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Foreword

Advancing ELT: Blending Disciplines, Approaches, and Technologies was the
theme of the 27th Annual Korea TESOL International Conference, held at
Sookmyung Women’s University in central Seoul. During the two-day conference,
October 12-13, a total of 200 presentations were given, including 20 poster
sessions and seven panel discussions. Approximately 800 attendees from 23
countries participated in the event. Notable plenary sessions were delivered by Dr.
Rod Ellis and Dr. Andrew D. Cohen, and an additional nine featured sessions
addressed the conference’s theme.

The conference theme encapsulates the increasing recognition of the widely
multifaceted nature of ELT. Applied linguistics is a diverse field in its own right,
but no longer can some of the challenges faced by teachers in local contexts be
met by scholarship that limits itself to the field of applied linguistics. More and
more, we are learning that the best ways to engage students in English language
learning are informed also by fields outside of the traditional domains of applied
linguistics, for example, culture, identity, education, and communication. We are
also entering a post-post-methods era in English language teaching that is moving
away from any single “best method” for a given ELT situation and away from
viewing Western-centric top-down theories and approaches as providing the best
guidance to teaching EFL in a global context.

The papers contributed by our invited speakers capture this multifaceted nature of
ELT. Rod Ellis speaks on developing tests of L2 learners’ pragmatic knowledge.
Andrew Cohen talks about fine-tuning word meanings through online and mobile
app technologies. Thomas Farrell discusses becoming expert TESOL teachers by
reaching for “Who | am is how | teach!” Kara Mac Donald gives examples of how
to draw on skillsets outside of ELT to inform instructional practice, and Stephen
Ryan takes a person-centered approach to language teaching. The additional 25
papers provided by conference presenters comprise 13 research reports, two
action research reports, four workshop reports, and six reports on teaching
techniques and classroom activities.

It is with great pleasure that we offer the conference papers appearing in this
volume of KOTESOL Proceedings 2019. We are grateful to all our contributors
who have written summaries of their presentations to be compiled in this volume.
The variety in topics herein is certain to include reports of interest to ELT
practitioners, researchers, and administrators. We hope that you enjoy reading
these papers, and moreover, that you find much that resonates with you in your
ELT context.

David Shaffer & Jake Kimball
Editors

Vi



KOTESOL Proceedings 2019

Advancing ELT: Blending Disciplines,
Approaches, and Technologies

Proceedings of the 27th Korea TESOL International Conference

CONTENTS

Invited Speaker Papers

Developing Tests of L2 Learners’ Pragmatic Knowledge 3
Rod Ellis

Fine-Tuning Word Meanings Through Online and Mobile App Technologies: 17
A Close-up Look at Successful and Unsuccessful Strategy Use
Andrew D. Cohen

Expert TESOL Teachers: Reaching for “Who | Am Is How | Teach!” 27
Thomas S.C. Farrell

Drawing on Skillsets Outside of ELT to Inform Instructional Practice 33
Kara Mac Donald

A Person-Centered Approach: What It Means and Why It Matters 39
Stephen Ryan

Research Session Papers

Game On: Impact of Spaceteam ESL on Listening Comprehension 47
David Berry

Sans Forgetica: Typography's Effect on ESL/EFL Reading Comprehension 53
Robert Dykes & Matt Hauca

Complex Emotions and Sense of Writing in English: A Case Study 61
of Three Japanese EFL Writers
Yutaka Fujieda

Contextualized Versus Decontextualized Vocabulary Learning as a 69
Pre-reading Task
Leander S. Hughes

vii



Action

Meaning-Focused vs. Form-Focused Activities in Elementary School
English Lessons
Shinichi Inoi

Use of AWE and Peer Feedback for Improving Academic Writing
Dragana Lazic & Saori Tsuji

A Literature Review on Queer Frameworks for Education and Literacy
Maria Lisak

Multicultural Households: Student Identity Negotiation and Implications
for the Classroom
Kara Mac Donald & Sun Young Park

Towards English for Summer Olympics Purposes: A Corpus-Based
Vocabulary Analysis
Philip S. Riccobono

Using a Radio Drama as Input in English Writing Courses
Keiso Tatsukawa

Using Peer Review Through Blackboard to Improve Presentation
Skills in Vietnam
TRAN Doan Thu & NGUYEN Le Bao Ngoc

What Study Resources Are University Students Really Interested In?
Giancarla Unser-Schutz

Font Choice and Second Language Vocabulary Retention
Kevin R. Wrobetz

Research Reports

Developing Critical Thinking Skills in the English Language Classroom
Simon Thollar

Integrating an Intercultural Communicative Approach into the
Language Classroom
Jessica Zoni Upton & Samar Kassim

Workshop Reports

viii

SLA Benefits of Student-Centered Character Creation for Tabletop
Role-Playing Games
Paul Thomas Johnson

LGBTQ+ Community in the Korean Classroom
Maria Lisak

81

89

101

107

123

137

147

157

167

177

185

197

205



Promoting Language Production Through Classroom Games 209
Annelise Marshall & Laura Dzieciolowski

A Blended Approach to Positive Washback for the IELTS Test 215
Christopher Redmond

Techniques and Activities Reports

Transforming Students’ Pronunciation Problems with Haptic Touch 225
David Bishop

Purposeful Annotation: Strategies for Effective Academic Reading 231
and Writing

Jagrati Chauhan & Juliana Seriani

Lessons from Four-Skills “General English” Coursebooks 237
Joel P. Rian

Better Together: Leveraging Group Dynamics in Conversational 257

English Classes
Cheryl Woelk

Mapping CLIL Methodology from a Sociocultural Perspective 265
Akie Yasunaga

Improv as Classroom Activity and Teacher Development 273
Roger Fusselman

Conference Overview

Presenters and Presentations at the 27th Korea TESOL International 281
Conference






Invited Speaker Papers




Advancing ELT: Blending Disciplines, Approaches, and Technologies



KOTESOL PROCEEDINGS 2019

Developing Tests of L2 Leamers’ Pragmatic Knowledge

Rod Ellis

Curtin University, Perth, Australia

Developing measures of implicit and explicit second language (L2) knowledge
is important because of the need to understand the effect that instruction has
on knowledge of an L2. To date, research has focused on the assessment of
implicit and explicit grammatical knowledge. In this paper, I first review the
key theoretical perspectives relating to the implicit—explicit distinction and
then describe a battery of novel tests designed to distinguish implicit and
explicit pragmatic knowledge. These tests differ in terms of the extent to
which they require controlled or more automatic processing of language and
awareness of sociopragmatic and pragmalinguistic norms. They also differ in
terms of whether they involve comprehension or production, and whether
they focus on isolated utterances or continuous text.

THEORETICAL PERSPECTIVES

Interest in the relevance of the implicit-explicit distinction for L2 learning
began almost from the inception of SLA as an identifiable field of enquiry in the
1970s. It has continued apace since and now constitutes an identifiable area of
enquiry in SLA. Increasingly SLA researchers have focused on how to measure
implicit and explicit knowledge as without valid measurements it is not possible
to investigate what and how learners learn an L2.

In a series of articles, N. Ellis (1994, 1996, 2002, 2005) presents his account
of how L2 learning takes place and the roles of implicit and explicit knowledge.
Below is our summary of the main points of his position:

1. Humans are capable of both implicit and explicit learning.

2. Working memory functions differently in these two types of learning:
Implicit learning involves the unconscious identification of connections
between linguistic forms (i.e., pattern detection), and explicit learning
involves conscious “noticing,” leading to the storage of declarative rules.

3. Implicit, associative learning is primary, and the main route to a high level
of proficiency in a language. Conscious attention to linguistic forms in the
input helps to implant linguistic forms in memory, but subsequently
non-conscious statistical learning processes take over. The knowledge
obtained through implicit learning is available for rapid, online use.

4. Explicit learning is secondary. It arises in two ways: through taught
pedagogical rules and through conscious analysis of implicit knowledge.
Explicit knowledge is available for output, but it requires conscious

Rod Ellis 3



Advancing ELT: Blending Disciplines, Approaches, and Technologies

attention and thus is not readily accessible for online use (i.e., it requires
controlled processing). However, practice in the application of declarative
rules can enhance accessibility.

5. Explicit knowledge is limited in another way: “Only simple and salient
features are governable by explicit online control” (N. Ellis, 1994, pp. 16).

6. Implicit and explicit memories are interconnected. In particular, declarative
rules can have top-down influences on perception, making features in the
input salient and thereby helping to induce noticing, and so, fine-tune the
implicit knowledge network.

Much of N. Ellis’ research is directed at explaining the processes involved in
implicit learning. He identifies the crucial rule of frequency in determining what
learners attend to in the input, the importance of “chunking,” the “counting” that
arises from the unconscious attention to forms in the input, and the gradual
discovery of more abstract patterns that are rule-like but still distinct from
explicitly learned rules. For N. Ellis, the implicit system involved in implicit
processing is functionally and anatomically separate from the system involved in
conscious, attended processing. However, “conscious and unconscious processes
are dynamically involved together in every cognitive task and in every learning
episode” (R. Ellis, 2005, p. 340). Thus, while separate, the two systems constantly
interface.

My own approach is somewhat different. I am more interested in the practical
business of developing a set of tests that provide relatively separate measures of
grammatical knowledge, which I argue are needed to investigate whether formal
instruction has an effect on implicit as well as explicit knowledge. To this end, I
identified a set of characteristics that distinguish implicit and explicit knowledge
and thus serve as a basis for developing the tests. Table 1, from R. Ellis (2005),
summarizes the characteristics I identified. Subsequently, R. Ellis (2018)
acknowledged that some of these characteristics are more discriminating than
others: in particular awareness, accessibility, and self-report. I define implicit
knowledge as knowledge that the learner has no subjective awareness of, can
access in spontaneous language use, and is unable to verbalize. Conversely, I see
explicit knowledge as knowledge that the learner has conscious awareness of,
requires controlled processing, and has a metalinguistic representation that can be
verbalized.

TABLE 1. Key Characteristics of Implicit and Explicit Knowledge (based on R. Ellis, 2005)

Characteristics Implicit Knowledge Explicit Knowledge
Awareness Intuitive awareness of linguistic norms Conscious awareness of linguistic norms
Type of knowledge Procedural knowledge Declarative knowledge
Systematicity Variable but systematic knowledge Anomalous and inconsistent knowledge
Accessibility Automatic processing Controlled processing

Use of L2 knowledge Accesses during fluent performance Accessed during planning difficulty
Self-report Non-verbalizable Verbalizable

I and my co-researchers (R. Ellis et al., 2009) developed a set of tests
designed to measure implicit and explicit knowledge of grammar. Three tests — an
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oral elicited imitation test, a narrative-retelling task, and a speeded grammaticality
judgement test — all required relatively automatic processing and so potentially
measured implicit knowledge. Two other tests — an untimed grammaticality
judgment test and a metalinguistic knowledge test — measured explicit knowledge
as declarative knowledge and articulated knowledge, respectively. R. Ellis (2005)
reported a factor-analytic study that provided evidence that these tests measured
separate constructs and argued that these constructs corresponded to implicit and
explicit knowledge. Subsequent studies (e.g., Bowles, 2011; Gutiérrez, 2013; Spada
et al., 2015; Zhang, 2015) reported very similar factor-analytic results.

It is relatively easy to manipulate accessibility in the design of such tests. The
underlying assumption of my approach is that because accessibility is closely
associated with awareness, it has construct validity as the primary distinguishing
characteristic of implicit and explicit knowledge. The problem here, however, is
that, to some extent at least, explicit knowledge can be automatized through
practice. When this happens, however, awareness of rules is still present. In other
words, to some degree at least, automatic access can occur with explicit
knowledge and so does not distinguish the two types of knowledge. This is the
position that DeKeyser has taken in challenging my claim that tests such the Oral
Elicited Imitation Test function as tests of implicit knowledge.

DeKeyser (2003) identified three defining characteristics of implicit—explicit
learning — consciousness, intentionality, and automaticity — and concluded that the
key characteristic was consciousness. In other words, implicit learning is
essentially learning without awareness. He noted that time pressure does not
guarantee that implicit knowledge is being accessed and suggested that learners
are able to communicate quite effectively using explicit knowledge provided this is
available for automatic processing. The implication of DeKeyser’s position is that
a true measure of implicit knowledge must be one that excludes awareness, and
he proposed alternative tests that aimed to measure whether learners were able to
demonstrate knowledge of grammatical structures without awareness.

All this theorizing has focused on grammar. We need to ask also whether it is
applicable to pragmatic knowledge of language, that is, knowledge of those
“aspects of language systems that are dependent on the speaker, the listener, and
the context of an utterance” (Taguchi & Roever, 2017, p. 1).

Implicit and Explicit Pragmatic Knowledge

To apply the implicit-explicit distinction to pragmatics requires a different
conceptualization from grammar. It requires a focus on principles’ rather than
‘rules’ and understanding the difference between implicit and explicit
pragmalinguistic knowledge.

Rules versus Principles

Grammar involves rules (or at least, rule-like regularities); pragmatics involves
principles (e.g., Grice’s, 1975, cooperative principle and its associated maxims;
Brown & Levinson’s, 1987, politeness principles). These principles concern how
context determines the meaning of an utterance. To develop tests of implicit and
pragmatic knowledge, we need to investigate learners’ knowledge of pragmatic
principles. One such principle concerns how we process irony. Sometimes, there
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can be a mismatch between what the context leads us to expect someone to say
and what is actually said as when a speaker says “On time again, I see” if his
friend turns up for a meeting half an hour late.

What are the psycholinguistic processes involved in interpreting such an
utterance? Giora (1997) distinguished three types of processing: (a) direct
processing, when the ironic meaning is available without first processing the
literal meaning, (b) parallel processing, when the literal and ironic meaning are
processed together, and (c¢) sequential processing, when the literal meaning is
processed first, rejected, and the ironic meaning then inferred. Direct and parallel
processing occur automatically and without consciousness, and thus, are implicit.
Sequential processing, however, is explicit because it involves consciousness and is
non-automatic, as the listener has to first process and reject the literal meaning.
Thus, whether hearers process an ironic comment implicitly or explicitly will be
evident in the speed at which they arrive at the ironic meaning.

Implicit and Explicit Pragmalinguistic Knowledge

Again, there is a fundamental difference between the grammatical and
pragmalinguistic features of a language. It is one thing to investigate how learners
respond to the ungrammaticality in a sentence like “My friend always visit his
mother at the weekend” where ungrammaticality occurs in a single grammatical
feature and is determined by the internal context of the sentence. It is entirely
different to investigate how learners respond to an utterance such as “I would be
very grateful if you would help me with my essay.” To determine whether such an
utterance is appropriate, learners need to take account of the external context of
the utterance and to attend to several linguistic features in an utterance.

Native speakers know what level of politeness is needed in a particular
situation, and usually they know implicitly which linguistic strategies are required
to achieve the appropriate level of politeness in a speech act. There may be times,
however, when they are uncertain and so attend consciously to their choice of
linguistic strategies in order to ensure they do not offend. Language learners, like
native speakers, may draw on their implicit knowledge of pragmalinguistic
strategies but they are likely to be experience uncertainty to a much higher degree
than do native speakers. As a result, they may try to apply L1 pragmalinguistic
strategies consciously or alternatively draw on their explicit L2 knowledge of
pragmatic norms.

Aspects of Pragmatic Knowledge

The starting point in the development of a battery of tests of pragmatic
knowledge is to decide what aspects of pragmatics to assess. Taguchi and Roever
(2017) identify four key aspects: speech acts, implicature, routines, and extended
discourse.

Speech Acts

The vast majority of work in second language pragmatics has focused on
speech acts. Taguchi and Roever note, “The speech act is fundamental to research
in interlanguage and cross-cultural pragmatics” (p. 10). However, researchers have
tended to focus on a narrow set of speech acts — in particular, requests, apologies

6 Developing Tests of L2 Learners’ Pragmatic Knowledge
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and refusals. The test most commonly used is the discourse completion test
(DCT), where learners are given a situation that requires the performance of a
specific speech act and asked to indicate what they would say. There is also a
receptive type of DCT, where learners choose the most situationally appropriate
response from a number of response options. DCTs are limited in that they only
demonstrate how learners respond when making offline decisions, which may not
correspond to what they would do in online, real-world interaction. In fact, a DCT
cannot show whether learners are accessing their implicit or explicit knowledge.
Metapragmatic judgment tests that ask learners to say whether an utterance is
appropriate or not are analogous to grammaticality judgement tests and, like
them, are likely to tap into explicit pragmatic knowledge.

Implicature

Irony is a good example of implicature. The listener has to infer the meaning
of an utterance such as “On time again, I see” by referring to the context in
which it was produced. Taguchi (2011) reported a study that showed that learners’
ability to comprehend implicature develops hand in hand with proficiency.

Given the difficulty of creating contexts to elicit production of utterances
expressing meaning indirectly, tests of implicature are invariably receptive of the
multiple choice items kind. In some cases (see Taguchi, 2013), response times are
also collected to provide evidence of how automatic learners’ responses were.

Routines

Routines are conventional expressions such as “Nice to meet you” when being
introduced to a new person. They are understood and produced as wholes.
Research by Bardovi-Harlig (2012) indicates that with exposure to the target
language, learners pick up common routines quickly but that the ability to
produce them appropriately develops more slowly. Routines can be picked up
through exposure, but they may also be taught and consciously learned. Thus,
they may be stored implicitly or explicitly.

Extended Discourse

A feature of the tests used to measure the previous three aspects is that they
typically focus on the ability to understand or produce individual utterances rather
than continuous discourse. The competence to participate in extended discourse
is, however, a crucial dimension of pragmatic competence. To assess this, it is
necessary to investigate how learners engage in interaction by examining, for
example, whether they display appropriate turn organization and whether they
respond actively to previous turns. Participating in extended discourse involves
interactional competence, which is essentially implicit in nature. The main
assessment instrument used to investigate learners’ ability to participate in
extended discourse is role-plays.

THE BATTERY OF TESTS

I will now to describe the tests measuring implicit and explicit pragmatic
knowledge that I and my co-researcher (Carsten Roever) have developed. They
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cover three of the aspects described in the previous section: speech acts,
implicature, and extended discourse. For each test, I will give my reasoning for
the kind of knowledge or processing (implicit or explicit) that I expect the test
will tap.

Oral Elicited Imitation Test (OEIT)

In this test, learners first read a description of a situation, which provides the
context for what someone says. They hear what someone says and answer a
yes/no comprehension question. They then try to imitate the utterance they heard
as completely as possible. The aim is to prevent rote memorization of an
utterance by requiring learners to process it for meaning first. The processing
demands are not excessive as the length of the utterance stimuli is controlled
(they are all between 11 and 13 words) and contain only high-frequency
vocabulary. Each utterance in the test contains a hedging device (e.g., actually,
just, really), which is the target feature. All the sentences are appropriate for their
context. Here is an example of an item in the test:

Situation: Lin has left her room very untidy. Her father decides to speak to her about
this. He says: “Your room is kind of messy, so can you do something
about it?”

Question: Is Lin’s father sure he wants Lin to tidy her room?
YES / NO / NOT SURE

[Target hedge: kind of].

The OEIT is scored by identifying whether learners include the target hedge
(or a hedge with equivalent meaning) when they imitated an utterance. No
account is taken of omission of other words or of the inclusion of ungrammatical
elements.

The test focuses on a specific kind of pragmalinguistic feature (hedges), which
serve as upgraders or downgraders in common speech acts (e.g., requests,
apologies, complaints, responses to compliments). In this test learners are focused
on meaning, under time pressure, and do not know that the purpose of the test
is to assess their ability to use hedges. While learners may well try to monitor
their production, they are more likely to focus attention on the linguistic forms
that convey the semantic meaning of the utterance than on the single hedge that
conveys pragmatic meaning. Those learners who are not sensitive to the role of
hedges as politeness markers and are prone to the use of a simplification strategy
are likely to omit them, while learners who are sensitive to hedges and are less
prone to simplification are more likely to include them. It is possible that learners
will become aware of the need to reproduce the hedges, but this is unlikely, as
the hedges are not essential for conveying the propositional meaning of the
utterances and learners are not told of the need to be polite. In short, there are
grounds for claiming that this test will afford a measure of learners’ implicit
pragmalinguistic knowledge.

8 Developing Tests of L2 Learners’ Pragmatic Knowledge
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Interactive Role-Play Tasks

There are two interactive role-play tasks requiring learners to interact with a
tester. All the role-plays involve a situation where the learner needs to make a
request. Learners first read a description of the situation and can ask questions if
they are not clear. The tester opens the conversation in one of the roles (e.g., the
boss in the example below) and then waits for the learner to start speaking in
his/her role. When the learner explains the problem (e.g., not being able to come
to work) the tester objects, obligating the learner to seek a solution to the
problem. The conversation is audio-recorded. Two raters score the role-play,
assigning points for whether the learner has successfully performed the actions
required (e.g., apologizing for not being able to come to work, explaining why,
and suggesting a solution), the extent to which these acts are pragmalinguistically
appropriate, and the extent to which the tester had to scaffold the learner’s
performance.

Situation: You are a student working part-time at a convenience store. You are
scheduled to work tomorrow afternoon. However, you forgot that you have a
meeting with your thesis supervisor tomorrow afternoon, so you need to tell your
boss that you can’t come in. You and your boss have worked together for a few
months and get along well. You go to your boss’s office. Your boss is sitting at
the desk, and will speak first.

Interactive role-plays afford opportunities for relatively naturalistic language
use in that “they elicit moment-by-moment, co-constructed interactions” (Taguchi
& Roever, 2017, p. 89). To maximize this the role-plays involve situations that
university students (the intended test-takers) are likely to be familiar with and
have some experience of. Role-plays do not exactly mirror conversations in real
life, as learners have no actual stake in achieving a satisfactory outcome.
Nevertheless, there is evidence that the interactions in role-plays can closely
resemble those that occur in natural situations (Al-Ghatani & Roever, 2012).

The interactive role-play tasks were included in the battery of tests to provide
a measure of learners’ implicit pragmatic knowledge. This claim rests on the facts
that the learners had no opportunity to plan and that production occurs online in
extended discourse, minimizing the opportunity for monitoring. I acknowledge,
however, that the criterion I am relying on is accessibility and that it is not
possible to rule out awareness. The very fact that learners know that it is a test
may result in them becoming conscious of the need to display appropriate
language.

Monologic Role-Plays

In addition to the interactive role-plays, there are two monologic role-plays.
These involve situations where learners have to leave a phone message, as in the
example below. Learners first read the situation and then immediately perform
the role-play. As with the interactive role-plays, learners have to apologize, give a
reason for their inability to perform an action, and offer some form of redress.
They differ from the interactive role-plays in one crucial respect: Learners do not
receive any scaffolding and thus have to rely entirely on themselves. Scoring again
focuses on whether learners have performed the actions required by a role-play
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and whether they have done so in pragmalinguistically appropriate ways.

Situation: You have an appointment with Professor Jim Kane in 15 minutes to
discuss your thesis topic. You have taken several classes with him and know him
well. However, you were busy working on assignments at home and completely
forgot about your appointment. It takes you about 45 minutes to get to the
university from your place, so you need to cancel your appointment. You call
Prof. Kane’s office, but he does not answer.

Leave a voice message.

The Monologic Role-Play Tasks are analogous to the Oral Narrative Task in R.
Ellis (2005), which was also monologic and intended as a test of implicit
knowledge. The tasks also call for online production and therefore the need for
automatic language use. They are more taxing than the interactive role-plays
because learners have to produce an extended turn without interactive assistance
and so are less likely to try to monitor their production.

Irony Test

This is a test of the learners’ ability to understand irony. There are 20
binary-choice items in the Irony Test. Ten of the items involve irony (5 negative
irony and 5 positive). Another ten items involve literal statements (5 negative and
5 positive). For each item participants first read information about a situation and
then hear what someone says. They are asked a question about what the person
meant to say. They then indicate whether the comment is a positive or negative
one by circling a smiley or sad face. Finally, they state how certain they are about
their answer. Below is an example of a negative irony item. The test is
computerized making it possible to record the response time for each item. The
test will be scored by awarding one point for each correct response. In addition to
a total score, separate scores will be calculated for positive irony, negative irony,
and literal positive and literal negative items. In addition, the average response
time for the five types of items will be calculated.

Situation: Maggie is in a restaurant with her friend. She has ordered a pasta dish.
When the meal comes, it is a rice dish. She says to her friend: “Hey, this is just
what I wanted.”

Question: How did Maggie feel about her meal? & &5
How certain were you? Very certain Quite certain Not certain

I have argued that implicature draws on pragmatic principles rather than
rules and, therefore, what counts is not the type of knowledge but the kind of
processing involved. First, the test will show to what extent the learners are
successful in processing irony. It will also be possible to compare learners’ scores
for the ironic and literal items, and their scores for the negative and positive
ironic items. Positive irony is expected to be especially problematic. The learners’
response times will provide evidence of whether learners process the negative
items directly or sequentially. If response times are slower for the ironic than for
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the literal items, this would indicate sequential processing; if they are the same, it
would constitute evidence of direct processing. In other words, I will be able to
examine the extent to which the learners are able to process the ironic comments
implicitly or rely on more explicit processing.

Metapragmatic Knowledge Test

The battery of tests in R. Ellis (2005) included a Metalinguistic Knowledge
Test where learners were asked to select the metalinguistic explanation that best
described a grammatical error in a sentence from a set of choices. The
Metapragmatic Knowledge Test is an analogous test. It consists of 2 training items
and 15 testing items, each of which involves a specific speech act (e.g., a request
or apology). Learners first read a brief description of a situation and then study
an utterance. They must first decide whether the utterance is appropriate or
inappropriate. Out of the 15 items, 10 are inappropriate either because the
utterance is not sufficiently polite or because it is too polite. If learners decide an
utterance is inappropriate, they must then answer a multiple-choice question,
choosing from four choices which explanation best says why it is inappropriate.
They must also indicate how certain they are of their response. The test is
computerized so that the multiple-choice question only appears if the learner has
indicated the utterance is inappropriate. If the learner considers it appropriate,
they go straight to the certainty question. Below is an example of an item
containing an over-polite utterance in a complaint situation.

Situation: Yoshi is staying in a hotel. He booked a non-smoking room, but when
he gets to his room, he finds it smells badly of cigarette smoke. He goes down to
speak to someone at the hotel reception desk.

Receptionist: Can I help you?
Yoshi: I know how busy you are, but I was wondering if at all possible
could you consider changing me to a non-smoking one.

Question: Is what Yoshi said appropriate? YES / NO

If you think it is not appropriate, explain why.
A. He should not have complained about his room.
B. He should have been more polite when requesting a room change.
C. He should have been more direct in requesting a room change.
D. He should have threatened to leave the hotel.

How certain of your response are you?
Very certain Quite certain Not certain

This test is intended to tap a specific type of explicit knowledge: the ability to
understand explanations of why an utterance is pragmatically unsatisfactory.
However, the test also allows us to obtain a measure of abstract explicit pragmatic
knowledge by scoring whether learners correctly judged each utterance as
appropriate or inappropriate. In an untimed judgment test, language users are
able to draw on their non-automatic explicit knowledge.

The grounds for claiming that the test measures explicit knowledge are
threefold: First, the test requires learners to treat language as an object rather
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than as a communicative tool; second, learners are required to make conscious
decisions; and third, these decisions are always deliberate and therefore
non-automatic. The test tells us what learners know about appropriate speech act
behavior. It is likely that because most learners will not have received explicit
instruction about pragmatics, their explicit knowledge will be more uncertain than
it is certain.

Evaluating Social Context Variables Test

Most other tests, like the Metapragmatic Knowledge Test, require students to
judge whether an utterance is appropriate for its context. This involves them
taking account of the three sociolinguistic variables (i.e., power, status, and
imposition) that govern the choice of pragmalinguistic features in the performance
of speech acts (Brown & Levinson, 1987). The Evaluating Social Context Variables
Test directly assesses learners’ ability to determine how these variables function.
Learners read a bare bones description of the context that specifies the nature of
the speech act and are then shown what Person A says to Person B. In every
item, what is said is intended to be appropriate. They have to decide on the
relationship between the speakers by answering a multiple-choice question. In
order to do this, learners have to evaluate the pragmalinguistic features in terms
of whether they show that speakers are in symmetrical or asymmetrical power
relationship (+/-), whether they are well-known to each other (+/-) and whether
the imposition involved is light or heavy (+/-). In the example below, Person A
makes a request and uses a complex request strategy (“I was just wondering ....”)
to display politeness. Such a strategy is unlikely if the speaker is talking to a
spouse (— status / + familiarity). It is also unlikely if addressed to a neighbor who
has just moved into the house next door (+ imposition / — familiarity). It is,
however, much more likely, for a work colleague (— power / + familiarity)." The
utterances in the 12 items cover a number of speech acts (e.g., requests, apologies,
suggestions, complaints, disagreement, greetings) embodying varying combinations
of power, status, and imposition. The test is scored by counting the number of
correct answers.

