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Preface

In recent years, a growing number of challenges have emerged that threaten world peace. Since
its inception in 2000, Ritsumeikan Asia Pacific University (APU) has embraced as its basic
ideals “freedom, peace and humanity,” “international mutual understanding,” and “shaping the
future of the Asia Pacific region.” The Center for Language Education, which supervises APU’s
language education, aims to not merely offer education that develops language knowledge but
also cultivate language users who will play a central role in shaping the future of the Asia Pacific
region. Interpersonal communication is essential to support the free movement of people across
borders. We believe that engaging in education related to language, which is the principle tool for
communication, contributes to the pursuit of mutual international understanding and the creation of
genuine world peace. Because we live in an age of growing international activity, our ambition is to
continue exploring the contributions that can be made by language education.

The opening pages of this third issue of APU Journal of Language Research carry a research
article contributed by APU’s third President. Under the leadership of President Shun Korenaga,
APU has leveraged the unique qualities of its multicultural environment that is unrivaled in Japan,
and achieved substantial growth as a university that has promoted internationalization in Japan.
As a scholar of Chinese literature, particularly Chinese poetry, President Korenaga is well-versed
in language education, and he has attentively watched over the Center for Language Education.
Because of his support, which has been grounded in a deep understanding of our mission, we have
been able to dedicate ourselves fully to our work duties in a friendly and comfortable atmosphere.
While fulfilling the important responsibilities of his office, President Korenaga has retained his
inquisitiveness as a Chinese poetry scholar. He has continued to embody the spirit of research
and consistently demonstrated to us the significance of practical application and of letting one’s
knowledge shine through in research.

We feel honored that President Korenaga, who will retire at the end of 2017, has contributed
the opening research article of this third issue of APU Journal of Language Research. The fact that
he did is further testament to his ongoing commitment to being a pure researcher even as he was
shouldering other important responsibilities.

The APU website has posted the following message from President Korenaga.

“We at APU aim to be a university that can contribute, now and forever, to the realization
of a future where the Asia Pacific region can develop as a peaceful and harmonious society.
For this to happen, we can’t afford to be complacent about our current position, but instead
we must continue to further improve our ongoing contribution to education, research

and society.”



Equipped with the resolve expressed in these words by President Korenaga, we wish to
continue exploring the contributions that can be made by language education in the context of
realizing a future in which the Asia Pacific region can develop as a peaceful and harmonious
society, and accordingly do our utmost to move toward the realization of an ideal society. The cover
of this journal carries the name of the APU Journal of Language Research drawn with a brush in
Japanese calligraphy style by Professor Korenaga. Let this be a reminder for all of us to work hard
and ensure this journal remains aligned with his vision.

In recognition of the many achievements of President Korenaga to date and filled with
appreciation for his contributions, I hereby present the third issue of the APU Journal of Language

Research.

HONDA Akiko

Director of Center for Language Education
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Translation Language and Poetics on Chinese Modern
Poetry

Korenaga Shun!

Abstract

This paper aims to clarify the translatability of poetry through the translation language of modern
Chinese poetry. In translation of poetry, metaphor should be rendered creatively, while the original
meter cannot be transferred precisely into the target language. This makes the translatability of
poetry a critical issue. In the 20™ century, both Japan and China have been influenced by European
modern poetry, especially by French symbolism and surrealism. In contemporary China, modern
poetry was revived at the end of the 1970's after the Great Cultural Revolution. Contemporary
Chinese poetry was first introduced into Japan in the late 1980's and has continued to spread over
the several decades since this revolution. Walter Benjamin asserted that the radical mission of
translation is dedicated to the realm of pure language on the philosophical side of poetry translation,
while Roman Jakobson attempted to explicate poetry from linguistic points of view and defined the
poetic function in linguistic terms. This paper describes the findings through the empirical analyses
of the translation language of Chinese modern poetry, focusing on both philosophical and linguistic

facets.

Key Terms: translatability, colloquial style, modernity, symbolism, surrealism, metaphor,

equivalency

1. Chinese modern poetry and modernity

Giving a brief overview of Chinese modern poetry in the 20" century, modern poetry written in a
colloquial style, which emancipated the literary form from the rigid rules of classical poetry, started
after the May Fourth Cultural Revolution in 1919. The revolution of expression came together
with the revolution of consciousness; that is to say, the change of sense of values. The May Fourth
Cultural Revolution was the epoch-making cultural and social revolution which wholly denied the
absolute authority of the classics and feudalistic ideology based on Confucianism. This Cultural
Revolution promoted a shift in the medium of expression from the standard literary style, which
had been supporting feudalistic hierarchy fundamentally, to the modern colloquial style. Hu-Shi, a
representative advocate of the colloquial style of poetry, asserted that the new colloquial style was
not only a drastic liberation from the bondage of the classical style, but was also a natural change
that had been developing along the current of poetic style since Shih-ching (The Book of Song],
edited in the sixth century B.C., in his critical essay 7an Xinshi (On New Poetry] (Hu-shih, 1919).
Free verse style gradually came to dominate in the poetical circle in modern China; however, the

'"President, Ritsumeikan Asia Pacific University (APU), Beppu City, Oita, Japan e-mail: korenaga@apu.ac.jp
This paper is based on the presentation of the 20th anniversary special seminar of RCAPS held at APU on July
19, 2016.
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consciousness of regulation which had been cultivated through thousands of years in Chinese
Literature produced some movements to pursue a modern, regulated style of colloquial verse and
sonnet form from Europe.

Modern poetry, which had pursued modernity, with an inner meter developed during
the1920's to the 1930's led by Bian Zhilin, passed through the Nine Leaves group’ in the 1940's,
and resurfaced at the end of the 1970's with Today magazine’ led by Bei Dao. While the discourse
of mainland China was ruled fundamentally by the mass propaganda of The Communist Party of
China, for a period of about 30 years from 1949 until the end of the Great Cultural Revolution,
modern poetry blossomed in Taiwan and produced many outstanding poets including Ya Xian and
Zheng Chouyu as the representative poets.*

The features of modern poetry are composed of two factors: linguistic features and ego-
consciousness. As to the linguistic factor, we recognize that modern poetry is based on the linguistic
features of modern colloquial style which broke away from the poetic code of the standard literary
style. The linguistic character of poetry changed drastically from the literary style to the colloquial
style. At the same time, people raised the ego-consciousness of their own existence in their modern
lives. They were aware of their world of consciousness in which they demolished old fashions and
produced a new style of thinking and sensibility about the various facets of modern life, such as
radical existence, divinity and reinterpretation of traditional aesthetics. Tanji Ai pointed out that
the significant features of modernism appear as the dialectical relationship between demolition
and regeneration repeated mutually during this transition with the consciousness of the historical
gap (Tanji, 1994). Contemporary Chinese poetry after the Great Cultural Revolution is remarkable
for its tendency to focus on death, demolition and divinity according with the destiny of poets:
committing suicide, living in exile or being put in jail’ before and after the June Fourth Incident
in 1989 (Korenaga,1993). Poetry has been produced to represent their individual consciousness of

their real lives with individual inner meter respectively. Imagination in modern poetry sparkled in

* Modernism school in the latter half of the 1940's which consisted of nine poets including Xin Di, Mu Dan, Yuan Kejia,
Zheng Min and others.

* A non-official underground magazine published in 1978 after the Great Cultural Revolution in Beijing. The magazine was
suspended by Beijing Municipal Public Security Bureau in 1980. Ten years later, in the year following the June Fourth
Incident, the magazine, resumed publishing in Oslo, Norway in 1990 and had been published until 2016 quarterly. Bei
Dao was involved as an editor in chief. The so-called Great Cultural Revolution was actually an unprecedented rebellion
which had continued for ten years from 1966 to 1976. Under these catastrophic circumstances, a group of young poets and
writers honed their critical thinking and sharpened their sense of beauty.

* While modern poetry was oppressed by communist party in Continental China, it blossomed in Taiwan during the 1950s to
the 1970s after World War II . If we broaden our horizons in terms of poetries written in Chinese, we could also find many
outstanding Taiwanese poets. (Korenaga, 2002).

* Hai Zi committed suicide in Beijing in 1989, Ge Mai in Beijing in 1991, Gu Cheng in Auckland, New Zealand in 1993.
Bei Dao, Duo Duo, Yang Lian and other quite a few poets lived in exile. Song Lin, Zhou Lunyou, Liao Yiwu and Wan Xia
were put in jail.
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the creative poetical movements like symbolism, imagism and surrealism. These artistic movements
have formed the component elements of modernity. French symbolism was introduced to Japan
in the late 1890's, which is about twenty years earlier than its introduction in China.’ Nishiwaki
Junzaburo introduced surrealism from France and developed a theory of surrealism in the 1930's.
Comparing the poetry of Bian Zhilin and Nishiwaki, it could be said that the poetical works of

surrealism were produced almost simultaneously in Japan and China.”

2. The acceptance of Chinese contemporary poetry in Japan
Contemporary Chinese poetry, or modern Chinese poetry during the several decades after the Great
Cultural Revolution, was first introduced into Japan in the late 1980's. The first individual Collected
Poems of Bei Dao and the first anthology 4 Million Scintillating Suns were published in 1988.
Subsequently, several individual collected poems followed such as the poetical works of Mang
Ke, Niu Bo, Ge Mai and two other anthologies.® A new Collected Poems of Bei Dao was published
in 2009, which contained his poems written while in exile in Europe and the United States for 20
years from 1989.°

We can recognize a double literary filter in the typical response from Japanese poetical
circles at their first acceptance of Chinese contemporary poetry in the modern poetry's history.
What is a double literary filter? Japanese have appreciated classical Chinese poetry, especially
the poetry of the Tang dynasty through their unique and traditional reading method."’ As is well
known, Chinese classical regulated verse has rigid rules for meter and rhyme. The acceptance of

% The first article on symbolism in Japan was Ueda Bin's “Furansu shidan no shinsei” (The new voice of French poetical
circle) published in Teikoku Bungaku, No.7, in 1898, while Mori C)gai‘s Shinbi Shinsetsu (A new theory of aesthetics)
was published by Shun'y0odo in 1900. In China, Sun Yushi pointed out that Zhou Zuoren recognized his own poem was
similar to Baudelaire's work in his “Xiaohe” xu (Preface to Brook) in Xin Qingnian, Vol.6, No.2, in 1919, and Luo Jialun
recognized Shen Yinmo's poem Yueye [Moonlit night]) as work of symbolism on Xin Chao Vol 1, No.5, in 1919 ( Preface
to “Anthology of Symbolism School” edited by Sun Yushi, Renmin Wenxue Chubanshe People's Literature publisher,
1987, Beijing).

"Nishiwaki Junzaburd's Chogenjitsushugi shiron (On the poetry of surrealism) was published in 1929, and his collection of
poems Ambaruvalia was published in 1933. Bian Zhilin, a representative poet of the first half of the 20th century in China,
graduated from the English literature course of Beijing University. His collection of poems Sangiu ji was published in
1933 and Yumu ji was published in 1935.

¥ Hoku T6 shishii (Collected poems of Bei Dao) by Korenaga Shun (ed. And tr.) and Okuman no kagayaku taiyé — Chiigoku
gendai shishit (A billion scintillating suns: An anthology of Chinese contemporary poetry) by Takarabe Toriko and Mu
Guangzhu (tr.) were published in 1988. Other publications followed these two books: Korenaga Shun (tr.).B6 Koku shishii
(Korenaga, 1990), Asami Y0ji (tr.). Gyit Ha shishii (Asami,1993), Korenaga (tr.). Ka Baku shishii (Korenaga, 2000).

? Collected Poems of Bei Dao was published in 1986 in China, and its Japanese translation was published in 1988. Bei Dao
left China in 1989, and was living in exile in Europe and U.S. for 20 years after the June Fourth Incident, and obtained the
position of professor at The Chinese University of Hong Kong in 2008.

"For example, the Japanese read the lines "Bk B R 24 , SETF RACK L (ZE0FR "I ) as * Joga wa Masani
kuyubeshi reiyaku o nusumishi o, hekikai seiten yoyo no kokoro™ . We read “fif & #j (V+0)" as “reiyaku o nusumu’
(O+V) reversibly according to Japanese syntax. The original regulated meter cannot be translated and this method is
merely the way to read it, not its translation. Real appreciation needs accurate comprehension of metaphor in the line of a
poem through a creative translation. Otherwise, reading it as “hekikai seiten yoyo no kokoro™ does not make us appreciate
its meaning: “Every night her grief sinks into the emerald sea and blue sky”
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classical poetry through this reading method and appreciation of it has nurtured and determined
our literary code with regard to classical Chinese poetry. On the other hand, we have also made our
pilgrimage to modern European poetry, and particularly French symbolism and surrealism have
had a tremendous impact on our poetry over the last one-hundred years. Consequently, we have
developed a double literary filter; that is, a filter of the combination of Chinese classical poetry and
modern European poetry to appreciate modern Chinese poetry (Korenaga, 1997).

A typical first reaction of Japanese poets to the literary filter in 1988 was as follows. Isaka
Yoko commented “We usually think of classical poems when we hear the mention of Chinese
poems, but whenever I read the Collected Poems of Bei Dao, 1 always find that there is not much
difference between the European poetry such as by Eluard or Paul Celan and modern Chinese
poetry.” Another poet, Ooka Makoto, has written, ‘T remembered Eluard when I read Bei Dao,
while Mang Ke reminded me of Du Fu.” (Korenaga, 1997, p. 107) These were the typical first
reactions of Japanese poets to the literary filter. However, as time ticked away, this filter faded
away gradually and critics came to focus on the universality of modern world poetry. Seven years
later, when I introduced Song Lin through the literary magazine Shinchd's special issue on world
contemporary poetry in 1995, Shibusawa Takasuke made a comment: ‘T read Song Lin with
surprise. I had already read poets such as Bei Dao and Mang Ke of the Today's Group, and had
sufficient knowledge of contemporary Chinese poetry to realize that there was a modern poetry
deserving of the name. However, this is the only time in several years, that I have encountered a
poet like Song Lin who has completely assimilated the wealth of modern world poetry from the
time of symbolism and surrealism, which appeared to a greater degree than in the work of the
Today's Group” (Shibusawa, 1995). Incidentally, in that issue of Shincho, they featured a special
issue on world contemporary poetry and selected five representative poets of the period: Seamus
Heaney (Ireland), Giovanni Giudici (Italy), John Ashbery (USA), Song Lin (China), and Wisjawa
Symborska (Poland). It was as one of the obvious examples of universality that one Chinese
contemporary poet was included among the five representative poets of the world in Shincho's

‘1. 11
special issue.

