly the

political, economic, social, ideological and cultural contexts that nurture

the discussion and determine the need for policies as well as their practical
implications(Ricento 2006)

According to Spolsky(2004: 9)fil anguage policy may r
language practices, beliefs and management decisions of a community or
polityo. Il n addition, | anguage pol i
language choices between the minority and the majority language ar
affected by a number of tegown as well as bottomp pressures, both

vital to secure and preserve linguistic diversity. McColl Millar
(forthcoming) reinforces the idea that both bottomm and topdown

approaches must integrate successfully for policids effective:
Without a strong toglown approach any major policy initiative of this type
would be highly unlikely to be effective; without support from below, any
chance of effecti ve (McGoHf Millmofarthcdming:e nonexi s
8)

Following S p o | q20G4:05%language policy model, the three principle
components that make up language policy are language practices, language
beliefs or ideologies and language intervention or management. These three
interrelated components provide the framewlmkmy investigation as to
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how policies, ideologies and language practices correlate, based on the
underlying assumption that language policies and practices are mutually
influential (Shohamy 2006: 165)

The complex correlation between policies, ideadsgiand practices is
further d e monst r §2006:d 50) BgminalS Wwookh andny 6 s
specifically her expansion of Spol sk
the relationship of overt and covert language policies, i.e. de iure policies

(e.g. official documets, laws, curricula, tests) and de facto practices (e.g.

implicit, no officially formulated policies).

Thus the numerous ndimguistic factors, which, followingSpolsky 2004:

6 ) reguléarly account for any attempt by persons or groups to intervene in

the | anguage practices and the belief
language policy, together with existing as well as constructed language
ideologies about language and language use. These ideologies are
Aproduced i (Blackledge @00% A4 e variety of contexts,

with language ideologies denoting
more than individual speakers6 attitude:
using languages in particular ways. Rather, they include the values,
practices and beliefs associated with language ysepbakers, and the
discourse which constructs values and beliefs at state, institutional, national
and global levelgBlackledge 2005: 32)

Minority Language Policy in Wales

Apart from the Welsh Language A@iMSO 1993), whicthas to date been

the most wtal language policy explicitly placing Welsh and English on an
equal basis in public Iife, the Wels
(Welsh Assembly Government 2003) has to be mentiofeid. document,
meaning OEveryoneods L amguaenteprisesofwas o
the Welsh Assembly Government in terms of Welsh language policy. The

text sets out a number of actions and strategic aims to create a bilingual
Wales and to strengthen and revitalise the Welsh language per se (cf. Huws
2006).

Among the five key targets formulated in the document to be achieved by
2011 are that @Amore services, by publ
are able to be deliver e@velshiAssembly h t he
Government 2003: 11fExpanding languageoficy to private organisations

is considered a novel as well as challenging field for the future process of
language policy and planning by policy makers, language activists and
especially the Welsh Language Board.

129



Applied Linguistics, Global and Loc&roceedings of the BAAL Annual Conference 2010
University of Aberdeen

As Williams (1999: 281 )stipulated alrady 11 years ago, the challenges in

Wal es ar e t o Astrengt hen sympat het
opportunities for |l anguage choiceo.
have been created for using Welsh in the public sector, mostly welcomed

by favourabé attitudes. Now Wales is committed to strategically prioritise

the private sector i n orderWdslo #ndcr e
Language Board 2006:.5)

The use of Welsh in the private sector

Current debates

The private sector lies outside diregbvernment legislation but is
increasingly becoming a germane issue, which is, for example, illustrated
by the present language debate surrounding the Proposed Welsh Language
Measure 2010 on extending Welsh language services to new contexts, such
as the pvate sector. Indeed, over the last decade more and more
companies have adopted Welsh for their internal and external business
activities, which has resulted in a number of voluntary Language Schemes
agreed with the Welsh Language Board. The allegedestanthe Board is

that goodwill, persuasion and voluntary cooperation is more adequate for
the private sector than any statutory enforcenférelsh Language Board
2006: 5) The only exception seems to be private sector companies that

provide services of public nature, as is laid down explicitly by the Board:
Persuasi on, rather than enforcement has
sector. On the other hand, the Board has regularly called for extending the
current legislation to include services of a pabliature provided by the
Private SectorfWelsh Language Board 2006: 5)

Following Schedule 7 of the Proposed Welsh Language Measure 2010
(Welsh Assembly Government 2010) companies providing services of a
public nature, for example, private utilities sues gas, water and
electricity providers, as well as postal and railway services providers or
telecommunication companies, would be obliged to treat Welsh and
English equally. One can already see from the stance taken by powerful
advocacy groups such as tki¢elsh Language Board and governmental
bodies that major discrepancies exist in deciding whether to include or
exclude certain areas from language legislation. Questions range from
whether the entire private sector should be included or only parts of it or
where the dividing line is between companies providing and not providing
0services of a public natured? The W
issue further by tentatively suggesting a legal extension of the use of Welsh
in the whole of the private sier (Welsh Language Society 2010: 10).
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These ideologically shaped processes are inextricably linked to the field of
politics and the extension of the devolvement of legislative power in Wales

over the years, as is expressed so adequately by 4G5 97:
Competing ideologies that variously prioritise voluntary or centralist
infrastructures, public or private organisations, community or individual
user focuses, brodatush approaches or specific target setting [...] reveal
that language planning is nditvorced from politics, competing disciplinary
approaches and personal preferences among those with leadership
responsibilities and power.

One such example of a body with leadership responsibilities and influence
is the Welsh Language Board whose functiemmd discourse adopted
renders closer examination.

The Role of the Welsh Language Board

The statutory establishment of the Welsh Language Board in 1993 has
contributed effectively to the revitalisation of the Welsh language both with
a view to its statusnd its use in a variety of domains, particularly the
public sector and the sphere of education. As has been stated already, the
domain of economic life has been targeted recently by the Board. This
development is certainly tied to current political endess to establish a

new Welsh language law. The Board has continuously focused on creating
further opportunities to use the Welsh language in the business context and
on stimulating the provision of bilingual services, which has become a
Amar k oferogualei tiBakerddD3: £08)0

The Welsh Language Board has adopted a deliberate approach of
persuasion and promotion by marketing the language in fields such as the
private sector. This approach may be based on the dilemma that the public
sectorcatbe fAinfluenced directly by 1ideol
pr oc e(@ilianrs ®2007: 93) whereas the private sector needs to be
addressed by tangible and economically sound reasons for using minority
languages for internal and external commumeafWilliams 2007: ibid).

The Board attempts to persuade businesses of the (economic) advantages of
bilingualism, and of the need to offer bilingual services to customers if
Wales is to develop into a truly bilingual country. The overall aim is to
develp a longterm campaign and marketing strategy to promote and
facilitate the use of Welsh in economic life. The Private Sector Strategy,
developed by the Board in 2006, is just one example that clearly sketches

the prioritisation of the private sector, ashown in the following extract:
The Private Sector certainly touches the daily lives of the majority of
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ordinary people more often than any other sector. This in itself makes it a
strategic priority if we are to see Wales developing into a truly bihgu
c 0 u n {WelghoLanguage Board 2006: 5)

According to the StrategWwW\elsh Language Board 2006: fhe aims laid

out in the document are to expand the use of the language in small and
mediumsized as well as large companies and to normalise the usatof i
management, staff and customer level. In this context, the key messages
put forward by the Board are that 0 We
busi nes s (Welsh LAguage Baard 2006: 4)d that Welsh is the

language of the customer angiable medium for business.

However, approaches of this kind carry with them various limitations too.
The arguments put forward by the Welsh Language Board in the private
sector strategy rely too heavily on overgeneralization and also lack
empirical eviegtnce, so the strategy has to be treated and interpreted with
caution. It may not necessarily be true that the Welsh language and
bilingualism is an asset &nybusiness operating in Wales, for a multitude

of reasons ranging from cost implications to thisibess sector, type, size,

or ownership of business. Therefore, the statement that Welsh and
bilingualism is an asset cannot be extrapolated to all businesses in Wales.
Nevertheless, it must also be acknowledged that most of the documents
produced by theNelsh Language Board are discursively constructed to
persuade companies of the advantages of adopting Welsh, though with
oversimplified strategies it seems.

The Proposed Welsh Language Measure

The Welsh Language Measure introduced on 4 March 2010 isearsiep
towards Adevolution of further power
(Williams 2010: 54)by giving legislative competence to the National
Assembly for Wales. The Measure, which was passed unanimously on 7
December 2010, proposes a new and imgdolegal framework and, for

the first time, makes Welsh an official language in Wales.

The Proposed Measure includes provisions concerning the official status of
Welsh, the establishment of the post of Welsh Language Commissioner,
who is supposed to diglye and replace the Welsh Language Board, the
replacement of Welsh language schemes, which were established by the
Language Act 1993, by standards, and the establishment of a Welsh
Language Tribunal. The private sector is affected in so far as the Measure
proposes to place duties on private sector businesses that provide public
services (Welsh Assembly Government 2010:-118).
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The Measure does not affect Welsh language services in shops, except for
overthe-counter activities in post offices or at radw stations. What is
more, if a business fails to meet the language service delivery standards,
then it would have to face fines and sanctions.

Williams (2010: 54) argues that this new demand for legislation in
extended areas such as the private sectolinled to the marked
transformation of the public sector since 1993, with many former public
sector utility companies having become privatized over the time.
Ostensibly, such a political push as the Language Measure is exposed to
much criticism by numeraustakeholders.