Situation: Person A is asking to borrow person B’s car.

Person A says: “I was just wondering if it was possible to borrow your car
tomorrow for a short time.”

What is the relationship between Person A and Person B?

A. They are married.

B. They are work colleagues.

C. Person B has just moved in to the house next door to Person A.

This test assesses learners’ ability to interpret utterances in terms of what they
show about the social relationships of the participants in a conversation. It is
untimed, and it encourages conscious reflection. Fairly clearly, then, it provides
information about learners non-automated explicit knowledge of the
pragmalinguistic features that signal the social relationship between a speaker and
hearer.

12 Developing Tests of L2 Learners’ Pragmatic Knowledge



KOTESOL PROCEEDINGS 2019

SUMMARY

Researchers of second language pragmatics have drawn heavily on
sociolinguistic theories but paid little attention to psycholinguistic accounts of
language use — an exception being Takahashi (2011), who recognized the need to
investigate not just what learners know but whether they could process what they
know automatically. In this article, I have reviewed different psycholinguistic
accounts of implicit and explicit knowledge of grammar and advanced some
suggestions for how this distinction applies to pragmatics. I noted that, unlike
grammar, where it is possible to investigate specific features in terms of whether
they are correct or incorrect, pragmatics involves the use of a cluster of features
in any one utterance to achieve appropriateness. I also noted that pragmatics
differs from grammar in another crucial respect; namely, it draws on principles
that govern the relationship of language to context rather than on rules that
govern the formal correctness of language irrespective of situational context. Thus,
whereas awareness is the crucial aspect distinguishing implicit and explicit
grammatical knowledge, the key criterion for distinguishing the implicit-explicit
distinction in second language pragmatics is accessibility (i.e., whether or not
learners are able to process pragmatic meaning automatically).

I have described a number of tests that vary in the demands they place on
learners’ access to their pragmatic knowledge. The tests assess different aspects of
pragmatics: speech acts, implicature, and extended discourse. They vary in scope
— some tests involve extended discourse, others discrete utterances. Some require
production, while others assess comprehension. Each test has a primary focus on
either meaning or on pragmalinguistic forms. Crucially, the tests vary in whether
they require the online or offline use of language. I anticipate that tests that
require online production and have a primary focus on meaning will result in
automatic language use of the kind associated with either implicit processing or
automated explicit processing (i.e., the Oral Elicited Imitation Test, the Interactive
Role-Play Task, and the Monologic Role-Play Tasks). One of these tests (the
Interactive Role-Play Task) involves extended discourse, which makes is less likely
that learners will be able to monitor their production and thus more likely that
they will rely on more implicit processing. Conversely, the other two tests (the
Monologic Role-Play and the Oral Elicited Imitation Task) involve less extended
discourse or isolated utterances and offer greater opportunity for monitoring, and
thus, may encourage explicit processing albeit of the more automated kind. The
Metapragmatic Knowledge Test and the Evaluating Social Variables Test both
involve isolated utterances, a primary focus on form, and offline comprehension
and clearly advantage non-automatic explicit processing. The Irony Test has more
mixed features. It consists of isolated utterances and allows for offline processing
but, as a test of implicature, the primary focus is on meaning, and because
response times are recorded, it may be possible to establish whether learners
identify the irony directly or indirectly and, thereby, the kind of processing
involved.

Table 2 summarizes the design features of the six tests and indicates the type
of knowledge each test is designed to elicit. Given the absence of previous
research investigating second language pragmatics from a psycholinguistic
perspective, I recognize that I am entering a dark space. The tests I am proposing
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are obviously programmatic. The next step will be to administer the tests to a
sample of L2 learners and examine to what extent the tests provide a similar
factor solution to that found in R. Ellis (2005) for grammar when scores are
entered into a factor analysis.

TABLE 2. Key Design Features of Six Pragmatic Tests

Test Scope Modality Focus Accessibility Knowledge Assessed
1 I];:rlliii;tteigno"}«‘zlst flstft)};;iies Production Meaning Online Implicit
e o B pion Mg Onine  IHic/Avomatd
ol Bl puion g Onne oA
4. Irony Test lllst(t)l?‘:\iies Reception =~ Meaning ggsl;i::)i/se—time d Implicit/Explicit
5> Kl\flf)iilpiz lgggén%teisct flstfc)giies Reception = Form Offline Explicit
6. \i Z-?:{:f:sng'reiﬁdal iﬁ?ﬁies Reception Form Offline Explicit
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FOOTNOTE
' 1 acknowledge that the Evaluating Social Context Variables Test is deterministic in
nature and that, in the real world, people can and do say all sorts of things depending
very much on context and that the “all else being equal” approach to pragmatics is very
problematic because language use is not generic in the real world. However, the
approach adopted in this test is likely to be very similar to the approach adopted in
pragmatics instruction. Obtaining native-speaker responses to the test will go somehow
to ensure its validity.
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Fine-Tuning Word Meanings Through Online and Mobile
App Technologies: A Close-up Look at Successful and
Unsuccessful Strategy Use

Andrew D. Cohen
Oakland, California, USA

The purpose of this study was to investigate a hyperpolyglot's strategies for
fine-tuning his understanding of Chinese vocabulary through mobile apps,
online programs, and interactions with a tutor. Video-recorded verbal
reporting revealed that the subject used strategies for (a) managing
vocabulary resources — planning, organizing, and monitoring/evaluating their
use, and for (b) processing the information in the resources — finding word
equivalents in Chinese for English words, fine-tuning the word meanings,
and then verifying them. He predominantly used strategies either in
sequence or in pairs, sometimes separately, and only occasionally in clusters.
While he was successful at fine-tuning 57% of the vocabulary items through
accessing selected resources, his fine-tuning efforts still were unsuccessful
43% of the time. The effectiveness of fine-tuning depended on the subject’s
ability to find the information he needed, to orchestrate the various aspects
of word knowledge, and to monitor and evaluate his performance.

INTRODUCTION

The advent of mobile apps and internet programs has provided access to a
myriad of dictionary resources. But is the literature on language learner strategies
(LLS) keeping pace with the technological advances in the field? This plenary talk
presented a case study of a hyperpolyglot’s efforts at fine-tuning (F-T) his
understanding of word meanings in Chinese as a means of investigating this issue.
The findings of this study are seen to have implications for strategy instruction
provided to EFL learners in South Korea.

REVIEW OF THE LITERATURE

Looking up words in a dictionary is not so easy in that it takes numerous
strategies to do so effectively (Neubach & Cohen, 1988; Quigley, 2018). Altogether,
strategies for dealing with target-language (TL) vocabulary are complex in nature
(Wang, 2018; Cohen & Wang, 2018a, 2018b). Mobile apps and online dictionaries
for vocabulary lookup and translation are abundant, as underscored by a recent
survey (Mavrommatidou et al., 2019). But however potentially informative such
resources may be, it would appear that learners could benefit from suggestions as
to what strategies they would be advised to use in order to operationalize them
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most effectively for their needs.

While there is a literature on the learning of Chinese vocabulary through
mobile apps and online programs (Qian et al., 2018), such literature would best
be characterized as general in nature, lacking in detail for learners in search of
specific strategies. In the spirit of providing detailed strategy information, a case
study was conducted on LLS for the fine-tuning of word meanings (Cohen &
Wang, 2019). While it was conducted with a focus on Chinese — the TL for the
given learner, the findings and implications are intended to be relevant to EFL
teachers looking for ways to support their learners’ strategic efforts in
comprehending vocabulary. This study constituted the major focus of my plenary
talk for the 2019 Korea TESOL International Conference.

RESEFARCH QUESTIONS

RQ1. What strategies does a hyperpolyglot use when engaging with mobile
apps, online programs, or a tutor in an effort at F-T his understanding
of Chinese vocabulary?

RQ2. To what extent are these strategies used separately, in sequence, in
pairs, or in clusters?

RQ3. What is the relative effectiveness of strategies for F-T word meanings
through the use of vocabulary resources?

RESEARCH DESIGN
Subject

The subject was me — a hyperpolyglot, studying Chinese as my thirteenth
language, with high proficiency in Spanish, French, Portuguese, and Hebrew, some
ability in Arabic and Japanese, and considerable attrition in Italian, German,
Quechua, Aymara, and Latin. I would consider myself an expert in LLS and
intercultural pragmatics. I am able to interact professionally in five languages —
my native-language English, Spanish, Hebrew, French, and Portuguese. I was 74
years old at the time of the study, having begun my study of Chinese at the age
of 67, studying in a foreign-language (FL) context, which meant minimal contact
with the language. I restricted my use of Chinese to writing a blog in pinyin and
discussing it a bit orally with my tutor. My motivation for continuing to study the
language: writing weekly blog entries on topics of interest. Because of my limited
contact with the TL, I do not have an intuitive sense of what new words might
mean. My use of pinyin (i.e., the romanization system for standardized Chinese)
meant that I had no clues to meaning from word analysis strategies, despite
Chinese being composed largely of two-morpheme words. The co-investigator and
my Chinese tutor in this study was Isobel Wang, a research fellow at the
University of Graz (Austria) and a specialist in vocabulary strategies.
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Instrumentation

The Blog Topics
I wrote an ongoing blog on politics, health, home fix-it projects, and what
sparked joy in my life. The topics for the study were

Revelations about Trump’s longtime lawyer

A handyman for our daughter’s home

Baking bread with teff flour, given my special diet
Earthquake-proofing a neighbor’s condo

LED light therapy for treating my neuropathy.

D p P

I sought vocabulary best describing the issues (however technical) rather than
simplifications.

Dictionary Resources

I only accessed bilingual dictionaries — not monolingual nor bilingualized ones.
I used the online MDBG Chinese-English Dictionary on my desktop computer; the
Google Translate app on my mobile phone, which provided translations in need of
verification; the Pleco phone app, which helped in analysis of morphemes and in
finding other similar words; and the Line Dictionary phone app, which provided
me English—Chinese definitions in pinyin, with collocations and sample sentences.
Additional resources that I accessed included the Chinese-English Collins
Dictionary (which provided collocations and parts of speech); the Google search
engine, which T used occasionally to check if two words in pinyin had similar
meanings; and a personalized dictionary referred to as BYKI (Before You Know
It), for which I made my own entries in pinyin by grammatical category: nouns,
verbs, adjectives, function words, and measure words. Finally, I also relied
considerably on my native Chinese-speaking tutor, when I was not sure if my F-T
was accurate, even after consulting various dictionary resources.

Video-recording

I video-recorded all of my vocabulary F-T sessions, using the camera mode in
Windows 10. I stored the video-recorded sessions on my Google Drive. I then sent
the link to my co-investigator/tutor for analysis.

Data Collection Procedures

Step 1: I wrote five blog entries and video-recorded verbal report (VR) +
written summary of F-T strategies, indicating difficulties.

Step 2: Upon receiving the blog and video-recorded VR, the tutor identified
instances where I was unclear with regard to my intended meaning.

Step 3: She flagged Chinese concepts that I needed to F-T.

Step 4: I then provided additional VR as to the strategies used to arrive at
understanding of the Chinese words that she had flagged.

Step 5: She watched my videos and determined the successfulness of my
strategy use.

Step 6: She and I had a Skype session, going over each blog topic, during
which she provided further explanations about words, as well as tips
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on how to use the various resources.

Step 7: I reviewed my blogs, identifying the words in need of further F-T, and
asked her for further distinctions.

Step 8: Based on her feedback, I recorded the distinctions in my personal
dictionary, BYKI.

Data Analysis Procedures

The tutor analyzed the VR during my blog writing, and my subsequent VR
while attempting to fine-tune the meanings of flagged word pairs. The analysis
process was largely inductive, involving identification of strategies that I had
reported using. The criteria used to determine the extent to which my F-T
strategies provided me were (a) a correct understanding of the meaning for the
word or phrase in the given context and (b) a sense as to acceptable collocations,
appropriate use of register, and the formality of the word or phrase.

RESULTS

Research Question 1. Strategies That the Hyperpolyglot Used for Engaging with
Mobile Apps, Online Programs, or a Tutor

It is to be noted that since the complete set of findings is provided in the
published study (Cohen & Wang, 2019), the following is simply meant to be
illustrative of some of the findings by category.

Strategies for Managing Resources
(a) Planning vocabulary resources
(From Topic 2, Handyman) “My strategy for starting with BYKI is if I start
with Google Translate or another dictionary, I tend not to check out what I've
already entered into BYKI. In BYKI, those are words that have been used in
other blogs and at least have been checked with a tandem partner.”

(b) Organizing the resources

When the dictionary app provided user-friendly definitions, sample sentences,
and collocations, it helped me in F-T my understanding of the words.

(¢) Monitoring and evaluating the use of resources

e Using one resource (Topic 3, Baking bread): (Looking up “liquid” in MDBG)
“It means more than just shus/ ‘water’ (scanning all the English meanings
provided for the MDBG entries and determining which word covered my
desired meaning). This is gonna be a problem. It’s too abstract. So here is
a good case where I can go to other resources. I can start with Google
Translate.”

e Then using Google Translate to find the Chinese equivalent for “Put in
liquid ingredients.”

e Continuing to evaluate the effectiveness of Google Translate after this search
by comparing that result with those from other resources.
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Strategies for Processing the Information in the Resource

(a) Finding word equivalents in Chinese

Using BYKI

e Recalling the context and whether the Chinese word fit it.

e Making use of the semantic information (e.g., connotative meanings) and
examples (e.g., collocations) to identify the best Chinese equivalent.

Using MDBG

e Scanning all the English definitions provided by the MDBG entries.

e Arriving at a possible or probable Chinese equivalent from their English
definitions.

Using Google Translate

e Drawing on prior knowledge of Chinese to pick and choose material from
the phrases or sentences provided by Google Translate.

e Double-checking the spelling and the tone markings (1st, 2nd, 3rd, or 4th
tone).

(b) F-T the word meaning

e Activating vocabulary knowledge, especially regarding multiple meanings for
words.

e Arriving at a possible or probable word meaning by reading definitions
provided in various entries.

e Using the semantic information and sample examples in BYKI to arrive at
possible connotative meanings for the word.

e Drawing an analogy between the chosen word (e.g., jianmian, “meeting up”)
and known related words (e.g., yingjie, “meeting and greeting,” and jithui,
“getting together with people”).

e Figuring out the constraints on the use of the word in collocations and
formality level to get a feel for the semantic coverage of the word (e.g.,
shangsheng, “rise in price or number” vs. fa, “rise in bread or dough”).

(0©) Verifying the word meaning

e Use of collocations and contextual clues from sample sentences.
(Looking up “decrease” in BYKI): “Jianshdo, like ‘decrease expenses.” Ah,
‘decrease symptom’ it’s jianging. That’s a better case ... Let’s try it out and
see what happens with jianging. (Looking up jidnqing in the Line
Dictionary): Jianging ‘to reduce.’ (Looking at the sample sentences): Yes,
jianging téngtong ‘lighten your pain.” I'm sure that’s it. I do mean ‘to
lighten’ and ‘to ease.”

e Emailing the tutor re semantic distinctions.
Me: “Zuoye/rénwu/hud/zhonghué — 1 assume the first is a specific kind of
task — doing schoolwork. I understand the next is more formal and refers to
a mission. I would like to clarity in the last two. BYKI indicated that the
last means ‘hard task.”
Tutor: “Zuoyeé — yes, it refers to a specific kind of task. E.g., zuoyé
‘homework/schoolwork,” shuixia zuoye ‘“underwater operation,” gaokong
zuoye ‘aerial work’ ...”
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Research Question 2. The Extent of Strategy Use Separately, in Sequence, in
Pairs, or in Clusters

I mostly used sequences of strategies (49%), then paired strategies (29%), next
strategies used separately (17%), and least used were strategies in clusters (5%).

Research Question 3. The Relative Effectiveness of F-T Word Meaning
Strategies Used with Vocabulary Resources

I chose to F-T 56 vocabulary items: 40 individual words, 15 vocabulary pairs,
and one group of three words. I was successful at F-T 57% of the vocabulary
items: 22 individual words, and 10 vocabulary pairs. I was unsuccessful with 43%
of the items — in trying to get at the context-specific meaning of 18 individual
words, 5 vocabulary pairs, and a group of three words.

Challenges in the Search for Information

e Identifying the correct headword when 2+ headwords had the same
denotation — difficulty determining semantic differences.

e Identifying the correct headword when other headwords had the same
pinyin form.

e Finding the desired meaning in an entry offering multiple definitions.

e Understanding the information when presented just in Chinese characters,
not in pinyin.

e Finding an alternative strategy when the sought-after Chinese word was not
offered as one of the entries in the dictionary being accessed.

Ability to Monitor and Evaluate Performance

In 64% of the total cases, I expressed awareness as to the effectiveness of my
strategies for F-T vocabulary. In 84% of the successful cases, I knew that I had
achieved successful F-T of vocabulary. In 63% of the unsuccessful cases, I was
unaware that I was unsuccessful at F-T the vocabulary items.

The Nature of the Dictionary Entries

The Chinese—English dictionaries provided minimal explanations for word
meanings. They only provided occasional collocations through sample sentences.
In addition, it was difficult to find information about grammar, and there was
rarely anything on register or culture. Consequently, I sometimes felt compelled to
check with my tutor.

DISCUSSION
Summary of the Findings

In the case of this one hyperpolyglot subject, it was found that the fine-tuning
of Chinese vocabulary meaning involved strategic awareness, personal effort, and
time. I used designated dictionary resources to F-T words or phrases. I deployed
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a complex set of strategies in a flexible, individualized, and dynamic way. Half of
my strategies were in sequences, another third in pairs, a few in clusters, and the
remainder were used separately. As a highly skilled language learner, while I was
successful at F-T 57% of the vocabulary items, I was nonetheless unsuccessful
with 43%.

Interpretation

Even skilled strategy users may inadequately mobilize technology in F-T
efforts. The actual impact of phone app and online dictionary/translation
programs on learners’ F-T of word meanings may fall short of expectations.
Despite mobile apps and internet programs, the F-T of word meanings is a
challenge, especially with unfamiliar TLs. In this study, strategic F-T was seen to
depend largely on the ability to find the needed input, orchestrate aspects of word
knowledge, and monitor and evaluate performance.

Consistent with my cognitive style preference of being concrete-sequential, 1
preferred using strategies in sequence. My limited use of strategy clusters may
have been in order to avoid fatigue — that is, trying to be parsimonious and not
prolong strategic activities.

My lack of success had various possible explanations, among which were lack
of practice at checking the Chinese characters associated with the given pinyin
and not searching far enough down the set of entries so as to find the
sought-after meaning. When two or more headwords had close semantic overlap,
I usually did not perform analysis of individual morphemes + their context of use.

Finally, there was the issue of the nature of the dictionary entries themselves.
Success at looking up a word in a digital resource was seen to depend on
adequate scanning of all the senses of the word in a dictionary entry and
adequate analysis of the word, related words, definitions, and examples.

Limitations and Suggestions for Future Research

It would be helpful to complement this case study with research on a group of,
say, 20 polyglots, representing a range of ages, focusing on their strategies for
fine-tuning vocabulary. Half could be learning through pinyin and the other half
through Chinese characters, thus allowing for access to monolingual or
bilingualized dictionaries in Chinese. It would also be beneficial to include learners
in both an L2 and an FL context so as to investigate ways in which exposure to
vocabulary in use from the local context contributes to the F-T process.

In addition, it would be interesting to replicate this vocabulary study focusing
on speaking, listening, or reading. Furthermore, researchers may wish to explore
ways to raise learners’ awareness about effective F-T strategy combinations for
them. In an effort to follow up on the relationship between learning style
preferences and strategy use, subjects could be asked about their reasons for
preferring a particular combination of F-T strategies.

Finally, it would be helpful to continue to conduct detailed analysis such as in
this study in order to get beyond fuzzy strategy categories that are usually rather
uninformative with regard to specific strategy use in a given skill area and for the
given tasks.
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Pedagogical Implications for EFL Teaching

EFL teachers could consider assisting learners more in accessing dictionary
resources — in, for example, extracting grammatical information regarding the use
of verbs, prepositions, and other parts of speech; demonstrating how to cut and
paste information from a dictionary entry in one app to an entry in another app;
and finding “usage examples” even if the screen says “no search results.”

In addition, EFL teachers could provide strategy instruction for learners (see
Chamot & Harris, 2019) — especially regarding how they select F-T strategies most
appropriate for them, combine strategies effectively, and sustain motivation over
time in the face of frustration in dealing with language tasks.

Finally, learners could benefit from teacher tips on accessing bilingual,
bilingualized, and monolingual dictionaries and translation programs. Even
accomplished language learners can benefit from strategy instruction on accessing
vocabulary resources through mobile apps and internet programs.

CONCLUSIONS

The study was intended to show how unhelpful it can be to tell students to
strategize by using a dictionary, when in reality using a dictionary is a skill
involving the accessing of various possible dictionary resources and the engaging
of numerous strategies in order to do this effectively. Given the number of
dictionary resources now available in apps and in online programs, it behooves
learners to have an enhanced sense of just how to strategize most effectively given
their particular vocabulary needs.

The approach to research taken by this in-depth, qualitative investigation
demonstrated how informative it can be to use VR as a complement to the more
typical questionnaire-based, quantitative analysis of reported vocabulary strategy
use (Wang, 2018). It illustrated how an LLS study could provide more detailed
descriptions of strategy use by learners as they go about accomplishing vocabulary
comprehension tasks. It is now easier than ever to collect video-recorded data
from subjects engaged in VR and to share these data with others. The ultimate
purpose is to improve feedback to learners so as to enhance their TL learning.
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Expert TESOL Teachers: Reaching for “Who I Am Is How
I Teach!”

Thomas S.C. Farrell

Brock University, St. Catharines, Ontario, Canada

INTRODUCTION

I was honored to be invited to speak at the 2019 Korea TESOL International
conference in Seoul, Korea, and my topic was a reflection on what an expert
TESOL teacher entails. I will not go over in detail what I talked about at the
conference as Kimberley Roberts (2019) wrote a nice review in her article in The
English Connection: “A Newbie’s Experience: Review of the 2019 KOTESOL
International Conference.” Kimberley said in summary that my talk gave her

a lot to consider when I think about my own definitions of what exactly a “good”
or “expert” teacher might be, as it became evident that pinpointing exactly what
a “good” teacher is isn’t an easy task. He [Farrell] concluded that while the exact
meaning of “expert” might be elusive, reflective practice is critical to developing
expertise. (p. 25)

It is this latter point, that reflective practice is critical to developing teaching
expertise, that I base my paper on: a reflection of my own journey as a teacher
from a recent book that I contributed to that was edited by Alan Maley (2019):
Developing Expertise Through Experience. This wonderful (and free) book collects
together teachers’ narratives and reveals the value of reflecting on experiences for
teacher development and training.

Focusing on the role of experience in teacher training and lifelong
development, it is an exploration and extension of Prabhu’s (1987) concept of “the
teacher’s sense of plausibility.” Prabhu suggests that whatever forms of training
and professional development teachers are exposed to, they will make sense of
them in their own way, drawing on their own values, beliefs and experiences and
on their evolving sense of what will be appropriate for them in their specific
context. Twenty practitioners worldwide were invited to reflect on their own
career trajectories in the light of Prabhu’s idea. Their responses offer fascinating
insights into the way places, publications, ideas, and key people have influenced
the professional and personal development of the contributors. Thus, I summarize
in this volume the various themes that emerged from my own reflections (Farrell,
2019a) as well as provide a discussion of some meditation techniques (Farrell,
2019b) that teachers can consider as they reflect on their understanding of what
a “good” teacher is or what an “expert” teacher is. I would encourage readers to
read both books and reflect on what other wonderful language teacher educators
from around the world have reflected about their journey in our profession.
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MY REFLECTIONS ON MY JOURNEY

Probably the most significant theme emerging from my own reflecting on my
teaching journey over the past 38 years as an ESL teacher starting in Korea and
then as a language teacher educator, also while in Korea and then in Singapore
and Canada, is this simple statement: “Who I am is how I teach!” The general
purpose of engaging in reflection for all teachers is to get some kind of awareness
of who we are as teachers, what we do, and why we do it. Becoming more aware
of who we are as teachers means exploring our own inner worlds through
contemplation so that we can become more mindful of what we do. Mindfulness
is the opposite of mindlessness — and unfortunately, our world gives us too many
examples of the latter rather than the former. Recently I have developed a
framework for reflecting on practice in second language teacher education (SLTE)
that can help language teachers and teacher educators to become more mindful of
who they are and how they teach (Farrell, 2015, 2018).

As Freeman (2016, p. 208) maintains in his recent book, reflection offers a
way into the “less accessible aspects of teachers’ work,” and my framework offers
such an accessible way into all aspects of a language teacher’s work. This
framework differs from many other approaches, as it offers a holistic approach to
reflection that focuses not only on the intellectual, cognitive, and meta-cognitive
aspects of practice that many other approaches are limited to, but also on the
spiritual, moral, emotional, and non-cognitive aspects of reflection that
acknowledge the inner life of teachers. Teacher educators can encourage
pre-service (and in-service) teachers to use the framework as a lens through
which to view their professional (and even personal) worlds, and what has shaped
their professional lives as they become more aware of their philosophy, principles,
theories, and practices, and how these impact issues inside and beyond practice.
Pre-service (and in-service) teachers need to be encouraged to think about
themselves and their teaching in ways that include activating their feelings and
emotions, or the affective side of reflection, so that they can develop their inner
resources to meet future challenges in the profession. I believe that implementing
a holistic approach to teacher reflection produces more integrated second
language teachers with self-awareness and understanding, and with the ability to
interpret, shape, and reshape their practice.

As a result of these reflections, I now make a brief statement of my
beliefs/values about language and about learning languages: Learning a language
has little to do with learning grammar, vocabulary, or phonology, but everything
to do with learning about other human beings’ ways of life. The pace of how we
learn a language will match the pace of how much we want to know about others.

MEDITATING ON TEACHING

Here are four meditative techniques: insight meditation, mantra, visualization,
and movement meditation for the mindful teacher (Farrell, 2015, 2019b). Insight
meditation (or vipassana, which means to “see” things as they really are) allows
us to focus on what happens in each moment as it happens. We can accomplish
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this by just focusing on our breathing: When we breathe in and out, we just
concentrate on this act and nothing else. Then as we focus on our breathing, we
can gain insight into the “self” as we watch various thoughts and emotions come
and go because we do not react to any of them. Eventually, these thoughts and
emotions get weaker and finally disappear. In this way, we are practicing insight
meditation.

Mantra means “word,” and the meditative activity is to use a word repeatedly
(out loud or internally) while either sitting or in motion as we continue with our
normal daily activities. Singing out loud could also be a form of mantra
meditation, as the act of singing can lead to an inner calmness and also be a way
of relaxing the mind (and even the body) before teaching a class. Sing your
favorite song out loud ten minutes before entering your next class. After you sing
the song, note any physical or mental changes before and after singing. You could
even get your students to sing out loud as well and see if their disposition
towards learning has changed.

Visualization is a meditative technique by which you visualize a place (new or
old) or a task and remain in a general state of openness while using this place as
a type of sanctuary where you feel safe because this sanctuary is unique to you.
As you see yourself inside this sanctuary, you become calm and just sit there and
totally relax. Because this sanctuary is unique to you, it reflects who you are as a
person, as you “see” yourself relax and then begin to notice your personal
visualizations. We gain knowledge of the self as a result of meditating on our
visualizations because these too are unique to the person who is meditating. You
can try this before class and see if your attitudes (to your teaching, your students,
and learning) change. You could also get your students to try it through English
as it can all contribute to learning.