3. Translatability of poetry

Talking about the translation of poetry, it could be divided into two dimensions: the linguistic
side and philosophical side. As to the linguistic side, the content of the original text is expected to
be rendered equivalently in the target language, the equivalency of metaphor should be rendered
creatively, yet the original meter cannot be transferred precisely into the target language. We know

that modern poetry in the 20" century emancipated itself from the rigid rules of classical poetry and

"' T introduced Song Lin's two poems: Huainian (Cherish the memory) and Kongbai [Blank space) .
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that poets became able to choose the form of meter respectively.”” Regardless of the rigid rules or
inner forms, the original meter is untranslatable. The translator should be conscious of a fine diction
and his/her own inspired creation of meter, and represent them. As to the phonetic aspect, in poetry
this is untranslatable. We cannot help searching for an appropriate and creative meter; in other
words, his/her one-of-a-kind meter in the target language.

Concerning the philosophical side, whenever we discuss the translatability of poetry, we are
inclined to refer to Benjamin's essay “The task of the translator’ (“Die Aufgabe des Ubersetzers”)
(1923). This essay has essential qualities in terms of the dimension and value of translation. He
discerns between the original work and its translation. He confirms the basic phase “a translation
issues from the original” (Benjamin, 1969, p. 71) and says ‘Tt is plausible that no translation,
however good it may be, can have any significance as regards the original. Yet, by virtue of its
translatability the original is closely connected with the translation; in fact, this connection is all
the closer since it is no longer of importance to the original” (Benjamin, 1969, p. 71). This shows
a fundamental difference of dimension between the original and translation. Benjamin recognizes
that “Its (a literary work's) essential quality is not a statement or the imparting of information.
Yet any translation which intends to perform a transmitting function cannot transmit anything but
information — hence, something inessential” (Benjamin, 1969 p. 69). If so, how can the absolute
differences from the original appear as related to the original? What is the value of translation?
How does it exist? Benjamin raises a new concept: ~pure language” . “Rather, all suprahistorical
kinship of languages rests in the intention underlying each language as a whole -- an intention,
however, which no single language can attain by itself but which is realized only by the totality
of their intentions supplementing each other: pure language” (Benjamin, 1969 p. 74). However,
the term “pure language” is rather vague and difficult to understand. He sets the so-called ‘realm
of pure language', and proposes that translation is to search the nucleus of the pure element in
the original language and set up the translator's own realm of language. Benjamin asserts that the
translator's mission is to dedicate his/her creative knowledge to strike the nucleus of pure element
in the original language through the task of translation. He thinks that translation is to be dedicated
to the realm of pure language, not to be dedicated to a reader. He said, “No poem is intended for
the reader, no picture for the beholder, no symphony for the listener” (Benjamin, 1969, p. 69). A
translator renders the original language into the target language through a linguistic process, and at
the same time, he/she should pursue to seek and strike the meta-linguistic element; in other words,
the nucleus of pure language. Benjamin analyzed two dimensions of the original and translation
which are different fundamentally, and raised his original idea of “pure language” to connect these
quite different things as a philosophy of language. “Pure language” has its own magnetic energy to

attract our consciousness; however, we are not sure whether we have a rigorous definition of this

" On this subject, Bei Dao has stated “I have no compelling reason to deny that an inner rhythm is a rhythm of modern
poetry. I believe that the inner rhythm of poets exists beyond the confines of the formal rhythm of a classical poetry.”
(Korenaga, 1997, p. 116)
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term or not. Referring to Benjamin's essay, Hosea Hirata mentioned in his criticism “The Detour of
Translation” that, “like many other texts by Benjamin, this text on translation shows a peculiarly
elusive density that makes it difficult for readers simply to understand” (Hirata,1993, p. 171) and
said, “In a strange sense, the text seems to advocate a pure meaning-less text, of which the text
itself attempts to be an example by making two contradictory statements at once: translation is and
is not possible” (Hirata,1993, p. 171). This metaphysical aporia could be comprehended in the light
of the empirical approach which translators should adhere to. The task of the translator is to create
his/her own poetical realm. It is a kind of pure element for them to pursue because the diction and
meter created by the translator has its own quality to render the untranslatable meter and diction of
the original poem. However, it creates another different dimension from the original.

Here I quote a portion of Bei Dao's Notes from the City of the Sun 7 FHIALIC from Bei
Dao Shixuan [“Collected Poems of Bei Dao” ] published in1986. (Phonetic signs are displayed in
Chinese alphabet and pitch tones with numbers: 1 for high level, 2 for high rising, 3 for low, 4 for
falling, and O for neutral.)

BH zi'you’ Freedom JIYU

M piao' Torn scraps of paper kaze ni mau

Wit R 4TS si'sui'de’zhi’xie’ flutterin; hikichigirareta kamikuzu
g g

#9538 ming'yun' Fate

YTl BT R hai*zi’sui’yi‘qiao' da’zhe’lan’gan' The child strikes the railing at random
T Bl B R T 578 M 1an”gan'sui’yi'qiao'da’zhe"ye'wan®  at random the railing strikes night
(translated by Bonny. S. McDougall, 1988, same as follows)

UNMEI
kodomo ga kimamani rankan o uchi
rankan wa kimamani yoru o utte iru

(translated by Korenaga, 1988, same as follows)

In the English translation of “Freedom’, the order of lines is reversed. The translator did so
by following her own inspired meter. In the original Chinese poem ‘Fate”, the poet made up the
number of syllables 2+2+3+2, a total of nine syllables for these two lines, to form a neat refrain,
and the last syllables match the rhyming words “-gan” and “-wan”. Rhythm and rhyme in this
meter are untranslatable. However, in the Japanese translation we can see that each line has 12 or
13 syllables, which bring rather a neat phonetic function. These early works of Bei Dao, written
before his exile, make us imagine the actuality of freedom in China. In the line of Accomplices [F]

#E he wrote,
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freedom is nothing but the distance  H FH A3t 2 zi*you’bu’guo’shi*

between the hunter and the hunted 5% A5 55412 18] B 55 lie *ren’yu’lie ' wu'zhi'jian'de"ju’li*
jiyu towa tada

kariudo to emono tono aida no kyori de shika nai

Describing “Freedom” through metaphor in “scraps of paper” or “distance between the
hunter and the hunted”, Bei Dao symbolizes the reality of freedom in contemporary China. In
“Fate”, a child is striking a railing at random, and as a result, the sound of the railing is striking
night. Bei Dao symbolizes “Fate” as if it is aimless, uncertain and indefinite, much like the behavior
of a child. The poet juxtaposes the abstract idea of “freedom” and the concrete object “scraps of
paper” or sense of distance, and it emerges that the audience of the poem imagines something new
produced by bringing disparate things together, comparable to the juxtaposition of the abstract idea
of “fate” and the child's behavior in striking the railing. The juxtaposition of bizarreness of things
that are normally not put together, is an essence of surrealist methods which represent a kind of
revolt against all restraints on free creation. Through the appreciation of these features of modern
poetry, the mind of the audience should be liberated from fixed logic and reason, being more in tune

with the ways of thinking of modernity.

4. Linguistics and poetics

The inner meter of free verse is the breathing pattern of a poet, and it is also an acoustic
phenomenon of syntax which is generated by a poet's sentience. It would be ideal if we could
analyze a poem by an effective method which combines its syntax and acoustic features. In this
paper, I mainly focus on syntax that produces metaphor which develops associations along the lines
of semantic similarity. Similarity is closely related to another concept “equivalency” that is a key
concept of translation language. With regard to the equivalency of metaphor, we are reminded of
the definition of poetical language clarified by Jakobson in his article “Linguistics and Poetics”
(1960, p. 358): “The poetic function projects the principle of equivalence from the axis of selection
into the axis of combination.” In usual life, we select an appropriate word from the group of similar
words and combine them into a phrase or a sentence. Jakobson illustrated similar word groups such
as ‘child, kid, youngster, tot" and ‘sleeps, dozes, nods, naps , and said that both selected words
combined in the speech chain. Selection of words is based on equivalence, while the combination
of words is based on contiguity. In poetical language, we consider rhyme, antithesis, and refrain
as usual examples of equivalency of combination. Chinese versification of classical poetry offers
various examples of the principle of projection. Except for formal codes, with regard to metaphor,
Jakobson said that equivalence is promoted to the constitutive device of the sequence (Jakobson,
1960, p. 358). I quote a portion of Bei Dao The Island ¥ which supports the effectiveness of
this definition.
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ZA A THERE NI B hai’zi’men’dui’ gi*xiao xiao’de sha' qiu'
737K Bl H2 3 & hai’shui’wei’long’guolai’

SACHE > [ AR S xiang'hua'quan',  qing'leng’de’yao’dong’
H R4 17 K32 yue®guang' de”wan’lian’pu'xiang tian'bian'

the children stack small sandhills

seawater laps around them

like a garland, bleakly rocking

the moonlight's elegiac lines stretch to the end of the sky

kodomora ga chiisana sunayama o tsukuri
kaisui ga torikakomu
hanawa no yoni, suzushigeni yurete

tsuki no hikari no choren ga chinohate ni kakaru

In this stanza, seawater around a small sand hill, the garland, the moonlight and the elegiac
line involve poetic associations of equivalency. These three images have in common a similarity,
and metaphors which are produced on equivalence are projected on an axis of combination of
three lines and promoted to the constitutive device of the sequence just as Jakobson defined. In
addition, garland and the elegiac line are metonymy of a funeral, just as Jakobson pointed out: “In
poetry where similarity is superinduced upon contiguity, any metonymy is slightly metaphorical
and any metaphor has a metonymical tint” (Jakobson, 1960, p. 370). Jakobson analyzed poems
from a linguistic method and considered the problem of the linguistic code in poetic language.
His definition of the poetical function, which has its profound worth both in analyzing poetry and

translating poetry, is rooted radically on the projection, namely, the spark of sentience.

5. Conclusion

This paper shows that the empirical approach is effective to understand “pure language”, which Benjamin
asserted in his essay “The task of the translator’, as well as the definition of poetical language which
Jakobson clarified. Considering the drastic change from classical poetry to modern poetry both in its
linguistic and philosophical aspects, it needs much wider and more thorough research. This paper also
describes the translator's responsibility to be conscious of a fine choice of diction and his/her own inspired
creation of meter. The translatability is based on equivalencies of language and every language has
equal worth. This means that the language is not just a tool of communication, but rather the language
potentially becomes a path to make people appreciate a sense of equal worth and mutual respect. We have
to realize that language learning inherently and inevitably is involved with progress toward understanding
a different culture. Equivalencies of language render literature translatable, and translation of poetry may
even be seen as a branch of literary creation in the target language, as long as translators remain sensitive

to finer nuances and cultivate their sensibilities towards the literary heritage of their own cultures.
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Exploring Second-Language Learner Comprehension
of University Lectures

James Blackwell'

Abstract:

In international education, the ability to comprehend English-medium lectures has become an
important benchmark for many students from non-English speaking cultures, yet the issue of
second-language lecture comprehension has received only occasional attention by scholars.
This research aims to address this gap by exploring the linguistic factors that affect lecture
comprehension of Japanese users of English in an English-medium lecture course at Ritsumeikan
Asia Pacific University (APU) in Japan. It identifies the key linguistic factors that are likely to
pose a challenge for non-native users of English in this context and investigates the effects of these
factors on the comprehension of the participants as they attend lectures in the course. It concludes
with recommendations for improving lecture comprehension and options for future research in this

area.

Key terms: Lectures, Comprehension, Non-native users of English, Japanese-basis students

1. Introduction

This study explores a mode of spoken discourse which is of major importance to university
education internationally, and yet has received only occasional scholarly attention: the academic
lecture. In most university courses, lectures continue to function as the primary mode of imparting
knowledge to students; however, lectures are arguably one of the least efficient methods of
delivering content due to their length, complexity and mode of delivery. Additionally, and
in recent years, an increasing number of universities in the Asia Pacific have started offering
lectures in English, and the ability to comprehend English-medium lectures has become an
important benchmark for many students from non-English speaking cultures who are seeking an
international education. This paper considers findings relating to the latter of these issues, that is,
the comprehension of lectures by students who are non-native speakers of English. Specifically,
it reports on a case study of five Japanese learners of English who were enrolled in an English-
medium lecture course in the social sciences during the 2016 academic year at Ritsumeikan
Asia Pacific University (APU) in Japan. The paper begins by reviewing previous studies of
lecture comprehension to identify the linguistic features of lectures which are likely to cause
comprehension difficulties for non-native listeners of English. In doing so, it aims to address the
following specific research questions:

1) What linguistic features of English-medium lectures are likely to cause comprehension

'Associate Professor and Director of the English program, Ritsumeikan Asia Pacific University
(APU), Beppu City, Oita, Japan. Email: blackwel@apu.ac.jp
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difficulties for Japanese users of English?

2) To what extent do these features match with the features that have been cited in the literature on
lecture talk as problematic for comprehension?

3) What techniques or strategies can lecturers employ to minimize comprehension difficulties for
non-native users of English in their lectures?

It then proceeds to outline a methodology for analyzing the lecture comprehension of the
five Japanese students, before going on to discuss the findings of the analysis and the extent to
which the comprehension problems experienced by the Japanese learners in this study match
with the types of issues identified in the literature. It concludes by offering recommendations
on improving the lecture comprehension of non-native users of English and avenues for further

research into the comprehensibility of lecture talk.

2. Research on Second-Language Lecture Comprehension

Academic lectures are one of the most challenging aspects of university education for non-native
users of English, due to their length, speed of delivery and academic content. The difficulties faced
by non-native users of English in comprehending lectures are well-documented in the literature.
In general, these difficulties can be divided into two categories: 1) linguistic factors related to the
mode of delivery and the language used in lectures and; 2) cultural factors such as differences in
cultural knowledge and attitudes towards learning in other culture (for a more detailed account
of this categorization, see, Bilbow, 1989, pp. 91-95). A brief overview of these factors will be
provided below, before turning to the development of a methodology for investigating the linguistic
and other factors that may cause comprehension problems for Japanese users of English in the APU

context.

2.1 Linguistic Factors

Studies of the comprehension levels of non-native users of English in university lecturers have
identified discourse, grammatical, lexical and phonological aspects of the language used in
those lectures as especially problematic for comprehension (e.g. Flowerdew, 1994; Mulligan &
Kirkpatrick, 2000; Rost, 2002). In addition, aspects of the mode of delivery such as a lecturer's
speed of speaking and style of delivery are also cited as challenging for non-native students in
university lectures (Flowerdew, 1992; Bilbow, 1989).