On the one hand, many private businesses, especially utility companies, see
themselves threatened by the proposed enforcement of Welsh medium
provision, which could lead to increased costs as well as resentment within
the company. Many minesses would rather maintain the previous system
based on voluntary schemes. On the other hand, many language activists,
such as the Welsh Language Society, despite welcoming this step towards
further language use in the private sector, argue that dpp$ed Measure
would have considerable flaws and weaknesses and is characterized by
general vagueness. One of the most critical points put forward by the
Language Society is that the proposed law does not include a statement on
linguistic rights.

Other afects of the Proposed Measure mentioned concern the role of the
Language Commissioner, which would still be accountable to the
government and thus not fully independent in its decisiaking process.
A reasonable approach to tackle the issue of langieggsation with the
aim to increase language use is taken by Willig@810: 59) who
ascertains that

legislation can create new opportunities, but it is the socialisation processes,

chiefly the education system in a strong civil society, which develops a
ability and desire to make the most of the opportunities available.

Top-down legislation is indeed vital for the preservation and revitalisation
of the Welsh language. Yet, ever more crucial is the explicit awareness
raising process of existing opportties to use the language and the
development of desires and incentives to communicate in Welsh in the first
place.
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Pilot Study Data and methodological framework

My web-based quantitative pilot study included 13 companies of different
sectors based in ®les (10 small and mediusized firms and 3 large
companies in South, West and North Wales), with managerial staff and
front-line staff as the core sample of respondents (n=13). The companies
were selected on the basis of lists of private sector firmaghaol by the
Welsh Language Board and a listing of the top 300 headquartered
businesses in Wales published by Deloitte. The questionnaire aimed to
elicit the use of Welsh and English in private sector businesses by
addressing three major sections: inter@add external language use,
language policy and legislation issues (including attitudes towards the
Proposed Welsh Language Measure), and language ideologies, beliefs and
perceptions about the Welsh language and its use eus®as well as its
perceivedrelevance in businesses. Due to the size of the pilot study, no
definitive conclusions can be drawn from so small a sample of respondents.

Preliminary Findings

As far as the questionnaire section on the Proposed Welsh Language
Measure 2010 is concernddattempted to elicit whether the respondents
agreed or disagreed that using Welsh could become a legal requirement for
some private sector businesses (such as utlity companies and
telecommunication firms) in the future.

Those respondents that had givevelsh as their main language of
communication and interaction agreed with a considerable 86% that using
the Welsh language should indeed become statutorily enforced for private
sector businesses, while 14% indicated that they had no opinion on that
issue. Not surprisingly though, no respondent disagreed on enforcing
Welsh in some private sector businesses.

Significantly more than the majority of the respondents with English as
their main language disagreed on obliging private sector companies to use
Welshin the future (66%). Yet 17% of the informants were in favour and
agreed on the issue, while quite a considerable number of 17% remained
undecided. Comparing the two results, and even though the pilot study
merely revealed some perspectives with so seallimber of informants,

one could still tentatively suggest that some of the companies currently
operating with English as the main language could probably be convinced
to adopt bilingualism for their internal and external business activities.
Although 17% agreeing on the issue is not an overwhelmingly large
number, there is still the opportunity to tackle or work with these
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businesses, which seem to have a more favourable attitude towards the
issue.

The questionnaire also attempted to elicit the reasonsafd against
bilingual services in businesses by using epeded categori&sThe most
decisive positively connoted factors determining the use of Welsh in
businesses mentioned by the respondents were the maintenance and
establishment of customer loyakind corporate image, the likely access to
government funding if a business chooses to operate bilingually and
feelings and expressions of national identity. By contrast, the most
prominently and recurrently stated factors for the-nsa of Welsh in
bushesses were cost implications, the ownership of the business (e.g.
monolingual English owners), the difficult process of recruiting Welsh
speaking, bilingual staff, and the greater workload caused by operating
bilingually.

Conclusions

This paper has attgpted to give an account of the use of Welsh and
English in the private sector in Wales. What the current debates
demonstrate is an existing mismatch between aspirations of policy makers
and capacities of language use, especially at economically unsiaéte t
This apparent gap turns the trend towards systematic bilingualism in Wales
into a difficult and daunting enterprise, especially if it happens at a macro,
I.e. collective level and involves legal obligations.

| offer the proposal that it will be vitdo cater for minority language use

and provisions at the micro, i.e. individual level in particular, if the
business sector is to prosper as a new and successful domain of minority
language use. It must be acknowledged that the use of Welsh may not be an
option for all operating businesses in Wales. Hence a collective statutory
enforcement may prove to be counterproductive and lead to contracting
rather than expanding linguistic practices. What is thus needed is research
that explores micrtevel linguisic scenarios at the local level in order to
identify the actual reasons and experiences that shape the useusenoin
Welsh in businesses.

® In my pilot questionnaire, | included a number of unstructured -epeled questions in order to elicit

possible answer categories which may lend themselves to be used in the final questionmaiira. Was

also to keep the first draft of the questionnaire rather flexible, without preselecting certain answer
categories and forcing fithe respondents in the fram
2007: 103) and thus influencing thespondent in their choices. However, it turned out that quite a few

respondents skipped the question, obviously one of the major flaws of using open requests for an answer.
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One of the most significant issues to be tackled is what constitutes true
bilingualism and how language policy danplanning can provide
opportunities at the societal but especially at the individual level to
manoeuvre oneods I|ife in a bilingual
Oei-bhér decisions that would eventual
These, amongtber issues, fall within the scope of my larger research
project and will thus be addressed in more detail in my future
investigations.
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Introduction

In 2009, Spain launched itscuela2.Gnitiative, which aims to digitalise

over 14,000 classrooms in primary and secondary schools (Presidencia del
Gobierno 2009). Similarly, China is planning to provide 90 per cent of
schools with Internet connectivity by 2010 (UNESCO 2009). Following
similar initiatives in the UK, the Nationalu@iculum now requires the use

of technology in modern foreign languages. Countries such as Spain and
China may, therefore, soon require the same in English as a Foreign
Language (EFL) classes. Consequently, there is a need to assess the state of
the art & new technologi€sin language learning (henceforth Computer
Assisted Language Learning; CAL%Lih primary and secondary education,
sectors not traditionally associated with CALL (Jung 2005). The results of
a systematic review (as defined by the ERBhte 2007) conducted in
response to this need are presented here.

Method

Systematic reviews aim to reduce the subjective bias characteristic of
traditional literature reviews, through the use of transparent and explicit
protocols, exhaustive database skas¢ explicit inclusion/exclusion
criteria, and quality assurance measures (hand searches and double blind
reviews of individual studies; EPflentre 2007). There are two phases to

a systematic review: (1) production of a keyword map of the research, and
(2) in-depth review of a more focused selection of studies.

" New technologies refers here to technologies not commonplace in homes or scidts 1990, the

start of this review. The following technologies used in language classrooms are therefore not considered:
audio cassettes, CDs, video, and satellite television.

& While the term Technologfnhanced Language Learning (TELL) may be mgprapriate given the

scope of the uses of the computer (e.g. social media including blogs and wikis) and related technologies
(e.g. mobile phones) included in this review, the term CALL is used because it is more prevalent in the
literature and is intendetb cover the full range of uses of technology in language learning (Levy and
Hubbard 2005).

139



Applied Linguistics, Global and Loc&roceedings of the BAAL Annual Conference 2010
University of Aberdeen

The research question which guided kiegword mapping process of this

review was:

1 What empirical research has been undertaken on the use of CALL
with primary and secondary school students betw®#90 and 19997

The Language and Linguistics Behavior Abstradislucation Resources
Information Center PsycINFQ and INSPEC electronic databases were
exhaustively searched using the following search strategyzUAGE AND
LEARNING AND (comPUTER OR TECHNOLOGY OR [SPECIFIC
TECHNOLOGIE$). The articles identified through these searches were then
screened against our inclusion criteria: only studies published between
1990 and 2009 in peeeviewed English language journals which reported
original empiric studies on CALL use in foreign or second language
learning with primary and secondary school students were included. The
included studies were then keyworded according to: the country where the
study was conducted, the age and sex of the students, thedolegy
adopted (quantitative/ qualitative/ mi:
the target language (TL), the area of linguistic knowledge or skill that was
the focus of instruction, the technology employed, and the theoretical and
pedagogical undemnings of the research. Hand searches of the four main
CALL journals ComputerAssisted Language LearningReCALL
Language Learning & Technolog@ALICO Journa) were also conducted.

The included studies were keyworded in the same way as those located
through the electronic searches. The same process was also applied to the
reference lists of three recent CALL reviews (Jung 2005; Stockwell 2007;
Levy 2009).

The in-depth reviews were restricted to research published from 2000

onwards, and each focused opaaticular area of linguistic knowledge or

skill. The research questions for the review presented here were:

(1) What evidence is there that new technologies facilitate the acquisition
of reading in EFL?

(2) What (pedagogical) insights can be gleaned from thstsglies
regarding the use of new technologies in the teaching of reading in
EFL?

To answer these questions, studies of reading were identified from the
keyword map. These studies were then double blind reviewed. In order to
avoid reviewer bias, each rewier first completed an evaluation grid for
each study. Having completed the grid to assess each part of the study
(literature review, method, results, conclusions and implications), the
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reviewer then rated theeight of evidencef the study for each idepth

review question. The @ight of evidencef a study, i.e. its contribution to
answering the review questions, was determined by (1) the relevance of its
focus, (2) the appropriateness of its design, and (3) its trustworthiness; and
was rated on a thrgmint scale (high, medium, low). Having completed

the grids and rating scales independently, the reviewers met and agreed an
appropriate assessment for the study. The findings of the studies which
received an overaWeight of evidenceating of medium ohigh were then
synthesised to produce the current report.