Movement meditation includes any body movement as meditation. The most
popular types of movement meditation include yoga and its many different forms,
as well as tai-chi, but even a simple routine such as walking or jogging can be
considered movement meditation. My own preference for movement meditation is
my practice of the discipline of taekwondo, a Korean martial art. I studied this
wonderful art when I was in Korea for 18 years and, for me, the calming nature
of the pre-practice stretching routine along with the practice of kicking and other
body movement and postures allows for enhanced awareness of self through
attention to mind, body, and spirit while in action. Apart from the physical
benefits of feeling “high” after intense movement (the effect of increased
endorphins in the brain), I also have noticed that any negative pre-practice
thoughts and energy have been fully transformed into positive thoughts and
energy as 1 go through the movements. Teachers can do simple stretching
exercises or whatever body movements that relax body and mind before they
enter a class, or they can take a walk/jog during their lunch hour and experience
meditation through movement. Try some movement activities before you enter
your next class, and note any physical and mental changes before and after your
movements. You can also have your students move during class to get them
focused. This is especially useful for teachers of young learners.

Thomas S.C. Farrell 29



Advancing ELT: Blending Disciplines, Approaches, and Technologies
CONCLUSION

I noted in the beginning of this paper that Kimberley Roberts (2019) wrote a
summary of my presentation on teacher expertise and how elusive this is to
define (just as what “good” teaching is) but that reflective practice is critical to
reaching expertise. I followed this up with the idea that reaching any level of
expertise is in fact also reaching a state of “who I am is how I teach,” where we
know how we are by meditating on what makes us unique personally and
professionally, and by reflecting on what we do. I contribute this paper to the
KOTESOL Proceedings with the hope that other ESL teachers in Korea, the place
where I really started my own teaching career, will engage in reflective practice so
that they too can become the best teacher they can be. I end with Kimberley’s
hope for her own future reflections as maybe others can do what she intends to
do:

Having dabbled in reflective practice a couple of years back, this presentation
certainly gave me a little push to pick it back up again. I even bought a new
notebook to keep in my classroom for tracking my reflections, and I'm excited to
get back into the practice. (p. 25)

Enjoy your teaching journeys.
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Drawing on Skillsets Outside of ELT to Inform Instructional
Practice

Kara Mac Donald
Defense Language Institute, Monterey, California, USA

INTRODUCTION

KOTESOL leadership afforded me an invited speaker session opportunity,
knowing of my interest on the topic of skill transfer. Areas I have focused on in
recent years have been the application of diverse skillsets in ELT and on how ELT
professionals can retool their skills to maintain and increase competitiveness, and
develop resiliency to personal and industry change (see Mac Donald & O’Reilly,
2018).

I will begin this summary of the conference session by recounting my own
journey to becoming interested in the topic. Next, I will discuss skill transfer as a
concept also with respect to Korean ELT. Then, I will offer tangible ways readers
can adapt and utilize the discussion for their own personal and professional
development. That is to say that the conference session is practice-orientated and
not a research-based session, and is intended to be more dialogic with readers.

A DEVELOPING INTEREST IN SKILL TRANSFER OUTSIDE OF ELT

I will begin with an informal recount that starts when a colleague, Pomarici,
and I began to look deliberately at pre-service and in-service teacher training
through the lens of other professions in which we have worked. We also
considered personal hobbies in which we have participated, as well as those of
teachers and course participants with whom we have interacted as teacher
trainers. The process of doing so began when we transitioned in 2014 from
working in a division of about 30 instructors that delivered institute-wide
pre-service and in-service teacher training at a U.S. military language training
facility to providing similar training but within one specific language school at the
institute, delivered solely by Pomarici and myself.

This change in institutional structure permitted closer and more tailored
support to teachers for professional development that often fostered more
long-term mentoring relationships. Working alongside these colleagues, providing
training connected to their classroom practice and often in their classrooms, lead
Pomarici and I to incorporate the use of our own past professional and present
personal skills as analogies to guide faculty to address their professional
development needs.

In the spring of 2014 at the TESOL Annual International Convention, I saw
Language Teaching Insights from Other Fields: Sports, Arts, Design, and More
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(Stillwell, 2013), picked it up as it seemed interesting, and glanced through it. Yet,
I purchased another TESOL Press book, and made note of this one for a later
purchase. At the time, Pomarici and I had just transitioned to our new teacher
training context, and even though it was something that struck me as curious, the
Stillwell book was not specifically relevant to what was taking place in my
professional context at the time. Consequently, I put it on my list to purchase
later online, rather than at the convention. It was not purchased that year. Then,
Stilwell published another book on the same topic, Language Teaching Insights
from Other Fields: Psychology, Business, Brain Science, and More (2015) and I
ran across it in an email flyer from TESOL Press some time in 2016.

This was the time that I picked up the books and made a more formal
connection to the practice of viewing language teaching through the lens of other
fields. Therefore, Pomarici and I wrote a book review (Pomarici & Mac Donald,
2019) and an article (forthcoming 2020) based on our experiences in relation to
Stillwell’s first book (2013), as the subfields of focus in the book better related to
and resonated with our past professional and personal experiences.

SKi11. TRANSFER, UNDERSTANDING WHAT WE BLEND, HOW WE
BLEND, AND WHY WE BLEND

Skill transfer as a term and concept is broad but can be classified in distinct
ways. Fields delineate the concept into cross-disciplinary, multi-disciplinary and
inter-disciplinary approaches to skill transfer. To begin, -cross-disciplinary
approaches look at one discipline through the lens of another. Next,
multi-disciplinary approaches draw on specialists from diverse disciplines
collaborating to assist each discipline. Inter-disciplinary approaches integrate the
knowledge base from distinct disciplines to blend diverse methods into one.
Although Pomarici and I are interested in all three approaches, in the case of
Stillwell’s (2013, 2015) books, skill transfer is understood as a cross-disciplinary
approach, as the objective is to utilize the perspective of a separate field to inform
ELT teaching, and therefore, so is the focus of this article.

You may have been an individual that made the decision to pursue a change
in your previous field to work in ELT. You may have moved on, assuming that
chapter of your professional life was left behind. However, your previous skillset,
and your personal hobbies, are informative to your teaching. You could improve
your effectiveness in ELT by connecting the dots between what you have done in
another profession and/or what your past or current personal interests offer you
as an educator. This entails explicitly making connections between what you
possess from the past and present outside of ELT and how this has unknowingly
informed or can currently inform you as an educator.

In “Understanding What We Blend, How We Blend, and Why We Blend”
(Mac Donald, 2019), I discuss how each individual consciously and unconsciously
uses prior and present skills for instructional practice, based on Stillwell’s (2013,
2015) books. The following sections offer an example of assessing one’s
professional expertise for skill transfer to inform their ELT.
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RE-USING YOUR SKILLS FROM A FIEID OUTSIDE OF ELT

To begin to identify how to assess the skill competencies you may have from
a previous profession, or past or present personal hobby, I will offer an example
starting with retooling ELT classroom teaching skills (Fisher et al., 2018) for other
positions within the field of ELT. I offer this first, as it provides an example of
the analysis process through ELT competencies with which educators are familiar.

In a conference panel session, addressing avenues to transition into new roles
within her education as an ESL/EFL professional, Pascucci (Fisher et al., 2018)
shared an accessible manner through which to identify professional competencies
and how to these same competencies supported lateral and upward ELT career
opportunity for her.

TABLE 1. Sample for Evaluating ELT Skill Competencies
Tasks I Do as an ESL Instructor Competencies These Demonstrate

Devising measurable learning outcomes, curriculum

Lesson Planning mapping, developing clear communication policies

Determining validity reliability, creating variety,
Assessment providing effective delivery methods, creating rubrics
(rubric training materials)

Materials Development ?ﬁ;.ﬁlsyzmg effective learning activities, utilizing design

Appropriately leveraging campus resources,

Student Counseling and Advising implementing important customer service

Devising needs assessments for training, utilizing
Teacher-Led Professional Development ADDIE model (Ref), implementing constructive
feedback models, working well on a tram (collaborative)

Incorporate Technology (LMS, G Suite, Analyzing and implementing effective technology
Applications) applications and techniques

Pascucci in Fisher, O’Reilly, Mac Donald, Pascucci, and Shida (2018).

The analysis in Table 1 reflects a classroom teacher’s self-assessment of
competencies to successfully apply, interview, and transition from a classroom
teacher at a university intensive English program (IEP) to an online course
designer at a university.

Based on the sample skills competencies assessment within ELT, I now move
to address how drawing on skillsets outside ELT can inform ELT instructional
practice. I use a generic example of how one component of my previous
professional experience, working in an artisanal bread bakery, has informed my
past six years of acquiring an understanding of agriculture in gardening/hobby
farming.

Biga, in the Italian style of bread-making, is a thick, clumpy mixture of flour,
water, and yeast that is left to ferment at room temperature for a lengthy amount
of time, before being combined with fresh, dry dough ingredients to make bread.
The biga mixture is not fully depleted each time a portion is used, and the
remaining biga is fed an appropriate proportion of flour and water at the
appropriate hourly or daily intervals. To have good bread, you need a good biga.
Then, you need a skilled understanding of how much dough to mix in a vat that
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is the size of a small jacuzzi to not over develop the gluten, and then, you need
to know the amount of time needed for it to rest and rise in an uncontrolled
warehouse environment. Next, you have to possess the skills to roll hundreds of
loaves by hand without overdeveloping the gluten once again, and yes, letting
them all rise before baking in an uncontrolled warehouse environment. Finally,
the loaves are baked in an industrial oven with rotating shelves, larger than any
pizza oven you have seen, with extreme heat being released. As each shelf rotates
by, the ready loaves need to be pulled and others left as the heat distribution is
not usually even. And yes, all this is just to make the early morning quota for
lunch restaurant service deliveries, and then, the same thing is required for early
afternoon restaurant dinner service deliveries (see Table 2).

TABLE 2. Mini-Sample for Evaluating Non-ELT Skill Competencies
Tasks I Did as an Artisanal Competencies These Demonstrate for Benefit for Gardening/Hobby

Bread Baker

Gardening/Hobby Farming

F .

Biga, starting and feeding

Understanding the value of water
composition, flour type, and quality
and time with no seeming output
(i.e., reward).

Knowing that good soil,
seed quality, and planting
impact the outcome.

Hourly, daily, weekly, and

Dough is a live being and needs to
be developed and cared for as
vegetables would be cared for in the

The ongoing attention to,

. . refrigerator or at room temperature. and assessment of,
ongoing attention to . . . .
. The baking of bread, like cooking developing plants on
bread-making process . . .
simultaneously meat, is food science and changes various levels that change
the structure of the molecules of over time as they develop.
which it is composed and requires
understanding.
Maqual operatlor} of . . . Ability to understand how
semi-heavy equipment: Using semi-heavy equipment to .
. o . . manual and mechanized
jacuzzi-size ~ mixer and work a delicate process and the .
. S . agriculture tools are part
industrial-size oven (the physical strength to operate and
- . ; of the manual human
size of most commercial clean such equipment. process

walk-ins), and so on.

For humor, but in truth, a stint in an abattoir and commercial commissary
receiving whole tuna for breakdown would offer much the same sample skills
transfer to gardening/hobby farming and also ELT. Yet bread seemed more
appropriate as an example.

APPLICATION FOR READERS

I recommend that you do as Pomarici and I have done; that is, take the time
to examine what skillsets you have from previous professions and/or past or
current hobbies. By doing so, you can explicitly leverage these skills in your
classroom practice. I possess a culinary arts degree with 10 years of formal
professional employment, among them as a hotel and restaurant pastry chef. And
before that, professional experiences building my skillset that permitted that
career path. My colleague, Pomarici, aside from his professional experiences
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outside of foreign language teaching (FLT), is presently a longstanding skilled
amateur athlete, having represented the U.S. (note: he’s Italian by birth and now
a U.S. citizen) internationally. We are better educators for reflecting on what
other fields have provided us as skillsets, and we encourage others to do so.

Table 3 is a simple, truncated sample frame that readers can use to begin
their own journey of reflection of their dynamic selves.

TABLE 3. Sample Frame for Evaluating Non-ELT Skill Competencies for ELT
Task I Did as a/an [---]. Competencies These Demonstrate Benefit for ELT

To readers, I recommend Stillwell’s (2013, 2015) books, as they consist of
individual accounts of how experiences and skillsets outside of ELT have informed
teachers in ELT. Each chapter is an account from one individual and offers
practical information. This article only reflects my experiences and my
interpretation and use of Stillwell’s publications.

CONCLUSION

I suggest a journey of reflection for readers of engaging with the topic of skill
transfer. It has informed my colleague and myself. Our engagement with the topic
has been provided in this summary of the 2019 invited speaker session delivered
by me. The article has emphasized that reflection on skillsets from outside
experiences is essential for ELT educators. I have done the same and have
connected Stillwell’s books to this process for readers.
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A Person-Centered Approach: What It Means and Why It
Matters

Stephen Ryan
Waseda University, Tokyo, Japan

INTRODUCTION

“What is the purpose of language teaching?” It is a fundamental question that
we all ask ourselves intermittently over the course of our careers. Or, at least, we
should. In my own case — although I may not have asked as frequently or as
probingly as I should have done — over the years, the answers I have come up
with have evolved significantly. In this short piece, I intend to discuss those
changing perspectives and connect them to shifting macro-approaches to language
education. Through this discussion, I hope to outline a newer understanding of
the role of language teaching more consistent with the experience of teachers
working in contexts where language education exists primarily as a compulsory
component of the formal curriculum.

TEACHER-CENTERED I ANGUAGE EDUCATION

In the early years, my understanding of the function of a language teacher
was very clear and very simple: Language teachers were there to teach language.
And this was very much in accordance with the prevailing educational climate of
the day — it was quite a long time ago! — and the ways in which I had been
trained as a language teacher. Going back thirty years or so, foreign language
education was very much a teacher-centered activity. As language teachers, our
twin tasks were to deepen our knowledge of the language we were teaching and
to broaden our repertoire of teaching techniques. The practical challenge for the
language teacher was then to apply the appropriate teaching technique to the
language point being taught, based on the assumption that learning would then
occur. Of course, this represents something of a simplification, but it is not too
far from the reality of how language teaching was discussed back then, both
formally and informally. The fact that learning rarely occurred as planned was
usually attributed to either of two factors. In public, teachers would pass
responsibility to learners and their failings, while in private they would worry
about their own shortcomings as teachers. From a research perspective, the
differences in learning outcomes were generally attributed to aptitude, the
cognitive capacity to learn a language.

Fortunately, very fortunately, the situation was showing signs of change by the
time I started language teaching. Foreign language education was beginning a
move away from teacher-centered approaches to more learner-centered ones in
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which language learning outcomes were no longer seen as simply a product of
teachers and teaching. There is now a much greater awareness of, and interest in,
the contributions language learners make to their own learning.

LEARNER CONTRIBUTIONS TO I ANGUAGE LEARNING

Teacher-centered approaches to language learning were based around ideas of
a unidirectional transfer of mental knowledge. Language was essentially a finite
set of rules and items; the task of the teacher was to pass on his/her knowledge
of the language to learners, identifying what should be taught and when it should
be learned. Accompanying a shift towards more individualistic societies — at least
in the economically developed world — language educators began to reject this
one-size-fits-all approach to teaching and consider approaches to teaching that
accounted for individual variation across learners. The first coherent articulation
of a learner-centered approach to language education came with the “good
language learner” studies of the 1970s (Rubin, 1975). Without going into too much
detail, these studies, exploring the ways in which successful language learners
approached their learning and how they could serve as models for other, less
successful, learners, paved the way for a version of language education that
positioned learners as unique individuals with their own goals and experiences
shaping learning.

In terms of theory and research, these learner contributions were
operationalized through concepts such as strategies, the actions learners take to
facilitate learning (Cohen, 2011; Oxford, 1990); styles, an individual’s preferred
ways of thinking and learning (Griffiths, 2012); and beliefs, the beliefs that
learners hold about language or learning and how these beliefs direct learning
behavior (Kalaja & Barcelos, 2003). However, by far the most extensively
researched learner characteristic has been motivation. There has been a huge
surge in interest and output in this area (Boo et al., 2015), with much of this
research being premised on the idea that individual effort is at the heart of
successful language learning, consistent with Corder’s (1967) much-cited claim
that “given motivation, it is inevitable that a human being will learn a second
language if he is exposed to the language data” (p. 164). A key assumption behind
much motivation research is that through understanding motivation we can
improve classroom practice and learning outcomes, but in very different ways to
those envisaged within a teacher-centered framework. Teacher-centered
approaches to language education portrayed language teaching as a technical
activity, positioning language teachers as technicians; in a learner-centered
environment teachers become more human, inspirational, motivating figures in
the lives of their learners.

A PERSON-CENTERED APPROACH

The growth in interest in language learner motivation has been a very positive
development, facilitating a more inclusive and optimistic view of language
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education. However, another possible, more mundane, explanation for this
increasing interest is the perception of a problem with the motivation of language
learners. It is interesting to observe that bulk of the “surge” in motivation
research has been conducted in contexts where foreign languages (mostly English)
are taught as a compulsory school subject (Boo et al, 2015). From a motivational
perspective, there has always been something problematic about compulsory
subjects, since the notion of choice is fundamental to motivation. Nevertheless,
motivation researchers have tended to investigate and discuss the motivation to
learn a foreign language as a compulsory school subject using the same terms and
concepts as when discussing the motivation of learners who have made an active
decision to learn the language.

As a language teacher/motivation researcher, I have to confess that there have
been times when I found myself lost in this chasm between motivation theory and
classroom reality; one common feeling that I remember from early in my career
as a researcher was the excitement of encountering new theoretical ideas being
tempered by the frustration of attempting to apply those ideas in my classroom.
“If only they were real language learners like in the research,” I would find myself
thinking about the people in my classrooms. In effect, I was blaming the learners
for not fitting the theory rather than challenging the relevance of that theory to
my particular teaching situation. Motivation research was treating the “language
learner” as the unit of investigation; as an experienced practicing teacher I was
aware that factors beyond the immediate domain of language learning were far
more influential on events in my classroom.

Motivation research reveals a further fundamental question in regard to the
nature of language learning as a compulsory subject. Motivation is about the
initiating and sustaining of effort in pursuit of a particular goal (Dornyei & Ryan,
2015). For language learners, this means effort toward the goal of improved
language proficiency. When viewed through the prism of conventional, yet
outdated, ideas of motivation, it is not actually that difficult for language teachers
to motivate language learners. External motivation works in the short term. It
works through the regulation of rewards — and sometimes punishment - by
teachers, and the long-term negative consequences of this approach have been
well documented in the literature (Kohn, 1993). However, goals and actions that a
teacher decides are appropriate for a language learner may not be appropriate for
that individual as a person. Fortunately. the latter part of the twentieth century
witnessed a move away from ideas of externally imposed motivation towards
theories that emphasize its internal nature, that people are motivated to do things
that allow them to feel better about themselves. This shift has been particularly
relevant to teachers in contexts where languages are taught as compulsory
subjects as it allows us to look at motivation beyond linguistic proficiency and to
prioritize learner well-being.

Increased awareness of the importance of motivation was key to ushering in
learner-centered approaches to language education; increased research activity in
language learner motivation has revealed a need to consider the whole person, not
simply the language learner.
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KEeYy CONCEPTS FOR A PERSON-CENTERED APPROACH

A person-centered approach challenges us to rethink some of the core
concepts of both teaching and research. Early teacher-centered approaches had
the advantage of clearly defined roles and clearly defined classroom interactions.
Language education was based around language points and teaching techniques;
learning was a unidirectional transfer of mental knowledge from teacher to
student. The shift to learner-centered accounts of language education complicated
the picture somewhat. Internal learner characteristics, such as motivation and
strategies, became more prominent considerations and for teachers the notion of
the task subsumed language points as the key organizational unit of teaching. A
person-centered approach requires an expansion of the language education agenda
beyond its narrow linguistic base; it requires us to develop existing concepts to
consider the whole person and not just the language learner within that person.

Let us begin with motivation, the cornerstone of the learner-centered language
education. The bulk of the research into language learner motivation tends to
problematize a lack of motivation; it does not allow for the possibility that a lack
of motivation to learn a foreign language may be appropriate for some
individuals. For teachers of classes where language learning is a compulsory
subject, this is not very helpful; as teachers we have a duty to all our students,
not just those highly motivated to learn a foreign language. Of course, motivation
is and will always be important, but it needs to be discussed in connection to
other related constructs. One such construct beginning to attract serious attention
is engagement (Mercer & Dornyei, 2020). Engagement goes beyond motivation
and is “less of a coherent theory than a promiscuously applicable construct for
explaining learners’ activity in learning environments ... the hinge joint in learning
a foreign language” (Oga-Baldwin et al.,, 2019, p. 106). Engagement offers
language teachers a framework for understanding how learning activities can still
be meaningful and rewarding for individuals who are not necessarily motivated as
language learners.

Another concept that enables teachers to look at the whole person over the
long term is interest (Fryer, 2019). Interest has long been conceptualized as a
component of motivation, but when discussed on its own terms, this is a concept
that allows teachers of foreign languages as a compulsory subject to reframe their
teaching in a more positive way. An understanding of interest allows teachers to
look beyond the immediate here and now, to regard language learning as a
lifelong pursuit. Seen from this perspective, individuals may choose to engage with
and disengage from language learning at various points across a lifetime; the most
meaningful aim of language teaching, rather than improved linguistic proficiency,
becomes the nurturing of a lifelong interest in individuals, equipping them with
the means to re-engage with language learning when called for.

From a practical classroom perspective, a person-centered approach calls for a
reconsideration of the notion of the learning task. The move towards task-based
language teaching (Ellis, 2003) has been one of the most significant contributions
to improved practice within foreign language education. Yet, there is something
problematic about how we view tasks in contexts where languages are being
taught as a compulsory subject. Task-based teaching is based on the idea of
learning through meaningful use of the target language, but what constitutes
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meaningful use for learners who have little opportunity, or even desire, to use the
language outside the classroom? Much of the discussion around task-based
teaching relies on the view of a language learning task as some kind of rehearsal
for “real-life” use outside the classroom (Long, 2015). However, for many of the
world’s language learners, the “real-life” use of a foreign language is the
classroom. In such contexts, how do teachers design meaningful and rewarding
language learning tasks?

For many young people in compulsory education, one of the biggest factors in
their schooling is the maintenance and development of personal relationships.
Hattie (2009) identifies the quality of relationships in the classroom, both
peer-to-peer and student-teacher, as one of the major factors in successful
learning. A person-centered view of language education allows teachers to explore
ways in which foreign language learning can be used to improve relationships as
well as language skills. At the heart of foreign language learning is
communication, and it may be more meaningful for teachers to consider ways in
which the target language can be oriented toward communication with classmates
present in the immediate environment rather than improbable meetings with
imaginary speakers of the target language at some unknown point in the future.

SUMMARY

Foreign language learning as a compulsory subject is an unusual undertaking,
especially in contexts where there is little or no contact with the target language.
When measured purely in terms of linguistic gains, neither teachers nor learners
are very successful. Yet, we still discuss language learning as if success in terms of
improved language proficiency were the norm. In place of this discourse of failure,
it is surely time to reconsider how we define successful language learning. A
person-centered view of language education enables us to do this by looking
beyond language and linguistics towards other disciplines. A person-centered view
of language education allows us to consider the benefits language learning offers
in terms of well-being, enhanced relationships, and long-term personal
development; as language teachers we are not only developing language within
learners, but we are also developing people through language.
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Game On: Impact of Spaceteam ESL on Listening
Comprehension

David Berry
Kyung Hee University, Yongin, Korea

Videogames are increasingly being recognized (in research and otherwise) as
a classroom tool for language instructors to educate students in an engaging
way. This research project adds to the growing research in using videogames
in the EFL classroom. Spaceteam ESL is one particular videogame that has
the potential for benefitting language learning students in and out of the
classroom. This study shows the benefit this videogame contributes to
students’ listening comprehension skills. This study is a quasi-experimental
mixed- methods research project that examines the impact of playing
Spaceteam ESL on Korean university students’ English listening
comprehension skills. Results suggest that students’ listening comprehension
skills are enhanced after playing this videogame throughout their semester.
The results also suggest that students have a positive attitude towards certain
kinds of videogames in the classroom as a means to improve their listening
comprehension skill.

INTRODUCTION: GROWTH OF VIDEOGAMES

Digital technologies are increasingly playing a larger role in the lives of many
people in recent days. This can be seen with the ubiquitous smartphone and
tablets. Individuals are using these digital devices in many areas of their lives. Not
only that, digital technology is influencing many different spheres of society
including entertainment and education.

It is estimated that there are 2.2 billion active gamers in the world and 28.9
million of them are playing in South Korea — 53 percent of the population
(Peterson, 2012). This makes South Korea the fourth largest videogame market
globally (McDonald, 2018). Playing videogames has become such a common part
of the social fabric that even a prestigious university has declared it as a major
(Sorokanich, 2014). Needless to say, playing videogames among university
students has become equally popular.

INTRODUCING THE VIDEOGAME

Spaceteam ESL is a videogame available for free iOS or Android download.
This is how playing Spaceteam ESL works and helps students with their listening
comprehension. In this game, two players play on separate smartphones or tablets
but work cooperatively to win the game. On each players smartphone screen is
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displayed the game’s user interface in two parts: the lower half of the screen
includes an instrument panel with labeled instruments and the upper part of the
screen is the horizontal command line bar. The words for the instruments are
common English vocabulary (teacher-chosen or chosen by the game). The
command line is where commands for the players to follow are displayed for a
pre-determined period of time — usually about five seconds. (See Figure 1 for the
screenshots of the game being played with example control panel names and
commands in the display panel, in white).

FIGURE 1. Screenshots of Spaceteam ESL’s User Interface
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Note. Mobile phone screens show instrument panel and command line for Player 1 and Player 2.

The gameplay of this videogame makes the game silly, fun, and educational.
During gameplay, players must listen carefully to their partner for commands to
adjust their instruments that appear on their partner’s command line. When the
first player hears a command given by the second partner, the first player presses
the appropriate instrument in a timely manner. At the same time, the student
must tell their partner the commands on their own command line. Thus, players
often need to tell their partner a command and listen for commands from their
partner at the same time. This gameplay encourages students to communicate by
listening and speaking clearly.

The research questions for this study were the following:

RQ1. What is the impact of playing Spaceteam ESL on students’ listening
comprehension?

RQ2. What are students’ perceptions of using Spaceteam ESL during class
time to enhance their listening comprehension skills?
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PARTICIPANTS

The students for this study were Korean undergraduate university students
studying in a mandatory “College English” course in which EFL communications
skills are taught (i.e., speaking and listening). The university is located in Suwon,
South Korea. The students were from a variety of majors. They ranged from 20 to
24 years of age with a mean age of 22. During the 15-week semester, each class
met once per week for one 110-minute class that included a 10-minute break
between the first 50 minutes of the class and the final 50 minutes of the class.
Most of these 69 students had an intermediate level of English. Convenience
sampling was used to create four intact classes: Students from two classes acted
as the experimental group (n = 36 students), and students from two other classes
were the control group (n = 33 students). The groups were considered sufficiently
demographically similar (i.e., in age, gender, and language level). Any variations
between these classes were found to be statistically insignificant.

EXPERIMENT

This quasi-experimental mixed-methods study used a pre-test and post-test
design to respond to the research questions. To start with, a pre-test was
administered to both groups. This was Part A of the Listening Comprehension
section of a recent institutionalized version of the TOEFL iBt (ETS, 2018). A
Cronbach’s Alpha consistency test was run on the test. The resulting estimated
Cronbach’s Alpha for the best battery was 0.78. This value shows that this test
has great constituency and is reliable enough to use for this study.

During the 15-week semester, students study and learn speaking and listening
comprehension skills. The course objectives revolve around the theme of
enhancing students skills in speaking and listening with the purpose of
communicating. The objectives of the course emphasize the different subskills and
knowledge that students need to be able to enhance their speaking and listening
skills. Some of these listening skills are listening for gist, listening to short
utterances. The speaking subskills include speaking about various topics such as
giving locations or purchasing items at a clothing store. This course uses the
coursebook Basics in EFL 2. Aside from the treatment time, students use this
coursebook during the class period. Both the control group and experimental
group used this coursebook.

The treatment for this study was for the experimental group to play the
videogame entitled Spaceteam ESL. This videogame was played on students’
smartphones — iOS or Android. Students downloaded it from the Android Play
Store or Apple Store free of charge and installed it into their smartphones. One
important necessity for this videogame to work is a stable wifi or Bluetooth
connection between the players who are playing as one team. That is, the pair of
players must create a wifi-mediated or Bluetooth-mediated “link” between one
another. The videogame must recognize that they are using the same signal
(whatever that may be).