At a discourse level, researchers have examined comprehension difficulties associated
with the structuring of lectures for different purposes, for example, informative vs. argumentative
lectures (e.g. Tauroza & Allison, 1994), variations in the structure of lectures across disciplines
(Dudley-Evans, 1994), the development of topic frameworks in lectures and/or how topic shifts
are signaled (Hansen, 1994), and difficulties with comprehending the way that topical phases or
elements of lectures such as elaborations are structure or developed (e.g. Fahmy & Bilton, 1990;
Young, 1994). Flowerdew (1994, p. 11) also points to potential difficulties with distinguishing

material which is relevant to the main purpose of the lecture and that which is less relevant,
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such as digressions, asides and jokes. Similarly, Lebauer (2000, p. 14), observed how lecturers
commonly“go off on tangents if new thoughts arise while they are speaking”. These tangents are a
feature of the mode of lectures, that is, lectures are live events and lecturers may express unplanned
thoughts while speaking (Lebauer, 2000). As will be noted later in this study, these unplanned or
unpredicted sequences are an important factor in loss of comprehension in lectures.

In addition to the factors just mentioned, Blackwell (2011), observed that discourse-
structuring in academic lectures is more complex than the structuring found in written academic
discourse. Discourse-structuring refers to the way that topical themes are expanded or developed in
speech or writing, for example, an explanation of tourism trends in the Asia-Pacific region may be
expanded via multiple additional explanations or descriptions of aspects of the history of tourism
in the region, with each one linking back to the overall theme of tourism that was first introduced.
With each layer of structuring, more effort is required by the listener to link the text with material
that preceded it, making extended elaborations (or deep thematic structures) more difficult to
follow (Blackwell, 2011). This phenomenon of deep thematic structuring in lectures may also be a
contributing factor to the comprehension problems faced by non-native listeners in lecture contexts.

At a lexicogrammatical level, comprehension may be affected by factors such as
grammatical structure, sentence length, the amount of information contained in sentences or the
amount of redundancy employed (Kennedy, 1978, cited in Bilbow, 1989). Flowerdew and Miller
(1992) also reported that new vocabulary and field-related terms or concepts caused comprehension
problems for the non-native participants of lectures surveyed in their research. At a phonological
level, accent and speed of delivery are frequently cited as problematic, as they affect the ability of
students to identify and recognize sounds and words in a lecturer's speech (Mulligan & Kirkpatrick,
2000, p. 327)

Additionally, and as mentioned above, aspects such as the lecture mode are frequently
cited as problematic for the comprehension of non-native participants in university lectures.
As Flowerdew (1994, p. 10) points out, lectures, like other forms of classroom instruction, are
delivered in real time and audiences do not have the “same degree of control over the text as do
readers, who can dwell in parts of the text, skip over other parts, backtrack etc.” The speed of
delivery also poses major challenges for non-native listeners in lectures. Griffiths (1992, p. 385),
for instance, argues that comprehension declines as the speech rate of the lecturer increases.
Furthermore, non-verbal signals such as gestures, or facial expressions or other conventions or
cues may be difficult for students to interpret in lectures (Mulligan & Kirkpatrick, 2000) and may

contribute to comprehension difficulties.

2.2 Cultural Factors

In addition to the linguistic factors outlined above, a range of cultural factors may also cause
comprehension difficulties for non-native users of English in lectures. Bilbow (1989), for instance,
argues that lectures are seldom contextualized in terms of their subject matter, making it necessary

for students to “impose a context of their own in order to render the lecturer's words meaningful
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(Bilbow, 1989, p. 93). Students who have cultural backgrounds which are sufficiently similar
to their lecturers may be able to generate this context, but students from non-English speaking
backgrounds may not.

Bilbow (1989) also points to the possibility of students from non-English speaking
backgrounds being confused by references to background knowledge which is understood by the
lecturer but not by the audience. In addition, he points out that difficulties may arise from different
cultural conceptions of knowledge and/or learning. As an example, he points to a lecturer's use
of jokes or colloquialisms that are understood as acceptable in the lecturer's culture but not in the
students' cultures. These differences in cultural norms have the potential to make comprehension
difficult or impossible for the audience (Bilbow, 1989, p. 94).

2.3 Other Factors

Research into lecture comprehension has also identified other situational factors that may influence
comprehension in lectures. These factors may include the length of the lecture, distractions in the
lecture hall and any materials that lecturers deploy in support of their lectures. Flowerdew and
Miller (1992, p. 72), for instance, in a study of the problems experienced by Hong Kong students
taking lectures in English, reported that the students in their study had difficulty maintaining
concentration over long periods. This could be partly attributed to the style of delivery (i.e. lectures
are typically delivered as extended monologues, and to distractions from other students, e.g. other
students chatting during the lecture). Furthermore, Briguglio (2000), in her study of language and
cultural issues in transnational education, reported that audience comprehension was improved
when lecturers used visual aids such as overhead transparencies, lecture notes or lecture outlines.
It may be inferred from these observations, then, that the quality or availability of supporting
materials may have an effect on non-native users’ comprehension of lectures in English.

Finally, Mulligan and Kirkpatrick (2000) add that lecture comprehensibility can be
improved by pre- and post-lecture activities. In their study of lecture comprehension problems
faced by students from non-English speaking backgrounds, Mulligan and Kirkpatrick found that
active reworking of lecture material after lectures was an effective way for students to enhance their
understanding of lecture content, as this process involves a “reframing of concepts so that they are
consistent with the students' own cognitive styles and knowledge bases” (Mulligan & Kirkpatrick,
2000, p. 329).

13



B APU Journal of Language Research Vol.3, 2017

2.4 Summary of Factors
By way of summary and considering the studies just outlined, the factors that are likely to affect

non-native listeners comprehension of lectures can be summarized as follows:

Table 1
Summary of factors that may influence lecture comprehension
Factors Examples
Linguistic Topic structure, topic signaling, lecture purpose, asides and digressions,

grammatical structure, length of utterances, amount of information,
redundancy, new vocabulary and/or concepts, accent, speed of delivery, non-
verbal cues

Cultural Differences in background knowledge, culturally acceptable subject matter
and styles of delivery
Other Length of lectures and concentration, availability and quality of visual

materials, pre- and post-lecture activities

As mentioned earlier, the aim of this study is not to consider the extent to which all of these factors
might affect lecturer comprehension among Japanese users of English at APU. Instead, and to
permit the study to be conducted in a manageable way, the analysis of comprehension was directed
specifically towards linguistic factors that may influence comprehension, but also leaving open the
possibility of exploring cultural or other factors, if they appeared to be of importance. With this
focus in mind, a methodology was developed to investigate comprehension levels among Japanese

users of English at APU. The specific procedures employed are outlined in the following section.

3. Methodology
This section provides an overview of the context, subjects and the data collection methods

employed in this study.

3.1 The Context

The context of this study was an International Relations lecture course held at Ritsumeikan Asia
Pacific University in the spring 2016 semester. The course consisted of 15 lectures held over an
8-week period in the first quarter of the semester. As is frequently the case at APU, the course
consisted of 200-300 students from a mixture of nationalities. In the APU educational system,
this lecture was open to English and Japanese-basis students, in other words, students who were
admitted to the university based on their proficiency in one of these languages. The English-basis
students were from a variety of countries; however, the vast majority could be categorized as non-
native users of the language, in other words, their first language was a language other than English

(e.g. Chinese, Korean, Thai etc.). The Japanese-basis students were predominantly Japanese
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nationals, although a few were of other nationalities, but proficient enough in Japanese to be
admitted to the university on that language basis.

The lectures in the course were all delivered in English by a foreign lecturer, that is, a
lecturer from outside of Japan, whose first language is English. For reasons of confidentiality,
the lecturer shall be referred to simply as the lecturer in this study. The lectures were conducted
in a large lecture hall, and the lecturer made use of a microphone as well as visual aids (such as
PowerPoint slides and videos integrated into PowerPoint) to support the delivery of his lecture.

Each lecture ran for a total of 95 minutes.

3.2 The Subjects

The subjects participating in this study were five Japanese-basis students (three female and two
male) studying in the College of Asia Pacific Studies at Ritsumeikan Asia Pacific University
(APU) in Japan. They are what might be termed non-native listeners of English in that their first
language is Japanese. They all grew up and were educated in the Japanese national school system
and were admitted to APU as Japanese-basis students. The students were all first-year students who
had successfully completed the Intermediate English program at APU and were either studying
in the Upper-Intermediate (UIE) program at APU or had recently completed the UIE program.
The students volunteered to join the research project as a means of identifying and solving issues
that they were experiencing with the content of their lectures and, by way of their participation, to
contribute towards the improvement of the educational system at APU.

At the beginning of the lecture course, the researcher visited the lecture hall and, with
the permission of the lecturer, distributed a flyer outlining the aims of the research and invited
Japanese-basis students to join the project. A total of five students were accepted to join the
project, this number being judged sufficient to conduct at least a preliminary investigation of
comprehension issues using the methods outlined here. In accordance with university privacy
guidelines, the student's identities will remain confidential and they will be referred to herein

simply as the students or student 1, student 2 etc.

3.3 The Lectures

For the purposes of this study, five lectures were selected at random from the set of 15 lectures
mentioned above. The first and final lecture were not included in the selection, since these lectures
dealt mainly with administrative matters, and could not be considered representative of the majority
of lectures in the course. From the remaining lectures, numbers 3, 7, 9, 11 and 13 were selected for
analysis and were recorded using a digital video camera. The researcher was also able to obtain
the lecturer's PowerPoint slides and other materials for each of the lectures in question. Prior to the
commencement of the recording, the researcher met with the five students and briefed them on their
role in the project and the procedures that would follow, which included the students completing a
task during each lecture and attending a follow-up meeting soon after each lecture to review their

responses to the task, as outlined below.
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3.4 Methods of Data Collection

As outlined above, a variety of methods were employed to collect data for this study, including
video-recordings and transcription of the lectures, the lecturer's materials (PowerPoint Slides)
for each lecture, questionnaires, and group meetings that utilized stimulated recall techniques.
The selection of methods was influenced, in part, by Flowerdew and Miller's use of self-rating
instruments in their (1992) study of second-language lecture comprehension, and by Fahmy
and Bilton's (1990) investigation of listening and note-taking in lectures, in which they utilized
recordings and transcriptions of lectures to examine linguistics features of the lecture talk. A brief

overview of the methods employed in this study is provided below.

3.4.1 Video Recordings and Transcripts

Consent was obtained from the lecturer to record the lectures using a digital video camera. The
camera was positioned near the front of the lecture hall to capture the lecturer and the screen
he used to display his PowerPoint Slides (PPT). Including the screen in the recording helped
the researcher and students to pinpoint specific points of the lecture that were problematic for

comprehension. Problematic portions of the lecture were later transcribed for closer analysis.

3.4.2 Lecture Materials

The researcher directed the students to download and print the lecturer's PowerPoint slides prior
to each lecture (the lecturer made these slides available to students via a file exchange folder).
Students were directed to refer to these slides during the lecture and to note on the printed slides
the time when any comprehension problem occurred. If possible, the students were to also note the
nature of the problem (e.g. the student could not understand a word or concept, or the student could
not comprehend a part of the lecture because of the speed of the lecturer's delivery). Making note of

the time and comprehension problems in this way facilitated the later analysis of the lectures.

3.4.3 Lecture Questionnaires

The researcher created a questionnaire and distributed it to students, in order to elicit details of
the comprehension problems experienced by them in the lectures. The questionnaire consisted of
a combination of closed and open-ended questions and was delivered on a single page, for ease of

completion and viewing. An example of a completed questionnaire is provided in Appendix 1.

3.4.4 Follow-Up Meetings using Stimulated Recall

The students were required to attend a group follow-up session with the researcher. During these
sessions, the students submitted their questionnaires, and the researcher reviewed responses with
the group. To facilitate the review, the researcher employed stimulated recall techniques to pinpoint
parts of the lectures in which the students experienced difficulty with comprehension (see Nunan,
1986, p. 94, for a detailed account of stimulated recall techniques and their application). This

involved playing back portions of the video recordings, using the times noted by the students on the
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questionnaire. The students and the researcher then analyzed the video to identify and clarify the
comprehension issues. In some cases, it was necessary for the researcher to contact the lecturer for

further clarification or explanation.

3.5 Procedures
As mentioned above, the data collection procedures were designed to elicit issues with lecture
comprehension among the five students and were broadly organized into pre-, during and post-

lecture activities, as summarized below.

A. Pre-lecture

1. Students downloaded and printed the lecturer's PowerPoint slides and the questionnaire form
designed by the researcher.

B. During the Lecture

2. The lecture was recorded by the researcher.

3. Students listened to the lecture and noted comprehension problems on the lecture handout (i.e.

the printouts of the lecturer's PPT slides).

C. Immediately after the Lecture

4. The students filled out the questionnaire with reference to the notes that they took during the
lecture.

D. Within 24 hours of the Lecture

5. The students attended a follow-up session with the researcher.

By the methods and procedures just outlined, then, it was possible to obtain a detailed account
of the various comprehension issues that were experienced by the students in each lecture and to
analyze, by means of the video recordings and transcripts, the factors that might have caused these

issues. The results of these analyses are summarized in the following sections.

4. Results and Discussion

This section reports on the results obtained from the questionnaires and the follow-up sessions
with the students. In general, the results are organized into four sections, following the four
questions provided on the questionnaire (see the questionnaire in Appendix 1), beginning with
the student's self-rating of their overall comprehension of the lectures, followed in turn by various
linguistic difficulties that students were expected to face (see question 2 of the questionnaire),
other difficulties (see question 3) and specific times in the lecture when students experienced

comprehension difficulties (see question 4).

4.1 Self-Rating of Lecture Comprehension
Table 2 below provides an overview of the comprehensibility of each lecture as rated by the five

students. The figures in each column show the overall percentage of the lecture that was understood by
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the students. Means and standard deviations for each lecture are provided in the last rows of the table.

Table 2
Lecture comprehensibility rating across the 5 lectures
Lecture 3 Lecture 7 Lecture 9 Lecture 11 Lecture 13

Student 1 60% 60% 60% 50% 60%
Student 2 60% 60% 65% 60% 60%
Student 3 60% 70% 60% 60% 60%
Student 4 60% 50% 60% 60% 60%
Student 5 40% 50% 50% 50% 50%
Mean 56.0% 58.0% 59.0% 56.0% 58.0%
SD 6.8% 6.3% 4.1% 4.1% 3.4%

As Table 2 shows, the five students reported that they understood just over half of the contents of
each lecture. The mean comprehensibility figures are in the range of 56% to 59% with standard
deviations in the range of three to seven percent, indicating a high degree of consistency among the
five students in terms of comprehension across the lectures. These figures also indicate that that the
students had difficulty comprehending large portions of each lecture and up to half of each lecture
(50%) in some instances. By way of comparison, a study by Flowerdew and Miller (1992) reported
that students in the TOEFL 480-540 range at a university in Hong Kong (comparable to the students
in this study, whose scores were in the 470-520 range) were able to comprehend 65% to 75% of

their English-medium lectures.