Results: Keyword Map

461 studies were identified through the database searches, 90 of which met
the inclusion criteria for the keyword map. Six more studies were identified
through the hand searchef journals and another from the literature
reviews. The keyword map therefore comprises 97 studies. Mapping these
studies showed that most studies had been conducted in the US (32); next
came Taiwan (9), China (7) and the UK (4). As expected, givetaitss as

the global language of communication, English was the TL in over 70 per
cent of the studies (71). European languages were the TL in the majority of
the remainder of the studies (27). Also as expected, given that the CALL
movement began in univaties (Jung 2005), more studies focused on
secondary education (58) than on primary education (39). Few studies
focused on pronunciation (3, not mutually exclusive), speaking (7),
listening (7) or grammar (8). In contrast, vocabulary (25), writing (24) and
reading (23) studies dominated. These results can be attributed to the
availability of relevant technologies: for example, the speech technologies
necessary for activities focusing on pronunciation and speaking have only
recently become viable. The resdaralso appears to have followed
devel opments in technology. Consi ste
study and the investments that a number of countries including the UK
(Ofsted 2002), USA (Goolsbee & Guryan 2006), Singapore (Ministry of
Education, Sigapore 2008) made in technology in schools, particularly the
provision of Internet access, in the late 1990s, much researci2(fst
focuses on using the web (18), and there has been a recent rise in interest in
Web2.0 (5) and mobile learning (3).

For the 23 studies investigating reading, similar trends were observed with
respect to the country in which the studies were conductesh were
conducted in the US and six in Taiwamand the language of instruction

19 focused on English and four on Europdéamguages. The number of
studies which focused on primary (12) and secondary (11) education was,
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however, evenly balanced. In contrast with previous literature reviews
which have identified multimedia annotations and electronic dictionaries as
the most ppular technologies for reading (Stockwell 2007; Levy 2009),
this review found the most popular technologies to be text reconstruction
(4), web publishing (4), -enail (4), hypermedia (3), and tetd-speech
synthesis (3). Looking more closely, one of thepdwynedia studies
involved annotation/glossing (Proctor, Dalton & Grisham 2007). Electronic
dictionaries (2) were the sixth most popular technology in this review.

Results: hDepth Review

Thirteen studies met the criteria for inclusion in thel@pth revew. They
are now examined with respect to the twedepth review questions in
turn,

(1) What evidence is there that new technologies facilitate the acquisition
of reading in EFL?

Only three of the studies were rated as making a medium or high
contributon to this question. These studies investigated the acquisition of a
range of reading skills, from lo¥evel skills involved in bottorup
processing to highevel skills involved in topdown processing and to
fluency.

The first, Troia (2004), investigad the effects oF a s t F o r afoward E

on a range of areas of linguistic knowledge and skills, two of which are
involved in reading: phonological awareness and word decoding.
Fast For Wanpldy)8 waveform manipulation, the acoustic
modification of speeclignals, to help students better perceive-native
phonemic contrasts in a variety of exercises focusing on sound
discrimination, sequencing and identification, by enhancing the acoustic
cues which native speakers (NSs) rely on to distinguish betweeeples

such as formant values (the frequency or pitch of the various resonant
cavities of the oral tract). This largeale study involved 191 primary
school English Language Learners (ELLs) from seven US schools and had
a pretest / postest format with abetweenrparticipants design. The
Independent Variable (IV) was traininfF @ s t F o r ¥éssiodsEvs.
regular classes). The Dependent Variables (DVs) were phonological
awareness and word decoding. Phonological awareness was measured
using the Lindamood Auddry Conceptualization TestLindamood &
Lindamood 1979) and equivalents including $eund Blendingubtest of

the Woodcocklohnson Psych&ducational BattenRevised (WJR;
Woodcock & Johnson 1990) depending on the school. Word decoding was
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measured usithelLetterWord IdentificationandWord Attacksubtests of
WJ-R. Depending on the school, individual students or intact classes were
randomly assigned to experimental and control conditions. While the
experimental group (N=99) participated in five twentinute pultout
sessions per day, five days per week, for a minimum of four weeks, the
control group (N = 92) participated in normal classes. No significant
differences were observed between the experimental and control groups on
any of the measures, withe exception of the measures of phonological
awareness, where the control group performed better than the
Fast For §voup. diiis lack of any positive effect is an important
finding, given the degree to whidha st F o r Wis bednEpromoted in

the US.

The second study (Lan, Sung & Chang 2009) investigated the effects of the
ComputerAssisted Reciprocal EarlfReading(CAREER system on the

oral reading fluency and retell fluency of two classes of Grade 4 Taiwanese
students of EnglislCAREERis based on (1) a balance between decoding,
comprehension and fluency training; (2) immediate provision of feedback
and @) reciprocal learning. This quaskperiment had a between
participants design with a ptest / postest format. The IV was training
(CAREERsupported reading vs. pemdpaper reading). The DVs were
oral reading fluency and retell fluency, measureihgishe DIBELS
standardised testsht{p://dibels.uoregon.eflu Oral reading fluency is
measured by counting the number of words read correctly in one minute
from a passage. Retell fluency is based on the number of words in a
student 6s r e teemihor regetitiomd andaredpndascses gre
counted, but repetitions of whole phrases are not. Intact classes were
randomly assigned to the experimental (N =26) and control (N = 26)
conditions. Both groups participated in two-dinute lessons per week for

ten weeks. TheCAREERsystem used by students in the experimental
group comprises a sight word, a phonetic word and a-gssmssment
module. Instruction is individualised in the first two modules: in each
lesson each student receives a personalised ligight words and a
phonetic rule to learn. Once these tasks are completed, students move on to
the peerassessment module, where groups of students work together. Each
student is given one paragraph of a text to read individually. Students then
share whathey have read, and work together to reconstruct the original
text. They then take it in turns to read a paragraph of the text aloud to each
other, in preparation for an intgroup competition. Whilst a student is
reading, their peers highlight any misdeavords using theCAREER
system, which generates a reading accuracy score. The students then work
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together to answer some reading comprehension questions. Finally, the
teacher selects a student at random from each group to read a paragraph of
the text alod. The rest of the class highlight any misread words using the
CAREERsystem and the system generates a reading accuracy score. The
students in the control group used the same materials and completed the
same activities as the students working with@AREER system; the only
difference was that everything was papeased. However, no significant
difference was found between the experimental and control conditions on
either measure.

In the third study, Proctoet al. (2007) evaluated th&niversal Literay
Environment(ULE), a multimedia hyptertext reading environment which
gives students a range supports from -lewel decoding to higtevel
strategy supports in pireading, withinreading and postading activities
presented by a bilingual coach avat&®rereading activities focus on
Apower wordso, words students must
building a personal glossary. Withieading activities consist in expert
models, strategy prompts, thiakouds and hints. In the pesading
activities, the students retell the story they have just read with the help of a
sequence of images. Further support in decoding is provided through text
to-speech synthesis upon which students can call to read aloud any word,
sentence or passage in the readiagyities. 30 Grade 4 students from a
US primary school, 1£nglish NSs and 16 Spanish ELLSs, participated in
this study. The IV was L1 (English vs. Spanish) and the DVs were
vocabulary knowledge and reading comprehension, both measured using
the GatedvlacGnitie Reading Test (1999), and digital feature use. All
students received three -#iinute sessions of training with théLE per

week for four weeks. However, analysis of the-paed postest results
revealed no significant gains, nor any significanfedénce between the
English and the Spanish students.

In summary, these three welésigned studies provide no evidence to
support the claim that technology facilitates the acquisition of reading
skills.

(2) What (pedagogical) insights can be gleaned agding the use of new
technologies in the teaching of reading in EFL?

Five of the reading studies made a medium or high contribution to this
review question. These studies also focused on a range of reading skills.
They can be divided into two classes,dhovhich focused on behaviour
and those which focused on attitudes and motivation.
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The first t o Il nvestigate the &effect
behaviour was Troia (2004), described earlier. In this study, the effects of

using the Fast For WorfdBvar e on student so
investigated using thé&ocial Skills Rating SystelfGresham & Elliott

1990). Analysis of the data revealed no effect of time or training.

In contrast, the other two studies which investigated the effect of
technol ogy on studentsd behaetilour (L
2009), found an advantage for technology. These studies compared use of

the CAREERsystem (Laret al 2009) and a similar piece of collaborative
software, theviobile-PeerAssisted Lealing system (Laret al. 2007), with

traditional group work. Both found that students who used the technology
systems engaged in more learnmtpted (e.g. helping lowbility

students) and fewer learnimumrelated behaviours (e.g. teasing other
students)han students who participated in traditional group work.

Two studies addressed the effects of
first (Kramsch, A6 Ness, & Lam 2000)
high school EFL student in the US whose Englistitimg proficiency
dramatically improved as a result of his autonomous engagement in online
activities, including creation of a personal web page and participation in e
mail and chat exchanges. Kramseh al. (2000) observed that through
engaging in the ofine activities the student, felt empowered, displayed
authenticity of feelings, experiences and memories he felt unable to in
other media, became a valued member of an online community and became
conscious of developing an online identity that differemht his faceto-

face identity in the US. These results led the authors to challenge
contemporary concepts dauthenticity and authorship and to propose
identityandagencyinstead.