After the treatment, the post-test was administered using the same test as the
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pre-test, and a survey was administered to the experimental group. The procedure
of this treatment occurred over the entire 15-week semester in both the
experimental group and the control group. During this time, for 15 minutes at the
start of each class, students from the control group participated in listening
activities based on the coursebook while students from the experimental group
played Spaceteam ESL. A survey was also given to the experimental group about
their perception of playing Spaceteam ESL.

RESULTS

The results for this study were quite interesting and eye-opening. There was
no statistically significant difference in the TOEFL pre-test scores between the
experimental group and control group. In contrast to the pre-test scores, the
post-test scores were significantly different. The post-test scores of the
experimental group were significantly higher than the post-test scores of the
control group. This answers research question 1 in the positive: Playing
Spaceteam ESL helped students improve their listening skills. Playing this
videogame during the whole semester significantly improved their listening
comprehension skills. There may be several game-related reasons for this. One is
that to play the game successfully, the student needs to be in a state of readiness
to listen to his partner’s commands. A second reason is that each student is
motivated to listen to their partner’s abrupt and unannounced commands so as to
win the game. The third reason is that the student is motivated to instantly
comprehend and react to the command of their partner.

Regarding research question 2, the completed questionnaire data from the
control group and experiment group were extracted and analyzed. The
questionnaire contained 20 questions to be analyzed. The purpose of
administering this test was to examine the difference in students’ perceptions of
usefulness and relevance to helping improve listening comprehension skills
between the control group and experimental group. The results of the survey
showed students’ felt and thought that playing the game helped them with their
listening comprehension skills.

Nevertheless, the results provide insight into the role of digital technology in
language learning and especially listening comprehension skills. The aim of this
study was to determine the effects of using a piece of digital technology in
enhancing students’ listening comprehension skills — that is, by playing the
videogame Spaceteam ESL. The study showed, through answering research
question 1, that students playing this videogame during -class significantly
outperformed their counterparts doing traditional paper-based listening
comprehension classroom activities. In addition, this study showed that students
playing the videogame showed a more positive attitude and perception that
playing the videogame contributed to their language learning more than the
paper-based activities did. It can be concluded that a variety of classroom
activities need to be included in listening comprehension classes. This research
should not be taken to mean that paper-based listening comprehension activities
are ineffective or viewed by students as ineffective. Instead, this research shows
that such activities need to be included alongside other activities such as those
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that use digital technology like videogames.

CONCLUSION

In conclusion, it is hoped that this research sheds light on the role of digital
technology such as videogames in the language learning classroom. Future
research could look at different ways that videogames can be integrated into the
classroom or the classroom curriculum.
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Sans Forgetica: Typography’s Effect on ESL/EFL Reading
Comprehension

Robert Dykes and Matt Hauca

Jin-ai University, Fukui, Japan

Research has shown that when a learning task requires effort, desirable
effort, it can improve the performance of the learning task. This is called
desirable difficulty. The Sans Forgetica font was designed specifically to take
advantage of this phenomenon by creating an unfamiliar, hard to read,
disfluent font that forces the learner to increase the cognitive load on the
learning task at hand. This study wanted to determine if the Sans Forgetica
font would have an effect on reading comprehension of a group of Japanese
university students learning English. Two groups were administered six
reading passages that alternated between a desirable difficulty font, Sans
Forgetica, and a control font, Century Schoolbook. The students were then
given a short reading comprehension quiz. No significant difference was
found in the mean scores of the two fonts. As expected, reading time was
affected by the disfluent font.

INTRODUCTION

This paper covers an experiment that sought to examine the effects on the
comprehension of reading passages when applying a concept called desirable
difficulty with a group of Japanese university EFL students. Oppenheimer (2008)
defines fluency as “the subjective experience of ease or difficulty with which we
are able to process information” (p 237). Creating a disfluent situation means
making the ability to process information more difficult. In the case of this paper,
and many other educational settings studying the effect of disfluency on memory
and/or comprehension, the disfluent situation will be visual impairment such as a
degraded text, unfamiliar font, or in another way, simply harder to read.
Overcoming such disfluent conditions, while maintaining a desirable effort, affects
and facilitates beneficial encoding and retrieval processes. In other words,
desirable difficulty is when “processing difficulty at either encoding or retrieval
that improves long-term retention” (Rosner et al., 2015, p. 11). Yue, Castel, and
Bjork (2013) write about a similar concept called the perceptual-interference
effect, which is where “perceptual disfluency leads to improved memory
performance” (p. 229). Another important aspect of desirable difficulty is the
desirable half of the term. The learning task attempting to put this theory into
practice must be considered one of a desirable nature. Bjork and Bjork (2011)
sum up the difference between desirable and undesirable difficulty:

Desirable difficulties, versus the array of undesirable difficulties, are desirable
because they trigger encoding and retrieval processes that support learning,
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comprehension, and remembering. If, however, the learner does not have the
background knowledge or skills to respond to them successfully, they become
undesirable difficulties. (p. 58)

These concepts have been studied and applied a great deal to general education
contexts (Diemand-Yauman, Oppenheimer, & Vaughan, 2011). Applying these
concepts to ESL/EFL context has received much less attention.

The idea behind desirable difficulty is that by increasing the cognitive load, a
learner will have more deliberate and deeper processing (Alter et al., 2007). Few
studies in the ESL/EFL context have studied desirable difficulty, but some similar
and related concepts have received attention in which the increase on the
cognitive load are key to the learning process of L2. One such notion is noticing,
which is the idea that “conscious attention to the form of input is necessary to
subsequent second language (L2) development” (Robinson, 1995, p. 284). Another
related concept is attending, which is simply the process where an ESL/EFL
learner slows down to attend to a word (Joe, 1995). Cacali (2016) is one of the
studies that did apply desirable difficulty learning to a group of Japanese learners
of English. Cacali applied the theory to vocabulary learning and testing. A list of
15 TOEIC words where given to the students in class. Half were printed in an
easy-to-read, 14 pt., black Calibri font and the other half were printed in a
harder-to-read, 14 pt., gray Minya Nouvelle font. Contrary to similar studies, in
general education settings, with learners using their native language, Cacali (2016)
showed that the disfluent font had a lower mean score on all the vocabulary
review quizzes.

FONT SELECTION

Screws (2016) conducted a study on two font types to determine if there were
any effects on reading comprehension. A serif and sans serif font were used for
comparison (see Figure 1 for an example). Screws (2016) examined fixation time,
saccade length, words per minute, re-fixations, and words between fixations. No
significant difference was found, and the conclusion drawn in Screws (2016) was
that the fonts chosen where still too similar.

FIGURE 1. Sans Serif (left) and Serif Font Examples

Evs E

For this study, in order to increase the condition that this study was
examining a disfluent learning situation, a truly unique and hard to read font was
located, Sans Forgetica. Sans Forgetica was developed at RMIT University and is
available for free download from the RMIT website (RMIT University, 2018a). The
font was “specifically designed to enhance memory retention” (RMIT University,
2018b). It was designed by a multidisciplinary team of designers and behavioral
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scientists with the aim to obtain the optimal desirable difficulty font.

The control font chosen for this study is Century Schoolbook. This is a very
common serif font. It was designed for and is used extensively in textbooks as it
was designed to be an easy to read font. See Figure 2 and Figure 3 for a text
example of each font.

FIGURE 2. Example Text in Sans Forgetica Font

reaching the top o] a mountain
15 A thrilling experience.

FIGURE 3. Example Text in Century Schoolbook Font

Reaching the top of a mountain
1s a thrilling experience.

RESEARCH QUESTIONS

RQ1. Does the use of the San Forgetica font increase the reading
comprehension and recall among Japanese EFL learners from short
reading passages?

RQ2. How are the reading times effected by the use of the Sans Forgetica
font versus the more familiar Century Schoolbook font?

METHOD

The participants in this study were 50 first-year students at a private
Japanese university. All of the students were of Japanese nationality and were
enrolled in a mandatory English class. These 50 students were divided into two
groups. The estimated English proficiency level of these students was around
CEFR A1 to A2 (determined by TOEIC scores and entrance exam results). A pilot
reading passage was chosen and administered in order to better gauge the reading
difficulty level and the students average reading speed to determine how much
time to allow for the main text administrations. After the initial pilot
administration was completed and analyzed, an additional six texts were selected
for the study. Each reading passage was about 400 words (+/-5 words). The
Flesch Reading Ease score ranged from 80.5 to 86.5 and the Flesch-Kincaid Grade
Level ranged from 3.7 to 4.6. The goal was for the reading to be as easy as
realistically possible for this word length and age group. For each of the six
administrations, half the texts would be printed using the control font, Century
Schoolbook. The other half of the texts were printed using the disfluent font, San
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Forgetica. Care was taken to match line spacing, font size, and word spacing so
that only the fonts themselves were different. The students who received the
control and disfluent fonts were switched in each administration. After the
students finished reading, they recorded their reading times for each
administration by looking at a stopwatch displayed on an overhead screen. After
the texts were collected, a 10-question multiple-choice comprehension quiz was
administered and checked.

RESULTS

For each reading administration an independent t-test was run to determine if
any differences in quiz scores in the Sans Forgetica font and Century Schoolbook
font (control) reached significance. The statistics program used for this test is a
free web-based system hosted at langtest.jp. None of the six administrations
returned statistically significant results when examining the difference in quiz
scores (see Table 1). These results suggest several possibilities, the Sans Forgetica
font did not cause a desirable difficulty effect, a desirable difficulty effect did not
improve reading comprehension in this group of EFL students, or the testing
conditions were inadequate to perceive any desirable difficulty effects. Next, the
reading times where then examined for each administration (see Table 2). Three
administrations (2, 4, and 5) did not return significant results in the different
average reading times. There was a significant difference in reading times in
administrations 1, 3, and 6. For administration 1 there was a significant difference
in the average reading time (in seconds) for the control font (M = 225, SD =
10.43) and Sans Forgetica font (M = 328, SD = 7.69); t(45) = -7.77, p < 0.001.
For administration 3 there was a significant difference in the average reading time
(in seconds) for the control font (M = 225, SD = 10.43) and Sans Forgetica font
(M = 328, SD = 7.69); t(45) = -7.77, p < 0.001. For administration 6 there was
a significant difference in the average reading time (in seconds) for the control
font (M = 225, SD = 10.43) and Sans Forgetica font (M = 328, SD = 7.69); t(45)
= -7.77, p < 0.001.

TABLE 1. Reading Comprehension Quiz Results

1 2 3 4 5 6
Control font mean 6.52 (n-25) 6.84 (n-19) 7 (n-26) 7.95 (n-21) 6.08 (n-26) 7.52 (n-21)

San Forgetica mean 6.5 (n-22) 6.73 (n-26) 6.45 (n-22) 8.79 (n-28) 5.19 (n-21) 7.54 (n-26)

Control SD /
standard error mean

Sans SD / standard

1.58 /.32 177/ 41 136/ .27 116/ .25 198/ .39 15/ .33

1.88 /.42 176/ .34 182 /.39 175/ .33 163/ .36 192 / .38

error mean

t value .04 .21 1.19 -1.89 1.65 -.03
df 43 43 46 47 45 45
Sig value p <0969 p <0835 p<o0241 p <0065 p<o0.106 p < 0.977
Effect size d = .01 d = .06 d= .34 d = -0.55 d = 48 d = -.01
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TABLE 2. Reading Time Results

1 2 3 4 5 6

Control font mean in
seconds

Sans font mean in
seconds

Control SD /
standard error mean
Sans SD / standard

225 (n-25) 294 (n-19) 253 (n-26) 269 (n-21) 216 (n-26) 309 (n-21)
328 (n-22) 275 (n-26) 302 (n-22) 242 (n-28) 265 (n-21) 162 (n-26)
52 / 10.43 46 /1031 34 /672 63 /1373 41/ 8 53 / 115

36 /769 48 /94 60 /1269 44 /825 49 /1059 57/ 111

error mean

t value -7.77 1.32 -3.6 1.78 -3.74 9.12
df 45 44 46 47 45 45
Sig value p <0001 p<o0.193 p <0001 p<o0.08 p<o0.106 p < 0.001
Effect size d = 227 d = .39 d = 1.04 d = 0.51 d=11 d = 2.68

When the reading times are visualized in a graph (see Figure 4), two points of
interest emerge. More data points would surely make this clearer, but looking at
the graph (and subsequent data), it appears that the control font reading times
are stable, while the Sans Forgetica font shows a general trend of decreased
reading times, possibly indicating the students acclimating to the unfamiliar font.
Another point of interest that should not be dismissed is in the reading times for
administration 6. The quiz scores for this administration were almost identical
and have no significant difference (M = 7.52 and M = 7.54), but the reading
averages appear to be outliers. It is unclear why this occurred. It might be from
misreported data or possibly some external circumstance of the testing conditions
that day. The data input in the analysis was double-checked, so that has been
ruled out as a possibility.

FIGURE 4. Reading Times Graph

Reading Times

350 328
& 302 -

% 200 215 216 e
(=] ~—
o 150 167
i

100

50

a
Reading 1 Reading 2 Reading 3 Reading 4 Reading 5 Reading 6
=—Control Font ——>5ans Font

The most obvious concern raised in this study is not only did the use of San
Forgetica not have any statistical effect on the scores of the comprehension test,
it did have a statistically detrimental effect on reading speed in two of the six
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administrations, with one possibly being an outlier, and the other three returning
no statistical significance. A result similar to this was observed in Soleimani and
Mohammadi (2012). In their study, they examined a serif and sans serif font, 10
pt. vs 12 pt. fonts, and set (single space) vs double spacing. None of these factors
had any significant effect on recall or comprehension. Font selection and space
had no significant effect on reading speed. When comparing the 10 pt. to the 12
pt. font, the difference in reading speed was found to be significant, the 12 pt.
condition was faster. As Screws (2016) pointed out, a simple serif and sans serif
font are too similar and familiar to have an effect on reading. But a 10 pt. font
is harder to read. Their conclusion was that the “speed of reading ... is more
sensitive to typographical factors than comprehension and recall” (Soleimani &
Mohammadi, 2012, p. 214). In what appears yet another reason not to apply
something like Sans Forgetica to reading texts for ESL/EFL is that the impact on
reading speed is much greater in L2 readers compared to L1, with L2 proficiency
not having an effect on this phenomenon. Gauvin and Hulstijn (2010) examined
the reading speeds of L1 and L2 readers using a control font and a degraded
(harder to read) font. They found that when reading in a degraded font, the
reading speeds in L2 readers was effected more than that in L1 readers. However,
they found that the degraded font’s effect on L2 reading speed was not affected
by L2 proficiency.

If San Forgetica does prove, in further studies to be a valuable tool in
applying desirable difficulty, a major concern is acclamation to the font.
Eventually it will become as familiar as any other commonly seen font. In this
study, it has already been observed that the average reading speed appears to
improve as the exposure to the Sans Forgetica font increased. Each group read
three passages in Sans Forgetica, and with each passage their average times
decreased. That is roughly 1200 total words in the Sans Forgetica font that each
group was exposed to. Following this study, it seems safe to assume two things in
regard to using a font like Sans Forgetica in order to apply the desired difficulty
learning technique: (a) It is probably best to use this font for single vocabulary
words (or short phrases) instead of lengthy reading of any kind, unless (b) some
sort of dynamic, ever-changing font could be utilized in order to maintain the
unfamiliar and disfluent condition of the font. An idea similar to this has already
been developed for children. Lau and Chu (2015) discuss what they call a kinetic
font. The aim of their research was to develop an interactive and animated
typography to enhance the learning in children aged 2 to 7 years old. Their
proposed font is not only animated, having movement, but changes in size, and
color to make it exciting and interesting for children. These same types of
manipulations could assumingly be reversed: Instead of making a word more
appealing, they could be made more unfamiliar, disfluent, and degraded, changing
dynamically and periodically to slow down the acclimation to the disfluent and
degraded presentation of the chosen material.

In Cacali (2016), a theory was put forth that cannot be dismissed in this study
either. When using a disfluent English font, be it Sans Forgetica or some other
degraded or disfluent text condition, there may be a contextual reason that is
causing inference. That is, “every English grapheme is already outside of the
Japanese writing system” (Cacali, 2016, p. 69), which was the contextual setting
for both this study and Cacali (2016). The number of writing systems that are
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completely different from a Latin-based grapheme (like English) is quite
numerous. World Standards (2019) estimates that only 2.6 billion people (about
36% of the world’s population) use a Latin-derived writing system. It is possible
that even a familiar English font like Century Schoolbook, is still a disfluent font
for students who are far more familiar with the Japanese kanji and kana writing
system (or other non-Latin-based systems). This could mean that this study was
simply comparing two disfluent fonts, albeit of varying degree. This should be
taken into account in further studies when trying to determine at what point in
an ESL/EFL learner’s development something like Sans Forgetica would be
introduced. To a 10-year Japanese school child, Sans Forgetica would be as
unfamiliar as practically any Latin-based font. As stated in the results section, the
outcome of the analysis suggests several possibilities, the Sans Forgetica font did
not cause a desirable difficulty effect (possibly because it was an undesirable
difficulty), a desirable difficulty effect did not improve reading comprehension in
this group of EFL students (for example, due to the situation described in the
previous paragraph), or the testing conditions were inadequate to perceive any
desirable difficulty effects. Regarding inadequate testing, this could be because we
used short reading passages instead of single words or short phrases. However, it
is suspected that the time between the administration of the reading passages and
the comprehension quizzes was also too short. Many scholars examining desirable
difficulty define it as a condition at the encoding or retrieval stages that improves
long-term retention (Rosner et al., 2015).

In strict psychological terms, generally there are three types of memory that
are accepted nomenclature: short-term, working, and long-term memory.
Short-term memory is technically only seconds long used for single words or a
short string of numbers like a telephone number (Miller, 1955). It can be argued
that this experiment still tested the long-term retention of the students, as
opposed to the short-term, since long-term memory can be measured anywhere
from minutes to decades, the results of this test may have been different if we
had expanded the time between the reading text administrations and the
comprehension quiz anywhere from 15 minutes to even one or two weeks.

Sans Forgetica and the application of desirable difficulty in the ESL/EFL
context deserves more research. For further studies in this area it is
recommended that reading passages be abandoned for single words or possibly
short phrases. We also suggest not only extending the time between task and
recall events, but examining various time spans to determine if there is a point
that desirable difficulty possibly begins, is most pronounced, and degrades.
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Complex Emotions and Sense of Writing in English: A Case
Study of Three Japanese EFL Writers

Yutaka Fujieda
Kyoai Gakuen University, Maebashi, Japan

This study examined second language (L2) writers’ felt sense of writing and
explained the interpretation of each writer’s felt sense of writing. This study
utilized case studies together with inductive thematic and qualitative
analyses. Three Japanese undergraduate participants’ worksheets based on
Gendlin’s Focusing and Gendlin and Henricks’s Thinking at the Edge (TAE),
and individual interviews were included for analysis. The results were
categorized with a coding system and divided into thematic categories to
reveal emergent themes. The findings indicated that participants could
develop their writing fluency in L2 and understand the characteristics of
writing in a different language. Although they had difficulty in expressing
themselves in English, they found that writing in L2 helped them gain logical
writing ability and a feeling of accomplishment through English writing
practice.

INTRODUCTION

Emotions in second language (L2) writing have been studied to address the
effects of negative feelings on language development. A line of research on
emotional studies of L2 writing has examined L2 writers’ feelings towards writing
in English and how L2 writers manage their emotions during their writing (Chen,
2004) from the viewpoints of second language acquisition. These studies focused
primarily on the writers’ psychological anxiety towards L2 writing and investigated
how affective factors influenced writer performance and skill development
(Fartoukh et al., 2012; Gabry$-Barker & Bielska, 2013; Han & Hiver, 2018).

Previous investigations regarding emotions in L2 writing have highlighted the
importance of exploring the writer’s inner feelings and sought alternative
approaches to teaching writing. Whereas such inquiries examined the learners’
emotions critically, less attention has been paid to emotions that are difficult to
express in words, which is called felt sense. Such unverbalized feelings conceived
by the writer are necessary to portray the writer’s complicated inner feelings and
sense beyond separating emotions into merely positive or negative stances
(Fujieda, 2019; Gkonou et al., 2017).

This current study addresses this issue by elucidating the felt sense of writing
in English perceived by three Japanese undergraduate students as an ongoing
research project supported by Grants-in-Aid for Scientific Research. Drawing from
the framework for Focusing (Gendlin, 1978) and Thinking at the Edge (TAE;
Gendlin & Hendricks, 2004), this study explores the following research questions:
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RQ1. What felt sense of writing in L2 do writers have?
RQ2. How can the felt sense of each writer be interpreted?

EMOTIONS OF 1.2 ENGLISH WRITING

Emotional studies in L2 writing have been prominent in examining learners’
anxiety as a negative psychological aspect (Gabrys-Barker & Bielska, 2013;
Maclntyre et al.,, 2016). Most studies have focused mainly on the development
and performance of writing skills with measurement scales, such as the Foreign
Language Classroom Anxiety Scale (Horwitz et al., 1998), the Second Language
Writing Anxiety Inventory (Chen, 2004), and the Daly-Miller Writing
Apprehension Test (Daly & Miller, 1975). These quantitative inquires have
convincingly and objectively demonstrated the degree of language attainment and
acquisition. However, such investigations have offered little in-depth analysis of
the writer’s emotional feelings. As several factors are intertwined in a complex
manner in human emotions, emotions of L2 writing need to be interpreted to
understand the inner feelings of the writer holistically. In particular, emotions
that are difficult to express in words are essential for exploring the writer’s
insider view because emotions and feelings are sometimes genuine and profound,
but tangled and implicit at the same time (Dewaele, 2010). Human emotions
involve unverbalized feelings and sense called “bodily felt sense” (Gendlin &
Hendricks, 2004). To elicit the felt sense of the writer, which is hard to articulate,
a TAE approach can be an innovative alternative to examine writers’ emotions.

FOCUSING AND THINKING AT THE EDGE

Eugene Gendlin (1978) proposed a psychotherapy approach to grasp one’s
unverbalized feelings gradually and interpret them. Gendlin (1978, 2004) and
Rome (2014) argued that one cannot necessarily articulate his or her feelings
precisely because one perceives inexpressible sense, but one’s body knows.
Gendlin termed this condition as “felt sense” and identified the Focusing approach
as a structured process to understand the meaning of felt sense and identified the
Focusing approach as a structured process to understand the meaning of felt
sense. Focusing includes six steps (clearing a space, felt sense, handling,
resonating, asking, and receiving) to stimulate one’s felt sense even if the felt
sense is ambiguous and abstract.

Gendlin and Hendricks (2004) proposed a structured, concept-formation
method called Thinking at the Edge (TAE). The purpose of this TAE approach is
to help one verbalize their implicit and vague sense with explicit words step by
step. As Gendlin and Hendricks argued, humans have abstract and intuitive felt
sense, which is hard to articulate. The TAE methods were created as a
process-based method to understand implicit experience, knowledge, and
intelligence of the body by creating meaning. The TAE method follows three
major stages, each of which requires four or five phases. In this method, a total
of 14 steps encourages one to verbalize and theorize the felt sense by responding
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to several structured procedures.

METHODS

This study examines the emotions of writing of three Japanese undergraduate
students by exploring aspects of their emotions towards writing in English; this
examination was conducted by eliciting their felt sense using the TAE approach.
In this research, a qualitative case study was employed to demonstrate the
relevance of experiences and practices of English writing with a holistic
description that relied on analyzing the data sources (TAE worksheets and an
individual interview; Denzin & Lincoln, 2017; Yin, 2018).

Participants

In this study, three Japanese undergraduate students agreed to participate
voluntarily, after they were assembled using a convenience sampling method. The
research participants, Ami, Chika, and Nozomi (pseudonyms), were all female
students majoring in English at a private four-year university in Japan. Their
English proficiency was intermediate; their basic score on the TOEIC test was
approximately 500. During the research period (October 2017 to February 2018),
Nozomi was a sophomore, and Ami and Chika were fourth-year students. Their
backgrounds in practicing English writing were quite similar. In their high school
years, they focused mainly on accurate sentence-making practice by translating
Japanese into English for their university entrance exams. After entering
university, they had experience in using patterns to create certain sentence
structures (e.g., comparison, cause-effect, and argumentative) in a paragraph. Ami
and Chika learned an academic style of writing in English because they took a
specialized elective course, Advanced Writing, during the research period.

Data Collection and Analysis

To obtain the data of the participants, I requested that they join a workshop
of TAE-based reflection activities individually. In the workshop, I guided them on
how to illustrate their felt sense of writing in English based on the worksheets
(Tokumaru, 2008). As mentioned, the TAE approach includes three major steps,
each of which provides several reflective activities. Since this present study was a
pilot study, I highlighted five worksheets to understand the participants’ general
felt sense towards writing in English. The first part, capturing a broad meaning of
feelings and sense, emphasized a single sentence about writing in English
(Worksheet 1). The second part aimed to abstract their felt sense with pattern
extraction and intersect form by their daily experiences (Worksheets 2 and 3). The
final section organized and theorized their felt sense logically (Worksheets 4 and
5). After completing the workshop, I conducted an unstructured interview
individually in Japanese based on their worksheets that lasted approximately 60
minutes. Then, the interviews were transcribed into English with their permission.

Data analysis of this research involved three phases. First, all worksheets were
read, reread, and translated into English carefully. Then, member checking with

Yutaka Fujieda 63



Advancing ELT: Blending Disciplines, Approaches, and Technologies

the participants was done to confirm the translated meanings of TAE worksheets
and interviews. The first step was meant to produce the categories based on the
topical entries considered pertinent to English writing. Afterwards, all data
sources were saved in NVivo 11 Pro, a qualitative research application, to recheck
the rich data sources following the recursive process in qualitative approaches
(Boystzis, 1998; Denzin & Lincoln, 2017). In the second phase, new categories
were established, comparing the documents and interview transcripts of the
participants with the existing codes, as necessary. Finally, I assessed the credibility
of the coding systems and categories by revisiting the coding schemes used in the
databank in NVivo to lend credence to the research findings.

RESULTS

The findings regarding the felt sense of the three participants towards writing
in English revealed three major issues: developing their language skills, gaining
logical ability, and proving their accomplishment of writing in L2. This section
addresses each issue with excerpts from the participants.

Developing Their Language Skills
The first point was related to the participants’ ability to develop their English

writing through several practices. Table 1 summarizes the general felt sense
towards writing in English.

TABLE 1. General Felt Sense of the Participants

Participants Felt Sense One Sentence
Ami focus, difficult, word/grammar, I don’t have to be afraid of making
continuous, memory, repeat mistakes.

importance, achievement, grammar,

Chika Writing in English is important.

learning
. hard, bothersome, word/grammar, I have to specify the meaning of
Nozomi . .
structure, translation English sentences.

As all participants used relatively negative words, they did not demonstrate an
interest in English writing. For example, “I'm often reluctant to write, so it takes
time to start to write” (Nozomi’s Worksheet 1), and “When I finished writing, I
always felt satisfied, but I don’t want to review my writing. ... My English writing
made me feel annoyed” (Nozomi’s interview). Nozomi, especially, showed
reluctance to write through the TAE reflective activities. However, the participants
were able to learn various characteristics and differences between Japanese and
English writing. Their worksheets revealed the following: “Through writing, I can
develop my English grammar skills” (Ami’s Worksheet 1); “Writing helped me
memorize (grammalr], words, characteristics of English writing) and learn a lot”
(Chika’s Worksheet 3); and “I know that writing is frustrated, but I can think a
lot from different points [of writing]” (Nozomi’s Worksheet 3). Even though the
general felt sense did not adopt a positive stance towards English writing, the
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“one sentence” section revealed the writers’ mind: what they should do to write in
English.

Gaining Logical Ability

The second point, gaining logical ability, stemmed from the participants’
practice of classroom writing. The participants mainly reflected on their writing
practices in their classes by intersecting their felt sense of writing and their daily
life. Ami indicated that she had difficulty in expressing herself in English clearly,
but engaging in English writing contributed to understanding the logical structure
of English writing. She stated, “When I write in English logically again and again,
my writing ability will be acquired” (Ami’s Worksheet 4).