4.2 Self-Rating of Linguistic Aspects of the Lectures

The following sections provide an overview of the results obtained from student rating of the
linguistic aspects of the lectures (see question 2 of the questionnaire). For ease of reference, the
results for each item are presented in separate sections organized by linguistic feature and are
summarized by way of tables. Mean scores and standard deviations are provided for the results in
each lecture. As shown in the example questionnaire in Appendix 1, students were asked to rate the

difficulty of comprehension for each of the linguistic items using a Likert-type scale, as follows:

1 =1 could not understanding anything (zero)
2 =1 could understand about 25%

3 =1 could understand about 50%

4 =1 could understand about 75%

5 =1 could understand about 100%
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4.2.1 The Lecturer’s Accent

Table 3 below summarizes the figures for the comprehensibility of the lecturer's accent. As the table
shows, the mean and standard deviations for each lecture are consistent, with a mean of 4.4 for
most lectures and a standard deviation of 0.4. These results suggest that the lecturer's accent did not

present a significant problem for the students.

Table 3

Rating of the lecturer's accent

Lecture 3 Lecture 7 Lecture 9 Lecture 11 Lecture 13

Student 1
Student 2
Student 3
Student 4
Student 5

Mean
SD

al|lo|lw|r|lsrlu|ls

=

S|+
Alralrlulr]lu]s
) I NG N RO IO N BN
S &
rlrlrlula]lu]ls
S Ee
rlrlarlula]lu]ls

4.2.2 The Lecturer’s Speed of Speaking

The figures for the lecturer's speed of speech are presented in Table 4 below. Compared with accent,
the speed of speaking presented serious comprehensibility challenges for the students. Mean scores
for the five lectures are in the range of 2.4 to 3.3 and standard deviations are fairly stable at 0.3 for
three of the lectures and 0.7 for the other two, indicating that all five students rated speed of speech
as problematic for comprehension (as the scale in section 4.2 above shows, lower scores indicate
lower comprehensibility). Notably, the second lecture (i.e. Lecture 7) appeared to be particularly
problematic, although it was not possible to determine the exact reasons as to why the students gave
speed of speech a low rating in this lecture.

Table 4
Rating of lecturer's speed of speaking
Lecture 3 Lecture 7 Lecture 9 Lecture 11 Lecture 13

Student 1 2 2 3 3 3
Student 2 3 3 3 3 3
Student 3 4 3 2 4 4
Student 4 3 2 3 2 3
Student 5 2 2 3 2 3
Mean 2.8 2.4 2.8 2.8 3.2
SD 0.7 0.4 0.4 0.7 0.4
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4.2.3 Length of the Lectures
As with speed, the length of the lectures returned consistently low scores across all five lectures. As

Table 5 below shows, mean scores are in the range of 2.6 to 3 and standard deviations are steady at
0.4 (with 0 for Lecture 7).

Table 5
Rating of the length of the lectures

Lecture 3 Lecture 7 Lecture 9 Lecture 11 Lecture 13

Student 1
Student 2
Student 3
Student 4
Student 5

Mean

SD

S|
Nlaoalw|lw]lw|[w]|v
o | w
oclo|lw|w|w|w]|w
Alaoa|lw| o |w]|w |
S|
Nlow|lw|lw]lw|w]|ro
B
Nloo|w|w|w|w]|r

4.2.4 Understanding Topics

As Table 6 below shows, the understanding of lecture topics returned particularly low scores
(i.e. low comprehensibility) with mean scores in the range of 2.4 to 2.8 and standard deviations
ranging from 0.45 to 0.73. Excluding the rating of 4 given by Student 4 in Lecture 3, the results
indicate that the topical material was very challenging for the students. When questioned about this
outcome, the students reported that most of the topics were unfamiliar to them, and they had not
encountered these topics in Japanese before. Examples of problematic topics are discussed in the

following sections (see Section 4.4 below, - specific problems with comprehension).

Table 6
Rating of topics in the lectures
Lecture 3 Lecture 7 Lecture 9 Lecture 11 Lecture 13

Student 1 2 3 2 2 2
Student 2 2 3 3 2 3
Student 3 2 2 3 2 2
Student 4 4 2 3 3 3
Student 5 3 2 3 3 3
Mean 2.6 2.4 2.8 2.4 2.6
SD 0.73 0.45 0.37 0.45 0.45
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4.2.5 Understanding Vocabulary

Of all the linguistic factors investigated, vocabulary appeared to present the greatest challenge for
comprehensibility in the lectures. As Table 7 shows, mean scores for Lectures 3 and 11 are 2.2
(standard deviation 0.37), meaning that all five students could comprehend roughly only 25% of the
vocabulary that they were exposed to in those lectures. Figures for the other lectures are not much
higher, with means of 2.6 in Lectures 7 and 13 and 3 in Lecture 9. In the follow-up meetings, the
students reported comprehension difficulties with verbs and nouns used in the lectures (especially

nominalization), in addition to the topic-related vocabulary mentioned in section 4.2.4 above.

Table 7
Rating of vocabulary in the lectures
Lecture 3 Lecture 7 Lecture 9 Lecture 11 Lecture 13

Student 1 2 2 2 2 2
Student 2 2 3 3 2 3
Student 3 2 2 4 2 2
Student 4 2 3 3 2 3
Student 5 3 3 3 3 3
Mean 2.2 2.6 3.0 2.2 2.6
SD 0.37 0.45 0.58 0.37 0.45

4.2.6 Understanding Explanations

Table 8 below presents the ratings for the difficulty of explanations in the lectures. Figures are
notably low, in the range of 2.4 to 2.6 (and low standard deviations of 0.45 for the most part),
suggesting that the lecturer's explanations were problematic for comprehension. Possible reasons

for these results will be discussed in section 4.4 below.

Table 8
Rating of explanations in the lectures
Lecture 3 Lecture 7 Lecture 9 Lecture 11 Lecture 13

Student 1 2 2 3 3 2
Student 2 3 2 3 2 3
Student 3 3 2 2 2 2
Student 4 3 3 3 4 3
Student 5 2 3 2 2 3
Mean 2.6 2.4 2.6 2.6 2.6
SD 0.45 0.45 0.45 0.73 0.45

21



B APU Journal of Language Research Vol.3, 2017

4.2.7 PowerPoint Slides

Finally, the results for the comprehensibility of the lecturer's PowerPoint slides (PPT) are shown in
Table 9 below. Mean scores are slightly higher than for the linguistic features presented above (in
the range of 3.0 to 3.6), with standard deviations low but showing some variation between lectures
(from 0.45 to 0.73). These results indicate that students could comprehend just over half of what
they read on the PPT slides.

Table 9
Rating of the lecturer's PowerPoint slides
Lecture 3 Lecture 7 Lecture 9 Lecture 11 Lecture 13

Student 1 3 3 2 3 3
Student 2 4 3 4 3 4
Student 3 3 2 4 4 4
Student 4 4 4 4 4 4
Student 5 2 3 3 4 3
Mean 3.2 3.0 34 3.6 3.6
SD 0.68 0.58 0.73 0.45 0.45

4.3 Other Difficulties
Table 10 below provides an overview of other difficulties identified by students in the lectures (see
item 3 of the questionnaire in Appendix 1). In general, students listed one or two difficulties only or

none at all (see responses such as no problems below).

Table 10
Other difficulties reported in the five lectures
Lecture # Difficulties
When we had a group discussion, I didn't know what to do
3 The speed of the lecturer
Technical vocabulary
7 I didn't understand the question he asked us in class
The conversation between the professor and students
9 Sometimes I didn't understand the lecturer's questions
The speed of the lecturer
1 The lecturer's questions
No problems
13 I couldn't catch what the other students asked the professor
No problems
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As the table shows, students frequently experienced problems with unpredicted events in the
lectures, such as question and answer exchanges between the lecturer and the students, and/
or discussions that arose from questions raised in the lecture. Some responses emphasized the
difficulties that the students faced from the speed of the lecturer's speech, although this factor
had already been identified in question 2 of the questionnaire. Other responses indicated that
the students felt that there were no other problems, suggesting perhaps that the list of factors in

question 2 sufficiently covered the main areas of comprehension difficulty.

4.4 Specific Problems with Comprehension

Table 11 below provides examples of specific problems that were noted by students, and the times
that they occurred in the lectures (see item 4 of the questionnaire). The examples selected here are
those in which a majority of the students (i.e. 3 or 4 out of the group of five students in the study),
identified the same or similar problem.

Table 11
Specific problems and times identified in the five lectures

Lecture # Time Problem

3 15:23 The radical perspective — what is it? (4 students)

7 15:46 Explanation of the “constructivist view the state” (3 students)
9 14:54 I don't understand the “collective goods” (3 students)

11 14:42 What is the meaning of “comparative advantage”

13 - (No specific problems reported)

In each instance, these problems were related to the comprehension of new topics or concepts
presented in the lectures, a phenomenon that is consistent with the results reported in the literature
(see Flowerdew & Miller, 1992, for instance). Additionally, students reported that the elaboration of
concepts provided by the lecturer were frequently difficult to follow. The students also reported that
the issue was not only a matter of the accent or speed of the lecturer's speech, but also the length
of the explanation. Examining the video transcripts for these types of elaborations, it is possible to
observe that linguistically, they are organized into multiple layers of discourse structure. Table 12
below provides an example of how the explanation of the radical perspective (see the table above),
is structured in this way. The actual text of the span in question is presented in the table, and the

discourse levels are shown in parentheses and by indentation.
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Table 12

Example of complex discourse structuring in lecture 3

[Level 1 Theme]
so what is the Radical perspective what did Marx say

[Topical Digression 1]
now I'm going to simplify things I know that somebody was reading Marx up here and ah
maybe you know more than I do about Marx philosophy and that's ok maybe you can intervene

and tell me but I'm going to simplify it just for this time

[Level 2 Theme]

so one of the things that Marx talked about was this idea of economic determinism

[Level 3 Theme]
ah the idea that sort of the nature of economic systems will move from one system
to another just naturally you don't have to actually do anything to move it from one

type of economic system to the next

[Level 3 Theme]

ah he said it will start with this feudalistic system that existed you know whenever it

existed in Europe

[Level 4 Theme]

this sort of central system with ah periphery and you know the serfs around castles

those kinds of things

[Level 3 Theme]

and then it will move into this sort of ah capitalist system

As the example above shows, the theme or topic (that is, the radical perspective) is developed
across 4 levels of discourse structure. The lecturer begins by introducing the notion of the radical
perspective, and then begins to elaborate on it by way of a description of economic determinism (see
the underlined Level 2 theme), which he then goes on to define (see the two Level 3 themes which
immediately follow), and then provides a further description of the feudalistic system (see the
Level 4 theme underlined) and so on. Additionally, near the beginning of this sequence, the lecturer
briefly digresses to address the audience directly about their knowledge of Marxism, adding an

additional element of complexity into the sequence.
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This excerpt supports the observations on thematic structuring noted in section 2.1 above,
and suggests that the phenomenon of deep thematic structuring in lectures may contribute to the
comprehension problems faced by non-native listeners in such contexts. In addition to the speed
of delivery and processing the text at a grammatical and lexical level, listeners are also required to
process extended thematic sequences at a discourse level. The additional demands of this type of
discourse-level processing, then, may explain why elaborations of new concepts were especially
challenging for the students in this study. Further investigation of this and other phenomena (such
as the topical digressions mentioned above) are beyond the limits of the present study, but do
suggest some interesting avenues for further research into the comprehension difficulties faced by

non-native listeners in English-medium lectures.

5. Implications of the Findings

While the findings presented above must be considered preliminary, they do suggest some
possibilities for improving the comprehension of Japanese and other non-native users of English in
university lectures. These findings, for instance, might form the basis of a set of diagnostic tools for
lecturers to review their own lectures and to consider the issue of comprehensibility. Alternatively,
the findings may help to inform the design of language teaching materials that could be deployed to
aid students in improving their English knowledge and skills for academic lectures.

For lecturers, the obvious factors to consider would be speed of delivery and the presentation
of course-related topics and explanations of them, since the findings showed that these aspects of
the lectures were problematic for the five students who participated in this study and are likely to
be problematic for other non-native users of English attending lectures. Solutions to these issues
might be obtained by reducing the speed of speech or by dividing the lecture into shorter spans with
pauses between them. The addition of glossaries of key-terms and concepts may help to resolve the
comprehension difficulties with the presentation of course-related topics, and reducing the length of
explanations, or clearly signaling the beginning and end of explanations may go some way toward
addressing issues posed by extended elaborations of the topical material.

In terms of language teaching materials, it may be possible for language teachers to design
glossaries of key terms in coordination with lecturers, and to create activities that direct student's
attention to identifying specific topics in lectures and how these are elaborated. It might also be
useful to look at the way transition points are managed in lectures, for example, when lecturers shift
from talking about lecture administration to the substantive content of the lecture, or when they
shift back and forth between lecture-related topics and non-lecture-related topics (i.e. digressions
or asides). It would also be prudent to establish a corpus or bank of lectures that can be utilized for

additional listening and/or language training.
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6. Conclusion

In conclusion, this study sought to identify the key linguistics factors that may affect the
comprehension of English-medium university lectures by Japanese users of English. The findings
presented appear to be in line with the various comprehension issues identified in the literature on
academic lectures. As outlined in section 4 of this study, the lecturer's speed of speech, presentation
of course-related topics, extended elaborations of course concepts and the length of the lectures
were especially problematic for the five Japanese participants in this study, and therefore, are likely
to be problematic for other non-native users of English as well.

Due to the limited scale and scope of this study, these findings must be treated as
preliminary. Furthermore, the methodology employed in this study was previously untested, so
additional application and testing of the methodology would be desirable. Enhancement could also
be made to the data collection instruments, for example by narrowing the focus of the questionnaire
to investigate individual factors in more detail, or by expanding the study to include a larger
number of lectures and subjects.

This study does suggest some interesting possibilities for future research in the area of
lecture comprehensibility. For instance, it would useful to explore whether a decrease in a lecturer's
speed of speech leads to an increase in comprehension. Similarly, it may be possible to investigate
the effects on comprehension of simplifying explanations of key concepts or dividing the lecture
into a series of shorter spans. Such projects will require a longitudinal approach and should be

conducted in coordination with on-going curriculum development projects at APU.
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Appendix 1: Example of a completed lecture questionnaire

Name: Student 1 Lecture 7 Review (2016/7/1, Period 4)
1. How much of the lecture did you understand? 60 %

2. What was difficult about the lecture?

O et |ameut - |aitheu | Noproblem

Lecturer's accent 1 2 3 (AD 5
Lecturer's speed of speaking 1 < 2 3 4 5
Length of the lecture 1 <% 3 4 5
Understanding topics in lecture 1 2 (:3) 4 5
Understanding vocabulary in the lecture | 1 <:2) 3 4 5
Understanding explanations 1 2 (:3) 4 5
Understanding the PPT 1 2 <:3D 4 5

1 =1 could not understanding anything (zero) 2 =1 could understand about 25%

3 =1 could understand about 50% 4 =1 could understand about 75%

5 =1 could understand about 100%

3. Did you have any other difficulties with the lecture (not mentioned above)?
1 didn 't understand the question he asked us in class

4. How many times did you have a problem understanding something in the lecture? Write the
times and problems below.

Time Problem

15:18 1 didn't understand the topic “Legal Criteria are not Absolute”
15:23 I'm still not sure about the relationship between State and Nation
Around 15:40? View of the State?