The second study (Greenfield 2003) investigated the effects of partigpati

in a collaborative enail exchange on the attitudes and confidence of a

group of 1516 yearold Cantonesspeaking learners of English in Hong

Kong. The goal of the exchange was to produce a writing anthology with
English students of World Literature the US. Prior to the exchange,

students were provided training in the following skills: cooperative
learning, process writing, discussion, negotiation and computing. The
intervention had six phases: (1) ice breakers, when students exchanged
introductory emails about themselves, (2) project negotiation, when
students exchanged and <critiqued ea

145



Applied Linguistics, Global and Loc&roceedings of the BAAL Annual Conference 2010
University of Aberdeen

culture exchange, when students exchanged boxes of cultural items from
their respective countries by post, (4) continued correspae] when
students exchanged further drafts of their imaginative essays, (5) anthology
production, when students jointly published a magazine, and (6) closure
and evaluation, when students exchanged goodbye andyban&mails.
Student sd enfidencawere assessaditidougtt prad postest
guestionnaires and sestructured interviews. Analysis of this data
revealed more positive than negative statements related to the technology
and to collaborative learning. Regarding the themes whichrpimied

these positive and negative attitudes, students particularly appreciated the
freedom to write what they wanted and the opportunity to communicate
and share with others. However, they noted that some of the activities were
too difficult and they dichot have the skills necessary to complete them,
while others were too easy. Further, some felt that they had done many
similar activities before, were not learning English through the activities or

that their US partner so Ilg thenattikudess wer

of participants with stronger computer skills grew less positive as the study
progressed. Il n terms of student so
increase in confidence from ptest to postest, confidence in reading and
writing, the focus of the study, decreased. It should, however, be noted that
not all the students had access to computers all the time; even working in
pairs there were not enough computers for all the Hong Kong students, and
only one of the Hong Kong computers vaasinected to the Internet.

Conclusions

While the studies reviewed here provide no evidence that technology
improves reading outcomes, there is some evidence to suggest that it can
improve the learning experience, and in particular that it can fostex mor
supportive collaborative behaviours (Lanal. 2007; 2009). There is also
evidence that it can engage struggling language learners by allowing them
to explore and develop their identities in the TL community (Kraneseth.

2000). However, there is alsmme evidence to suggest that the increased
motivation for learning that is often reported by teachers and in research
studies when new technologies are introduced into classrooms may wear
off (Greenfield 2003).

What does the failure of these wdksigred studies to find a CALL effect

on L2 reading mean for practice and further research in the area? Should
CALL for L2 reading be discouraged? Perhaps not: the studies may have
failed to find differences between technolegypported reading activities

and taditional reading activities because they were not sufficiently
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focused. Troia (2004) compared a piece of software offering training in two
different decoding skills with normal classroom teaching; in bothdtaai
(2007) and Proctoet al (2007) the mterventions addressed ranges of
lower- and highetlevel reading skills. To produce meaningful findings
which other researchers can build on and use to design CALL software and
materials, studies need to focus on the differential effects of the different
attributes of technologies (Salomon 1979; Pederson 1988).

A further limitation of the studies reviewed is that, like much CALL
research (see Hubbard 2008), they do not build on SLA theory. It is,
therefore, difficult to draw implications which are genmsable to the
design of other CALL applications or to the wider SLA debate. This
neglect of theory is surprising, given that CALL permits the
operationalisation of SLA theory in ways that some other methodologies
cannot (Doughty 1987). Studies will be mastvincing if they implement

a pretest / postest / delayed pogest format (Chapelle 2001), building up

to largescale studies. They will be even more convincing if supported by
gualitative data, as were the Troia (2004) and kaml. (2007) studies
here. Qualitative data will control whether the technology is being used as
intended (Chapelle 2001) and lead to further hypothesis formation (Levy &
Stockwell 2006).

What contribution might this review make to the abundant literature on
attitudes and maotation towards CALL? This review did not consider

studies which only investigated motivation and attitudes towards
technology, because its primary concern was with the effects of technology

on language learning. However, one finding merits mention, amadsoa

note of caution. Greenfieldds (2003)
research on motivation, attitudes and the use of computers in language
learning, involves a relatively long intervention. Many previous studies of
motivation and attitudes towds CALL, and many of the studies in the
current review, have only involved o]
finding that the enthusiasm of skilled technology users diminished as the
intervention progressed suggests that results of other studidsavapeen

affected by the novelty of the technology. Given how commonplace
technology is now, there is a need to conduct more longitudinal studies.

This last point about the ubiquity of technologyeneokes the issue of the
design of CALL studies. Givethe limitations of broad comparisons of
CALL and traditional language learning, surely it is time to focus on
optimising CALL through studies which examine the differential effects of

147



Applied Linguistics, Global and Loc&roceedings of the BAAL Annual Conference 2010
University of Aberdeen

the various attributes of the technologies used. Many of these atirdmate
common across different technologies. For example, chat facilities may be
found not only in standlone applications, but also within Virtual Learning
Environments (VLES), as a part of collaboration tools suchaxjle Wave

and Microsoft Silverlight and as a part of collaborative writing tools such

as Wikis. Such an approach would allow research on the latest technologies
to build on research which has investigated older technologies and would
put researchers in a better position to keep up witthntdogical
innovations.
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Introduction

Learning phrasal verbs (PVs) has been usually considered a particular
problem in terms of L2 teaching and learning (Moon 1997: 46; Verstraten
1992: 37). The constituent consisting of verb and at least more than one
particle or preposition seems less complicated; however, it is still unclear
about how the meanings are proddaowith the association of verbs with
particles or prepositions (Verstraten 1992: 27). Schmidt (2000: 99)
demonstrated that the particular problem PVs pose is closely related to
idiomaticity. In other words, they are not only grammatical but also native
speakerlike in use (Richards & R. Schmidt 2002). For example, PVs can
be literally interpreted (e.g. give away) but they are not always capable of
being decoded (give up) (Schmidt 2000: 99).

Apart from the problem mentioned above, PVs frequent and corgmonl

occur in L1. There is no escaping the fact that they play a crucial role in
language learning. This also indicates the necessity of incorporating PVs in

an S/ FL curriculum to reinforce | earr

Introducing authentic #s to learners is likely to be the step for instructors

to guide students to initiate their training. A corpus, a compiled collection
of spoken or written discourse in a natural context, can be an alternative
resource to learn how words or other lingaistiems are used. Since
reading has been considered as a useful method to stretch vocabulary; this
is the method for language teachers to guide learners in pursuit of the L2
(Schmidt 2000: 15@55). How can the two distinct materials representing
discreteand complete inputs respectively work in an EFL classroom, such
as those in Taiwan, raises the major question for the researchers to explore
in this study.

The constituents of PVs, verbs and preposition or adverbs, play a different
role regardless of th&act that they should be used simultaneously as a
whole unit. Prepositions are one type of function words whose major job is
to show the grammatical and structural relations between linguistic units.
They are, as a result, elements, normally not seersastes as the content
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words such as verbs, nouns, adjectives and adverbials (Kao 2004). Learners
spend more time on content words in order to build up the major sentence
fragment and to stretch vocabulary size. When prepositions become part of
fixed phrags in PVs or collocations, EFL students routinely misinterpret
the phrase due to unfamiliarity. Overall, such a misunderstanding and
incorrect use of prepositions might lead one to reduce, omit or apply
incorrect grammar in the production.

Doubtless a ambination of explicit instruction and incidental learning can
result in a potentially positive effect for S/FL learners (Schmidt 2000: 137).
Yet the present study excludes explicit teaching but concentrates on how
learners benefit from incidental learnivgth the concern that college
students should be trained to learn and grasp meanings by themselves
instead of through a teacHed learning method.

Il n order to raise EFL | earnerso awar
PVs, with the purpose to eahce their accuracy and fluency in English, the
researchers asked he research question: Which is the more effective method

in learning PVs or collocations? A corpus/concordance -diavan

learning printout, or reading in context?

Literature review

PV is a common category of MWUs yet EFL learners normally have
difficulty mastering it. The prepositional or adverbial collocates of PVs
frequently bewildered learners or led them to confusion (Wyss 2002). This
is closely related to the following fundamental cept of the experiment.

Multiword Units

A multiword unit (MWU) is a vocabulary item consisting of a sequence of

two or more words, and the word sequence semantically and/or
syntactically constitutes a meaningful and inseparable unit (Moon 1997:

43). It abo can be one single unit with a string of words to express a single
meaning (Schmitt 2000: 97). A skillful speaker who can encode a whole

unit at a time also achieves fluency in language knowledge (Pawley &
Syder 1983) . What 6s mguagethear mer s
learn these word sequences in order to speak idiomatically as native
speakers do (Ellis 1997: 129)

Moon (1997: 44) suggests that three criteria help define MWUs more
precisely: institutionalization, fixedness, and raampositionaty. When a
MWU is conventionalized in a speech community, people can recognize it
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as one that occurs regularly with the same meaning and a unique definition.
When it is used by language speakers consistently in a similar way, then
that isinstitutionalizaion (Schmidt 2000: 97). The extent to which a MWU

is frozen as a word sequencdix@dnesgMoon 1997: 44). With regard to
noncompositionality it refers to the degree to which a multiword unit
cannot be interpreted on a wdrg-word basis, for examplet is hard to
extract the meaning by looking at the literal meaning from the three
i ndi vidualkhewaocdset ki obk. cit.).

Based on the characteristics, we would easily accept that multiword units
are the result of lexical and semantic proces$dessilization and word
formation, rather than the operation of grammatical rules.

Phrasal Verbs

Phrasal verbs consisting of a string of words can correspond to a single
semantic unit. Such a semantically meaningful and syntactically
inseparable idiosyrasy contributes to PVs being identified as one
category of MWUs (Saeed 2000; Moon 1997:443. Multiword verbs are

termed to describe the large number of English verbs comprising two, or
someti mes three parts: (1) oak biansteo ov,e
(2) a base verb and adverbial parti c|
downo and (3) the combination of a
preposition such as nAput up witho ((
multiword verbs can be integted as another terminology for PVs.