Chika noted that the practice of English writing in class was effective for
developing her language skills. She said, “I practiced writing in English a lot at
university. Writing has helped me learn English further” (Chika’s Worksheet 4).
By understanding various features of English writing, she learned organized and
reader-based writing. Chika also answered, “Writing is the best way to learn and
develop English. ... T write a lot to make my body know the importance of
writing” (Chika’s interview).

Providing a Sense of Accomplishment by Writing in 1.2

The last theme presented the participants’ sense of accomplishment of writing
in L2 drawn from their theorizing of felt sense. As the general felt sense towards
English writing demonstrated, the participants found it difficult to hold a positive
image. However, ultimately, the three participants theorized their felt sense of
writing in English as an achievement of writing in a different language. For
instance, the excerpts from their worksheets included the following: “Writing
needs more knowledge of grammar and vocabulary. ... I don’t like to write in
English, but I always feel happy when my writing word was over” (Ami’s
Worksheet 5); “Making efforts on writing leads to a success of developing English”
(Chika’s Worksheet 5); and “When I write in English, I feel like a foreigner. ... I
learned a lot and sometimes felt that my language skills were developed through
writing” (Nozomi’s Worksheet 5).

DISCUSSION

The current study examined three Japanese undergraduate students’ felt sense
towards writing in English. The TAE-based reflective activities described some
common characteristics in writing in L2.

One result was that participants were inclined to present their learning and
performance negatively at first. This was not surprising; however, their reflective
activities based on the TAE approach presented a clear meaning of the writers’
felt sense towards writing in L2. As Gendlin and Hendricks (2004) proposed, TAE
helps people to interpret their feelings toward writing and articulate their theory
(outcomes of the felt sense).

The contribution of this present study to the field of L2 writing is to provide
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empirical support for Gendlin’s (1978) and Gendlin and Hendricks’s (2004)
theoretical argument for the TAE method; the TAE approaches serve as a tool to
elicit unverbalized human feelings (i.e., felt sense). This study reveals that TAE
methods can be employed to explore the writer’s inner feelings and felt sense, by
expressing their feelings and sense wusing several procedures. With the
advancement in TAE-based research on emotional studies (Gendlin, 2004;
Tokumaru, 2011), this study stresses the significance of examining emotional
studies with TAE as an alternative approach and helps researchers provoke
writers’ into revealing their complex web of inner feelings and sense.

CONCLUSIONS

The current study explored the value of articulating the felt sense of three
Japanese undergraduate learners towards writing in English. This study provides
some empirical support for theoretical assumptions for the TAE approach: (a)
using Focusing and TAE methods helps writers to better understand their inner
feelings and (b) data on TAE activities are useful for teachers and researchers to
verbalize and analyze feelings that are hard to express in words.
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Contextualized Versus Decontextualized Vocabulary
Leaming as a Pre-reading Task

Leander S. Hughes

Saitama University, Saitama, Japan

Adding context to a vocabulary learning task should increase retention by
inducing more evaluation and thus deeper processing of the target words.
This study points out issues with previous studies that failed to find a
significant positive effect for contextualization and investigates the
effectiveness of a contextualized vocabulary learning task designed to
circumvent these issues.

INTRODUCTION

What makes a task effective for vocabulary learning? Laufer and Hustijn’s
(2001) Involvement Load Hypothesis (ILH) has garnered growing support
(Hustijn & Laufer, 2001; Kim, 2008; Rott, 2012) and holds that the effectiveness
of a vocabulary learning task may be predicted based on its level of task-induced
involvement which comprises the need to learn the target words, the extent to
which learners must search for the word meanings, and the amount of evaluation
involved in studying those words. Based on the ILH, we would expect that the
effectiveness of a simple paired-associate learning (PAL) task, in which target
words are presented paired with their meanings, should be increased by adding
context to the word-associate presentations. Adding context to PAL should
promote greater evaluation or the comparing/combining of the target words with
other words. According to the ILH, this greater evaluation should lead to higher
retention due to the increased probability of noticing relevant information related
to the word (Schmidt, 1990) and more varied and robust associations made
between that information and the word form through the resultant depth of
processing (Lockhart & Tulving, 1975). However, studies comparing contextualized
to decontextualized PAL have so far shown that decontextualized PAL is as
effective or more effective than contextualized PAL (Dempster, 1987; Griffin, 1992;
Laufer & Shmueli, 1997; Mondria, 2003; Seibert, 1930; Webb, 2007). This
apparent discrepancy between theory and practice deserves investigation.

The first issue to note is that none of the previously mentioned studies
supporting the ILH involved decontextualized PAL, as these studies were primarily
interested in focus on form (FonF) tasks that, though drawing some focus to
certain vocabulary, aimed at comprehension and production of meaningful
sentences or texts rather than the memorization of those vocabulary (see Rott’s,
2012, rationale for this emphasis on FonF). Decontextualized PAL on the other
hand is, by nature, a focus on forms (FonFs) task because the only information
available to focus on are the target word forms and their paired associates.
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Second, whereas all the studies mentioned above comparing decontextualized
to contextualized PAL involved conditions with isolated sentences as the context,
only Laufer and Shmueli (1997) included additional full-text conditions conveying
meaning at the discourse level (with glosses providing paired associates for target
words). However, in contrast to their decontextualized PAL group (their “list”
group), the participants in these conditions were directed to study the texts in
order to complete comprehension exercises rather than to learn the target words.
Thus, the full-text groups did a FonF task, whereas the list group necessarily did
a FonFs task. As the attention of the full-text groups was not explicitly directed
toward learning the target words, they unsurprisingly retained fewer vocabulary
than the list group. Had the full-text groups’ perceived need to learn the target
words been equal to that of the list group, the result might have been different:
Full passages tend to be more meaningful than isolated sentences, and learners
are more likely to attend to, and thereby acquire, language when it conveys
meaningful or relevant information (Krashen, 1985). Alternatively, explicit
direction to learn the glossed words in the text might have resulted in participants
ignoring the context altogether, which brings us to the third issue of attention.

Learners have limited attentional resources and, for example, have difficulty
simultaneously processing the form and meaning of L2 words (VanPatten, 1990).
Adding context to PAL therefore risks forcing learners to divide their attention
between that context and the word-associate pairs, potentially diluting rather than
reinforcing learning. This is especially so for learners of lower L2 proficiency as
suggested by Griffin (1992), who found that adding context to PAL was effective
only for higher proficiency learners presumably due to their greater automaticity
in L2 processing allowing them to free up more attention for both the words and
their context.

A possible way to avoid the dividing of attention while also offering more
meaningful full-text context is to have learners do PAL situated within a passage
as a pre-reading activity for that passage. The pre-reading task would ask learners
to study word-associate pairs as preparation for reading a passage containing
those words in a subsequent task. The word-associate pairs would then be
presented via a computer program one by one within the context of the passage
to be read, but again, no explicit focus would be given to that context until the
follow-up task. Although learners would likely pay minimal attention to the
context during PAL, they would at least be familiarized with where the target
words are situated in the passage. During the subsequent reading of the passage,
this familiarity would give them preemptive awareness of approaching target
words, allowing the more effective allocation of attention to the context preceding
that word as well as to the word itself. This raised attention to target words and
their context during the reading stage should in turn lead to greater target word
evaluation and thus, according to the ILH, better retention. It may also lead to
better general comprehension of the context surrounding target words and
consequently of the passage as a whole. The present study therefore seeks to
investigate this type of contextualized PAL pre-reading task, specifically addressing
the following questions:

RQ1. Does paired-associate learning of L2 vocabulary contextualized within a
passage increase recall and quality of written usage of those vocabulary
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compared to decontextualized paired-associate learning when done prior
to reading that passage for comprehension?

RQ2. Does this type of contextualized PAL increase comprehension of the
passage compared to decontextualized PAL.

METHOD
Design

To investigate the research questions, this study employed an experimental
design in which participants were randomized into either a contextualized or
decontextualized PAL condition. The experiment consisted of two in-class sessions,
a week apart, in which participants completed tasks via an online application
accessed through their personal laptop computers. The sessions and tasks within
each are listed below in the order participants completed them.

Session 1 (approximately 70 minutes)

. Vocabulary pre-test

. Vocabulary study

. Reading a passage containing the studied vocabulary

. Survey on the participant’s opinion of the passage

. Multiple-choice reading comprehension test on the passage
. Summarization of the passage

. Vocabulary post-test for immediate recall

NoGahhwWNH

(One week passed with no further study of the vocabulary or passage)

Session 2 (approximately 30 minutes)
1. Summarization of the passage read the previous week (from memory)
2. Vocabulary post-test for delayed recall

All tasks were identical for both conditions except for the vocabulary study
task (Session 1, Task 2). For this task, participants in the contextualized condition
were shown the target vocabulary item or its L1 translation (depending on which
phase of the task they were on) highlighted within the context of the passage that
they would be asked to read in Task 3 of Session 1. Meanwhile, participants in
the decontextualized condition, were shown only the target vocabulary or their L1
translations, without any surrounding context. Besides this difference, the
vocabulary study task was the same for both conditions and was divided into four
phases of study for each vocabulary item. First the application showed
participants each target English word and provided two choices for its Li
translation, one correct and the other incorrect. If participants chose the correct
L1 translation, the application moved on to the next word; if not, they were
shown the same item again until they chose correctly. Phases 2 and 3 were
similar to Phase 1, except the Li translation of each item was shown and
participants had to choose the correct English equivalent, from three choices in
Phase 2 and six choices in Phase 3. In Phase 4, participants were shown the L1
translation of the target word and had to type the spelling of the word correctly
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to move on to the next item. If participants made three mistakes in the attempt
to type the correct letter while spelling a word, the application would show them
the correct letter to type. The vocabulary study task took participants in both
conditions approximately 15 minutes to complete. Note that none of the tasks had
time limits: Participants completed them at their own pace, but all were able to
finish the tasks for each session within the time allotted.

Participants

Students in two second-year general English courses, one lower-intermediate
and the other upper-intermediate, at a public university in Japan participated in
this study. Of the original 70 students enrolled in the classes, 49 completed both
the first and second session of the experiment and so were included in the final
analysis.

In the attempt to control for differences in L2 motivation and proficiency,
participants were assigned to either the contextualized or decontextualized
condition via within-class random-stratified sampling based on their grades from
the previous quarter of the class. Table 1 below displays the condition assignments
and class membership of the participants.

TABLE 1. Participants per Class and Condition Assignment

Condition
Class
Decontextualized Contextualized
Upper-Intermediate 13 10
Lower-Intermediate 12 14
(Combined) 25 24

Whereas participants were informed prior to the experiment that the general
aim of the research was to better understand how people learn vocabulary in a
foreign language, they were not made aware of their assignment to either of the
conditions or that any difference in conditions existed.

Materials

The reading task (and contextualized PAL) employed a different non-fiction
passage for each class, taken from textbook units that they had yet to study, with
low-frequency words selected as target vocabulary items. Table 2 summarizes the
passage and vocabulary information for each class.

TABLE 2. Passages and Target Vocabulary

Class Passage Word Count Vocabulary Studied Vocabulary Used
Upper-Intermediate 541 25 8
Lower-Intermediate 416 20 6
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Instruments

The variables of interest for this study included receptive and productive
reading comprehension, immediate and delayed gain in vocabulary recall, as well
as immediate and delayed ability to use the vocabulary (usage).

Receptive and productive reading comprehension were both measured during
the first session of the experiment. To measure receptive comprehension, the
online application presented participants with ten multiple-choice questions about
the passage they had just read. Receptive comprehension scores could thus range
from o0 to 10. Upon finishing this section, participants answered a short essay
question, which asked them to summarize the passage using some of the words
they had studied in their answer. Three native raters rated the quality of the
responses on a scale of o (poorly summarized) to 5 (well summarized). The sum
of these three ratings became participants’ productive comprehension score,
ranging from o to 15.

To measure vocabulary recall gain, the application first gave participants a
vocabulary pre-test. The application tested participants on each word by showing
them the Japanese translation of the word and asking them to type the spelling of
its English equivalent. At the end of Session 1, participants completed a
vocabulary post-test in the same format as the pre-test, only with the items
differently ordered. After one week passed, participants returned for the second
session of the experiment and took the delayed post-test, which once again
included the same items in a different order. Immediate vocabulary recall gain
was calculated by subtracting a participant’s pre-test score from their immediate
post-test score, while delayed recall gain was calculated by subtracting the pre-test
score from the delayed post-test score. Each test score was obtained by taking the
mean of a participant’s scores on each vocabulary item. The scoring system for
items is described below.

To maximize the sensitivity of the vocabulary tests, participants were given
points on a letter-by-letter basis as they attempted to spell a word, with points for
initial letters more heavily weighted than final letters. Participants received three
chances to type each letter of the word. They received full points if they typed the
correct letter on the first try, two thirds of the points after one mistake, and one
third after two mistakes. After three mistakes, the application would simply show
participants the correct letter allowing them to type it (for no points) and move
on to the next letter. The number of points possible for each letter was
determined by the position of the letter and total number of letters in the word.
The final letter of a word was always 3 points (1 point multiplied by 3 chances),
while the second to last was double the first, making it 6 points (2 points
multiplied by 3 chances), and so on.

The logic behind this weighting system is that the more letters a participant
already knows of a word, the easier it is for them to figure out the rest of that
word through only partial knowledge of that vocabulary. Therefore, the test-taker
is awarded more points for correctly spelling the beginning of the word and fewer
points as they move toward the back of that word. This partial scoring system
provided a way — imperfect though it is — to measure partial knowledge of
vocabulary items, thereby lending a greater sensitivity to the tests. The final score
for each item was calculated by taking the number of points a participant earned
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on that item and dividing it by the number of points possible for that item and
then multiplying by 100, obtaining a score ranging from o0 to 100. The score on
the test was then calculated as the mean of the scores for each item.

Finally, the ability to use target vocabulary in writing (usage) was measured
with the same short essay item employed to measure productive comprehension
in the first session and once again in the second session with a modified version
of the same item. The item asked participants to use some of the words they had
studied in their summary of the passage. These six or eight words (depending on
the class) were listed in the item and were chosen by the researcher and the
teacher both for their usefulness in summarizing the main points of the passage
and for the relative difficulty involved in using them correctly within a sentence.
Three native raters rated participants’ use of each of the words on a scale of o
(not used or used incorrectly) to 3 (used appropriately). The mean of the usage
score for each word was then taken for each of the three raters and summed to
create a score ranging from o to 9. For the analysis, immediate usage was
subtracted from delayed usage to obtain the loss in participants’ ability to use the
target vocabulary or “usage loss,” which is described further in the next section.

Analysis

To address the secondary research question of whether contextualization had a
positive effect on reading comprehension, a multivariate analysis of variance
(MANOVA) was performed with contextualization as the independent variable and
receptive and productive comprehension as the dependent variables. For the
primary research question of whether contextualization positively affects
vocabulary recall and usage, another MANOVA with contextualization as the
independent variable was performed, this time with immediate and delayed gain
in recall along with usage loss as the dependent variables. Since there was no
baseline measurement taken for usage, a t-test was conducted on the immediate
measurement of usage to investigate for an initial difference in usage scores
between the two conditions. The result showed no significant difference between
the conditions, t(47) = -.961, p = .341. Assuming that participants would gradually
lose their ability to use the vocabulary as time passed, the immediate usage scores
were subtracted from the delayed scores to obtain “usage loss” scores. The
MANOVA addressing the primary research question and subsequent univariate
tests were conducted with the expectation that a significant difference in recall
gain would emerge in favor of the contextualized condition while the
decontextualized condition would experience a significantly greater loss in usage
ability over time.

RESULTS AND DISCUSSION

This section discusses the results of the analyses, first with regard to reading
comprehension and then with regard to recall and usage.
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FIGURE 1. Comparison of Mean Receptive and Productive Reading Comprehension for the Two
Conditions
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Figure 1 displays the mean receptive and productive reading comprehension
scores for the decontextualized and contextualized conditions. A MANOVA showed
no overall significant difference (Pillai’s Trace, Wilks’ Lambda, Hotelling’s Trace,
Roy’s Largest Root) below p < .05 between groups on these measures of reading
comprehension, (F(2, 46) = 1.10, p = .340). This finding suggests that any
additional evaluation of the local contexts of target words due to their prior
contextualization during PAL was not enough to produce a measurable difference
in comprehension.

FIGURE 2. Mean Vocabulary Recall Pre-test and Post-test Scores for the Two Conditions
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FIGURE 3. Mean Recall Gain from Pre-test to Immediate Post-test (Immediate Recall Gain) and
Pre-test to Delayed Post-test One Week Later (Delayed Recall Gain)
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Figure 2 displays the mean scores for the two conditions on the vocabulary
recall pre-test and two post-tests. Although there appears to be little difference
between the scores for the two conditions, Figure 3 shows that the group in the
contextualized condition achieved both higher immediate and delayed recall gains.
In addition, Figure 4 shows a higher loss for the group in the decontextualized
condition in the ability to use target vocabulary in their writing after one week
compared to the group in the contextualized condition.

FIGURE 4. Mean Loss in Vocabulary Usage Ability from Immediate Post-test to Delayed
Post-test One Week Later
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A MANOVA involving the immediate and delayed recall gain along with usage
loss revealed a significant difference between the two groups in favor of the
contextualized PAL condition, (Pillai’s Trace, Wilks’ Lambda, Hotelling’s Trace,
Roy’s Largest Root) F(3, 45) = 3.14, p < .05, with further univariate tests
providing the results shown in Table 3.

TABLE 3. Univariate Tests for Recall Gain and Usage Loss

Decont. Cont. Mean Difference
R4, 47) P
M SD M SD (Cont. - Decont.)
Immediate Recall Gain 44.53 9.40 49.52 6.90 4.99 4.46 .040%
Delayed Recall Gain 38.33 10.05 44.25 7.78 5.92 5.28 .026*
Usage Loss 0.72 1.32 0.05 1.07 -0.67 3.77 .058%

Note. *Significant at p < .05.

As shown in Table 3, there was a significant difference in favor of the
contextualized PAL condition for both immediate and delayed recall gain, while
the difference in usage loss was marginally significant, again favoring the
contextualized condition.

Overall, these results suggest that contextualized PAL had a positive effect on
both immediate and delayed recall gain as well as possibly the retention of usage
ability. Two points should be noted though. First, despite the attempt at random
stratification during condition assignment, participants in the decontextualized
condition attained significantly higher vocabulary pre-test scores than those in the
contextualized condition, t(47) = 2.5, p = .016. Despite this difference being
ostensibly due to chance, that probability (.016) is actually lower than the
probability of the differences in recall gain and usage loss between conditions
being due to chance. Although this does not automatically disqualify the findings
in favor of contextualization, it does indicate that further research is necessary to
confirm them. Second, it is important to note that the differences in recall gain
found in favor of contextualization, though significant, were small in practical
terms. To illustrate, the 5.92 percent difference in delayed recall gain found using
this study’s scoring system is about the same as the difference in correctness
according to the system between these two misspellings of the word people:
peeple (87 percent) versus pepole (81 percent). If the correctness of these
misspellings were judged in the usual binary correct-incorrect (1-0) manner, both
would of course be marked o. In fact, reanalyzing the delayed recall gain data
using this traditional method obtains a non-significant difference between
conditions of .92 words correct in favor of the contextualized condition, t(47) =
1.03, p = .307. Thus, the advantage of contextualization could only be observed
using a highly sensitive measurement system. Previous studies’ comparative lack
of sensitivity in measuring vocabulary gain might therefore partially explain their
failure to find a significant difference in favor of contextualization.
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CONCLUSIONS

Based on Laufer and Hulstijn’s (2001) Involvement Load Hypothesis (ILH),
contextualizing the paired-associate learning (PAL) of vocabulary should lead to
increased retention of target words by inducing greater evaluation of those words.
Possible reasons why previous studies have failed to find an advantage for
contextualization include the dividing of attention between the contexts and the
associate pairs as well as a lack of meaningfulness of the contexts used. This
study proposed a contextualized PAL task designed to circumvent these
confounding factors. First, in order to avoid the dividing of attention, it explicitly
focused learners on the PAL aspect of learning with the full-text context serving
mainly to indicate where each target word was located in that context. Second,
the context was meaningful at the discourse level and was the same passage that
learners encountered in the reading-for-comprehension task immediately upon
completing the PAL task. It was in this follow-up reading task that the benefits of
contextualization were hypothesized to emerge by enabling learners to better
predict and prepare for encounters with the target words, thereby freeing up
attention to devote to further evaluating those words and increasing retention.
The results support this hypothesis showing a significant difference in L2
vocabulary recall gain in favor of the contextualized condition. This difference,
though slight, indicates a hitherto undetected advantage for contextualization
predicted by the ILH.
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Meaning-Focused vs. Form-Focused Activities in Elementary
School English Lessons

Shinichi Inoi
Ibaraki University, Mito, Japan

The purpose of this study is to discern any characteristics that may
contribute to how much elementary school students enjoy English lessons.
The study compares two sixth-grade English classes in a qualitative manner:
One of them was found to be highly enjoyable and the other was less
enjoyable. A comparison shows that the highly enjoyable class focused on
meaning-focused rather than form-focused activities, whereas the
less-enjoyed class concentrated on form-focused rather than meaning-focused
activities. The meaning-focused activities matched the beginning learners’
tendencies to attend to meaning rather than form. It is argued that as far
as beginning language learners are concerned, language activities should be
designed in such a way that students focus on meaning rather than on form
because they tend to have difficulties in focusing on both meaning and form
at the same time due to their limited processing capacities.

INTRODUCTION

Japanese elementary school fifth- and sixth-graders have been learning English
under the name of “foreign language activities” since 2011. English is usually
team-taught by homeroom teachers (HRTs) and assistant language teachers (ALTSs),
who are native or near-native English speakers. The major reasons for the
team-teaching (TT) system is that over 90% of Japanese elementary school HRTSs
do not have any English teaching license (Mahoney & Inoi, 2014); that they do not
have confidence in teaching English, or in their own English; and that they need
help from ALTs when teaching English. Some HRTs try to lead TT English lessons
as the main teachers, while others try not to get involved, leaving ALTs mainly in
charge: Such HRTs play very marginal roles in the classrooms.

Japanese elementary school students have only one or two English lessons a
week. Some students enjoy TT English lessons a great deal and display high
motivation to learn English, whereas others do not show any favorable attitude
toward such lessons or even toward English itself. What brings about such
different attitudes in students? The purpose of the present study is to discern any
characteristics that may contribute to how much children enjoy English lessons.

Students’ affective factors, including their lesson enjoyment levels, may be
linked to a number of other factors, such as teacher characteristics (e.g., language
proficiency levels, English teaching skills, personality traits), activities and
teaching materials used in English lessons, peer groups, student anxiety levels in
the classroom, student personality traits, parental attitudes toward English
education, and the classroom atmosphere, to name but a few (Doérnyei & Ushioda,
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2011; Lightbown & Spada, 2013). This study focuses mainly on speech activities,
especially on the ways in which such activities are implemented in elementary
school English lessons.

The study first reviews three studies on second (foreign) language learning
and teaching that address certain principles of language lessons in terms of form
and meaning. It then describes how the data was collected for this study and
compares two sixth-grade classes in a qualitative manner: One of them was found
to be highly enjoyable and the other was less enjoyable, despite the fact that both
of the classes included speech activities during the lessons. Finally, it explores
students’ different lesson enjoyment levels in terms of form and meaning.

LITERATURE REVIEW

Ortega (2007) argues for the following three principles, based on the
cognitive-interactionist SLA (second language acquisition) perspective, when
designing meaningful practice in foreign language lessons. Principle 1 is “L2
practice should be interactive”; Principle 2 is “L2 practice should be meaningful”;
Principle 3 is “there should be a focus on task-essential forms” (pp. 182-186).
Ortega’s second principle is particularly relevant to this study. She proposes that
L2 practice should be meaningful in two senses. In the first, practice should focus
on both meaning and form. L2 practice should be designed in such a way that
form—meaning connections will be salient for the learner. In the second sense, L2
practice should involve learners’ cognitive engagement or personal involvement
with a task. Ortega adds, however, that it is difficult to assess the learner’s
cognitive involvement empirically through a task. Her principles, including the
second one, are designed for language learners in general, not specifically for
beginning language learners (including elementary school children). Ortega’s
second principle will be explored in this discussion of Japanese elementary school
English lessons.

Ellis (2008a) proposes ten principles of instructed second language
acquisition, which are designed to be general in nature and therefore relevant to
English teaching in a variety of situations, including foreign language teaching
situations. His second principle says that “instruction needs to ensure that
learners focus predominantly on meaning” (p. 1). This is because “when we learn
a language naturalistically, we do so by focusing primarily on what we want to
say (i.e., meaning) rather than on how we say it (i.e., form)” (p. 1). He also adds
that “engaging in activities focused on creating meaning is intrinsically motivating
for learners” (p. 2). His third principle, however, says that “instruction needs to
ensure that learners also focus on form” (p. 2), because there is widespread
acceptance that second (foreign) language acquisition requires learners to attend
to form (Ellis, 2008a). Ellis (2008b) also adds that instruction should attend to
form because “learners fail to achieve high levels of competence in communicative
classrooms,” (p. 827). Like Ortega (2007), Ellis argues that language learners need
to attend not only to meaning but also to form in instructed second (foreign)
language acquisition, and his principles also apply to language learners in general.

Curtain and Dahlberg (2010) take a view slightly different from those of
Ortega (2007) and Ellis (2008a) when teaching young learners. They emphasize
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the significance of meaning rather than form, remarking that “one of the most
important principles of cognitive psychology for the early language teacher is that
information is best learned and retained if it is made meaningful to students” (p.
8). The differing views are probably due to the difference in language learners:
Curtain & Dahlberg (2010) focus on young language learners in particular, while
Ortega (2007) and Ellis (2008a) cover a wide range of language learners,
including young language learners.

The present study analyzes language activities of two different elementary
English lessons, particularly how speech activities are implemented, with a focus
on form and meaning. The term “form” in the present study means not only
linguistic form, such as a word, a phrase, or a sentence, but also non-linguistic
form, such as how students deliver speech in speech activities; that is, how
students say what they want to say, corresponding exactly to the term in Ellis
(2008a). In other words, it includes speech delivery features such as voice
volume, eye contact, gestures, and smiles.

METHOD

The author visited a total of 39 classes in the fifth and sixth grades in 14 public
elementary schools in Japan, between November 2013 and February 2019, to
observe English lessons and conduct questionnaire surveys. Each class of 45 minutes
was visited only once and video-recorded for later analysis. A five-item questionnaire
was designed and conducted to reveal Japanese fifth- and sixth-graders’ different
attitudes toward English lessons (see Appendix). Two of the questionnaire items
were particularly relevant to this study: Qi, which was multiple-choice, and Qs,
which was open-ended. Q1 asked students whether they enjoyed English lessons or
not. They were asked to respond on a four-point Likert scale ranging from 4 (“Yes,
very much”) to 1 (“Not at all”). Q5 asked students to write about the
activity/activities they enjoyed and did not enjoy during the English lesson, and also
asked for reasons. Mean class scores were used to measure students’ levels of
enjoyment of English lessons. The present study focuses on two sixth-grade classes,
E6-1 and K6-1, as shown in Table 1. These two classes were chosen for a
comparison for the following reasons: (a) Both classes consisted of 6th graders and
English teachers who were not the children’s main, homeroom teachers; (b) both
classes included speech activities on the same topic (“What do you want to be?”);
and (c) the E6-1 enjoyment rate of English lessons (3.64) in particular was found to
be significantly higher than that of K6-1 (3.00), U = 155.00, p < .01, two-tailed. In
other words, students in these two classes experienced a wide gap in enjoyment
levels despite having had the same topic covered.

TABLE 1. E6-1 and K6-1 Enjoyment Rates of English Lessons

School & Grade - Class Enjoyment Rate N Main Teacher Year
E6-1 3.64 28 ALT 2014
K6 -1 3.00 20 JTE 2019

Note. The letters “E” and “K” represent school names. “ALT” stands for the “assistant language
teacher,” and “JTE” for “Japanese teacher of English.”
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RESULTS AND DISCUSSION

Questionnaire results showed that 20 (71.4%) out the 28 students in E6-1, the
more enjoyable class, made an explicit reference to the speech activity as
particularly fun, while none in K6-1, the less-enjoyed class, did so. Students in E6-1
reported that they enjoyed telling their friends about their future dreams and
hearing about friends’ dreams in English. In K6-1, students reported that they
enjoyed playing a card game, without making any mention of the speech activity
despite the fact that it had occurred.