16:09 ~ What does “Power Refined” meaning?

16:22 I didn't understand the contents
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Applying the Lexical Coverage Hypothesis to Establish the Suitability of
EFL Reading Materials: A Case Study of the TOEFL (ITP)

John B. Collins'

Abstract

This paper employed the lexical coverage construct, defined as the percentage of words in a
text that a reader understands (Laufer & Ravenhorst-Kalovski, 2010, p. 16), to establish a) the
vocabulary size needed to achieve adequate comprehension of the TOEFL (ITP) reading section
and reading passages taken from two EFL textbooks, and b) whether the EFL textbooks provide
opportunities for vocabulary instruction sufficient to achieve specific reading comprehension
targets; in this case, a reading comprehension level of approximately 50%-55% (at the intermediate
level) and 65% (at the upper-intermediate level) on the TOEFL (ITP). Using the RANGE software
package and employing 95% and 98% lexical coverages, the results pointed to a gap of at least
2,500-4,000 word families between TOEFL reading texts and the two EFL textbooks. At 98%, the
gap was approximately 6,000 word families. It was concluded that the two textbooks do not provide
sufficient vocabulary instruction for students to meet the lexical demands of the TOEFL reading
comprehension targets. The implications of this for textbook selection and vocabulary instruction

are discussed.

Key terms: Lexical coverage, vocabulary size, reading comprehension, TOEFL (ITP), EFL reading
textbooks

1.Introduction

This paper centers on the relationship between vocabulary knowledge and reading comprehension,
and was carried out within the framework of the lexical coverage construct. The research discribed
employs the lexical coverage construct to inform textbook and other teaching material selection
decisions in terms of whether they provide sufficient vocabulary instruction for students to
reach an adequate level of L2 reading comprehension. In this study, “adequate” is defined as the
achievement of target TOEFL scores required for successful course completion at the institution
where this research took place (Ritsumeikan Asia Pacific University, APU). At the intermediate
level students are required to obtain a TOEFL (ITP) score of between 461 and 480, while at the
upper-intermediate level they are expected to obtain a score of between 481 and 500 (Intermediate
English B Syllabus, 2017; Upper Intermediate English B Syllabus, 2017). Using a TOEFL score
calculation formula (Philips, 2003, p. 550), it is possible to convert these scores into approximate
percentage scores, assuming a constant level of achievement across all three sections of the test.

A score of 461 would require a comprehension score of between 50% and 55% and a score of 500

'Lecturer, Ritsumeikan Asia Pacific University (APU), Beppu City, Oita, Japan.
Email: crm11427@apu.ac.jp
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would require 65% comprehension. By comparing these figures to previous lexical coverage and
vocabulary size studies (described below), it is possible to establish the approximate vocabulary
size needed to reach the students' target TOEFL scores. Furthermore, by establishing the vocabulary
size presented in the EFL textbooks, it is possible to determine the adequacy of these materials in

terms of providing sufficient vocabulary instruction to reach these TOEFL targets.

1.1 The TOEFL and its use at APU

Since its development in the 1960's, the TOEFL has become one of the most widely recognized
assessments of English proficiency, with over 4,500 testing sites in over 165 countries around the
world (ETS, 2010). Despite being designed to meet the needs of North American colleges and
universities (Spolsky, 1990, p. 99), the TOEFL has since become a benchmark English proficiency
test recognized by companies and prospective employers around the world. At the institution where
this study took place, the TOEFL has become a major component of the assessment framework
and students are required to achieve a score of 500+ on the TOEFL (ITP). Not only are students
required to sit the TOEFL during their time at APU, but their score also constitutes 25% of their
final grade in the compulsory courses in the Standard Track'. Preparing students for the TOEFL
therefore constitutes a major component in the English program curricula and a central focus of

classroom instruction.

1.2 Literature review

The following is a review of the literature surrounding the lexical coverage construct and studies
which have employed this construct in order to establish the size of vocabulary required for the
TOEFL reading comprehension section. Vocabulary knowledge is vital for reading to take place
(Laufer, 1997, p. 20) and has been widely recognized as a strong predictor, if not the strongest
predictor, of reading comprehension performance (Laufer & Ravenhorst-Kalovski, 2010, p. 16).
This appraisal is supported by the considerable amount of research which centers on the construct
of lexical coverage. Conversely, a high percentage of unknown words in a text has been identified
as being markedly detrimental to reading comprehension (Hsueh-Chao & Nation, 2000, p. 422).
Laufer (1989) concluded that a 95% coverage (one unknown word in twenty) is necessary to
achieve a ‘reasonable” level of comprehension. The term ‘reasonable” here was defined as a
reading comprehension score of 55%, the minimum passing grade where the study took place.
Hsueh-Chao and Nation (2000) suggested that a lexical coverage of 98% (one unknown word
in every fifty) is necessary for adequate reading comprehension. On further analysis to establish
exactly what level of comprehension was considered adequate in the Hsueh-Chao and Nation
study, Laufer and Ravenhorst-Kalovski (2010) calculated a figure of 71% reading comprehension
(p. 18). A lexical coverage of 98% has also been supported by the findings of Schmitt, Jiang, and
Grabe (2011). Laufer and Ravenhorst-Kalovski (2010) compared lexical coverage, vocabulary
size and reading scores on the English Psychometric Tests, and concluded that an adequate level

of reading comprehension is possible at an optimal lexical coverage of 98% (or 8,000 word
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families) or alternatively at a minimal coverage of 95% (or 4,000-5,000 word families). This study
also illustrated that even slight increases in lexical coverage can have a large impact on reading
comprehension — indeed a slight gain in coverage of 0.8% (between the 5,000 and 6,000 levels) was
associated with the largest gain in comprehension scores. The results of the Laufer and Ravenhorst-

Kalovski study are shown in figure 1.
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Figure I: Text coverage and reading scores in relation to frequency range (Laufer & Ravenhorst-
Kalovski, 2010, p. 24)

However, terms such as “adequate” and “reasonable” comprehension have no clear definition
(Laufer & Ravenhorst-Kalovski, 2010, p. 16) since defining such terms is dependent on the context
within which they are being applied. That is to say, adequate could mean 55% comprehension
in one context but 85% in another. As described above, students at APU are required to reach
a minimum reading comprehension score of between approximately 50% and 55% (at the
intermediate level) and 65% (at the upper-intermediate level). In terms of the present study,
therefore, the findings of most relevance are those of Laufer (1989) and Hsueh-Chao and Nation
(2000). Laufer (1989) pointed to a required lexical coverage of 95% to achieve a 55% reading
comprehension. This is essentially identical to the target TOEFL score (%) required of intermediate
students. Likewise, the findings of Hsueh-Chao and Nation (2000) point to a required lexical
coverage of 98% for a comprehension score of 71%. Given that upper-intermediate students
require a TOEFL score of approximately 65%, it can be said that a 98% coverage is beyond the
hypothetical threshold these students require. Based on these figures, upper-intermediate students

would likely require a lexical coverage of between 96% and 97%.

1.2.1 The TOEFL reading section and vocabulary size
A number of studies have been carried out in order to establish the vocabulary size required to

reach a 95% lexical coverage of TOEFL reading comprehension texts. Chujo and Nishigaki (2003)
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determined that test-takers would require a minimum vocabulary size of 6,150 lemma [consisting
of a base word and its inflected forms] (Read, 2000, p. 18) to reach the 95% threshold. Likewise,
the findings of Chujo (2004) indicated a minimum vocabulary size of between 5,900 and 6,300
lemmas. Chujo and Oghigian (2009) determined that 5,000 word families [consisting of a set of
word forms that share a common meaning] (Read, 2000, p.19) would be necessary for the TOEFL
(PBT). The difference in these figures could be attributed to the fact that the Chujo and Nishigaki
(2003) study employed the High Frequency Word List (HFWL) to analyze the reading texts, while
the Chujo and Oghigian (2009) study used Nation's 14K word list. Although both lists are based
on the British National Corpus (BNC), the HFWL is arranged by lemma, while the Nation 14K list
is arranged by word family. Chujo and Nishigaki (2003) also established that the ELT textbooks
and materials that second-year college students in their study were using required only 4,050
lemmas (p.79) and concluded that the materials were insufficient preparation for TOEFL. Indeed,
Chujo and Nishigaki stated that if these students wished to gain a high score on the TOEFL, they
would “ ...need to make a determined and conscious effort” to expand their academic vocabulary
(p-80). Using Nation's 14K list, Kaneko (2014) established that a vocabulary size of between
6,000 and 7,000 word families would be required to reach the 95% threshold on the TOEFL iBT
reading section (p.47). There is considerable variance among these findings due to methodological
differences and different versions of the TOEFL being investigated. Indeed Kaneko (2014, p. 3)

suggests that earlier findings should be considered tentative.

2. Methodology
2.1 Study aim and research questions
The aim of this research is to illustrate how the lexical coverage construct can be employed to
establish whether specific EFL reading textbooks provide sufficient vocabulary instruction for
students to reach a specified adequate level of reading comprehension on the TOEFL (ITP). The
extent to which the textbooks achieve this was established by calculating the size of vocabulary
necessary to reach lexical coverage levels of 95% and 98% of TOEFL reading comprehension
passages, and then comparing this data with similar data for the two textbooks. In order to achieve
this, the following research questions were addressed:
1) What size of vocabulary is needed to achieve lexical coverages of 95% and 98% for the
TOEFL (ITP) reading comprehension section?
2) What size of vocabulary is needed to achieve lexical coverages of 95% and 98% for the
EFL textbooks?

2.2 The EFL textbooks and TOEFL reading texts

A total of twenty-seven texts were examined (nine TOEFL texts and nine each from the two
textbooks). The nine TOEFL reading comprehension texts examined in this study were taken from
three complete practice tests published by Educational Testing Services (ETS). The eighteen EFL

textbook reading passages were taken from Reading and Vocabulary Focus 1 and Reading and

32



Applying the Lexical Coverage Hypothesis to Establish the Suitability of EFL Reading Materials: A Case Study of the TOEFL (ITP) [l

Vocabulary Focus 2, published by National Geographic/Cengage Learning. At the time of the
present study, the two books (hereafter referred to as Focus I and Focus 2) were being used at the
intermediate and upper-intermediate English levels respectively at APU. As described in the series
introduction of each book, the texts are "...presented in level-appropriate language and used to build
reading skills and to promote vocabulary learning” (McEntire, 2014; Gordon & Blass, 2014, p. xi).
Each reading passage is preceded by an introduction to 10-12 topic-related vocabulary items, 6-8
academic words, and 6-8 multiword vocabulary items. A total of approximately 400-500 vocabulary
items are explicitly introduced in each book. It can be said, therefore, that vocabulary instruction is
a central component of both books.

Given the target TOEFL scores of the courses within which these textbooks are used,
the suitability of these books, at least in lexical terms, could be established on the basis of how
sufficient their vocabulary instruction is to meet these targets. Although neither Focus I nor Focus 2
were originally adopted into the curriculum in order to prepare students for the TOEFL (nor do the
books' publishers claim that they provide suitable TOEFL preparation), considering their explicit
focus on reading and vocabulary development, and the fact that the TOEFL has since become a
central assessment tool in the courses in which these textbooks are being used, establishing to what
extent a match has been successfully achieved between the textbooks and course assessment goals

is a legitimate question to consider.

2.3 Text analysis method

The twenty-seven texts were analyzed using RANGE, a text-analysis software tool produced by
Heatley, Nation and Coxhead (2002). The RANGE software employs Nation's 14K word lists and
calculates the percentage of words of a given text that fall within each of the fourteen one-thousand
word lists. By adding up the percentages, it is possible to establish what vocabulary size is required
to reach a desired lexical coverage, in this case 95% or 98%. Each of the twenty-seven texts were
typed into a Microsoft Word document and manually checked for spelling and other errors. Before
each passage was analyzed, a number of modifications were made. The first modification concerns
the handling of proper nouns. There appears to be no consensus in the literature about retaining
or deleting proper nouns before an analysis of this type is conducted. Kaneko (2014, 2015) opted
to retain them, arguing that removing them would affect lexical coverage by approximately 1%
(2014, p. 46). Other researchers, however, including Chujo and Oghigian (2009) and Chujo (2004)
have excluded them on the basis that * ...they are of high frequency in particular texts but not in
others” (Nation, 2001, as cited in Chujo, 2004, p. 233). My decision to delete proper nouns from
the present samples was based on the fact that many Focus I and Focus 2 texts include a large
number of non-English proper nouns (including locations and names such as Kibera, Kiberan,
Kiberans, and Pamoja) which would not appear on any of the fourteen 1,000 word lists and would
therefore skew the results. Indeed, an initial analysis indicated that as many as 8.67% of words of
this type were being counted as “not on list". For this reason, proper nouns were manually identified

and deleted from all sample texts. Secondly, hyphens were removed from all hyphenated words, as
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per the instructions provided with the text analysis software. The texts were then run through the
RANGE software.

3. Text analysis results

Tables 1-3 display the lexical coverage results for the twenty-seven texts taken from Focus I, Focus
2, and the TOEFL preparation tests. In Tables 1-3, “Word list” refers to each of the fourteen 1,000
word lists that constitute the Nation 14K word list. “Not on list” refers to the percentage of words
in the texts which are not included in any of the word lists. For each text, the cumulative lexical
coverage (%) achieved at each of the 1,000 word list levels is displayed. In this way, it is possible
to show how large a vocabulary is required to reach a 95% and 98% lexical coverage. For Focus
1, 95% lexical coverage was achieved at the 3,000 word level, and 98% coverage was achieved
at the 6,000 word level (Table 1). For Focus 2, a 95% lexical coverage was achieved between the
3,000 and 4,000 word lists, and 98% coverage was achieved at 6,000 words (Table 2). Finally, with
regards to TOEFL texts, 95% and 98% lexical coverages were achieved at the 6,000 and 12,000
word list levels respectively (Table 3).