Under current teaching conditions, learning PVs has been acknowledged as

a formi dabl e barrier t o EFL student
Therefore, seldom are they mastered. A number of researchers have given a
variety of evidence and reasons on how ESL or EFL learners avoid PVs.
Firstly, differences as well as similarities between L1 and L2 possibly
cause the avoidance (Dagut and Lafer 1985, cited in Liao & Fukuya 2002:

74; Hulstiin and Marchena 1989, cited in Li& Fukuya 2002: 75).
Secondly, learners might come to the phase ofavwidence as soon as

they developed and established interlanguage. This corresponds to the
assumption that the higher | earnerso
make (Liao & Fukya 2002)

Prepositions and Collocations

To prevent EFL learners from avoiding using PVs based on the
experimental findings, it is important to include them in EFL curricula for
learners to achieve a natigpeaketlike fluency. Applying lexical chunks,
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the same as those we recognize in the MWUs allow not only native
speakers to be fluent (Schmidt 2000) but also for S/FL learners.

If a PV can be learned and recognized in a holistic context, predictability
would assist people in finding the appropriate @mdkes, even if part of the

unit is missing. The three prepositional/adverbial particles mainly discussed
and investigated in the current researchtemendprepositions as they are
mainly used with verbs (Kao 2004). In addition, PVs are one type of
grammadical collocations as they consist of a content word (verb) and a
grammatical word such as a preposition (Biskup 20068@5 Based on

the bond existing between PVs and collocations, the researchers seek to test
EFL learners to judge and find a correagsitional collocate to complete

a phrasal verb within a complete sentence.

Language Input with Context

How can EFL learners best acquire the knowledge to better understand PVs
in context? Input is definitely the main source of collocation knowledge for
learners (Wible 2005: 207)

|l ncreasing | earnersd exposure to WwWr |
enhance their language proficiency. Even though learning from contexts is

more difficult in a SL, readers have been shown to gain significant word
knowledge from reading (Nagy 1997). The written reading passages
provide us with abundant contexts in learning a foreign language, yet is it

the uniquely effective approach to learn and recognize PVs?

The rise of corpora which contain authentic texts collected fidfarent
resources of t he target | anguage dr
concordance tools. Users are required to key in the keyword to conduct a
corpus research, and all the relative authentic texts will be retrieved and

listed in order based on the@ccurring frequency in the corpus. Thus data

driven Learning (DDL) becomes a trend in second language learning
because it i ncreases | earnersodé indep
corpus data and concordance tools (Wible 2005).

Researchers have pided different insights from their empirical studies.
Rod Ellis (1992) successfully promoted learners to derive grammatical
rules in an inductive learning approach. Johns (1994) claimed that DDL
should be suitable for intermediate and advanced learnereaghkladley
proved the question remained unanswered that DDL can be adapted for
EFL beginners or nedreginners.
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It is worthwhile comparing the learning effect between the discrete context
offered by the challenging technolodythe corpus with the abundia
contexts from reading in EFL learning; therefore this forms the
fundamental skeleton of the present study.

Method

This experiment aims at testing whether complete input, that is, reading
materials or discrete input such as what could be found froporor
concordances can effectively enhance the learning effect for EFL learners.

Subjects
Thirty-nine nonrEnglishmajored freshmen enrolled in a class of freshman
English at a national uni versity 1in

English profitgency was examined and rated as-iptermediate according

to their scores in English in the Joint Entrance Exam of the College.
Subjects were divided into two groups: the experimental group consisted of
nineteen students; twnty students as the controipgro

All the subjects were exposed to two different reading materials

respectively. The experimental group (CCP) was provided with corpora or
concordance printout. With regard to the control group (RG), students were
arranged and provided with a readingnfut consisting of o#line stories

and news.

Procedure

One pretest and one immediate pdsst were given for every ten PVs;
therefore, there were totally four piests and podests respectively. Each
pre-test was conducted one week earlier befoeereading activity in order

to distract learners from focusing on the target verbs of the research. The
subjects each week had to finish five PVs within thirty minutes in class and
take an immediate postst after ten verbs every two weeks. During the
mid-term (week nine) and the final week (week eighteen), a delayed post
test for twenty and forty PVs was given respectively to gauge the learning
efficacy in terms of longerm memory.

The researcher infers the applicability of grouping multiword verlis=io
learning in the experiment with the suggestion inspired by Gairns &
Redman (1986, cited from Schmidt 2000: 110); therefore, the verbs are all
introduced by grouping them with three prepositions. The subjects received
the treatment containing forty taagPVs according to the order below:
fifteen verbs associated witn, fifteen withat, and ten verbs witin. On
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the tests concerned in the study, the subjects were requested to find an
appropriate word to fill in the blanks. Without any resources or arssfer
learners to choose from, subjects had to give an answer retrieved from what
they had read previously instead of quickly picking one randomly.
Moreover, the researcher did not drop any hints about the blanks. The
purpose was to minimize the possilyilof learners giving answers by
guessing and hence increasing the reliability of the data collected.

Result and discussion

Since the study comprises three prepositions/particles of PVs, the result of

the experiment is accordingly manifested and disclbgethe division. In

addi tion, | earner so prior knowl edge
guestionnaire about their affective domain were further examined in order

to demonstrate a full picture of learning effect.

Verbs witfon

Apparently the experimental@up did a better job with the help of discrete
information from the corpora/concordance materials rather than the group
with complete stories at the first phase of learning PVs collocatingonith
(Table 1). When the first delayed pdsst was given durgnthe midterm

week, both groups showed a positive learning effect by comparing with the
pretest. It is the first significant improvement RG did with reading
materials. Moreover, this group did not present such a positive result as
CCP did on the first mktest three weeks ago. Consequently, this leads us
to propose that he | earni ng ef fect of read:i
immediately as how corpora or concordance did, but it takes time and
patience for learners to become used to the learning style ansctiema

they can process through readingearning through reading corpus or
concordance printouts not only demonstrated an outstanding result on both
posttests, but it also provided evidence that the learning effect can be
extended longer than six weeks

Nevertheless, such an encouraging outcome did not appear on the second
delayed postest, held on week eighteen, for the whole reading activity;
neither CCP nor RG showed an outstanding result as the previous two post
tests. The distraction from intrading more verbs might cause the
disturbance of giving more significant learning effect, but we could
attribute the reason why learners failed to store what they improved within
nine weeks to a lack of keeping having contact with these target PVs. As a
mater of fact, there was no significant regression existing; in other words,
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the learning effect found on the first passt remained on the first and
even the second delayed ptestts.

On (15) Week Group M. t Sig.
(2-tailed)

CCP | 12.35294 2.235 0.040*

PosttestiPretest (W3+W6)}(W1+W4) RG £ 00000 0.953 0355

CCP | 16.31579 2.773 0.013*
RG 15.29417 3.197, 0.006*

Delayed 1Pretest |W9-(W1+W4)

CCP | 10.0000¢ 1.563 0.135
RG 8.2352¢ 1.115 0.281]

Delayed 2Pretest |W18-(W1+W4)

CCP 2.35294 0.402 0.693

Delayed 1Posttestl | W9-(W3+W6) RG 833333 1.469 0160

CCP | -2.9411§ -0.507 0.619
RG -2.22222 -0.353 0.728

Delayed 2Posttestl | W18-(W3+W6)

CCP | -6.31579 -1.122 0.277
RG -6.5000(¢ -1.362 0.728

Delayed 2Delayed 1 W18W9

Table 1: Independent Sample-Test of 15 PVs witlon Between the Experimental
Group (CCP) and Control Group (RG)
*P<0.05, P=Sig. (2ailed)/2

Verbs witfat

On the second phase of the study, fifteen PVs associatedatvitiere
introduced in three weeks. Either the first pest or tle second podest
receives an incredibly significant result on improvement (Table 2). Yet the
CCP group did worse on the second gest than the first one and even
reached a significant regression whereas the control group kept improving
until the lasttest. Thus, we might interpret it as evidence fhain reading

can never be replaced by the latest technology for learhimgpite of the

fact that reading might not be as efficient as the discrete information such
as corpora can provide learners img@dng the fixed expression of PVs
due to time constraint, reading still plays an important role in stably
promoting improvement.

At (15) Week Group M. T Sig.
(2-tailed)
= *
PosttestiPretest | (W6+W11)}(W4+W7) %%P 3222229 iggé ggé%*
Delayed 2Pretest |W18-(W4+W7) %%P ggég;f iggi ggg:
Delayed2Posttest] W18-(W6+W11) %%P '13%64666165_ 11 §§68 _8;61:

Table 2: Independent Sample-Test of PVs withat Between CCP Group
and RG Group
*P<0.05, P=Sig. (2ailed)/2
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Verbs witfin

In contrast to the case aft, the last ten verbs witin showed a sharp
decline on the pogest, though no significant regression occurred. It was
so marked that it became the worst learning result in the wialdd 3).
Especially the first pogiest was conducted only four weeks after the pre
test. Both the two groups did not demonstrate a positive result compared to
learning the other two groups of PVs earlier. It mighbealtlue to the fact

that six out of he ten verbs were presented with an object inserted between
the main verb and the preposition/particieThe subjects were more likely

to be distracted by this combination and there&lrewedan unfavorable

ef f ect -testWis gitel rot oniyoto test thetteh e
PVs with the third preposition/particle in, but also the other thirty verbs.
Subjects were not able to guess by focusing on what they had read recently,
but they had to give answers based on what they could remember from

| ear ni

ng

memaory.
In (10) Week Group M. N. T Sig.
(2-tailed)
PosttestiPretest CCP -3.88889| 18| -0.716 0.484
(Delayed 2) wiswis RG -3.68421| 19| -1.161 0.261

Table 3: Independent Sample-Test of PVs within Between CCP Group
and RG Group

Did the Statistical Discrepancy Result from the Difference Between

Subjects?