A close comparison was made between the lesson activities of the two classes
in order to identify any differences that might have brought about the different
lesson enjoyment rates and student comments. In the highly evaluated E6-1,
students first practiced job names such as cabin attendant, farmer, singer, and
dentist, and the sentence pattern “I want to be a __” through repetition and
chanting. The practice lasted for only about five minutes. Then, the lesson
proceeded to a listening activity. The ALT read three speech examples aloud from
the textbook very slowly, sometimes explaining new words in simple English. The
speech examples included such information as the speakers’ names, their favorite
sports, animals, and school subjects, and what they wanted to be in the future.
This was one of the examples:

Hello. My name is Suzuki Sakura. I want to be a vet. I like cats. I have a white
cat. I want a dog. I want a hamster, too. I want to be a vet. Thank you.

Students took notes while listening to the speech examples. Then, the ALT
wrote four English sentences as a speech model (i.e., “Hello. I like ___ . T want to
be a __ . Thank you.”) and instructed students to prepare brief speeches based
on the model. The students were allowed to use Japanese in writing their
speeches. Both the ALT and the HRT walked around the classroom to help
students write their speeches. They prepared the speeches in about ten minutes.
The students first practiced their speeches in groups of five and then did more
practice with several more students individually. Near the end of the class, six boy
students, all volunteers, delivered speeches individually in front of the whole class,
and each of them received plenty of applause from the classmates.

In the less-enjoyed K6-1, the students first practiced reading aloud alphabet
letters and words with consonant letter combinations such as knob, knees, and
knuckles. Then, they practiced the following dialogue through repetition:

(A) Where do you want to go?
(B) T want to go to Italy. I want to eat pizza. I want to see the tower.

After that, they practiced the dialogue in pairs. They spent about 20 minutes
practicing the alphabet letters, words, and the dialogue. Then, the lesson
proceeded to the speech activities, in which the ALT first demonstrated three
types of speech delivery in front of the whole class. In one type, he spoke in a
barely audible voice; in another type, he read his paper without looking at
students at all; and in the third type, he delivered his speech in an appropriate
voice volume with eye contact and a smile. Then, students were asked to evaluate
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each speech delivery type. After their discussion of the ALT’s speech delivery
types, they were instructed by the JTE to practice, in groups of five, the speeches
that they had already prepared in the previous lesson. They were also given
speech assessment worksheets and were asked to assess group members’ speeches
in terms of delivery features such as eye contact, voice volume, and smiles. Lastly,
they played a card game.

The overall lesson feature of E6—1 was that it was more meaning-focused than
that of K6-1. In E6-1 the form-focused activities (i.e. the practice of job names
and the sentence pattern through repetition and chanting) took place at the
beginning of the lesson, lasting only about five minutes, while the rest (i.e., the
listening activity, the speech preparation, the speech practice in groups, the
volunteers’ speech presentation) were all more or less meaning-focused activities.
In K61, on the other hand, almost all the activities except the card game toward
the end of the lesson were found to be form-focused.

The speech activities of E6-1, including the listening activity, seem to have
been more meaning-focused than those of K6—1. In the listening activity of E6-1,
students took note of the speakers’ names while listening to the speech examples
in the textbook read aloud by the ALT, while also noting what the speakers liked,
and what they wanted to be in the future. When taking notes, they mainly
focused on content words such as nouns and verbs rather than function words
such as articles and infinitives with “to.” When it was time to listen to classmates’
speeches, students focused on the contents of speeches, and on what their
classmates wanted to be in the future. As a result, the E6—1 students probably
reported in questionnaires that they enjoyed telling and hearing about each
other’s future dreams in English. In other words, they were personally involved in
the speech activities, which accords with Ortega’s (2007) second principle that “L2
practice should be meaningful” (p. 183).

On the other hand, the K6-1 students focused on speech delivery rather than
speech content. They first listened to and discussed the three types of speech
delivery demonstrated by the ALT and then evaluated group members’ speeches in
terms of speech delivery features such as eye contact, voice volume, and smiles.
They were so preoccupied with filling out the speech delivery assessment
worksheets in listening to group members’ speeches that they seemed to hardly
pay attention to what their classmates wanted to be in the future. In other words,
they focused on speech delivery (i.e., form) rather than speech content, or
meaning. Probably they did not learn much about their classmates’ future dreams;
that is, they were not personally involved in listening to their friends’ speeches.
The meaning-focused speech activities in E6-1 may have brought about the
students’ higher enjoyment rate than the non-meaning focused speech activities of
K6-1.

One of the characteristics of beginning language learners such as elementary
school children is that they are likely to focus on meaning rather than form.
Based on the cognitive perspective in second language acquisition, Lightbown and
Spada (2013) explain that “leaners at the earliest stages will tend to use most of
their attention resources to understand the main words in a message...
[because]...there is a limit to how much information a learner can pay attention
to” (p. 108). Brown and Larson-Hall (2012, p. 64) also support this characteristic,
remarking that in second (foreign) language learning, beginners in general usually
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focus on the content words rather than the function words and grammatical
endings because their processing ability is limited. This characteristic of beginning
language learners corresponds precisely to the principle of teaching young
language learners mentioned by Curtain and Dahlberg (2010). It is thus safe to
say that because of their limited processing capacities, beginning language learners
such as elementary school children are likely to focus on meaning rather than on
form. Though both form and meaning should be focused on in second language
teaching and learning, as suggested by Ortega (2007) and Ellis (2008a, b),
beginning language learners tend to have difficulties in attending to both form
and meaning at the same time due to their limited processing ability. This may go
far in explaining the students’ different lesson enjoyment rates and their different
comments on the questionnaires between the two classes even though speech
activities were included in both lessons. In other words, the speech activities of
E6-1 matched the beginning learners’ propensity to attend to meaning rather than
form, whereas those of K6-1 did not.

CONCLUSIONS

This paper compared the two classes’ language activities, particularly speech
activities, in terms of meaning and form. The overall lesson feature of E6—1, the
highly enjoyable class, was more meaning-focused than that of K6-1, the
less-enjoyed class. This feature was particularly found in the speech activities of
E6-1 rather than K6-1. The E6-1 students focused on what their classmates
wanted to be in the future (i.e., meaning), while the K6-1 students focused on
speech delivery such as eye contact, voice volume, and smiles (i.e., form). The
meaning-focused activities matched the beginning learners’ tendencies to attend to
meaning rather than form.

As far as elementary school students are concerned, language activities should
be designed in such a way that allows students to focus mainly on meaning rather
than form since they tend to have difficulties in attending to both at the same
time because of limited processing capacities. In teaching English to beginning
language learners, priority should be given to meaning-focused rather than
form-focused activities. Of course, this does not mean that all form-focused
activity should be excluded from elementary school English lessons: Students
should also be engaged in some form-focused activity since both meaning and
form are important in second (foreign) language learning, as suggested in Ellis
(2008a).

This study has two limitations. First, only two classes were compared, with
one focusing mainly on meaning and the other on speech delivery, or form. A
larger number of classes focusing on meaning and form, respectively, should be
examined along with students’ enjoyment levels. Second, students’ enjoyment is
surely related to various factors such as teacher factors, peer groups, student
anxiety levels in the classroom, student personality traits, parental attitudes
toward English education, and the classroom atmosphere, as mentioned earlier.
Focusing mainly on speech activities in terms of meaning and form may be a bit
too narrow in scope to fully explain the different students’ enjoyment levels of
English lessons. However, the present study gives an insight into the designing of
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such lessons: Teachers should design them so that students will become engaged
mainly in meaning-focused rather than form-focused activities.
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APPENDIX
Questionnaire

(The following is a translation of the Japanese questionnaire for elementary school
students.)

Q1. Do you enjoy English lessons at school?
4) Yes, very much 3) Yes 2) Not really 1) Not at all

Q2. Do you usually take active participation in English lessons?
4) Yes, very much 3) Yes 2) Not really 1) Not at all

Q3. Would you like to study English more?
4) Yes, very much 3) Yes 2) Not really 1) Not at all

Q4. How much do you like each of the following activities?
4) Yes, very much 3) Yes 2) Not really 1) Not at all

a) Singing songs in English

b) Playing games

¢) Practicing English pronunciation

d) Doing conversation with friends in English

e) Talking with the ALT

f) Learning about foreign countries

g) Learning about differences between L1 (Japanese) and English
h) Reading English letters and words.

Q5. Please write about the activity/activities you enjoyed and did not enjoy in
today’s English lesson and include reasons.
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Use of AWE and Peer Feedback for Improving Academic
Writing

Dragana Lazic and Saori Tsuji
Fukuoka Women’s University, Fukuoka, Japan

This research explores how EFL learners engage with corrective feedback
when an automated writing evaluation (AWE) tool is used in combination
with peer feedback. The aim is to investigate whether there are any
short-term effects on students’ writing, that is, revisions due to student
engagement with technology-assisted peer feedback. The study was carried
out at a Japanese university during the 2019 school year, and 21 students
participated. From a pedagogical perspective, the study contributes to
research in studies related to feedback and assessment in writing as it helps
instructors make informed decisions on how to successfully integrate AWE
into writing courses for low-proficiency students.

INTRODUCTION: STUDENT ENGAGEMENT AND EFL WRITING

Effective learner engagement is indispensable for learning, for it can prevent
demotivation and facilitate efficient learning. Student engagement is an inclusive
term, which, in the EFL writing context, broadly means “the extent students are
invested or committed to their learning, embracing a complex of factors which
can be seen in students’ responses to texts and their attitudes to writing and
responding” (Zhang & Hyland, 2018, p. 90). There are three aspects to this
concept. Behavioral engagement refers to participation in activities or involvement
in tasks, and affective engagement includes affective reactions to teachers, classes,
or academic duties, whether positive or negative, such as interest, boredom,
happiness, or anxiety. Cognitive engagement is, for one thing, related to
psychological investment in learning and for another, strategic learning and
self-regulation. The former includes a preference for challenge, manipulation of
failure, or willingness to make an effort to accomplish difficult tasks, whereas the
latter involves students’ strategies to plan, monitor, and evaluate their cognition to
master and accomplish tasks (Fredricks et al., 2004).

In EFL writing, the relationship between corrective feedback and students’
engagement has acquired academic attention. For instance, it was found that
learners’ engagement and uptake of feedback tend to differ based on their beliefs
about language and goals of learning, that is, it depends on affective factors (Han
& Hyland, 2015; Storch & Wigglesworth, 2010). In regards to the relationship
between types of feedback and engagement, Zhang and Hyland (2018) reported
that when comparing a highly engaged and a moderately engaged learner, the
difference of degree of their engagement and learning development was more
apparent in automated writing evaluation (AWE) than in teacher feedback due to
its autonomy. Overall, it is suggested that engagement is an important factor for
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both the uptake of feedback and the development of writing skills. However, fewer
studies have explored student engagement in the combination of AWE and peer
revision, which is the focus of the present research.

As the positive effects brought by both peer feedback and AWE (ETS
Criterion®) could greatly depend on the extent and quality of students’
participation, perceptions, and learning strategies they apply, the current study
asks the following research questions:

RQi1. What are the short-term effects of an AWE tool used in combination
with peer feedback on student’s revisions?

RQ2. How is engagement with AWE and peer feedback reflected on revision
uptake?

LITERATURE REVIEW

Peer Feedback in the Japanese Educational Context

Different terminology, such as peer response (Hyland & Hyland, 2006) or
peer revision (Hu, 2005), is used to denote peer feedback. Regardless of the
differences, this learning strategy can be defined as an activity in which pairs or
groups of learners are involved in reading and checking other learners’ writing
and interact with each other by giving, receiving, and using oral or written
feedback for the revision process. Peer feedback effectiveness is broadly
acknowledged. For example, it can offer students opportunities to raise the
awareness of readers (Chang 2016; Hyland & Hyland, 2006), and reading others’
composition enables students to learn new vocabulary, logical organization, or
novel ideas (Hyland & Hyland, 2006). In the Japanese educational context, peer
feedback gained a high reputation in its utility for various writing skills, such as
awareness of readers (Baierschmidt, 2012; Fujii et al., 2016; Kohro, 1995;
Wakabayashi, 2013; Yoshikawa, 2016), language learning (Fujii et al., 2016;
Yakame, 2005), learning from reading peers’ draft in order to acquire information
(Wakabayashi, 2016) or improvements in composition (Yoshikawa, 2016).

Some limitations of peer feedback have been highlighted. For example,
feedback in L2 tends to mainly focus on form rather than content (Chang, 2016).
When compared to other types of feedback, even if peer feedback is more
favorably accepted than computer-based feedback in its utility and higher quality
(Chang, 2016), students still prefer teachers’ comments to peers’ feedback because
of the peers’ perceived deficiency of linguistic and communicative abilities
(Baierschmidt, 2012).

Moreover, peer feedback has some defects from the viewpoint of student
engagement. Kohro’s (1995) study indicated that only learners who were more
highly motivated and skilled were able to benefit more from peer review activity.
In addition, Allen and Katayama’s study (2016) revealed the connection between
proficiency, confidence, and engagement: students of higher proficiency level gave
more comments to peers, and lower confidence led to both less feedback and less
revision. Additionally, confidence also affected the type of feedback in that
students who perceived themselves as having lower competence gave more
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suggestions related to the content, whereas those perceived having higher
proficiency paid attention to form and register-related issues. To optimize the
effectiveness of peer feedback, it is essential to clarify the state of students’
involvement regarding their participation, motivation, confidence, and proficiency
in order to detect and minimize the setbacks that can inhibit students’ full
engagement.

AWE in Japanese EFL Context

Automated writing evaluation (AWE) is “an attempt to model human essay
scoring, with its assignment of scores or grades based upon a rubric” (Deane,
2013, p. 298). Among many AWE tools, ETS Criterion® is one of the most widely
acceptable systems in the Japanese EFL context. The focus of previous research
was on the use of ETS Criterion® as an assessment of L2 writing (Koizumi et al.,
2016), comparison with teacher feedback (Heffernan & Otoshi, 2015; Long, 2013;
Otoshi, 2012), or the efficacy for learners to improve writing skills (Ohta 2007;
Otoshi, 2012). In terms of students’ perception, it is reported that learners overall
showed a positive perception of the program, as they appreciated its instantaneity
and availability (Ohta, 2007; Tsuda, 2014).

Despite its prevalence and usefulness, research has indicated some
disadvantages of ETS Criterion®. Unlike teachers’ feedback, comments from ETS
Criterion® chiefly focused on surface-level mechanics, which resulted in minimal
progress in usage and structure (Long, 2013). It led to limited improvement and
only in relation to text length and syntax complexity (Koizumi et al., 2016).
Students still expected and preferred teacher feedback for different aspects of
writing, such as word usage, content, and rhetorical aspects (Heffernan & Otoshi,
2013; Otoshi, 2012). Finally, learners whose TOEFL scores were 500 or above
improved writing quality after using it, whereas those scoring 485 or lower made
no gains (Ohta, 2007). By answering our research questions, we suggest how
some of these shortcomings can be addressed, and how to effectively use this tool
among students whose TOEFL scores are 485 or lower.

STUDY DESIGN AND PARTICIPANTS

The study was conducted during an EFL academic writing course at a public
university in Japan for the duration of 16 weeks (two quarters) in 2019. First-year
students were placed in groups based on their TOEFL ITP score (low-level
proficiency; the average scores were 402 for Group 1 and 408 for Group 2).
Classes met once a week, and each lesson lasted for 90 minutes. The goal of the
course was to teach paragraph structure, coherence, and content development.

Twenty-one students gave consent to participate in the study: 13 in one group
and eight in the other. As our pre-study survey showed, most students studied
English between five and ten years. Only three students had some idea what peer
feedback meant, and no student had used ETS Criterion® before. Only four
learners thought this writing tool could help with generating more content or
ideas. In general, students found writing in English to be important for their
current studies (all students agreed on this) and future jobs. However, 67%
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reported that they were not good at writing in English.

As others (Diab, 2011; Hyland & Hyland, 2006;) suggested that training is
crucial for successful implementation of AWE in writing classes, the first quarter
was used to teach students how to use and interpret the AWE feedback. The main
activity, where students first used ETS Criterion® to write one paragraph at home,
then comment on their peers’ writing in class was conducted on three occasions
in the second quarter. The same type of activity was repeated during Weeks 2, 5,
and 7. All the topics were chosen from the ETS Criterion® topics’ menu.

ETS Criterion® was used in this study because it is web-based, easily
accessible, and can facilitate written feedback provided by instructors and peers.
The main mechanism behind this tool is e-rater®, which is a scoring engine that
generates both diagnostic feedback and holistic scoring (ETS, n.d.). For details
about how ETS Criterion® assesses writing and its drawbacks, check Vojak et al.
(2011) and contributions to Shermis and Burstein (2013).

Data were collected as follows: All the writing samples and students’
comments were downloaded from ETS Criterion® and saved as Excel files. This
data was coded in different categories by one author. The second set of data
about students’ attitudes and perceptions was collected by administering a survey
at the end of the second quarter. The survey included Likert-type questions, and
closed and open-ended questions. To analyze all the data, we used descriptive
statistics. To calculate the percentages, we used Excel. Percentages may not add
up to exactly 100% in some or all of the tables, as they are rounded off to the
nearest percent. To get insight into the raw data, contact the authors.

RESULTS

To answer the first research question, we analyzed the ETS Criterion scores®

before and after the class activity, and these scores were used as proxies for
writing improvement. The number of submissions (one-paragraph writing
samples) is added as a note at the bottom of some tables (e.g., n = 20). When
there is a difference between “before” and “after” number of writing samples, this
is because we were not able to collect the data for a number of reasons (e.g., a
student participated in both activities, but data was not available via ETS
Criterion® during the data collection time).

Table 1 shows the scores before and after the class activity as percentages and
changes in score categories for both groups of learners combined per writing
assignment.

Both groups improved their writing, as measured by the differences in score
percentages before and after the class activity and from score category to score
category. For example, in Writing 1 after the revision, students’ writing was scored
mostly as 2, which means that students who previously received the score 1
improved their writing. At the same time, some students who got the score 2
further improved and received the score 3. The biggest change happened during
Writing 2. As shown in Table 1, there were no writing samples that received the
score 1 after revision, while the percentages for score categories 2, 4, and 5
increased. However, even though the number of writing samples with the score 3
decreased, it does not necessarily mean that student’s writing did not improve.
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One explanation can be that some students did not improve, but others got higher
scores. Due to space limitations, we do not present the breakdown of the score
results per group but have to note that there are some differences.

TaBLE 1. ETS Criterion® Scores Before/After

Writing 1 Writing 2 Writing 3
Score Before After Before After Before After

Advisory 24% 10%
1 62% 10% 10%
2 33% 75% 5% 10% 24% 5%
3 5% 15% 57% 38% 38% 43%
4 24% 43% 14% 43%
5 5% 10%
6

Note. n = 21; Writing 1, After n = 20.

By looking into our second research interest (RQ2), how engagement with
AWE and peer feedback was reflected on revision uptake, we wanted to see if and
how students’ interactions with two types of feedback could unlock the benefits of
feedback. We first looked at the changes in the number of errors flagged by ETS
Criterion®.

TABLE 2. Number of Flagged Emors by ETS Criterion® Scores Before/After

Frror Type Writing 1 Writing 2 Writing 3
Before After Before After Before After
Grammar Errors 21 11 12 13 9 6
Usage Errors 34 17 35 21 22 8
Mechanics Errors 26 11 25 11 34 23
Style Errors 483 436 561 564 6 o)
82%2{2;1?:; and 334 338 176 315 346 436

Table 2 shows a reduction in the number of errors flagged by the AWE
system between “before” and “after” writing samples across four categories during
Writing 1 and Writing 3: grammar errors, usage errors, mechanic errors, and style
errors. However, the situation was different during Writing 2. The decrease in the
number of errors was evident across two categories only (usage errors and
mechanics errors), and there were no significant changes in grammar and style
€errors.

It is interesting to note that when it comes to the category organization and
development (see Table 2), the number of flagged messages increased in all the
writing tasks. One of the explanations for this can be found in how ETS
Criterion® assesses writing. Namely, as students’ writing improves, or at least as
some aspects of their writing improve (e.g., the use of discourse markers), the
number of flagged parts of the essay increases. That is, there are more
color-coded parts of the text accompanied by a message (e.g., “Your essay appears
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to introduce three main ideas”).

As this was a combined feedback activity, where both AWE and peer feedback
could affect revisions, we counted the types of comments given by students via
ETS Criterion® after the first submission. Table 3 shows the total number of
comments given per writing assignment per group, as well as the percentage of
different types of comments given by students in two groups on three occasions.
As expected, most comments given by both groups were related to grammar, word
usage, and mechanics. This can be sort of a “spill-over effect.” As students were
exposed to AWE feedback on several occasions before we started to collect the
data, and trained in understanding the metalinguistic explanations provided by
ETS Criterion®, students might have internalized the AWE’s way of giving
feedback, which mostly focuses on surface-level mistakes. However, Group 2, in
one of their tasks (Writing 2), did focus almost equally on the content, negotiating
meaning and coherence. As seen in Table 4, 50% of peer comments were related
to global aspects of writing.

TABLE 3. Amount and Type of Peer Feedback per Group

Feedback Type Writing 1 Writing 2 Writing 3
Group 1 Group 2 Group 1  Group 2 Group 1 Group 2
Content/Meaning 11% 29% 13% 10% 13% 15%
Organization/Development 10% 21% 19% 28% 24% 12%
Grammar 33% 18% 18% 18% 22% 15%
Word Usage 21% 14% 18% 8% 8% 3%
Mechanics 21% 11% 16% 20% 8% 21%
Style 12% 4% 7% 3% 6% 6%
Praise 1% 4% 3% 13% 21%
Other 9% 13% 7% 9%
Total () 73 28 90 40 72 34

Note. n = total number of comments per group.

As engagement is a construct that includes the cognitive component, one of
the authors coded all the students’ comments to check whether students only
provided feedback or if they also included some explanation along with their
comments (see Table 4).

TABLE 4. Peer Feedback: Explanations/Cognitive Engagement

Feedback Explanation Writing 1 Writing 2 Writing 3
Group 1 Group 2 Group 1  Group 2 Group 1 Group 2
Explanation Provided 26% 39% 31% 35% 20% 24%
No Explanation 74% 61% 69% 65% 71% 76%
Total (n) 73 28 90 40 72 34

Note. n = total number of comments per group.

Unsurprisingly, both groups of peer commenters, in most cases, did not explain
their comments or give any reasons why changes to the paragraph should be
made. For example, during the third activity (Writing 3), 71% of comments in
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Group 1, and 76% in Group 2 were not explained, whereas only 20% and 24%
were explained in Group 1 and Group 2, respectively.

Behavioral engagement is measured as a number of comments and time spent
on the task. On average, students in Group 1 gave more comments than students
in Group 2 (see Table 5). Out of 21 students who completed their writing tasks,
the majority (48%, or 10 respondents) spent about 45 minutes on the task. One
student (5%) spent about 15 minutes, while four students spent 30 minutes (19%)
on average. There were six students (29%) who spent up to one hour by writing
and/or revising their paragraphs.

TABLE 5. Average Number of Comments per Student

Writing 1 Writing 2 Writing 3
Group 1 Group 2 Group 1  Group 2 Group 1 Group 2
5.6 3.5 6.9 5 5.3 4.2
Total (n) 73 28 90 40 72 34

Note. n = total number of comments per group.

To learn about students’ attitudes, we administered a survey during the last
week of the course. The majority of students (11, or 52%) said that receiving
feedback was the most useful part of this activity. This was followed by the act of
giving feedback (9, 43%), while one (4%) student found no utility in this type of
activity.

Students’ attitudes were mostly positive, as seen in Table 6.

TABLE 6. Students’ Attitudes about Combined AWE and Peer Feedback Activity

Strongly .. Strongly .
Likert-Type Question Items Disagree Dlsilgree Netltral Agoree Agree Median
(%) (%) (%) (%) %) (IQR)

Q1 By evaluating my peers writing on
ETS Criterion®, I learned a lot 0% 6% 6% 71% 16% 4 (0)
about writing in English.

Q2 Reading and evaluating peers’
paragraphs helped me to improve 0% 6% 3% 71% 19% 4 (1)
my own composition/writing.

Q3 I became more confident in writing
because of combined peer and ETS 0% 10% 26% 55% 10% 4 (1)
Criterion® feedback activity.

Q4 1 think that ETS Criterion®
feedback in combination with peer

0, 0, 0, 0, 0,
feedback should be introduced in 0% 6% 52% 32% 10% 3@
all writing classes.
I fer this kind of activity t
@ teacher’s feedback. e 10% 26% 61% 0% 3% 3@
Q6 I would participate in this kind of 3% 10% 20% 48% 0% e

writing/evaluating activity again.

Q7 I can use peer feedback and ETS
Criterion® feedback to analyze my 0% 6% 19% 68% 6% 4 (1)
writing problems.
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An overwhelming majority of respondents answered “agree” and “strongly agree”
to Q1, Q2, Q3, and Q7. We used these as indicators of positive attitudes towards
this type of activity.

DISCUSSION

Interpretation of the findings of the current study, from the point of view of
the engagement concept and research on technology-assisted feedback, suggests
that this combined feedback activity can enable EFL learners to improve their
writing, even if only moderately. To answer the first research question about the
short-term effects of the combined activity on student revision, we looked at the
changes in AWE scores before and after the activity. Findings suggest some
improvements in scores (see Table 2) and decline in several types of surface-level
errors (e.g., grammar or style; see Table 3). The latter is in line with other studies
(e.g., Chang, 2016; Long, 2013; Yoshikawa, 2016), which also saw some
improvements in these surface-level aspects of writing. What differs is that the
current study shows that students improved in some rhetorical aspects of writing,
too, as indicated by the changes in numbers of “organization and development”
comments flagged by ETS Criterion® (see Table 3).

As for engagement, it is difficult to quantify it due to the way we conducted
the study and presented the data. However, the data indicate that the type of
engagement exhibited by learners in this study did lead to some improvement in
revision; thus, it shows that student engagement with the task is an important
aspect in learning writing when using revision activities. As for the time spent on
the task (behavioral engagement), most students spent about 45 minutes on
writing or revising. Groups differed in the number of comments (behavioral
engagement; see Table 5). As for affective engagement, students’ attitudes were
mixed. Although they did perceive the activity positively and thought that it
increased their confidence in writing, as well as helping them to analyze their
writing problems, they still preferred teacher feedback and were undecided as to
whether this type of feedback should be introduced in all writing classes. When it
comes to their preference for teacher input on their writing, this is similar to
previous studies (e.g., Baierschmidt, 2012; Heffernan & Otoshi, 2015; Otoshi,
2012).

Finally, if we look at the type of comments, students mostly commented on
grammar, word usage, and mechanics of writing. However, as seen in Table 2,
they did somewhat engage in commenting on organizational and rhetorical aspects
while the number of those comments varied greatly. These learners, in most cases,
did not provide explanations on why they suggested a change or how it should be
made (see Table 5). If students provided some type of metalinguistic or some
other explanation, it would mean that they had to apply more cognitive strategies
to solve the task at hand. It can be speculated that more cognitive engagement,
including different strategies, could result in more revision uptake, and better
scores, that is, better writing.

96 Use of AWE and Peer Feedback for Improving Academic Writing



KOTESOL PROCEEDINGS 2019
CONCLUSIONS

To conclude, somewhat different to some studies (such as Allen & Katayama,
2016; Kohro, 1995) which found that, in most cases, only highly skilled,
motivated, and proficient students benefit from AWE feedback, the current study
shows that AWE combined with peer feedback can unlock feedback’s potential for
revision among low-proficiency students. In addition, engagement, even if
moderate, is an important factor to consider. Thus, several recommendations can
be made. To enable the technology-assisted peer feedback to have a positive effect
on writing, instructors have to ensure sufficient training and explanation of
metalinguistic language provided by AWE. Learners should be specifically
instructed on how to give feedback on global aspects of writing. Learners at lower
levels of proficiency should be encouraged to use their native language to provide
comments as to ease the cognitive burden of the activity.