Table 1

Descriptive statistics and cumulative lexical coverage (%) for each Focus 1 text

Word list ~ Text 1 Text 2 Text 3 Text 4 Text 5 Text 6 Text 7 Text 8 Text 9 AVE

1K 87.9 83.9 88.2 85.6 80.1 85.7 82.8 76.9 90.4 84.6
2K 94.8 93.9 92.7 93.8 91.0 92.8 90.5 89.0 97.7 92.9
3K 96.5 95.3 96.5 96.0 94.1 95.1 93.1 91.1 98.5 95.1
4K 98.5 95.7 97.2 98.2 94.4 97.3 98.7 92.6 99.2 96.9
SK 98.5 95.9 97.2 100.0 96.0 97.8 98.8 932 99.4 97.4
6K 98.5 96.3 97.5 100.0 96.6 98.0 99.2 96.6 99.8 98.0
7K 98.5 96.5 97.5 100.0 99.7 98.0 99.2 96.6 99.8 98.4
8K 98.5 96.5 98.3 100.0 99.7 98.2 99.2 97.1 99.8 98.6
9K 98.5 96.7 98.3 100.0 100.0 98.4 99.2 97.1 99.8 98.7
10K 98.5 97.4 98.3 100.0 100.0 98.9 99.2 97.9 99.8 98.9
11K 98.5 97.4 100.0 100.0 100.0 98.9 99.2 97.9 99.8 99.1
12K 98.5 98.6 100.0 100.0 100.0 98.9 99.2 97.9 99.8 99.2
13K 98.5 98.6 100.0 100.0 100.0 99.1 99.5 97.9 99.8 99.3
14K 98.5 98.6 100.0 100.0 100.0 99.1 99.5 99.2 99.8 99.4

Not on list ~ 100.0 100.0 100.0 100.0 100.0 100.0 100.0 100.0 100.0 100.0
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Table 2

Descriptive statistics and cumulative lexical coverage (%) for each Focus 2 text

Word list  Text 1 Text 2 Text 3 Text 4 Text 5 Text 6 Text 7 Text 8 Text 9 AVE

1K 80.43 86.25 83.71 85.62 84.53 78.77 89.42 81.91 84.56 83.9

2K 88.6 94.2 92.5 95.0 90.3 88.7 96.8 90.0 97.7 92.6
3K 90.1 96.0 96.2 95.9 923 89.6 97.2 96.9 98.5 94.7
4K 91.0 99.1 98.1 98.1 94.3 93.5 98.2 97.8 98.9 96.5
SK 97.0 99.1 98.8 98.2 94.4 94.0 98.6 98.2 99.0 97.5
6K 97.0 99.1 99.0 98.2 95.2 96.8 99.4 98.2 99.3 98.0
7K 97.2 99.1 99.3 98.2 96.2 97.1 99.4 99.1 99.3 98.3
8K 97.9 99.6 99.7 98.9 96.2 97.1 99.8 99.3 99.3 98.6
9K 98.1 99.6 99.7 99.3 96.2 97.1 99.8 99.3 99.5 98.7
10K 98.1 99.6 99.7 99.3 96.2 97.1 99.8 99.4 99.5 98.7
11K 98.1 99.6 99.7 99.3 96.2 99.7 99.8 99.4 99.5 99.0
12K 99.8 99.6 99.7 99.3 96.2 99.9 99.8 99.6 99.5 99.3
13K 99.8 99.8 99.7 99.3 96.6 99.9 100.0 99.6 99.5 99.3
14K 99.8 99.8 99.7 99.3 97.3 100.0 100.0 99.6 99.7 99.5

Not on list ~ 100.0 100.0 100.0 100.0 100.0 100.0 100.0 100.0 100.0 100.0

Table 3

Descriptive statistics and cumulative lexical coverages (%) for TOEFL reading passages

Word list  Text 1 Text 2 Text 3 Text 4 Text 5 Text 6 Text 7 Text 8 Text 9 AVE

1K 74.7 75.4 68.8 72.8 77.1 82.1 68.3 77.1 69.7 74.0
2K 84.0 88.5 71.7 83.7 87.6 89.7 719 87.0 83.2 84.4
3K 86.5 90.0 87.3 88.5 89.2 93.5 86.9 91.0 89.2 89.1
4K 89.7 93.5 90.1 91.8 91.7 97.9 89.5 92.6 93.4 92.2
SK 90.0 94.2 92.1 93.4 97.0 98.5 93.5 96.3 94.3 94.4
6K 93.9 94.6 93.8 93.4 97.9 99.1 94.0 96.9 94.9 95.4
7K 94.7 95.8 94.2 94.3 98.4 99.4 94.5 98.5 94.9 96.1
8K 94.7 97.7 95.2 94.6 98.4 99.4 95.5 98.8 97.6 96.9
9K 95.4 98.1 95.9 95.5 98.7 99.4 96.5 99.4 97.6 97.4
10K 95.4 98.4 96.2 95.8 98.7 99.4 97.0 99.7 97.9 97.6
11K 96.1 98.8 96.2 96.1 98.7 99.4 97.5 99.7 98.2 97.8
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12K 96.1 98.8 96.6 97.0 98.9 99.4 98.0 99.7 98.2 98.1
13K 96.1 98.8 96.6 97.9 99.2 99.7 98.5 99.7 98.5 98.3
14K 96.1 99.6 98.3 98.2 99.2 99.7 99.0 99.7 99.7 98.8

Not on list  100.0 100.0 100.0 100.0 100.0 100.0 100.0 100.0 100.0 100.0

With regard to Research Question 1, the vocabulary sizes needed to achieve a lexical coverage
of 95% and 98% for the TOEFL reading section are approximately 6,000 word families and
12,000 word families respectively, based on the above data. With regards to Research Question
2, the vocabulary sizes needed to achieve a lexical coverage of 95% and 98% for Focus I were
3,000 and 6,000 words families respectively. Likewise, 95% and 98% coverages were reached at

approximately 3,500 word and 6,000 word levels for Focus 2.

4. Discussion and implications
The results of previous studies suggest that a minimum vocabulary size of between 6,150-6,300
words (lemma) is required to achieve 95% lexical coverage on the TOEFL (PBT) reading section
(Chujo and Nishigaki, 2003; Chujo, 2004). Similarly, Kaneko (2014) calculated a figure of between
6,000 and 7,000 word families for the TOEFL (iBT). The current results are consistent with these
findings. In order to achieve a 95% lexical coverage for Focus I and Focus 2, however, a learner
would only need to know between approximately 3,000 and 3,500 words. There is, therefore, a
gap of approximately 2,500-4,000 words. As described above, successful reading comprehension
is largely predicated on achieving an adequate lexical coverage of any given text. The implication
here is that the lexical coverage that readers must achieve in order to achieve adequate
comprehension of Focus I and Focus 2 is considerably lower than that of TOEFL reading texts. In
order for students to achieve a suitable lexical coverage of TOEFL texts, learners would therefore
need significant opportunities for supplementary vocabulary instruction; indeed, this reflects the
conclusion reached by Chujo and Nishigaki (2003). The gap becomes even wider at a 98% lexical
coverage which, although hypothesized to be necessary for comprehension scores slightly beyond
the target TOEFL score, points to a shortfall of approximately 6,000 words — double the vocabulary
size required for either Focus I or Focus 2. Put simply, neither Focus I nor Focus 2 provides a
range of vocabulary sufficient to meet the lexical demands of the target TOEFL scores. It should
also be noted that there appears to be only a modest difference in the lexical demands of Focus
1 and Focus 2 (approximately 500 words at the 95% threshold), which is a potential concern for
curriculum developers who aim to expose their students to progressively more lexically demanding
content.

Given the scale of the vocabulary size needed to achieve ideal coverage of the TOEFL,
a secondary implication of these results relates to the way in which vocabulary instruction is
provided. In light of the gap which has been highlighted here, teachers need to consider how

best to provide students with vocabulary instruction, supplementary or otherwise, to assist them
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in reaching such targets. While a discussion of specific curriculum development and teaching
approaches is beyond the scope of the present study, it remains a pressing issue, given that the
TOEFL will remain part of the APU English program assessment framework for the foreseeable
future.

5. Conclusion

Before concluding this paper, there are a number of methodological limitations which should
be mentioned. Firstly, the relationship between lexical coverage and reading comprehension
(described above) is based on studies that did not use TOEFL reading texts. Given that studies have
shown that TOEFL takers employ test-taking strategies and techniques which can impact overall
test performance, the results of the present study should be regarded as tentative. Further studies
are necessary to identify the relationship between lexical coverage, vocabulary size and actual
TOEFL reading comprehension performance. The second limitation is the reliance on the Philips
(2003) TOEFL score calculation formula with which the target reading comprehension scores (%)
for intermediate and upper-intermediate English were established. Although it is impossible to
accurately establish how TOEFL scores can be converted into a percentage without authentic test
papers and authentic test scores, this aspect must be acknowledged as a limitation of the present
study. A final limitation relates to the processing ability of the RANGE analysis software. As
described above, Focus I and Focus 2 emphasize multiword vocabulary items, such as “fo hope
for the best”. However, the RANGE software cannot recognize multiword units, therefore each
of these items is counted individually as a total of five words (which all fall within the first 1,000
word list) rather than as a complete, and more lexically demanding, unit. Given the emphasis on
multiword units in both Focus I and Focus 2, the RANGE results may have been affected by this
technical limitation.

The aim of this research was to employ the lexical coverage construct to establish whether
certain EFL reading textbooks provide sufficient vocabulary instruction within a specific context
and given specific TOEFL target scores. The results indicate that a significant gap exists between
the levels of vocabulary that Focus I and Focus 2 expose students to and the level of vocabulary
necessary to reach a lexical coverage required to achieve adequate comprehension of TOEFL
reading texts. In other words, there appears to be a discrepancy between teaching materials
and assessment goals. Notwithstanding the aforementioned limitations to the study, the results
illustrated that lexical coverage can be employed to statistically establish the suitability of textbooks
given specific achievement targets and how it could, therefore, help to inform the selection of

classroom textbooks and instructional materials.

Endnote:
! This refers to the reading and vocabulary development focused “B” courses of the APU Standard

English Track curriculum.
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The Hierarchical Structure of Academic English Essays:
A Systemic Functional Perspective

Gilder Davila'

Abstract

For tertiary level students, organising and writing texts requires a considerable amount of time.
To minimize this issue, they need to be taught how to organise a text as a whole. In Systemic
Functional Linguistics, the notion of periodicity can help teachers explain to students how to
organise their texts successfully. As Martin and Rose (2007) state, “periodicity is concerned with
information flow: the way in which meanings are packaged to make it easier for us to take them
in” (p. 188). The pedagogical purpose of this study is to propose the integration of the notion of
periodicity when teaching writing to EFL learners at the tertiary level to improve the coherence and
cohesion of their academic essays. Using central ideas from systemic functional linguistics, this
study shows how coherence and cohesion were developed in two academic essays by analysing
their hierarchical structures. Essay A followed a traditional composition style method and Essay B
followed a suggested method using ideas from the notion of periodicity. The results showed that
the hierarchical structure of Essay B was more consistent and organised than Essay A. The paper
concludes with the introduction of an outline that aims to improve the quality of EFL learners’

essays in terms of their coherence and cohesion.

Key terms: Systemic Functional Linguistics (SFL), periodicity, hyperTheme, hyperNew, Theme,
Rheme, and New.

1. Introduction

The way in which students construe meaning has been an important aspect of academic writing for
many years. During the mid-sixties, there was an increasing awareness of ESL students’ needs with
regard to producing extended written discourse. Kaplan (1966) suggested that ESL writers “employ
a rhetoric and a sequence of thought which violate the expectations of the native reader” (p. 4). For
this reason, it is necessary to provide the student with a form within which he may operate (Kaplan,
1966, p. 20). A cursory look at ESL composition texts indicates that, for the most part, writing
assignments are made for the sole purpose of testing the mastery of specific grammatical structures
and that few involve invention techniques or prewriting strategies (Zamel, 1982, p. 196). In
addition, this concern towards the instruction of writing promoted the idea that ESL students need
logical construction and arrangement of discourse forms. Paragraphs became the primary interest,
and attention was given to their elements (topic sentences, supporting sentences, concluding

sentences, and transitions) (Silva, 1994, p. 14). This assumption may be one of the reasons why
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40



The Hierarchical Structure of Academic English Essays: A Systemic Functional Perspective

in many writing textbooks for university-level EFL students, the focus seems to be on presenting
elements of essay structure (thesis statement, topic sentences, controlling ideas, conclusion
sentences) and its development (introduction, body, and conclusion) as the pattern most appropriate
(Silva, 1994, p. 14). While these elements are relevant to academic writing, the organisation of
words to convey meaning are also important. Learning how to choose meaning and communicating
it correctly might represent a challenge for those EFL learners coming from a background that
focuses on essay structure and its development.

Systemic Functional Linguistics (hereafter SFL) provides a suitable approach to helping
learners construct meaning. It explains the function of language in social situations, which can
help teachers and learners understand how meaning is put together to realise language and achieve
the goal of effective communication. In SFL, there are three particular metafunctions that explain
the functions of language: (i) to enact our social relationships (interpersonal), (ii) to represent our
experience (ideational), and (iii) to organize our enactments and representations as meaningful text
(textual). In this paper, the textual metafunction will be explored in order to explain the notion of
periodicity in English writing.

According to Halliday and Mathiessen (2014), “textual meanings tend to be realized by
the order in which things occur, and especially by the placing of boundaries” (p. 328). The textual
meaning of the clause is expressed by what is put first (the Theme); by what is phonologically
prominent (and tends to be put last — the New [Rheme]), signalled by information focus); and by
conjunctions and relatives which if present must occur in the initial position. Thus, it forms a wave-
like pattern of periodicity that is organised by peaks of prominence and boundary markers. The
notion of periodicity is also used to model how information is structured at the discourse level by
looking at patterns of thematic structuring; i.e., waves of Theme and New (Rheme) across longer
spans of text and examining their textual function. In other words, periodicity is about information
flow, giving readers some idea about what to expect, fulfilling those expectations, and then
reviewing them (Martin & Rose, 2007, p. 188).

With the above in mind, this paper examines the pattern of organisation in two English
academic essays from the SFL perspective of periodicity. The essays come from an upper-
intermediate English class at an international university in Japan where Japanese students learn
English as a foreign language. The instructional method employed by the instructor during the
lessons for Essay A was mainly related to traditional styles of composition, where attention is paid
to the structure of the essay (see Appendix 1). For essay B, the instructor integrated ideas from the
notion of periodicity into the materials used to teach writing and used terms already known by the
students (see Appendix 2). Since teaching the notion of periodicity involves the use of a particular
metalanguage commonly unknown by teachers and learners, the instructor created an activity and
an outline that help learners create hierarchies of text within a text. In addition, students were taught

how to work with meaning in the construction of a text.
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2. Literature review

In the literature, the word wave has been used to describe information flow in discourse. According
to Pike (1982), “in a written piece meaning flows together like ripples on the tide, merging into
one another in the form of a hierarchy of little waves and big waves” (p. 12-13). Writers package
information into big waves and these informational waves are suggestive of what comes later
in the text. Under the notion of periodicity, these expectations are met by further thematic or
informational development in the text, giving the effect of larger waves followed by small waves of
information. Additionally in English texts, expectations are flagged forward and then consolidated
by summarizing them back. This particular pattern of foreshadowing and reiteration in writing is
useful for EFL writers who want to improve their academic writing skills. At the clause level, the
idea of flagging is realised by the Theme element. The Theme is the element that serves as the point
of departure of the message; it is that which locates and orients the clause within its context. The
remainder of the message is called the Rheme. As with the Theme, the Rheme typically contains
another kind of prominence. This prominence is called News. As a message structure, therefore, a
clause consists of a Theme accompanied by a New (Rheme); and the structure is expressed by the
order — whatever is chosen as the Theme is put first (Halliday and Mathiessen, 2014, p. 89). Below,
there is an example of how Theme and Rheme are identified in SFL. The boundary between Theme

and Rheme is shown by +:

(Theme) When people + (Rheme) want to get rid of their pets, they + take them to animal
shelters. Once pets + are abandoned by their owners, there are + two possible outcomes.