It seems the group with corpora or concordance materials presented a better
learning result than reading group. In order to demonstrate whether the
discrepancy of languagproficiency prior to the treatment, a statistical

*P<0.05, P=Sig. (2ailed)/2

finding (Table 4) on the preest provides an answer to the question.

Comparison of Pretests t-test for Equality of Means

t Sig. (2tailed)
On (15) Equal variances assumed 1.241 0.223
Equal variancesot assumed 1.249 0.220
At (15) Equal variances assumed 1.357 0.185
Equal variances not assume 1.320 0.199
In (10) Equal variances assumed 0.754 0.456
Equal variances not assume 0.746 0.462

Table 4: Independent SampleTest of Pretests Between CP Group and RG Group
*P<0.05 P=Sig. (2ailed)/2
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The P values (P>0.05) explained that no significant distinction existed
between subjects on the gree s t . |l n ot her words, i
knowledge was simply based on what they had previouslyddand what

they still remembered. Thus, we might assume that the learning effect in

the study is more likely to be related to distinct treatments of materials.

Result of the Questionnaire

Individual differences could alsbe potential factors in influeting the
initial assumption we stated above. Therefore, we requested subjects to fill
in a questionnaireto identify their affective domain including ther
intention of learning English, participation and attitude in the study; self
confidence, and previs knowledge about the target PVs.

It statistically conveyed no significant differences except previous
knowledge prior to the study influenced learning in the study (Table 5).
Interestingly, a less percentage of CCP subjects rather thought that they did
have the experience about the contents compared to RG; nevertheless, the
pretest (Table 4) manifested that their understanding was equal in
variation. In sum, the possible influence from individual differences we
were concerned about had not been a piaiewariable to result in the
learning discrepancy.

Questionnaire t-test for Equality of Means

t Sig. (2tailed)
Learn previously Equal variances assumed -2.099 0.043*
Equal variances not assume|  -2.088 0.044

Table 5: Independent SampleTestofSubj ect 6 s Previous Learni
Between CCP Group and RG Group
*P<0.05 P=Sig. (2ailed)/2

Pedagogical implication

It would not be correct to suggest that a language solely consists of those
items which are found in a corpus or concordance instéadading. As

any corpus would be a limited collection of texts, a large corpus would
doubtlessly provide those items that learners prefer to encounter (Moon
1997). The result of research demonstrates that corpora/concordance could
be an alternative toofor EFL learners to recognize phrasal verbs
effectively, without meaning to ignore the fact that reading can definitely
be considered a positive input.

A number of researchers have given an insightful statement applying
multiword expressions. Schmidt (2Y0demonstrated that the best way to
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demonstrate the way | anguage actuall
attention to the variable expressions, or at least to teach lexical items in a
broader context. Chan & Liu (2005) stressed that the combination of
inductive and deductive teaching of collocations positively improved EFL

| earnersd® motivation in | earning rat!
teaching exclusively. Moreover, noticing the input of language chunks is
cruci al I n e x pilhegdidom(gewis 20@0). ner s 6 men

Therefore, teachers would need not only to use the concordance data
extensively as ideal inductive approaches but also point out the variable
expressions as deductive technique.
motivation aml noticing, how to help learners receive input and make it
become intake is certainly also another important issue for ESL/EFL
instructors. Online corpora/concordance and traditional reading should be
recommended to explore language awareness and leamiogomy for

EFL learners. Both the two approaches in learning have been tested and
proved effective, at least, in terms of supporting EFL college learners to
notice PVs as a whole unit instead of a combination of separate words.

Conclusion

This study dscusses the distinction in learning effect of PVs and
collocations between two types of different inputs in an EFL classroom.

The findings of this study support corpora and concordance as offering

SL/FL learners an alternative tool. Furthermore, PVs canlehened

t hrough context and | earner so aut ol
arrangement of Htlass reading.

Yet, the limitations need to be noticed in order to place its significance in
context.First and foremost, there was no teaefnented instructionn the

study but a comparative research on how learners acquired target PVs from
two reading materi al s. |l n order to t
learning chunks, such a deductive approach might attribute the study to a
limited result and signifi@nce without an inductive approach
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Introduction

The aim of this brief essay is to discuss the ways in whiehndualtural data

can be used in the exploration of (im)polite communicative norms and
practices in a certain culture.

Background

The research presented here is part of a project that aims to reconstruct
historical changes of Chinese communication withcipeinterest in
politeness issues (see also Pan and Kadar [2011] and Kadar and Pan
[2011]). In this project, among other things we are engaged in the
reconstruction of the diachronic development of Chinese polite
communication and the transition of thetbrical system of politeness to a
modern one.

Studying the development of Chinese politeness is an important topic for
applied linguists who are involved in the research of Chinese language use
and discursive behaviour. There is an unprecedented lappbegween the
historical and contemporary Chinese norms and practices of politeness.
Sources suggest that historical Chinese politeness existed in a kind of
oOintactdé form until the | ate 19t h
sociolinguistic changes iinderwent major changes. A large inventory of
honorific expressions, which made Chinese somewhat similar to Japanese
and Korean, disappeared. At least, this is the result that researchers reach if
they analyse historical Chinese data by means of quarditahalysis
(Peng 2000): the majority of traditional Chinese honorifitkat were still

in use in 19th century Classical Chinese datigsappeared from early 20th
century vernacular sources, and also the discursive norms of politeness
behaviour signiftantly changed during this period. This seems to indicate
that Chinese politeness existed in an intact form until it disappeared.

In spite of this phenomenon, in some respects contemporary Chinese
politeness follows archaic norms of communication (Pa020T herefore,
the exploration of the development of Chinese politeness is a key to
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understand contemporary Chinese discursive behaviour. The exploration of
this topic is also relevant to those who are involved in general applied
linguistic issues. On thene hand, from a theoretical perspective, mapping
the diachronic formation of politeness in Chinese is an important asset to
inquiries that aim to model the historical development of linguistic
politeness (cf. Culpeper and Kadar 2010). On the other Hamih a
methodological perspective, such a comparative diachronic approach is
unique because while intercultural politeness research is a thoroughly
studied area (see, for example, different studies in Spé&ratey [2000]
2008), intracultural comparative oliteness research is regretfully
neglected.

Studying this topic is a most challenging task, due to the lack of reliable
intracultural historical pragmatic data that can inform one on the way in
which historical forms of politeness disappeared from caillgChinese.

As noted in Pan and Kadar (2011), the disappearance of historical forms of
politeness in Chinese communication is sudden, and to some extent it can
be attributed to stylistic changes that took place as a result of a major
ideological and langage ideological movement in 1919. This movement,
thesecal | ed &6 May FouiStybndongXwx e mé¢ madé ( Wu
Classical Chinese lose its role as the major medium of writing in a very
short time; this change meant to serve 1) decreasing illiteracy and 2)
modernising China. Classical Chineseefiyanwenn p n ) was replaced

with works written in the vernacular, that is, works that imitate spoken
language, and sources written in this new literary style are completely void
in terms of traditional politeness. &seeming disappearance of traditional
forms of politeness draws the question of reliability. As The following
section will also argue in more detail, while every kind of historical
pragmatic data is unreliable to some extent, it seems to be unusual that a
large inventory of linguistic politeness forms disappears in a short period
and without any antecedent. Arguably, this picture is just too perfect to be
true: historical pragmatic studies indicate that honorifics and other forms of
politeness do not disppar into the blue. Thus, it seems that this
phenomenon is due to stylisideological changes caused by the
replacement of Classical Chinese with the vernacular. If this is the case, it
can be argued that historical sources, both Classical and verpaaiiag

from this period reflect various language ideologies rather than actual
language use.
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The present research

In order to be able to reconstruct the development of Chinese politeness

and communication, we need to analyse historical interculiatal in the

case of the present paper data from
v ), or Okinawa in its Japanese name. Such data provides

informati on exempt (at | east, to som

of politeness behaviour (Mills 2003 aiills & Kadar 2011), and also it

may represent language in a way that cannot be found in intracultural

sources, as it will be argued below.

As the present research relies on o6f
intercultural one and as such ig#ot study This is because so far few

studies have been engaged in the intercultural exploration of historical data;

in fact, intercultural research has been neglected even in contemporary
research in the sense that intercultural data is rarely apprbagtiethe

goal of intracultural research such as the diachronic comparison of
linguistic politeness in a language. Furthermore, while in applied linguistics
Chinese is a O0keyo I-alledsinaxgne,culturab sear c
datai that is Chinese ata drawn from cultures that were influenced by

Chinese literacy has been regretfully neglected.

This paper aims to demonstrate that the disappearance of historical Chinese
forms of politeness is more complex than it seems to be. The historical
Chinesesystem of deference began to decline well before the 20th century
disappearance of Classical Chinese from common usage, even though this
process was boosted by the May Fourth Movement and other language
reforms during the 20th century. In other words, letihe influence of
language political and social events cannot, of course, be underestimated
when discussing the development of Chinese politeness, they only
accelerated an ongoing process: historical Chinese politeness began to
decline well before 20themtury events took place, even though Classical
sources, following traditional ideologies, did not reflect this change. This
claim explains why historical and contemporary Chinese representations of
politeness practices are different while they neverteelgisare some

features: with the disappearance of
and omoder no It becomes evident t he
gradually fr-oimchd i61htoepaoaonr fod ll oannogr ui af gi ec,

many of its concepts suels hierarchy did not fundamentally change.