There are several limitations to this study. First, the number of participants is
small, and they were mostly low level in terms of proficiency. Therefore, the
findings are not generalizable to other proficiency groups and potentially are valid
for one cultural group only (i.e., Japanese learners). Second, further study should
look at the differences between the students within groups and analyze actual
revisions they make (e.g., by using Ferris’s, 2006, taxonomy).
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A Literature Review on Queer Frameworks for Education
and Literacy

Maria Lisak

Chosun University, Gwangju, Korea

Three articles are outlined regarding queer literacy and connected to teaching
English in South Korean classrooms. Critical memoirs of a gay educator show
reflective conversations tracing the discursiveness of learning, which helped
him to navigate his personal and professional paths within the education
system. Discussion from a previous workshop in South Korea on LGBTQ+
topics is shared as a collective critical memoir. An article on the theory and
application of queer literacy frameworks will be outlined and shown how
they can inform curriculum choices. Additionally, an article on the affective
alignment of emotional labor and its impact on inclusion are connected to
the experiences of English teachers in Korean classrooms.

INTRODUCTION

South Korea’s education system focuses on test scores and status accumulation
(Ripley, 2013). Top-down policies from the Ministry of Education as well as the
social pressure of parents and families fails to respect the diversity that learners
bring to the classroom. Often professional conversations for teachers are funneled
into straightjacketed personal conversations around heteronormativity (Dinkins &
Englert, 2015) In talking about LGBTQ+ issues in conservative South Korea,
discussion often stigmatizes or marginalizes those opening spaces for diversity
(Bong, 2008), shutting down opportunities for inclusivity practices in teaching
and for learning. This paper reviews three papers from the U.S. and one
workshop in South Korea on queer literacy and connects them to teaching English
in South Korean classrooms, hoping to initiate professional and respectful
conversations.

Burns and Johnson’s (2019), “Reconciling the Personal and the Professional:
Coming Out from the Classroom Closet” in Educators Queering Academia:
Critical Memoirs, shows reflective teaching practice as a critical memoir. In the
fast-paced arena of Korean education, in both private and public sectors, the
changes to the English language teaching industry create both a pedagogically
challenging environment to work in as well as a culturally complicated space
whether within schools or for teachers’ private lives. Critical memoir is a rigorous
method to help articulate the emergent complexity and add to the collective
narrative on teacher well-being, especially for teachers coping with mainstream
resistance to LBGTQ+ rights.

KOTESOL has been intentionally creating space for teachers to talk about
LGBTQ+ issues in education since the spring of 2018. The Gwangju-Jeonnam
Chapter welcomed a thread of social justice workshops on LGBTQ+, and
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KOTESOL members have continued to make space for ongoing dialog regarding
LGBTQ+ topics, impacting all stakeholders in a learning community. In November
of 2018, in a workshop titled “Students Discuss Queer Topics: How Educators Can
Foster Communication,” discussion was categorized by the author and attendees
as a potential critical autobiography, a subgenre of memoir (Di Summa-Knoop,
2017), of participants’ teaching experiences.

This literature review also looks to how queer literacy frameworks can help
the administration safeguard schools for diversity in gender and sexuality as well
as support the methodological practices of teachers for inclusivity. Miller’s (2015)
“A Queer Literacy Framework Promoting (A)Gender and (A)Sexuality
Self-Determination and Justice” in English Journal outlined this framework for
participants to see how they can influence curriculum choices by the values they
bring to their workplace to address teacher development practices in South Korea.

Lastly, an article by Neary et al. (2016) in Gender and Education, “A Queer
Politics of Emotion: Reimagining Sexualities and Schooling,” opens a discourse on
the care aspects of teaching inclusively. The authors define and study the affective
alignment of emotional labor and its impact on inclusion. Affect, or awareness of
emotion as a set of observable manifestations that may be physical, social, or
personal of a subjectively experienced emotion, is an important practice to voice
and study the complicated experiences of English teachers in Korean classrooms.
This resource shares a method to study the embodied meaning of the complexity
in shared spaces especially for teachers juggling the sociocultural diversity of
gender and sexuality of those in their classrooms as well as those in control of
classrooms.

THE REVIEW

Reconciling the Personal and the Professional (Burns & Johnson, 2019)

While about educators and systems in the United States, Burns and Johnson’s
(2019) article “Reconciling the Personal and the Professional: Coming Out from
the Classroom Closet” is especially helpful for teachers of social justice education.
The critical memoir, a historical analysis of one’s biography sourcing personal
knowledge and experiences, is an excellent tool for reflective teaching practices
around inclusivity issues. In this book chapter, a gay educator and a teacher
trainer as an ally examine two critical incidents and how social justice pedagogy
is in dynamic play around LGBTQ+ issues.

These authors are theorizing the narratives of the educator while they are
examining the educator’s explicit use of critical pedagogy around LGBTQ+ issues.
The first experience was deemed unacceptable by the school’s administration, yet
the second experience narrates a supportive environment for critical pedagogy in
which the educator felt less motivated to use social justice teaching practices for
LGBTQ+ issues. These two stories are concluded with hesitancy and caution about
the educators next steps.

This critical memoir is an important article that shows the discursiveness of
one’s teaching practice. As a new teacher, the author sought to bring in his social
justice perspective. However, life and teaching experiences since that initial
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reckoning made the educator to see the complicatedness of his role as he
navigated his personal and professional paths. This article is important because it
talks back to the “happy-ending” stories of prescribed pedagogy, where the
humanity of the teacher’s learning is to be discrete and generalizable to others.
Instead, this article gives example to the rich life and learning that teachers go
through as they seek to be themselves and promote social justice inclusivity in
different environments of systemic support.

Students Discuss Queer Topics (Lisak, 2018)

In a 2018 workshop entitled “Students Discuss Queer Topics: How Educators
Can Foster Communication,” this author facilitated participant conversation on her
students’ group discussions, both planned and emergent, on LGBTQ+ issues. In
the workshop, attending educators were invited to look at students’ responses to
group discussions in class about LGBTQ+ issues and share their thinking. This
activity elicited stories of disquiet of the visiting (foreign) teacher in disharmony
with the administration. A participant mentioned that they have had a student
“come out” to them privately. Many educators agreed that, most often, students
were teased or bullied by other students using derogatory, stereotypical language.
This space to discuss such issues was highly appreciated by attendees, as they did
not feel supported to talk about such issues with co-teachers at their schools. In
closing the discussion, attendees wondered aloud about how these KOTESOL
workshops could lead to critical autobiographies of our work in our classrooms as
an important constructivist approach to documenting the reality of our classrooms
and using our experiences to theorize how to foster communication translingually
on issues of humanity such as sex and gender.

A Queer Literacy Framework (Miller, 2019)

In Miller (2019), “A Queer Literacy Framework Promoting (A)Gender and
(A)Sexuality Self-Determination and Justice,” Table 1 of non-negotiables for a
queer literacy framework is a helpful graphic organizer for teachers of English in
South Korea. It reminds that we are historically ensconced. We have inherited
sexuality norms that pathologize and delegitimize difference. Miller reminds that
this is something that we should not compromise on; we need to move away from
this type of policing as binary views of gender and sexuality are potentially
damaging. Miller emphasizes that gender and sexuality should be articulated as
separate concepts. Children are humans and thus have agency, the table states
assertively. Despite children having rights to their own (a)gender and (a)sexuality
meaning-making, gender and sexuality norms take away children’s agency as they
are labeled instead of emergently negotiated. The table concludes by emphasizing
that everyone is entitled to the same basic human rights and that we should all
be able to live a livable life.

The article continues by documenting curriculum choices and to listen to
those that are queering literacy. Presuming students are straight is a principle that
should be challenged. Other frames teachers need to bring to lesson plans are that
gender is intersectional and concepts like masculinity and femininity are
performed in a context. Identity as well as gender and sexuality are fluid and
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flexible. Creating spaces for learners to self-define and critique gender norms in
the content of the curriculum should be a regular critical literacy practice.

A Queer Politics of Emotion (Neary et al., 2016)

Affect Theory is helpful to share and understand the embodied intersection of
teachers and learners in the Korean English language classroom. In “A Queer
Politics of Emotion: Reimaging Sexualities and Schooling,” Neary et al. (2016)
align affect to emotional labor, looking at its impact on inclusion to widen
questions about sexuality and schooling. Performance of expected relationships,
like those of the overarching legacy of the Confucian education system, have
distinct patternings of interaction expectations that often are “surface acting” and
not authentic emotions experienced by teachers. This is in contrast to the
emotional labor of “deep acting,” in which reflection and the feelings evoked are
more important than the outcomes of the work.

The article discusses the emotional economies that are invested in by schools
and families. Queer phenomenology of affect helps to understand how emotions
are created and followed, sometimes conformed to by school participants, other
times transgressed as the emotional impact of inclusion is manifested.

What is key in this conceptualization and method is that the often invisible
work, the emotional labor of teaching, is interrupted. Questioning the supposed
ease of negotiating the work of daily teaching responsibilities, especially when
heteronormativity is unquestioned, is an important disruption. Interrupting these
stories of heteronormativity is a type of resistance with an emotional affect that
manifests itself physiologically, socially, and internally. Prescribed lessons and
curricula, even if inclusive in intention, still work within larger systems where
adherence to exclusionary norms may be uncritically embedded in a simple
solution, showing that inclusivity is considered but not reflexively practiced.

CONCLUSIONS

Working in a country and culture different than the one you are born in
creates discomfort, and efforts are made to acclimate and accommodate to fit in.
When teaching English in South Korea, a “foreigner’s” body and feelings
consistently face an implicit, heteronormative push to follow the collective good of
the South Korea story. Talk of equity in gender and sexuality in education is not
that of happiness as an outcome but of a performed status quo. Cultural
dissonance brings into harsh relief the labor required to negotiate meaning.
Korean classrooms implicitly gravitate towards traditional gender roles of
communication. Perforations or resistance to heteronormative assumptions are
often ignored or misread as an uncooperative visiting teacher.

These three articles and workshop documentation on queer literacy have been
connected to teaching English in South Korean classrooms. Burns and Johnson’s
(2019) critical memoir of a gay educator was given as an example of reflective
teaching practice where teachers document their ever-changing experiences of
developing professionally while also being fully human. The Daejeon-Chungcheong
Symposium’s workshop on analyzing participant discussion on LGBTQ+ and
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gender offered a face-to-face collaboration, documenting work experiences as
potential critical autobiography of local teaching experiences. Miller’s (2015) Queer
Literacy Framework combines the theoretical with application of queer literacy
frameworks and how they can inform curriculum choices as well as teacher
development programs in South Korea. Connecting to how teaching is a caring
profession, Neary et al. (2016) articulate how affective alignment of emotional
labor and its impact on inclusion are a regular experience for English teachers in
Korean classrooms. Working to humanize the well-being of teachers and learners
by queering language teaching practices requires a paradigm shift from
dichotomous gender and sexuality discourse to the dynamic negotiation that
language teachers are already very versed in from teaching that words do not
have mathematical equivalents but are situationally negotiated.
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Multicultural Households: Student Identity Negotiation and
Implications for the Classroom

Kara Mac Donald and Sun Young Park
Defense Language Institute, Monterey, California, USA

This study examines how students of multilingual and multicultural
households negotiate their identity in various social contexts in Korean
society. Due to the growing racial and ethnic diversity accelerated by a rapid
industrialization and globalization, raising awareness of and addressing the
needs and expectations of students of multilingual and multicultural
households is necessary across various Korean educational settings. This
ethnographic case study includes eight middle and high school students
attending a non-government foreign language school in Korea. A
questionnaire was administered. It was comprised of six sections: soliciting
biographic information, personal linguistic information, language use in and
outside the home, exposure to a heritage in the target country, and personal
self-identity descriptions. The findings suggest that heritage languages play a
key role in participants’ identity negotiation, regardless of language
proficiency, and social and personal use. The findings also indicate
participants place a great value on multilingualism and multiculturalism as
a cultural negotiator in a globalized society. The research concludes that
educators should assist students of multilingual and multicultural households
in gaining a better understanding of the complexities and dynamics of
identity negotiation and its realities. Additionally, the paper provides
suggestions on how to embed effective instructional activities, promoting
interaction with all of the students’ multifaceted identities, which develops
empowered individuals and global citizens (Deardorff, 2019; Nieto, 2010).

INTRODUCTION

In many contexts, multilingualism in the home of English language learners
(ELLSs) is common or on the increase, such phenomenon is also common in Korea
(Song, 2012) and has been studied extensively across numerous domains (Ortega
et al., 2016). With Korea’s rapid economic growth, many Koreans return after
having lived with their children overseas. Additionally, an increased number of
foreign professionals, migrant workers, and foreign brides have moved to reside in
Korea. As a result, the increasing number of Korean and foreign national
households are influenced by not one or two, but sometimes by three languages
and cultures. This has implications across the Korean society, but of interest here
is what this means for educators of students of multicultural households in
foreign/international schools in Korea, as well as educators of Korean
monocultural ELLs in conventional public and private schools.

In this light, the study examined students’ negotiation of identity from
multilingual and multicultural households to understand how such students
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negotiate their Korean and other linguistic cultural identities. The objective is to
raise consciousness among teachers and to inform classroom instructional practice
to support students residing in ever more diverse contexts (Deardorff, 2019).

LITERATURE AROUND THE TOPIC

Multilingualism

Recently, the field of multilingual studies and their communities have come to
include individuals who operate at varying levels of proficiency in more than two
languages. Individuals do not need to have near-native proficiency in all languages
(Valdes, 2019). Language ability is viewed on a functional continuum across all
language skills.

The understanding of multilingualism has evolved over time (Valdes, 2019),
but the notions of multilingualism and multiculturalism are often studied within
the framework of bilingualism (Mercer & Williams, 2014). Although there is an
overlap, multilingualism and multiculturalism pose a more dynamic situation.
Therefore, it is valuable to examine the language practices and enactment of
cultural practices on students’ negotiation of identity from multilingual households
to support them in the classroom. Such an examination is also valuable for
teachers of students of entirely monolingual and monocultural classrooms, as
society outside the educational setting is increasingly more diverse. Therefore,
educators, novice and experienced, can benefit from new resources, a review of
known resources, and/or a renewed dialogue to better meet all students’ needs.

Increasing Linguistic and Cultural Diversity in Korea

After Korea’s rapid industrialization, a decreasing working-age population due
to a trend in declining birthrates (Miller, 2010) and a highly educated population
not readily filling low-skill jobs (Park, 2017), foreign immigrant labor increasingly
filled positions in many sectors of the economy. In addition, the increase in
foreign brides over the decades among predominantly rural men, in part because
of the gender imbalance, has impacted the changing social demographic.
Moreover, Korea’s participation in increasing cooperative partnerships in global
economies has also influenced the changing demographic, as foreign professionals
work and reside for extended periods in Korea (Kim, 2013).

These social factors have resulted in an ongoing increase in racial and ethnic
diversity in Korea. In 1995, Korea had the lowest foreign residents, permanent
and temporary, of all OECD countries, equaling 0.24% of the country’s whole
population (Lim, 2017). In 2010, 0.5% of all births were from parents of mixed
race/heritage (e.g., 20,000 out of 470,000; Strother, 2012). In 2016, the foreign
resident population constituted 3.6%, approximately 1.9 million residents (Lim,
2017). The government projection is that by 2030 the foreign resident population
will be over 6%, exceeding 3 million residents (Lim, 2017).

Korea has made recent and deliberate efforts to address the ever-increasing
sociocultural demographic (Strother, 2012). For example, the country has
broadened the standardized curriculum and many social educational agendas to
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increase understanding and appreciation of diverse cultures and the growing
multicultural Korean society (Song, 2012).

Founding Work on Language and Identity

Mercer and Williams (2014) draw on Bakhtin’s (1981) work, which highlights
that language does not exist without its use within social communities. They also
draw on Bourdieu’s (1991) work on language and power and how individuals may
leverage language use as a form of social capital, while at the same time, society
may position them pejoratively for particular language use. These factors influence
the embodiment of who individuals understand themselves to be and how they
approach the negotiation of who they are (i.e., identity) in their communities.
Ochs (1993) views identity as a means to describe a range of social personae
including social status, interpersonal relationships, and family and community
roles, while Norton (2000) emphasizes the complexity of identity, understanding
it as multifaceted and in a constant flux over time and space. This is significant
as the linguistic, social, and cultural practices individuals engage with are not
static but change based on with whom they interact.

Intercultural Commumicative Competence in the Curriculum

Cultural awareness is important for students to have, but learning about and
having an understanding of different linguistic, cultural, and ethnic communities
is not sufficient. Intercultural communicative competence (ICC) moves beyond
viewing others solely through the lens of one’s own culture, which ultimately
constitutes ethnocentrism. ICC encompasses the ability to view differences through
a broader lens, incorporating views of others, and to participate appropriately with
distinct individuals and within diverse cultural contexts. Doing so demonstrates
interculturality (Byram, 1997) and the possession of a critical awareness of how
to negotiate incompatible belief sets, perspectives, and behaviors effectively. When
this is achieved, communication and interaction occurs in an established shared
space between individuals of different linguistic, social, and cultural backgrounds.

Teachers should not only foster cultural awareness but also present
opportunities for students to reflect on their own identities and cultural practices,
along with those of others, to explore and cultivate ICC in and out of the
classroom. Language and culture rarely are separate but are intrinsically
connected, and therefore, language reflects an individual’s reality and one
connection — a connection to society (Kramch, 2006). These intangible factors
surrounding language learning and language use are essential for
speakers/learners of language to address explicitly to be able to have cultural
intelligence in support of ICC (Livermore, 2011).

THE STUDY: ETHNOGRAPHIC INQUIRY

Methods

A small ethnographic case study explored the negotiation of identity of
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students’ of multicultural households. The participants were eight middle and high
school-aged students from multicultural (i.e., trilingual and tricultural) households,
attending a non-government foreign international school in the city of
Dongducheon, located in the northern part of Gyeonggi Province near Seoul. A
questionnaire, in English (see Appendix A), was administered by their
Korean-English Dbilingual English teacher. Table 1 is a summary of the
questionnaire’s topic areas.

TABLE 1. Summary of Topic Areas of Questionnaire

Section Topic Area Subtopic Areas
Gender, Age, Languages used at home, L1/L2/L3.
Strongest proficiency / Weakest proficiency
Age learning L1/L2/L3, Schooling in Li1/L2/L3, Residence
Personal Linguistic in country of Li/L2/L3, Study in school of Li/L2/L3 as
Information FL, Travel to country of Li/L2/L3, Generation in US,
Rating of fluency in L1/L2/L3
Mother & Father L1, Siblings L1 and use of language(s),
Use of Ls with whom and for what purposes/content
Language Use Outside the Where used, which, and for what purposes/content, and

Section 1 Biographical information

Section 2

Section 3 Language Use in the Home

Section 4

Home with whom
. Exposure to LOTE in TL ~ Where used, which, and for what purposes/content, and
Section 5 .
Country with whom
Language most affiliated with, Culture most affiliated
Section 6 Self-Identity and You with, Role of being multilingual, Awareness of negotiation
of self

The questionnaire was also translated into Korean (Korean translation not
provided in the Appendix). Participants selected their language preference when
completing the questionnaire. The teacher served not only as the administrator
but also as the moderator in case of any doubt regarding the information
requested in a question. Participants described their multi-language proficiencies,
language practices, cultural exposure, and ethnic community integration, and
depicted the dynamics of their personal identity.

The data was recorded for the closed one-item response answers and coded
for the open constructed response answers. Then, the findings were examined for
emerging patterns framed through the described identity research and
immigration-assimilation studies, and current sociocultural characteristics of the
study context.

Findings

An overview of the participants’ personal and linguistic information collected
in Sections 1—3 of the questionnaire is provided in Table 2. The full details of
responses are not provided, due to the nature of the responses. The data collected
from Sections 4-6 of the questionnaire were all open response answers and the
principle patterns of the data are described below framed by two categories: (a)
language, culture, and cognition, and identity and (b) multilingualism and
identity.
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TABLE 2. Overview of Participants Biographical Information

#1Lin #2Lin #3Lin  ILa 11
Home Home Home Mother Father

P Gender Age Ia L2 L3

English Korean Tagalog

1 F 15 (Birth) (3 yrs.) (3 yrs.) Tagalog Korean English Tagalog Tagalog
2 M 12 Ié;ﬁ?:)l (SUI;ISJ) gn%,l rISS}; Korean English Urdu  Korean  Urdu
3 M 13 I(’E?I?SBI éngyl;:}; (?l;ril) English Hindi Punjabi Punjabi Punjabi
4 M 14 Ia;)ll;i;l)l (li ilg}l;ssh) ?1621;%‘21; Korean English Bengali Bengali Bengali
5 F 18 Iégllﬁir)l anirhz}; (glrgﬁ) Korean English Urdu Korean  Urdu
6 F 19 (gfr(:}li) (I; O;izg ?;ngyrh SS}; Korean Urdu English Korean  Urdu
7 F 15 ]E:él;gl}tlfll)l I({Eiilﬁ;l (I; 01;;23 English Russian Korean Spanish Russian
8 F 18 Japanese Korean  English Japanese Korean English Japanese Korean

(Birth) (11 yrs.) (11yrs.)
Note. P = Participant number. #1L = Language most used, #2L. = Language used second-most, etc.

Language and Culture & Identity

The participants’ multilingualism and multiculturalism played a significant role
in their identity negotiation and a lack of proficiency or absence of use of
productive skills in a language did not result in a reduced connection to the
language as part of their identity. The amount of participation in the local
heritage language community and/or foreign target language community was not
indicative of the participants’ connection to that community and its impact on
identity. However, home language use was important to connecting participants to
the language(s) and the identities associated with the language or languages. In
some cases, language use of the participant was different with each parent, but in
other cases, language use with each parent was the same language. The use of
English was most common among participants at school and among friends, but
Korean was widely used. This finding could be a result of participants
participating in the study in the context of their English classroom.

The influence of ethnic backgrounds and the corresponding culture had a high
influence on participants’ identity. Participation in the heritage language
community through religious, social, and educational activities was critical to
identity embodiment of the heritages cultures. They expressed that their identities
operated on a continuum and that language affirmed association with the ethnic
community and the enactment of that heritage language and/or community on
their identity. Again, their connection to a community was not dependent on the
level of proficiency in the language. They did not indicate that their Korean
identity as a preferred one, even though they participated in the Korean society as
the dominant realm on a daily basis. They understood their identity as meshed
and dynamic, not as three separate identities existing in isolation. Their
maintenance of the heritage languages and identities, along with their Korean
ones, were enacted while crossing through diverse communities.
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Multilingualism and Identity

Participants viewed multilingualism as a natural result of their parents, birth,
residence, or family contexts, and not something they deliberately sought to
possess or maintain. For them, by default, they are multilingual, but were proud
of the diversity they possess (language, culture, and ethnicity). However, some did
express a sense of prejudice regarding certain aspects of their diverse backgrounds
in society as a whole. For example, being positioned as foreign when part of their
dynamic identities encompass being Korean. Yet since the use of each language
and the enactment of the associated identities most commonly operate in distinct
realms, a sense of negative positioning was not common as they were most often
among an in-group when using a particular language.

Participants also saw a value in being multilingual and multicultural, as they
understood these factors as permitting them to meet others on their “turf” and to
serve as a language or cultural negotiator. With Korea’s push for being a
contender in the global market and various policies for social members to be
global citizens (Noh, 2018), such comments appeared in line with the socialization
and education of students. However, it was striking when compared with parallel
studies conducted among students from multicultural household in central
California, USA (Mac Donald & Park, 2019), where participants presented similar
responses to the study conducted in Korea but with no mention of understanding
their multilingualism and multiculturalism as a benefit for others or society. This
could possibly also be a result of the socialization and education of students in
California, or the USA, and the view of other languages within the hegemony of
English (Ortiz, 2011).

Discussion, Implications, and Recommendations

The multifaceted and dynamic nature of the continuum on which the
participants negotiate their identities is evidence of how an individual may often
view themselves through the lens of a blended identity, rather than operating
within several different identities. It shows how they move along a continuum,
and adjust and draw on certain languages and cultural aspects as needed to meet
the other in his/her space or to establish a shared third space for interaction.
Therefore, there is an immense value in not only teachers understanding the
complexities of students’ identities but also to assist all students to better
understand and competently communicate across cultures.

Focus on multicultural and intercultural dimensions present in the classroom
is important, as students, like those in this study, possess multifaceted realities,
and these complex and dynamic realities influence the negotiation of who they are
in and out of the classroom. Developing a space in the classroom where learners
can come to explicitly explore themselves as well as those around them builds
maturity, tolerance, understanding, and empathy. Thus, providing learning
activities that include such dimensions will help learners understand how social
identities (values, beliefs, worldviews, expectations) are partly formed through
personal interaction, perceptions of others, and others’ perception of them.
Awareness of differences and the ability to successfully adapt influence successful
communication and interaction (Byram et al., 2002; Deardorff, 2019).
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Individuals seek to make sense of the world by operating on generalizations
(Welsh, 2011), as a starting place based on our social and educational training.
Yet, generalizations only tell a portion of the story (Ngozi Adichie, 2009). They
are never a complete representation of a reality. Educators can also be enriched
and learn from activities with and the stories of their students to strive that will
enhance their ability to interact with all of the students’ multifaceted identities
(Deardorff, 2019; Nieto, 2010). One’s cultural orientation is complex, deeply
ingrained and multifaceted (Deardorff, 2019). How one interprets or lives is a
culture and enactment of an identity (Nieto, 2010), and educators’ own
understanding and negotiation of their identity will also be developed through
offering such activities in the classroom.

APPLICATIONS FOR INSTRUCTIONAL PRACTICE

Navigating the Intercultural Classroom (Lindholm & Mednick Myles, 2019)
offers both theoretical perspectives on culture, personal identity, language, cultural
identity, culturally embedded behaviors, and intercultural communicative
competence (ICC), as well as focusing on specific educational settings like
international English programs (IEP), English for academic purposes (EAP), and
vocational-focused programs. Complementing these discussions in each chapter
are practice-based suggestions and sample activities that can be used in the
classroom or adapted as needed. An overview of some selected classroom activities
are discussed here to offer examples of how students’ multifaceted identity can be
explored while fostering ICC.

Sample Activities for the Classroom

Who Am I?

Where is one from? Where is home, even if it is a hybrid one or flowing and
dynamic? How does one express the process of transitioning from one culture to
another, or negotiating multiple cultures simultaneously? Storytelling is a valuable
tool in permitting students to express their complex personal stories that are
ever-changing biographies. Storytelling can be difficult, but it can also be
liberating and opens a space for students to address the drama/trauma of
experiences they have not been able to speak about.

What Is a Name?

A name expresses a variety of messages that are intrinsically culturally and
linguistically connected to one’s identity. Consequently, it lends itself as a space
for students to tell a personal narrative of the significance of their name. In doing
so, one shares an inner facet of their identity based on already shared public
information about one self, but it also offers significant information that would
not be shared otherwise.
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Exploring Cultural Stereotypes

Stereotypes are only part of the story. Providing an opportunity for students
to discuss what they perceive of another based on societal messages, with a
member of that group present to describe why one dresses differently, eats
differently, etc. affords even lower-level proficiency students to begin to engage in
a dialogue of culture as artifacts, customs, and/or beliefs (Baider, 2013).
Presenting the iceberg as a culture metaphor can be useful, segmenting as needed
or presenting the whole iceberg, to engage in unpacking stereotypes.

Investigating Cultural Symbols, Values, and Beliefs

Artifacts of cultural beliefs are everywhere. Examining them in the classroom
offers dynamic expression and learning for others. Regardless of the level of
proficiency or age, as we all have social experiences that may be limited or
extensive, the examination of a cultural artifact from a student’s heritage country,
country of asylum or migration status, and/or final country of asylum or residence
is still extremely meaningful.

CONCLUSIONS

The accounts of the participants show the dynamic ways they understand the
value of the languages they know, participate in distinct communities, and
negotiate their identities. Their visual ethnic appearance may have some, little, or
no impact on how they would most identify. Yet, even more important is that the
multilingual and multicultural realities they enact within Korean society are highly
dynamic. Offering activities in the classroom needs to do more than present an
understanding of cultural differences; it should also present opportunities for
students to reflect on their own identities and cultural practices, along with those
of others, to develop ICC.
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APPENDIX
Ethnographic Questionnaire
*Space for open-response answers has been deleted for article publication purposes.
Multilingual & Multicultural Household, Child Identity Study

Student/Child Questionnaire Date

Biographical Information

Part 1
PARTICIPANT # Sex: M F (Circle one)
AGE: Number of years living in the United States

What are the three languages used in the home? , ,

What do you consider to be your 1st language (L1)?