<sic>

Therefore, when studying periodicity, the analysis of Theme and New in the clause is essential to
the understanding how meaning is flagged and summarised at a discourse level, that is, at a level
beyond individual clauses. In the introduction of periodicity, Martin and Rose (2007) stated that
discourse has a beat, and without this rhythm, it would be very hard to understand what the writer
is trying to communicate (p. 189). This beat is construed in the Theme and New of the clause; by
looking at Theme, we can see how expectations are construed and presented, and by looking at
New, we can see how those expectations are fulfilled, forming a wave-like information flow.

In a traditional composition class, the idea of flagging might be represented by the use
of controlling ideas. However, the notion of periodicity allows us to establish a hierarchy of
waves that goes beyond the explanation of controlling ideas. In other words, by using ideas from
periodicity, students will be able to work not only with structural units (grammar) but also semantic

ones (discourse). They will be able to see the role of textual meaning when writing an essay.

2.1 EFL students issues with writing
According to the literature, teachers often experience difficulties explaining to students how
they should order the information in their sentences (Fries, 1996, p. 69). EFL students consider
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vocabulary their most serious handicap, words are the smallest physical meaningful units of the
message and they play an important role in writing (Yorio, 1971, p. 107). Another recurring
problem in the production of text by EFL students is how choices of meaning are, in most cases,
affected by the previous language. Thus, a great deal of the problems found in the creation of
controlling ideas for a text come from choices of meaning. To minimize this issue, teachers should
spend more time explaining the role of meaning in the construction of waves in a text. While this
might require the use of a complex metalanguage for the students, there are different ways to
introduce the notion of periodicity using students' current knowledge of writing. These ideas are

introduced in a later section of this paper.

2.2 Higher level Theme and New (HyperTheme and HyperNew)

HyperTheme represents a higher layer of information in discourse. It refers to a statement, in most
cases the first sentence found at the beginning of a text. It works as the point of departure of what is
to come in a text (Martin & Rose, 2007). As mentioned previously, in a clause the Theme works as
the point of departure and it is commonly represented by an unmarked theme (subject) and in some
cases by a marked Theme. The idea of hyperTheme represents a larger scale patterning in discourse
which is structurally and semantically more elaborate than the Theme. Here is an example from
Martin and Rose (2007, p. 193) of how hyperTheme works:

After about three years with the special forces, our hell began.

it. In the early hours of the"morning between two and half-past-twq, I jolt awake from his
Is this way, that side of the bed. He' s pale. Ice

night — sopping wet with sweat. Eyes bewildered, but dull like the dead. And the shakes.

Id in a sweltering

rushed breathing,

Table 1

Informational structure of the hyperTheme

Marked Theme Subject / Theme New
After about three years with the| our hell began

special forces

Table 1 shows the role of Theme and New in the construction of the hyperTheme. According to
Martin and Rose (2007), in the first clause the thematic element our hell functions as a kind of
preview for the events which follow as the writer spells out what that /ell is. From a linguistic
perspective, this topic sentence is treated as a kind of higher level Theme: a hyperTheme (p. 194).
In other words, the hyperTheme serves as a point of orientation for what is to come. It foreshadows

the information readers are about to take in. What makes this particular clause different is that it
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functions as a hyperTheme; i.e., it exerts control over the information that might be expected to
follow.

At the end of a phase in discourse, there is a new layer of information that good writers
commonly use to remind readers of where they have been during the reading. This new layer of
information is referred as the hyperNew. HyperThemes tell us where we are going in a phase;
hyperNews tell us where we have been (Martin & Rose, 2007). Although the frequency of
hyperThemes is considerably higher than hyperNews, the latter helps the reader to understand the
relevance of the phase of discourse previously unfolded. Here is an example of hyperNews from
Martin and Rose (2007):

The Second World War further encouraged the restructuring of the Australian economy
towards a manufacturing basis.

Between 1937 and 1945 the value of industrial production almost doubled. This increase

was faster than otherwise would have occurred. The momentum was maintained in the post-
war years and by 1954-5 the value of manufacturing output was three times that of 1944-5.
The enlargement of Australia s steel-making capacity, and of chemicals, rubber, metal goods

and motor vehicles all owed something to the demands of war.

The war had acted as something of a hot-house for technological progress
W ng " gicalprog HyperNew
and economic change.

In the example above, the hyperTheme is underlined and the phrases that paraphrase it are in
italics. According to Martin and Rose (2007), the body paragraph paraphrases the hyperTheme.
Phrases such as this increase, the momentum, and other phrases in the paragraph are paraphrasing
the hyperTheme. However, the hyperNew is never an exact paraphrase of the hyperTheme, nor is
it simply a summary of the wave's trough (Martin & Rose, 2007, p. 196). The hyperNew takes the
reader to a new point in the text that could only be understood if the reader has gone through the
hyperThemes. In other words, to understand the purpose of the bold text in the example above, the
reader must go through and understand the information given in the body paragraph.

In many written texts, waves of Theme and New extend beyond clauses and paragraphs to
much larger phases of discourse. This higher level Theme is referred as the macroTheme (Martin
& Rose, 2007, p.197). The macroTheme predicts what is to come, while the hyperTheme choices
refer back to what has been predicted and refer forward to what is to come in each paragraph.
Waves of New also have a higher level, which is referred as the macroNew. Martin and Rose (2007)
stated that one of the possible functions of the macroNew is to show a higher level New that distils
hyperNews (p. 195).

Thus far, we have seen that in discourse, clauses are organised into waves of Theme
and a New, and that some of these clauses serve as discourse level hyperTheme and hyperNew,

which are suggestive of the informational meanings which are to follow in the text. At the same
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time, the hyperThemes are frequently foreshadowed by a higher level Theme which is called the
macroTheme. In addition, each phase of discourse contains a clause complex that functions as a
New, which explains to readers where they have been and prepares them for encountering new
information in the text. The clauses that exert this function are called the hyperNews. Finally, in the
last phase of discourse a macroNew functions as an expansion or development of the point of the

text. Figure 1 summarises the different layers of information found in discourse.

Method of Development Point
(genre focus) (field focus)
macroTheme"

hyperTheme

predict Theme ... New accumulate

hyperNew

macroNew"
Figure 1. Layers of Themes and News in discourse (Martin & Rose, 2007).

Martin and Rose's (2007) layers of information are not meant to be a fixed structure in the
construction of discourse. Instead, they are pursuing an understanding of how periodicity
(information flow) takes place in this particular type of text (academic English essay). Therefore,
teaching EFL learners about the hierarchical structure of discourse (Figure 1) might help them
to improve the organisation and development of texts since it considers language from both a
structural and a semantic view. Teaching this particular metalanguage at early stages of English
acquisition might cause confusion among learners due to the high level of abstraction employed in
the meaning choices. Thus, this paper aims to suggest teaching hierarchical structures to students
using metalanguage that students know from previous language learning experiences. It is believed
that the integration of ideas from SFL might make the teaching of writing more effective among
EFL learners.

In the following section, the hierarchical structure of two academic English essays from
upper-intermediate EFL learners at an international university are analysed by considering the
informational structure employed by the writers. This hierarchical structure uses ideas from Martin
and Rose (2007) regarding layers of Themes and News in discourse (Figure 1). For the purpose
of this paper, different sections from the two essays are presented to describe and understand how
EFL learners at an international university employ periodicity. Firstly, a thematic development will
be presented to see how textual meaning was construed at the clause level. Next, the analysis will
focus on the hierarchical structure of some parts of the essay by looking at possible instances of

hyperTheme, hyperNew, macroTheme, and macroNew at a discourse level.
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3. Hierarchical structure in academic essays

The main purpose of a periodicity analysis is to model how information flows in discourse (Martin
& Rose, 2007, p. 188). Therefore, it helps both writers and readers to understand how information
is packaged in the creation and subsequent transmission of text. One way to understand how EFL
students organise information is by looking at the hierarchical structure of the text. In this paper, the
periodicity analysis starts by examining the role of macroTheme, hyperThemes, hyperNews, and
macroNew from two essays. Due to the considerable amount of information in each essay, certain
phases have been selected to illustrate the analysis of the hierarchical structure of the text. By using
a similar model as the one introduced in Christie and Dreyfus (2007), Figure 2 shows the pattern of

Theme, New, macroTheme, hyperTheme, macroNew and hyperNew in Essay A.
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Macro-Theme

Do you know many people get rid of their pets to avoid this responsibility? Do you know how many pets are killed every
year? In Japan, culling, the act of killing pets such as dogs or cats is decreasing in recent years. However, it is still happening;
today, many people have pets that make them happy because they have a new family member, but there are some problems
behind this. "One of the hottest questions in the study of animal behavior is, “Do animals have emotions?” And the simple and
correct answer is, “Of course they do.”" Marc Bekoff, a professor in the Department of Ecology and Evolutionary Biology,
says that. According to him, animals also have emotions, like human beings. They feel anger and sadness when they are left
away, but some people do not understand it because pets are no more than things for them. More people should know about
what culling is and think about how to avoid this action because animals are not things but creatures which have life like people
and they deserve to be protected.

HyperTheme 1

When people want to get rid of their pets, they take them to animal shelters. Once
% pets are abandoned by their owners, there are two possible outcomes a positive or a
negative one.

Elaboration of hyperTheme

For example, from a positive view, in 2014, 53,218 pets were brought to the shelter, and 14,286,
who were lost, were picked up by their original owner, and 17,339 were picked up by a new
owner. From a negative one, 21,593 were killed by culling (Japanese Ministry of environment,
2014). The equipment, the fuel cost for burning the animal death bodies, are covered by citizen 46
taxes, so the taxes Japanese pay to the government are wasted for these selfish actions.

HyperNew 1

HyperTheme 2
] > However, many people get rid of their pets under very unusual reasons.

Elaboration of hyperTheme 2

For example, a family bought a puppy but the pet is not cute after some years, so they don’t want
to have it anymore. In addition, owners buy a pet, but their children don’t like the pet, so they
can’t have it. Moreover, owners do not stop animals breeding, so animals increased a lot. (Anti-
Vivisection Action Network) For these reasons, owners bring their animals to the shelter, but

some of them don’t know what happen in the shelter. Culling is a very bad action. A person who .
wants to get rid of his pet or already took it away should imagine how they would feel if they are Possible
done the same thing as culling for pets, and then, they can know the feeling which pets feel in the é HyperNew 2
shelter. People should know what happen in the shelter and try to solve this issue as soon as

nnccihla

HyperTheme 3

Today, some people think about how to decrease the counts of animals which are
killed. However, in Japan, there are still many people who bring their pets to the
animal shelter. Other countries also try to approach the animal issue.

Elaboration of hyperTheme 3

Culling is not carried out in Germany, which has places such as the Tierheim, they protect animals
who are lost and left away. The Tierheim was created thanks to an intervention of the government, so
the animal welfare inspectors can always stay at this facility. However, when it comes to Japan, they

don’t care enough although there are many rules. According to Germany’s effort, Japanese needs .

more intervention of the government because if the shelter receives money from the government, Possible
animals should have the right to be comfortable so people can come to the shelter easily. And also, | | HyperNew 3
Japanese should make the rules stricter than it is now so people might learn to be more responsible.

Restatement of MacroTheme

To sum up, we need to think about animals and how to protect them. The culling is
caused by irresponsible owners. If you want to have pets, you have to consider if
you can take care of them until the end of their life. In Japan, there are also some
rules about animals. However, it is not enough and loose. We need more money to

establish shelters like the Tierheim, but not only volunteers, but also the government Possibl
should cooperate more to save animals. Japan’s status for saving animals is far from ossible
Germany’s one. but more people have to be interested in it. and then in a few years MacroNew

later that all animals will be saved their life and protected them.

Figure 2. MacroTheme, HyperTheme, MacroNew, HyperNew (Essay A). (Model adapted from Coftin, 2006).
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3.1 Essay A

Essay A foreshadows the information to be presented in the essay by using relevant meaning in the
first paragraph with choices of meaning such as get rid of, pets are killed and culling. While these
choices seem to be relevant for the entire text, the subsequent clauses, in the first phase, take the
reader in a different direction. One example is the introduction of a third interrogative sentence Do
animals have emotions? This question is expanded by adding a citation related to the topic of the
question, which gives the impression of a change in the main topic from “killing dogs and cats” to
a discussion of animals’ emotions. In other words, there is lack of coherence and cohesion in this
section of the text.

HyperTheme 1 seems to focus the reader's attention on the topic of getting rid of pets. An
example of this technique is realised in the first hyperTheme by using the word abandon, which is
close in meaning to the word introduced in the macroTheme get rid of. The New information unit
from the hyperTheme is then elaborated on this phase of the discourse, which allows the writer
to expand on the information flagged in the macroTheme. At the end of this phase, the writer
introduces New information that neither support the hyperTheme nor the macroTheme. This New
information The equipment, the fuel cost for burning the animal death bodies...<sic> could be
considered as a possible instance of hyperNew 1. As explained in the literature section, hyperNews
are used to make the readers aware of where they have been. Their functions can be either to
provide a paraphrase of the hyperTheme or to introduce a new point in the text. In this particular
case, hyperNew 1 seems to be introducing a new point in the text that might be mentioned or
developed in a subsequent phase of the discourse. However, after reading the entire text there are
no instances that contain an expansion of this hyperNew, which means that it dies out after this
phase.

The second phase of this essay starts with the presence of hyperTheme 2 ‘However, many
people get rid of their pets under very unusual reasons’ this hyperTheme is directly connected
to the macroTheme. The writer then elaborates on the hyperTheme and introduces New
information. One of the problems found in this particular phase is the introduction of more than
one hyperTheme. These others hyperThemes found throughout the text are not connected to the
macroTheme, which means that the reader is taken to a different and disconnected new point in the
text. Having many hyperThemes in one phase can make the whole text difficult to read due to the
inclusion of many ideas that are not properly elaborated on the text. The text ends with a conclusion
and the introduction of what seems to be a macroNew. However, the purpose of the macroNew as
explained in the literature section could not be found in Essay A. The integration of ideas from the
notion of periodicity could avoid this problem since it helps writers to keep control over the content
of the text and the way it is presented.