In what follows, in Section 2, the paper revisits the question as to why it is
problematic to rely on intracultural data when one examines historical
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Chinese politeness, and an argument is made that exammanguitural

data is a most feasible way to reconstruct historical Chinese communicative
features. At this stage the source studied in this study is also introduced. In
the following section some examples will be drawn in order to demonstrate
that histori@l Chinese politeness began to disappear from colloquial
language before the late 19th and 20th centuries. Finally, in the section
following that, a general argument will be made for the potential need of
intercultural politeness research in the appliedydistic exploration of
intracultural politeness issues.

Data, methodology, case study
Let us begin the analysis by a brief overview of what is defined as Chinese
0Odata probl emo.

In general, studying historical communication is inherently problematic:
One of the main obstacles that must be overcome is what has been called
At he Dat a thé® need toedrawv conclusions about language
behaviour and conventions on the basis of written artifacts rather than direct
observation [ é]. Gelynabsermdblesyin psepedark i n g, t he
texts are théorms[my emphasis] themselves.
Collins (2001: 167)

Indeed, it is quite difficult to say too much about historical communication
without becoming speculative, since we cannot peep into historical
I nt er a ndsanmot card wenget access to the complex interactional
tools such as pragmalinguistic devices.

With this problem in mind, we have to limit historical inquiries to the

formal aspects of politeness such as honorifics and speech acts. This
problem of datalso defines the methodological stance by means of which
historical politeness can be studied: we have to limit historical pragmatic
analyses to formal manifestations of politeness, hence delimiting the notion

of O6politenessd ( s3 whicmoouldhbe impropgr.ink 1 n \
politeness research focusing on contemporary data.

Il n a nutshell, hi storical pragmati ci
data. Yet, studying historical Chinese data, more precisely the
disappearance of historical Chinesenfis of politeness from colloquial, is
particularly probl emati c, whi ch gi v
significance from the perspective of the linguist. In the exploration of
Chinese data we have to cope with the
the replacement of traditional literature with a modern one. In terms of
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politeness, both Classical and historical vernacidaihia®  or jindai-
hanyu Q' ) Chinese data written before the 20th century language

reforms are rich in deferential forms, whilermacular data dating after
these events are honorific poor.

This phenomenon raises the question whether historical Chinese data is
completelyreliable if we want to analyse politeness. While it would be
nonsensical to deny the role of language poliiogl other major social
events, such language reforms alone could not result in such major
changes. It is quite probable that the relative lack of reliability of historical
Chinese data is due to the fact that works written before the 20th century
languagereforms were honorific rich because of generic requirements.
Thus, it can be supposed that they did not reflect the actual use of forms of
deference, but represented it in a somewhat idealised way, in accordance
with historical Chinese literary style.

For example, one may refer to the case of North Korea where language
reforms and harsh language policies could not result in the disappearance
of historical forms of politeness from colloquial, even though the research
of this issue is beyond the scope ofthaper (but see more in Pan & Kadar
2011): in North Korea honorifics and deferential language are still in use
(cf. Lee 1990, and Kumatani 1990), despite the fact that Korea has been
ruled by an extremist Communist government for the past almost 70 years.
It is enough here to note that in North Korean the traditional honorific
system was not really influenced by ideological and linguistic changes.

l n sum, hi storical Chinese iIintracul

least from the perspective thfe politeness researchiethis does not mean

that one should not use intracultural data, but it has to be compared with
intercultural one. Due to this background, we need to find some other data
source to study historical Chinese communication, andhbee fell ona
unique source, a textbook writtenforlRk y I an st udents of

[

Cl

The Kingdom of Ryl kyl used to maintai

with China, in particular during the Ming and Qing Dynasties (see more in
Nitta et al. 1994). Due to these connections, Okinawan students often
visited China’i in particular its Fujian (or Hokkien 0 ) Provincei to be
educated there; learning at a prestigious Chinese schooyuar )

me ant a good career upon returning
languages belong to the Japonic language familyhéiko 2005), the
visiting students needed to learn Mandarin Chinese (then designated as
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GuanhualU t hat I s, 0the | anguage of of
Therefore, sever al textbooks were cc¢
order to help them to brudlp their Mandarin Chinese, and also to teach

them some HokkieneseMinnanhua | , especially the dialect of

Fuzhou City oFfuzhouhua X ), before departing to China (Setoguchi
2003: 3).Among these works the supposedly most recent and influential

one isGakukanwa , compiled by an unknown author with native
Chinese proficiency, during the "L8entury.

Gakukanwais a unique source for three reasons (see more in Kadar 2011):

T 1t i's a O6pragmaticd text book, whi c
ation ina situational way for example, how to behave when invited
to a Chinese family and how to talk with neighbours. Consequently, it
represents Chinese polite language use in various interactional
situations and speech acts.

1  Since it is written for foreign atlents it represents Chinese politeness
in a somewhat standardized form, that is, in a way in which one was
expectedto behave. In this sense it demonstrates nbems of

communicati on I n a considerably b
sources such as novetlsat imitate realife (and thus lesperfect)
interactions.

1 From the perspective of the historical pragmatician, a unique source
value of such intercultural works is that they provide direct evidence
for (a) the O6proper 6 uusse andfb)tieonor i -
fact that honorifics and other tools of deference began to decline well
before the twentieth century. Because in various late imperial works,
such as letters, honorifics and other deferential strategies occur in
different quantity in diferent genres (cf. Kadar 2010), it would be
difficult to define their real importance in spoken language.

In what follows, let us introduce the way in which politeness is represented
in Gakukanwa

Politeness in practice

The following interaction, whichsiquite representative in terms of style to

the source studied, taking place betweeRg | kyi an speaker
Chinese official. This excerpt seems to demonstrate that historical
expressions of politeness began to decline already during the imperial
period:
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[ The Ryl k yQuasghip is anahgred: at Yishan Temple [a stop for

Ryl kylan ships near Fuzhou City, transla

the night a pirate ship may come, which makes us greatly worried. We

humbly beg for Your Honour O sternader cy

harbour, hence avoiding evils.

Question: What is the rank of your leader?

Reply: Senior official.

Question: What do you intend to do in China?

Reply: We are sent by prdacéee to the capial ih o f
order to pay tribute.

Question: How many times have you visited China?
Answer: | have not previously visited. This is my first time here.
[The official] says: You just aived and can already speak Mandarin. You

are a clever person.

Answer: How dare | [accept your praise]! | cannot speak and what | say is
unclear. | humbly beg you, respected elder brother, to communicate on my
behalf otherwise | will not be able to understand the details [of what is
said]. (Kadar 2011, Interaction no. 19)

There is an obvious inequality in the interaction.
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The Ryl kylan interpreter speaks in
of ficial responds by usdohdgferancedtipel ai n 6
only manifestation of formal politeness is in Turn 8 in which the official

appraises the interpreteros fluency

Chinese complimenting. This is understandable, considering that it is the
officialwhocan deci de whet her or not t he Ry
harbour, and also up to Turn 6 the official asks routine (impersonal)
administrative questions only.

The interpreterodos style I s more unus
honorifics and conventi@al tools of deference, in a rather formularized

manner. Deferential formisoccurring in Turn 1 and 9 onlyare used in a

guite mechanical way. @liiut .| amty®e Whe qana
personods heavenly ki ndnes s dgquestss a s
addressed to officials or members of the imperial court, and gigan(lit.

Ohow dare [I1]0) S also a routine
expression used creatively is laoxiong ( 6 r ever ed el der br
applying a quasiamilial form of address the speaker presumably attempts

to personalize the tone of the interaction. Apart from these honorific forms

the Ryl kylan speakerds utterances ar e
he applies formularized tools of deference at strategiotpoof the

i nteracti on, I . et.hrteoatfeand inlgidot astpee etcthe
Levinson 1987) of request (Turn 1) and to strengthen personal ties (Turn

9).

The facts that honorifics and deferential forms scarcely occur and are used
quite conventioally in strategic points of the interaction reveal that in late
imperial Chinese politeness began to decline and became corrupted, well
before 20th century events and seicieological changes took place.

Although the present description has to be fietsinere due to limitation

on space, it is pertinent to note that such a decline of historical Chinese
politeness could not have started in a language with grammaticalized
deference such as Japanese or Korean, simply because in certain
interpersonal relatiwships honorific style would be necessary (cf. the
aforementioned case of North Korean).

Conclusion

This short paper has made an argument for the necessity of intercultural
research in intracultural applied linguistic inquiries, in particular linguistic
politeness research, by referring to the results of a recent research project.
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The idea of making use of politeness data drawn from a culture influenced
by Chinese literacy, in order to study Chinese politeness, is considerably
unexplored, in spite of itshwious value. And, the same approach could be
followed in the intracultural applied linguistic research on the historical
linguistic (im)politeness in any language which was taken by other cultures
as a way communication, most typically, English, consmgits role as a
world language (cf. Mair 2003).

It is hoped that this paper has made a-teld contribution to applied
linguistics by proposing a research methodology and providing some new
insights into Chinese linguistic politeness.
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OAn enormous tolerance for diver
In Norway there is high tolerance for the use of dialect in public contexts.