What do you consider to be your next strongest/largely used language (L2)?

What do consider to be your least strong/least used language (L3)?

What language do you most closely identify with respect you your personal
identity?

. Why?

What is your Father’s/Caretaker #1’s Li:

What is your Mother’s/Caretaker #2’s Li:

What heritage culture/s do you consider part of your household, even if you do
not speak that language?
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Personal Linguistic Information
Part 2
Answer the following questions to the best of your ability.

1. At what age did you begin learning your Li?
(for example: from birth or age 5) ‘:I

Which language is this?

2. At what age did you begin learning your L2 ?
(for example: from birth or age 5) ‘:I

Which language is this?

3. At what age did you begin learning your L3 ?
(for example: from birth or age 5) ‘:I

Which language is this?
4. Did you start school in the United States? Circle one: YES NO
5. Have you studied in your L2-speaking country? Circle one: YES NO

If you answer YES....
What country? From age to age

6. Have you studied in your L3-speaking country? Circle one: YES NO
If you answer YES...
What country? From age to age

7. Have you studied in a bilingual education, immersion, or dual language
program?
Circle one: YES NO
If you answered YES... Which grades?

8. Do/have you study/studied any of your home languages in school?
Circle one: YES NO
If you answer YES, which one and for how many academic years.
Language/s: Years:

If YES, briefly what is/was your main reason for studying this/these
language/s?

9. What generation are you in the United States (1st, 2nd, 3rd)?
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10. Do you travel to your family’s/parent’s/caregiver’s home country? YES NO

If YES, which country/countries:
How often:

For how long?

11. Mark an X for the language(s) you used most in the following periods of

your life:
(LOTE = Additional Language Other Than English)

BOTH LOTE | LOTE 1, LOTE
AGE ENGLISH LOTE 1 LOTE 2 1 & LOTE 2 2 & ENGLISH
0 -5 yrs. old
6 - 12 yrs. old
13 - 18 yrs. old
18+ yrs. old

12. Rate your proficiency in English, your L1 and your L2 (speaking, reading,
writing, listening) according to the following scale (write the number next to

each skill):
= INTERMEDIATE FLUENCY

6 = NATIVE FLUENCY 3

5 = NEAR (ALMOST) NATIVE FLUENCY 2 = BASIC FLUENCY

4 = ADVANCED FLUENCY 1 = BEGINNING FLUENCY
ENGLISH YOUR LOTE 1 YOUR LOTE 2
Speaking Speaking Speaking
Reading Reading Reading
Writing Writing Writing
Listening Listening Listening

13. Read the following statements about and write an X to indicate YES or NO.

a. Knowing English is an important part of who I am. YES NO
b. Knowing my LOTE 1 ( ) is an important part of who I am. YES NO

c. Knowing my LOTE 2 ( ) is an important part of who I am. YES NO

14. Which language most influences your personal identity?

15. Which language most influences your social/public identity?

Language Use In the Home

Part 3

16. Which language/s do use with which household members and for which
purposes (i.e., topics)?

Kara Mac Donald and Sun Young Park
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Father/Caretaker #1:

Mother/Caretaker #2:

Sibling(s): List all siblings (brothers and sisters) and their ages.

Language Use Outside the Home
Part 4

17. What has been your exposure to your LOTE 1 and LOTE 2 outside the
household (e.g., church, temple, community center, family friends, etc.)?

Exposure to LOTE 1 and/or LOTE 2 in Target Language Country
Part 5

18. What has been your exposure to your LOTE 1 and LOTE 2 in the target
language country (e.g., language program, religious program, camp, church,
temple, community center, family friends, etc.)? Was the target language
country a heritage language country? How did these experiences influence
your connection to the language, the culture, the country? How did it
influence your personal identity?

Self-Identity & You
Part 6
19. Please share anything about how you view your language use and its

influence on your identity inside and outside the home and on your personal
identity?
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20

21.

22,

23.

24.

25.

26.

27,

. Describe any difficulties negotiating the identities you have described. Or
negotiating the use of language(s) and in which context, if so?

Has knowing more than one language made school more difficult at any
point in time?

Has identifying with more than one language and culture as part of your
identity made your negotiation-of-self more/less difficult at any point in

time?

Do you perceive that your identity shifts depending on the language you are
speaking and/or the context in which you use that language?

Do you perceive a difference in the way you think in English, your LOTE 1,
and your LOTE 2? If so, in what way?

What language most strongly influences your identity overall?
What language most strongly influences you identity inside the home?

What language most strongly influences you identity outside the home?
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Towards English for Summer Olympics Purposes: A
Corpus-Based Vocabulary Analysis

Philip S. Riccobono
Kobe University, Kobe, Japan

In July, 2020, Japan will host the Summer Olympic Games, which has
created both a need and a desire for learning English vocabulary related to
the events, sports, and news associated with the games — arising from the
fact that English serves as the games’ lingua franca. Consequently, much of
the communication amongst the international community participating,
following, and covering the events will occur in English. Thus far, no study
has examined the statistically significant corpus-based vocabulary of keyness,
essential for navigating through written Summer Olympics discourse.
Employing a mixed methodology consisting of rigorous testing to identify
technical Summer Olympics vocabulary, findings indicate loanwords, together
with English lexicon, as unique terms that are part of the Summer Olympic
discourse community. Hence, this study offers lexical insight for learners and
practitioners of Summer Olympics English.

INTRODUCTION

In July 2020, Japan will host the Summer Olympic Games (SOG), which has
created both a need and a desire for learning English vocabulary related to the
events, sports, and news associated with the games. This requisite arises because
English serves as the games’ lingua franca, similar to other international events
(Jenkins, 2006; Meierkord, 2002; Riccobono, 2018). Therefore, much discourse of
the international community that will participate, follow, and cover the SOG
events (i.e., athletes, journalists, spectators) will be in English. Hitherto, no
corpus-based lexical research has examined single-unit words of statistical
keyness, essential for navigating through written Summer Olympics discourse.
Hence, this study aims to fill this gap for both learners and practitioners of
Summer Olympics English (SOE).

This paper illustrates how a need for learning SOG vocabulary is first
established by conducting ethnographic interviews with university professors in
Japan to explore interest in SOE, content beneficial to learners, and SOE
problematic areas. Subsequently, a Summer Olympics English Corpus (SOEC) is
constructed and used to identify technical Summer Olympics vocabulary in
conjunction with a semantic rater scale.

No known research has examined the field-specific corpus-based vocabulary
used in SOE readings, and a more effective, comprehensive SOE pedagogy is
needed for sports English and General English (GE) because SOG is a topic
discussed globally amongst a wide variety of individuals, including non-native
English speakers (NNESs) and English language learners (ELLs).
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Accordingly, this corpus-based lexical study develops a new branch of English
for Specific Purposes (ESP): English for Summer Olympics Purposes (ESOP). The
results may benefit learners and practitioners of SOE (e.g., English for sport
pedagogy, Content and Language Integrated Learning, teams, international NNES
journalists). Increasing sports vocabulary could further communication and lead to
effective action in relation to particular sport involvement (Stolz & Pill, 2016).
Thus, after the ethnographic phase of this research, the author compiles the SOEC
construct (see Table1), which leads to the extraction of statistical keywords (KWs)
and, ultimately, to a technical SOE wordlist (see Appendix A).

TABLE 1. Composition of the Summer Olympics English Corpus (SOEC)

Registers Athletic Events Word Tokens Files Word Types

Wikipedia articles, online newspaper
articles, magazine articles (for each 40 563,811 220 26,270
Tokyo 2020 SOG event).

THEORETICAL BACKGROUND

Concerning the lead-up to the Tokyo 2020 SOG and an absence of a
triangulated SOE word list, this research provides a long-needed starting point for
establishing a pedagogical model and praxis that promote learner mastery of
practical SOE-related vocabulary. A wordlist can appropriately address
fundamental needs and act as a beginning stage from which learners could better
communicate in field-specific discourse (e.g., Coxhead, 2013; Lewis, 1993, 1997,
2000; Nation, 1993; Riccobono, 2019; Tangpijaikul, 2014), such as SOE. However,
learning to communicate in a specific field of English relies on vocabulary size to
a great extent (Chung & Nation, 2003; Hutchinson & Waters, 1987) and
necessitates a more rigorous and strategic approach to drive linguistic
comprehension and functional proficiency. Deficiencies in learning English
vocabulary are not only related to learners lacking knowledge of words and
phrases interconnected with their specific field of study or occupation, (Martinez
et al.,, 2009; Wang et al.,, 2008; Ward, 2009) but also to their lack of semantic
and syntactical comprehension, leading to insufficiencies in L2 discursive
reasoning, analysis, and application. This study aims to resolve this quandary
through a mixed methodological approach inclusive of raters that judge which
corpus-driven SOE terms relate more to SOE.

Consequently, given the role of English as an international SOG language,
NNESs working or following the games in an English-only or English-
as-a-lingua-franca environment currently do not have access to reliable empirical
research data for learning technical or field-specific SOG-related vocabulary of
statistical keyness. Instead, SOE learners presently rely on SOE glossaries,
consisting of intuited vocabulary and geared principally toward a homogenous
group of readers whose unique language groups are ill-defined or entirely
unaddressed (Riccobono, 2018). This study falls in line with other research
building specialized corpora to identify technical vocabulary (TV) for sports
English (Riccobono, 2018).
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Am

To fill this gap in corpus-based ESP vocabulary studies, this research aims to
develop a list of field-specific single-word units (SWUs) to enhance the lexical
SOE proficiency of those interested in learning this specific discourse. The
approach this study employs incidentally produces some words from West’s (1953)
General Service List (GSL) and Coxhead’s (1998, 2000) Academic Word List
(AWL), both of which are widely used in ELL vocabulary pedagogy, especially at
tertiary levels (Nation, 2012). Additionally, since TV includes GSL and AWL
words, a researcher ought not to remove them from technical word lists (Chung &
Nation, 2003; Coxhead & Hirsh, 2007; Sutarsyah et al.,, 1994; Xue & Nation,
1984) despite other corpus-based technical word list studies eliminating them
(Tangpijaikul, 2014). Therefore, considering the core significance of these words,
this study introduces a technical lexicon vocabulary list, presented as a resource to
benefit SOE learners and practitioners, regardless of prior knowledge of frequently
used GSL and AWL words.

Furthermore, this research provides field-specific SWUs for those who are
already involved or are considering participating in an English-speaking
SOG-discourse environment and for SOE learners and teachers, enhancing their
professional SOE proficiency. Thus, this paper reveals approaches to constructing
the Technical Summer Olympics English Wordlist (TSOEWL). The following
research questions (RQs) guide this paper:

RQ1. What SOE-related registers and topics indicate ELL limitations and
needs in gaining SOE vocabulary competencies?
RQ2. What SWUs belong on a TSOEWL?

METHODOLOGY

To conduct a needs analysis (NA) for a technical written SOE lexicon utilized
by learners and practitioners and to understand the necessary SOE make-up, this
research follows Hong and Jhang (2010), Long (2005), and Riccobono (2018) by
conducting ethnographic interviews (N = 5: n = 2 university English language
practitioners, n = 4 native Japanese speakers, n = 1 native American English
speaker), which illustrated the need for an SOE corpus and essential lexicon.
University professors interested in the 2020 SOG were chosen as interview
participants from a university in Aichi Prefecture, Japan, drawing on Hong and
Jhang’s (2005) question format used for a maritime English construct and
Riccobono’s (2018) research on technical spoken baseball English lexicon.

The participants revealed problematic SOE areas and parts of SOG-related
interest. Subsequently, an SOEC analysis was executed in comparison to a
reference corpus, the Corpus of Contemporary American English’s written texts,
producing a keyword (KW) list. Then, utilizing a mixed methodological approach,
this research employed N = 5 raters to intuit corpus-based technical types for the
SOE wordlist using a 4-point semantic rater scale from the aforementioned KWs
(Chung & Nation, 2003; Riccobono, 2018; Tangpijaikul, 2014). As informed by
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Chung and Nation (2003) and Tangpijaikul (2014), each rater was trained to
employ the semantic rater scale. The raters did not include any of the
aforementioned ethnographic interview participants. The N = 5 raters consisted of
n = 4 university students majoring in English and n = 1 university English
practitioner from an Aichi Prefecture university in Japan. Each rater received
training recommended by Chung and Nation (2003) for using a 4-point semantic
rater scale, which was first used by them to identify technical words for applied
linguistics and anatomy. The scale was modified by Tangpijaikul (2014) in a study
of technical business words and in Riccobono’s (2018) investigation of technical
baseball vocabulary.

Ethnographic Interviews

To justify the need for the SOEC and to identify the necessary genres and
registers for compiling it, a triangulated approach involving ethnographic uniform
interview questions was used, with N = 5 aforementioned university practitioners
interested in SOE (Hong & Jhang, 2010; Riccobono, 2018). Furthermore,
qualitative-focused coding (Saldana, 2009) was used with the assistance of word
clouds (Deakin et al, 2012; Harvey & Baumann, 2012) and a concordance
analyzer, AntConc (Anthony, 2016a), to identify recurring interview themes
(Charmaz, 2006; Saldana, 2009). As the above-described techniques demonstrate,
the SOEC compilation was informed by the advice of ethnographic participants
(EP) together with empirical methodologies, including statistical, quantitative, and
qualitative analyses. EP intuition accounted for the initial SOEC data compilation
phases. Accordingly, issues surrounding copyright infringement related to
compiling corpora were also recognized and suggestions were adhered to (Park &
Kim, 2011; Riccobono, 2018).

Corpus Compilation

SOEC exemplifies an ethnographically predisposed, indexed corpus of balance
and representativeness (Biber & Conrad, 2009; Hong & Jhang, 2010; Riccobono,
2018). It involves written English discourse from all 40 events scheduled for the
2020 SOG. Data for each event include a general Wikipedia article explaining the
sport and its history, famous records and athletes, as well as online newspaper
and magazine articles.

Identifying Technical SOE Words

To illustrate the mixed-methodology approach for identifying technical
vocabulary (TV) with statistical keyness values, an NA was first conducted via
aforementioned ethnographic interviews, a field-specific corpus (SOEC) was
created, and KWs were then extracted through a corpus comparison that
employed a log-likelihood (4-term) exam, utilizing Anthony’s (2016a) AntConc
3.5.0. A fundamental characteristic of compiling and analyzing corpora is using
machine- or computer-readable formats (Baker, 2006; Bednarek, 2015; Hong &
Jhang, 2010). This study employed AntConc 3.5.0 (2016a) to extract SWUs and
analyze SOEC concordance. Next, reference corpus comparisons were conducted
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through log-likelihood exams to identify the vocabulary of keyness or the key
vocabulary (Culpeper, 2009; Grabowski, 2015; Riccobono, 2018; Tangpijaikul,
2014). Furthermore, the critical KW threshold selected for this study was a
Bonferroni p < 0.05, used to qualify KW for SOEC, representing a robust measure
for identifying KWs of statistical significance (Weisstein, 2005).

To employ AntConc, a discussion on the weight of keyness value needs
attention. Merits of various quantitative measurement types for extracting lexis
from a given corpus exist specifically in terms of quantitative measurement based
on frequency and/or keyness. The question arises whether frequency counts are
truly effective in identifying and evaluating significant words in corpus linguistics
or whether assessments of the keyness value of words and phrases are more
reliable. The KW search feature, available in concordancer applications discussed
in more depth below (e.g., AntConc), compares the frequency wordlist of a
reference corpus with that of the specialized corpus: the SOEC or the Baseball
English Corpus (Riccobono, 2018). A word is considered to be a key or of keyness
value only when its frequency rank in the target corpus under study, in this case
the SOEC, is high in comparison to its rank in the reference corpus (i.e., the
Corpus of Contemporary American English: COCA).

Studies have shown that the reference corpus comparison approach acts as a
suitable beginning point for numerous corpus-based vocabulary analyses (Evison,
2010; Riccobono, 2018; Tangpijaikul, 2014). COCA is also representative of North
American English, which comprises much of the SOEC; therefore, the comparison
is on an equal dialectal footing. Moreover, since the SOEC represents written
texts, similar COCA written newspaper and magazine texts were chosen for
comparison (Biber & Conrad, 2009; Hong & Jhang, 2010; Riccobono, 2018). It
should also be noted that this study executed a log-likelihood (4-term) keyness
measure in AntConc for KW ranking because it represents a robust test for
identifying unique KWs in a given corpus (Anthony, 2016a).

Lemmatization

Words of the same base but with different inflectional affixes (e.g., run, runs,
runner, runners) were subjected to lemmatization as one lexical item and
considered to be members of the same word family at Level 2 in Bauer and
Nation’s (1993) classification of word families: “Regularly inflected words are part
of the same family. The inflectional categories are plural, third person singular
present tense, past tense, past participle, -ing, comparative, superlative,
possessive” (p. 270). Thus, lemmatization served to economize lexis while
uniformly creating consistency across the TSOEWL in this study. KWs were
lemmatized for this purpose only in line with Chung and Nation (2003) and
Tangpijaikul (2014).

Lexical Profiling

Prior to the rater scale approach initiation, a breakdown of GSL, AWL, and
off-list words across the SOEC was generated (see Figure 3) using Anthony’s
(2016b) AntWordProfiler 1.4.1m. Some AWL and GSL words cut across technical
word lists, but in this study, the author, also a sports English stakeholder as
reported in Riccobono (2018), made that determination in line with Nation (2012;
personal communication, January 3, 2017). AntWordProfiler can also aid SOE
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learners and practitioners to determine less-familiar to familiar words, and it
corroborated the notion that technical words cut across GSL and AWL, despite
research by Tangpijaikul (2014), suggesting ELLs already have knowledge of GSL
and AWL words, and therefore unnecessary as TV. However, others suggest these
types may serve as beneficial for developing SOE vocabulary (Nation, personal
communication, January 16, 2017; Riccobono, 2018; Tangpijaikul, 2014). During
this stage, some GSL and AWL types, proper names, and abbreviations or
acronyms were excluded. Nation (personal communication, January 3, 2017)
concurred with Tangpijaikul (2014) that it was worth excluding names and places
from the KW list; however, retaining some abbreviations conforms with Chung
and Nation (2003) because BICS appeared as a word in their study in applied
linguistics TV. Referring to Chung and Nation’s (2003) and Tangpijaikul’s (2014)
recommendations, the present study also retained abbreviations as TV rating
candidates. Additionally, as Tangpijaikul (2014) suggested, abbreviations consisting
of proper names were filtered out.

The 4-Point Semantic Rating Scale

The final step in forming the technical wordlist entailed rating the KWs that
remained on a semantic scale, ranging from words whose meanings were related
to the SOE field to those without a particular semantic relationship with the SOG
events whatsoever. The use of a 4-point rating scale (see Appendix A) to
determine the SOG lexicon semantic ratings requires extensive knowledge of the
subject area (Chung & Nation, 2003, 2004). The raters received training based on
Chung and Nation’s (2003) studies on TV in anatomy and applied linguistics, on
Tangpijaikul’s (2014) business TV research, as well as on Riccobono’s (2018)
baseball TV study. Conclusively, Figure 1 illustrates the process of identifying the
technical SOE lexicon.

FIGURE 1. Steps in Extracting Technical SOEC Words

1. SOEC 2, Referen . Keyword list . -
§ ey li e 3 fo 1 and 4. Word profiling 5. Apphcahon of
fo 1 o pus n 1 zed removal rating scale

KWs belonging to  Lexicon that remains
GSL are rated and is rated on the
removed. semantic rating scale.

KWs belonging to
AWL are rated and
removed.

Proper names and
v v v abbreviations are
rated and filtered.

Note. Adapted from Riccobono (2018) and Tangpijaikul (2014).
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Inter-rater Reliability

At each step of the rater scale, the agreement among inter-raters was
evaluated for bias (Chung & Nation, 2003; Riccobono, 2018; Tangpijaikul, 2014).
As cited in Chung and Nation’s (2003) study on identifying TV, a raw accuracy
score of 0.7 constitutes a desirable inter-rater reliability threshold for rating items
in four groups or levels on the semantic scale. In the present study, to include a
word on the final SOE wordlist, a reliability rating of 0.8 for any combination of
steps 3 and 4 (among the inter-raters) was required, greater than the 0.7
minimum needed to establish rating accuracy (Chung & Nation, 2003). Items
from steps 1 and 2 were not retained (Tangpijaikul, 2014). Henceforth, this study
refers to SWUs that remained on the KW list as items belonging to the TSOEWL.
Additionally, the establishment of TSOEWL suggested validity by the high level of
inter-rater reliability agreement (0.8 to 100.0) achieved in this study. To assess
the inter-rater reliability, intraclass correlations could be used (see Riccobono,
2018).

RESULTS AND DISCUSSION

Qualitative Results and Discussion

When answering the first RQ, interviews with N = 5 EP indicated interest in
increasing lexicon proficiency from varying SOE-related events and topics (e.g.,
track & field, cycling, volunteering, logistics, etc.). Of the interviewees, n = 3
reported SOE useful for reading newspapers; n = 4 saw it is as beneficial in
communicating with foreigners. All N = 5 viewed SOE as useful for future
practicums. Therefore, participants saw potential value for SOEC-driven pedagogy,
with n = 4 noting that an SOE corpus has essential merit because English serves
as the primary world language used in and around Olympic events.

EP also suggested various written mediums for SOEC data collection (e.g.,
BBC, Facebook, online newspapers, and magazines). As mentioned, word clouds
(see Figure 2) assisted in coding interview data and narrowing down what types
of texts to include in SOEC: written and spoken SOE. Moreover, EP suggested
that writing and reading represent areas that they, as NNESs, cogitated as
challenging and suggested including that identifying written SOE lexicon (via
SOEC analysis) may serve SOE learners and practitioners. Despite suggestions for
both spoken and written texts in SOEC, this resulted in encompassing only
written data for SOEC, mainly due to feasibly, despite participants also indicating
a need for improving their oral communication proficiency. Moreover, n = 3
reported speaking and n = 4 indicated listening as areas of SOE difficulty.
Nevertheless, written lexicon identified as technical in TSOEWL has conceivable
prospects for also improving speaking and listening (Milton, 2009). Thus, the
researcher may include spoken SOE texts for future research and make it publicly
available. Therefore, upon completion of ethnographic interviews, the opinions
expressed by EP substantiated a need for the SOEC, with the focus on including
written texts in the corpus from all scheduled 2020 SOG events.
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FIGURE 2. Word Clouds
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Quantitative Results and Discussion

The log-likelihood (4-term) exam produced 1,000 total KW types. However,
only 170 KWs, resulting in 100+ keyness value, were examined (using a semantic
rating scale) for technicalness in this study due to feasibility. Thus, N = 5
examined 170 KWs on the semantic rating scale (see Appendix A). The analysis
resulted in 49 words rated as either 3 or 4 on the semantic rating scale with at
least .80 inter-rater reliability. Accordingly, these 49 words form the TSOEWL
(see Appendix B).

As evident, the majority of TSOEWL does not contain North American English
words. Several points warrant consideration when rationalizing this finding. First,
the reference corpus, COCA, contains North American English texts, whereas the
corpus this study compared it to, SOEC, includes texts on SOE events with
non-English lexicon; this perhaps accounts for the bulk of TSOEWL of non-North
American English types as the aforementioned corpus comparison approach used
in this study, identifies word frequency distinctions between the reference corpus,
COCA, and target corpus, SOEC. Next, most of the list contains non-English types
(e.g., taekwondo, kata, choong, épée). Noticeably, the SOG represents an
international event and, therefore, this finding of loanwords (also used in English
vernacular) complements this, showing that the TSOEWL also includes
international or loanword types. This finding aligns with international sports
inclusive of technical loanwords (e.g., baseball in South Korea and Japan
integrating baseball English terminology, for example, coach, balance, changeup,
bunt; Riccobono, 2018).

Using a 100-keyness threshold effect size, 2% of the words on the TSOEWL
were found in GSL (e.g., metre; see Figure 3). Therefore, TSOEWL represents
mostly words not often found in general (i.e., GSL) or academic (i.e., AWL)
discourse; these types are considered off-list. Examining keyness value types below
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100, on the other hand, resulted in potentially more (41.8%) SOE-type candidates
(see Figure 4) cutting across GSL and AWL (e.g., sport, jump, equipment, goal).
This indicates additional lexical pedagogy opportunities to utilize TSOEWL for
lower proficiency learners by augmenting the next version of the wordlist with
lower keyness values types (e.g., competition, sport, medalist) identified as
technical. Moreover, metre, a British English type, represents the only list word
(GSL) in TSOEWL. This lends reason to considering a future reference corpus
that also includes British English. Incidentally, metre is not used as frequently in
American English in comparison to British English. Perhaps this resulted in the
KW metre. Therefore, augmenting the reference corpus may have eliminated
metre as a word of high keyness value (i.e., above 100).

FIGURE 3. Profile of TSOEWL: 100 Keyness Value Threshold Types
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CONCLUSIONS

Through a robust, triangulated mixed-methodology approach, this study
provides SOE learners and practitioners with a wordlist of unique vocabulary in
comparison to GE with potential for increasing vocabulary size and pedagogy
related to SOG. The SOG represents an international event and, therefore, the
findings in this study indicatively complement this, reporting that technical SOE
types include international or loanword types of low frequency in GE. Perhaps
this increases opportunities for ELLs to gain knowledge of unique, niche lexicon
in a highly topical discourse community, also suggesting an increase in
proficiency. This study has further potential aimed at follow-up inquiry, rating the
SOEC KWs and phrases (of lesser keyness value) for an expanded TSOEWL. The
wordlist from this study affords SOE practitioners to construct lexical SOE
assessments aimed at improving ELL knowledge of such vocabulary. Research
here lends itself toward further lexical SOE investigations by identifying technical
words with lower keyness values (see Figures 3 and 4) and increasing the
TSOEWL (Riccobono, 2018; Tangpijaikul, 2014). Future prospects also include
expanding SOEC, adding spoken texts, which may increase its representativeness
and balance for future additions to TSOEWL. Additionally, in moving toward
growing SOG lexical pedagogy, the SOEC offers future research paths for
identifying technical SOE n-grams (e.g., Riccobono, 2018), thereby further
developing sports English lexical pedagogy in several academic settings: CLIL,
ESP, or general ELL instruction.
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APPENDIX A

Four-Point Semantic Rating Scale

Level 1: Function words that have no particular relationship to Summer Olympics.

Words: (e.g., a, an, the, is, among, really, very, cannot, article)

Level 2: Words marginally related to SOE whose meanings may not be concerned directly with,
but can be interpreted as being related to, Summer Olympics and its activities.

Words: (e.g., world, superior, body)

Level 3: Words closely related to Summer Olympics and its activities that can still be used in
other fields. Such words are also used in general language.

Words: (e.g., metre, jump, sport, event)

Level 4: Words specific to Summer Olympics not likely to be known in general language. These
words have clear restrictions of usage, depending on the subject field.

Words: (e.g., Olympics, marathon, medalist, Olympiad)

APPENDIX B

Technical Summer Olympics English Wordlist (TSOEWL)

taekwondo taegeuk shakehand pentathletes
metre lamé randori reefing
pentathlon synchronised teul armstand
waza kodokan nage kansetsu
kukkiwon medalist airsoft choong
épée penhold Jjudogi ippon
kata songahm bigak subak
coxless eventing judo biathle
coxed taekkyeon katame corkspin
kwans poomsae dojang kodoka
fédération palgwae goalkeeping

fastpitch Jujutsu kukki

judoka hogu penalise
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Using a Radio Drama as Input in English Writing Courses

Keiso Tatsukawa
Hiroshima University, Hiroshima, Japan

This paper aims to report the usefulness of a radio drama in writing classes
at the university level. A lot of previous research has identified the merits of
using audio-visual materials for developing students’ listening abilities.
However, there have been very few papers reporting on the usefulness of
radio dramas used in foreign language classrooms, especially on their use as
input to stimulate writing practice. A radio-style drama of 11 episodes was
used for English writing courses. Every week 167 students listened to an
episode and worked on open-type comprehension questions as an assignment
test. Also, they wrote a 500-word summary of the whole story at the end of
the course. A questionnaire was conducted to evaluate the course. Many
students found it useful to use the radio drama to practice writing as well
as listening, regardless of their English proficiency levels. Radi