Peter Trudgill speaks of "an enormous social tolerance for linguistic

di v e r(Brudgilly 2D02: 31) In schools Norwegian dialect speaking
teachers seldom switch to standard languagenviiney teach even if they

have moved to another part of the country. Dialect speaking members of
parliament and government ministers are commonplace, and you can hear
judges use dialect in court rooms. Church ministezgen bishop$ often

deliver sermos in dialect, and news anchors on national TV channels may

read news in their local dialect.

In 2006 | did a questionnaire based study of language attitudes among
student teacher&ulbrandstad 2007)One of the statements | presented to

the respondentw/asi here translated into EnglishiiThere is too much

di alect use in our societyo. 65 % d
% partly. 5 % agreed completely or in part and 4 % did not express any
opinion. On the basis of responses to eight itemautada@lect use, |

calculated an index of dialect friendliness. In addition to the statement

guoted above, these were statements |
the Storting [= Parliament]] speak di
should not speakli al ect when they teacho, an:
hosts on national radi o and TV channe
from 1 to 5 with 1 marking ndvery 1|
di al ect friendlyo, t he envteacherg®hoscor e
had responded to all the eight items, was 4.4. So this study can be taken to

corroborate Peter Trudgill 6s cl aim

linguistic diversity in Norway.

Over the past two or three decades, the demographic lgedsdathe
country has changed considerably with an increasingly numerous
immigrant population Today, 11.4% of the inhabitants are immigrants or
children of immigrantgStatistics Norway 2010)In this situation, one can
wonder whether people with a foraigdhackground experience the same
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acceptance for the way they speak Norwegian as dialect speakers do. The
present article reports relevant results from a survey study that was
conducted in 2009 on demand from the Norwegian Broadcasting
Corporation (NRK) andhe Norwegian State Language Board.

Research question and hypotheses

The main research question in the study was to what extent persons who
speak Norwegian with a foreign or second language accent are included in
the Norwegian tolerance for language &tidn. The question is of course

of scientific interest and arguablyi socially and politically important.

Assumptions about the answer to the question can be stated in the form of
two hypotheseslhe first is

 Hypothesis 1:People who speak Norwegianth a foreign accent are
shown significantly less tolerance for the way they speak in public
than people who speak a traditional Norwegian dialect.

If the research results support this hypothesis, the explanation can be that
the Norwegian tolerance foahguage variation is national, perhaps even
nationalistic.Diversity is acceptable only as long as it concerns people born
and raised in a Norwegian language environment.

The alternativdiypothesiss

f Hypothesis 2:People who speak Norwegian with a fgreiaccent are
shown a similar tolerance for the way they speak in public as people
who speak #@raditional Norwegian dialect.

Research findings pointing in this direction may indicate that the
Norwegian variation tolerance is of a general kind.

There mg be arguments for both hypotheses. In support of the first of
them, one might e.g. point to the fact that Norway is a rather young
sovereign state as the country gained full-gelfernment as late as in
1905. Prior to independence and up to the mid tie#n century, an
intense monocultural and monolinguistic nation building program was
implemented Engen, Syversen & Kulbrandsta 200Recent surveys have
shown that Norwegians are more patriotic than the populations of many
other countries (Smith & Jark@998), and that a fairly large part of them
are sceptical if not outright negative to immigration (Innvandrinog
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manfoldsdirektoratet 2010). It could well be that this leads to little
tolerance for Norwegian spoken with a foreign accent. One the ludinel;
Norway has strong democratic traditions, and diversity in language and
culture is cherished. It is possible that acceptance even for fexatgd
linguistic variation could be a corollary to these facts.

The study
Data in the survey were colledtethrough an analysis institutd.he
|l nstituteds per manent Il nternet pane.l

where respondents were to indicate their degree of agreement or
disagreement with statements about the language form of program hosts on
radio and tkevision both on national channels and in local broadcasts,
primarily concerning the use of dialect and Norwegian with a foreign
accent. There were also some statements about immigra&oerihermore,

the respondents had to listen to sound clips of n@adars who spoke
more or less accented Norwegian, and they should specify how easy it was
to understand what was said, how well they thought the persons on the
clips spoke Norwegian, and to what extent they would find them suitable as
news anchors on telsion. In addition, the respondents were asked
guestions about their own oral languadée analysis institute held in
advance information about the respon
and place of residence.

The data provided by the institute cafmem a selection of approximately

1000 persons, representative of the
Internet access.

Some key findings

50 + = Partly
40 m Fully
30
20
10 - ' 16.1
0 - . - - G 1
Agree Disagree  Neither-nor Don't know
Figure:Reponses to the statement AThoere i s t

(percentages, N = apprak000)
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The respondents are generally speaking very dialect friendly, at least that is

the attitude they express in the survey. As can be seen in figure 1, only
approximately 10% fully agree or part
too much dialectusei our societyo.

16% neither agree nor disagree, the feattotal of more that0%7 fully
disagree or partly disagree. So even if these respondents are a little less
dialect friendly than the student teachers in the 2007 study, their attitude is
clearly positive.

But what about their attitude to dialect and accented Norwegian in the
medi a? Confronted with the statement
nati onal radi o and TV stations speak
more than 75%, strongly aomewhat agree, while only 17% indicate
disagreement. The distribution of responses to the corresponding statement
about foreignacceitfil t i s OK that hosts on nat
stations speak Nor wegi was thevfolbwing:a f or e
agree 55%, disagree 32%, neither agree nor disagree 13 %. In figure 2, the
results for dialect and for foreign accent are shown together for ease of
comparison.

ol 9 X A\ X & X "\
A & gy & A & & &
@ (& G (& & ¢ @ &
[ > S 2 O P {\b {x'b
Q@P & e}& o}é’f & & S &
¥ v & & & & % T
O & & & £ 3
S S < <

Figure2.Reponses to the statements Alt 1is
and TV stations speak dialecto and dalt i
television stations speak Norwegian with a foreign a¢cent
(percentages, N = approx. 1000)
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The attitude to dialect use is noticeably more positive than the attitude to
foreign acented NorwegianNonetheless, a clear majority think that it is
acceptable with accent, but here there are more that partly agree than fully
agree. People are somewhat uncertaifihis is also indicated by the

relatively high percentage who either neitlagiree nor disagree with the
statement or tick for the "do not knowption. This uncertainty is easy to
understand because t he expression g
accento is admittedly not very preci s
of questionnaire that it is required of all program hosts on radio and TV

that they talk clearly, but it might be that the respondents did not keep this

in mind all through the questionnaire.

The respondents were also asked to express their opinion on dsdead
foreign accented Norwegian in local broadcasts, and the results indicate
even greater sympathy with dialect use locally, while the attitude towards
Norwegian with a foreign accent seems to be fairly similar to the one we
saw for nationwide programs

Further processing of results

There is a strong correlation between the attitude to dialect in national
broadcasts and the attitude to dialect in local broaddasteasure for this

i's Cronbachos Al p Alke,corraldiionaskevemsmgee |1 s
between the attitude to accented Norwegian in the national broadcasts and

the attitude to accented Norwegian in local broadcaktste the
Cronbachdéds alpha is .922. Thus there
at national and local level, so thaé get one variable for attitude to dialect

and one for attitude to foreign accent.

On the basis of these combined variables, the respondents have been
grouped into three categories according to attitude to dialect and to
Norwegian with a foreign accenhegative, slightly positive and very
positive. The ones with a negative attitude haake @®ints on a scale that
goes to 10, the slightly positive ones havé points and the very positive
ones 810.1 have grouped the respondent in the same way far dltéude

to the Norwegian with a foreign accent. The results are shown in figure 3
and 4 respectively.
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‘ W Negative 3-5/10

| Slightly positive

Very Positive 8-10/10

Figure 3: Three categories of attitude towardse of dialect by program hosts
on radio and television stations
(percentages, N = approx. 1000)

m Negative 3-5/10
B Slightly positive 6-7/10
Very Positive 8-10/10

Figure 4: Three categories of attitude towards use of foreign accented Norwegian
by program hosts on radio and television stations
(percentages, N = approx. 1000)

Then we will look at the correlation between the combined variable for
dialect attitude anthe combined variable for accent attitude. A measure of
this relationship is the Pearson r, and here it is .354. This indicates a strong
correlation. In other words, the respondents tend to have the same attitude
towards Norwegian with a foreign accentlie media as they have towards
dialect.

The relationship can also be demonstrated through a-taoles for the

three categories of attitude to dialect and the three categories of accent
position (table 1). The table is to be read with dialect attituate starting

point. For instance, we see that 60% of those who are negative to dialect
use also are negative to Norwegian with a foreign accent. On the other
hand 57% of those who are very positive to the use of dialect are very
positive to Norwegian with Boreign accent.
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Attitude to foreign accent

Negative Slightly positive | Very positive
, Negative 60 16 24
gttg;?gct Slightly positive 44 27 29
Very positive 25 18 57

Table 1: Relationship between attitude towards use dialect and attdu@eds use of
foreign accented Norwegian by program hosts on radio and television stations
(percentages, N = approx. 1000)

The plot graph in figure 5 gives us a more detailed picture of the
relationship between the two attitudes.

Attitude to foreign accent

Attitude to dialect
Figure 5: Attitude towards use dialect and attitude towards use of foreign accented
Norwegian by program hosts on radio and television stations
(N = approx. 1000)

Here the small circles represent the dialect attitude and the accent attitude
of all the approximatelyl000 espondentsThus, there are som2000
circles altogetheif the two attitudes had coincided completely, the circles
would have formed a dense, black cluster at the top ightve can see,

this is not the case: Some persons have a positive attitudaléoctdand a
negative attitude to foreign accent and vice versa. But the main picture is
clear enough: The two attitudes definitely tend to follow each other.
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