The information flow in Essay A from the view of macroTheme and hyperTheme seems
satisfactory to a certain extent in terms of the meaning-connection established by the writer.
However, while the presence of hyperThemes can be identified in each phase of discourse, the

connection among the hyperNews and the macroNew should be more clearly delineated. It could
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be assumed, to a certain extent, that the use of a traditional composition outline, which normally
focuses on the thesis statement, controlling ideas, and topic sentences, might be a possible reason
for the paucity of the macroNews and the hyperNews. It is believed that integrating ideas from
the notion of periodicity can help students build a more substantial knowledge in terms of writing
skills. “Successful writing demands a good relation of the whole discourse rather than the ability to
compose grammatically correct sentences in isolation” (Piriyasilpa, 2009, p. 4). Figure 3 shows the
structure and hierarchies of Essay B using Christie and Dreyfus's (2007) model.
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Macro-Theme

How important is “C” culture and “c” culture in human society? It is generally agreed that both “C” culture and “c” culture
are really important elements for culture. However, some people may think that one of them is more significant than the other.
Nonetheless, what do “C” culture and “c” culture stand for? “C” culture is known as ‘high culture’ which stands for art, history,
architecture, music and so on. On the other hand, “c” culture is recognised as mass culture which related to people's daily life,
such as values, traditions and beliefs (Bennett, 1998). This essay will examine how important “C” culture and “c” culture are in
human society in terms of education, identity recognition and migration adjustment, then discusses which one is more crucial in
human society.

HyperTheme 1
“C” culture has a significant position in human history because it has an
ﬁ educational function and it has been passed on by generation for many centuries.

Elaboration of hyperTheme

For example, Shakespeare’s works is the most important literature in the world. Therefore,
despite U.K., many countries have been using his masterpieces in their textbooks. Moreover,
many countries have national museums which display famous paintings, sculptures and cultural
relics. The purpose of museums is to educate people in order to implant an ideology then teach

people how to be model citizens...Hence. education is a way to pass on an ideology and the
“C” culture is the tool for that. Therefore, it could be argued that in terms of education, “C” é HyperNew 1

culture has a massive but invisible power which makes it crucial in human society.

HyperTheme 2

| > Although “C” culture is an important tool of education,

on building identities.

o

culture is more practical

Elaboration of hyperTheme 2

Ruling class uses “C” culture to implant an ideology through education though, it might not bring
a strong effect on identity recognition. On contrast, “c” culture let people involved into shared
values, beliefs and traditions which could have a great impact on people’s behaviour. According
to Kidd and Teagle (2012), culture is a process that on community pass down traditions by
generations which is also called socialisation, and they also claim that this transition of social
norms and values is involved into the process...

Therefore, if they see someone eating on a street, they might think that that person is not
Japanese because Japanese citizens know the ‘secret’ rule. At the moment, they recognised their E HyperNew 2
identity as Japanese. Hence, “c” culture is practiced in the process of identity recognition.

HyperTheme 3
Since “c” culture helps people to build up identities, it could also assist immigrants

to adjust a new environment.

Elaboration of hyperTheme 3

It is because ¢ culture is practiced in daily life, so it is very important to understand and adopt “c”
culture for immigrants (Scheffler, 2007). Especially, if immigrants want to have a job in a region
which is totally unknown, they should have knowledge of not only basic universal business manner
but also particular regional differences in business negotiations. For instance, Chinese business
negotiations are usually discussed while dining together, and it is appreciated to drink alcohol as

much as possible. Also, it is a way of showing respect to partners. Therefore, this kind of “c” culture
is necessary to remember, otherwise, it could lead to a mistake even a more serious consequence. é- HyperNew 3

Thus, “c” culture helps immigrants to settle into a new region to adapt a new society.

Restatement of MacroTheme

In conclusion, even though “C” culture seems to be taken on heavier responsibility than culture
is the base of daily life and it is absolutely necessary for maintaining the balance of society, so culture is
more important than “C” culture. However, some people argue that for dominant group, “C” culture is more

“o o

culture,

o

significant, but “c” culture is culture for majority and it is much more crucial for most people.
MacroNew

Figure 3. MacroTheme, HyperTheme, MacroNew, HyperNew (Essay B). (Model adapted from Coffin, 2006).
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3.2 Essay B

As in Essay A, the macroTheme is introduced in an interrogative sentence how important is “C”
culture and “c” culture in human society? However, the New information from this sentence
remains constant in the text, and it is also expanded on every phase of the text by making use of
words that connect to the central question posed in the macroTheme. Essay B establishes the main
topic in the macroTheme and then introduces each hyperTheme at the end of the first phase (e.g.
human society in terms of education, identity recognition and migration adjustment).

The first hyperTheme contains meaning that is flagged forward in the text (underlined text).
These relevant meanings have been highlighted and bolded as shown in Figure 3. The writer then
elaborates the hyperTheme by making use of synonyms and related words to the content in the
hyperTheme; thus, keeping the reader connected to the text. This procedure is repeated in a similar
way with hyperTheme 2 and 3. In other words, Essay B shows cohesion between the hyperTheme
and the macroTheme. The macroNew of Essay B summarizes each layer of the text and introduces
New information in the form of reflection.

The hierarchical structure of Essay B is more consistent than Essay A as was shown after
the identification of the different layers that compose the text; i.e., macroTheme, hyperTheme,
hyperNew, and macroNew. Essay B made use of a set of outlines that includes ideas from the
notion of periodicity without particularly using the metalanguage introduced by Martin and Rose
(2007). On the contrary, Essay A made use of a traditional composition outline that included terms
already known by most EFL learners, such as the thesis statement, controlling ideas, topic sentence,
and others. While the purpose of this paper is not to discredit the role of traditional composition
teaching, the intention is to show that the integration of ideas from the notion of periodicity could

lead EFL learners to the production of better texts in English.

4. Suggested Pedagogical Interventions
The previous discussion centred on how students organise information in a text. In particular,
two essays were analysed to show how patterns of meaning are construed by EFL learners at an
international university when writing academic English essays. Essay A followed a traditional
writing composition style (see Appendix 1) while Essay B followed a set of outlines that uses
the notion of periodicity (see Appendix 2). After presenting, discussing, and analysing instances
of written language, problems regarding the proper construction of macroTheme, hyperTheme,
hyperNew, and macroNew were found in Essay A. Learners following the style used in Essay A
seem to have an acceptable control on the construction of a clause. However, more instruction
regarding the hierarchical structure introduced here might help learners to establish a better control
over the text.

For this reason, it is believed that pedagogical interventions should take place in the
classroom, and in particular using the notion of periodicity when teaching writing skills. The
instruction of periodicity to EFL learners implies the design, creation, and careful organisation

of the hierarchical structure of language in academic English writing. One way to start the
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introduction of this notion is by presenting EFL learners the metalanguage used in periodicity.
Understanding this particular metalanguage may require learners to have a certain level of English
that goes beyond intermediate level. Another reason for this suggestion is that due to the typological
language differences between English and Japanese and the differences in composition and style,
teaching periodicity at early stages of English acquisition might promote confusion among learners.
Therefore, integrating ideas from the notion of periodicity while still using terms already known by
EFL learners, such as traditional composition terms, might be an effective start into the introduction
of functional grammar. In doing so, EFL learners will learn about periodicity and its metalanguage
in well-defined and logically constructed stages.

One possible suggestion to start the organisation of classroom activities and material
for teaching periodicity is by looking at some of the guidelines (see Appendix 3) proposed by
Piriyasilpa (2009) in the paper Periodicity and Its Use in Language Teaching. An adapted version
of the guidelines is presented here.

According to Piriyasilpa (2009), the teacher may organise the classroom activity in
three stages:

First stage: whole class teaching

Second stage: group writing

Third stage: individual writing
The first stage implies the teaching of the central idea behind the concept of periodicity in
functional grammar. This includes the introduction of text structure through the discussion of
functional metalanguage, namely macroTheme, hyperTheme, macroNew, hyperNew, Theme and
Rheme, and Given and New. According to Piriyasilpa (2009), the language instructor can encourage
the class to analyse the text by asking questions using the metalanguage (p. 9). To achieve
this, the present paper claims that the notion of periodicity can be introduced by making use of
learners” current language knowledge. In other words, students do not need to be introduced to the
metalanguage at once, but instead the teacher can introduce the notion of periodicity by using terms
already known by the students. This particular strategy will serve as a preparation for a subsequent
introduction of the proper metalanguage. This can be done by following stages similar to those
presented by Piriyasilpa (2009). In this paper, four stages are suggested to introduce the notion of
periodicity at the tertiary level.

4.1 Stage 1 (Guidance)

By using examples from other essays, the teacher encourages the class to find examples of
hyperTheme and its connection with the whole text (macroTheme). This activity can be carried out
without making use of the metalanguage employed in the notion of periodicity. Conducting a group
activity is an example of how the teacher can lead the writing class towards a successful use of the

outline employed in Essay B.
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After introducing one example of the target text to the students, the teacher might make use
of follow-up questions to introduce the organisation of the text (Table 2). One of the aims of the

stage is to pay attention to how cohesion and coherence are developed.

Table 2

Follow-up questions for stage 1

Is there a sentence expressing the purpose of the whole text? (MacroTheme)

In which part of the text is this sentence?

What is the informational structure of that sentence? (Theme and Rheme)

What nouns were used in that sentence? Make a list.

What is the meaning of each noun?

What similar words can you use to replace each noun? (Working with synonyms)

How many discussion points are in the text? (HyperTheme)

Is the vocabulary used in each discussion point connected to the sentence expressing the
purpose of the text? If so, what words express this connection? (HyperTheme)

Is there a sentence expressing a summary of the whole text? (MacroNew)

In which part of the text is this sentence?

What is the informational structure of that sentence? (Theme and Rheme)

What nouns were used in the last phase (paragraph)? What other nouns in the text are similar
to the ones found in the last phase?

4.2 Stage 2 (Scaffolding)

The second stage serves as a scaffolding activity for learners to reinforce the concepts involved in
the notion of periodicity. In order to achieve this goal, a group writing activity is suggested to build
confidence among the students. This activity can take place during the class or by making use of an
online forum where students can share their answers and opinions. According to Piriyasilpa (2009),
learners will have a chance to brainstorm ideas and put into practice the new knowledge acquired.
In this case, a similar activity is proposed to achieve a similar goal without making use of the
proper metalanguage. By working in groups, learners are able to focus on different parts of the text
organisation and its development. In addition, this activity promotes interaction and cooperation

among learners.
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Table 3
Stage 2. Scaffolding

Student A: Find the statement in the first phase of discourse that considers
the goal of the text. (MacroTheme). Then analyse its informational
structure. What words were used in the Theme and Rheme? What is the
meaning of each word? Find synonyms in the text for each of those words.
Student B: Find the statement that exerts control over each paragraph.
What words were used in the Theme and the Rheme? What transition

Make groups of three or words were used in each phase of discourse? What is the meaning and

more and work on the
solution of the following
task.

purpose of each transition word? Explain. (HyperTheme)

Student C: Find a statement that summarises the whole text. What
words were used in the Theme and Rheme? Can you find these words (or
similar ones) in other places of the text? If so, where are they? What is the
meaning of each word? (MacroNew)

Student D: What is the purpose of the text? What kind of audience is
this text for? What is your opinion about the text? Will you use the same
information to support your ideas? Explain.

4.3 Stage 3 (Outline)

For stage 3, students are given the proposed outline (see Appendix 2) and a writing prompt. Using
the techniques employed in stages 1 and 2, the teacher assist the students in the preparation of an
outline that considers not only essay development structure but coherence and cohesion structure
as well. If the whole class is working with one topic then the activity can be conducted in groups
of three or four as in stage 2. If the class is assigned with different topics then stage 2 activity will
serve as a review practice before moving into stage 4.

The left side of the outline uses terms from traditional composition to guide learners towards
the creation of the structure of the essay. The right side of the outline (outlining Coherence and
Cohesion) focuses on how to construe meaning. By making use of the same parts of the structure
outline, learners are requested to work on the coherence and cohesion of the essay. This particular
outline encourages learners to work on vocabulary (meaning). In addition, it helps them to

understand the role of meaning across the entire essay.

4.4 Stage 4 (Essay)

The fourth stage is the creation of a text by the learner. In this stage, learners will put into practice
the ideas learnt from the previous three stages and write an essay by employing the proposed
outline and the techniques introduced in the previous stages. In order to achieve the goal of the
fourth stage, the teacher should encourage learners to fill out the proposed outline before and after

the production of the text. Thus, learners will have more control and understanding of their texts.
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As mentioned before, periodicity is a tool that helps writers to see how text is organised.
However, it is important to keep in mind that there are different types of essays and as a result
different organisations. In EFL lessons, learners are exposed to a variety of texts that correspond
to different academic topics. Since the main target is to make EFL learners produce successful
essays, teachers should introduce periodicity by looking at the informational structure found
in academic essays. Once EFL learners understand and recognise how to use the hierarchies of
language introduced here, the class can expand on and introduce other types of English text. This is
the reason why adding another stage to the outline ‘type of text' might be necessary to guide EFL
learners towards an understanding of language and its different functions in society and culture. The
purpose of this optional stage is to show the learners that the organisation of a text is not always the

same, and that the outline presented here changes in accordance to the target text type.

5. Conclusion

The purpose of this paper was to present and introduce the benefits of the notion of periodicity
when teaching writing to EFL learners at the tertiary level. The notion of periodicity was employed
to explain why hierarchies in text should be considered when teaching writing to EFL learners. Two
academic English essays written by upper-intermediate EFL learners at an international university
in Japan were selected and analysed to provide information regarding the informational structure
employed in each essay. One essay followed ideas from traditional composition (Essay A) and
the second essay followed an adapted outline that uses the notion of periodicity. While Essay A
met most of the criteria demanded for that particular task, the results show that the text lacked of
coherence and cohesion. A second essay (Essay B), from the same level, was written following an
outline set that contains ideas from periodicity. The results showed a more organised and consistent
text that successfully met the ideas exposed within the notion of periodicity.

After the analysis of the two essays, the author concluded that pedagogical interventions
should take place in the classroom to improve EFL learners  current writing skills. This paper
suggests teaching the notion periodicity and SFL metalanguage by stages; i.e., by creating
scaffolding strategies that will make the access to this functional grammar aspect more effective.
One possible start to the organisation of classroom activities and material for teaching periodicity
is by making use of EFL learners previous and current knowledge of writing composition. Teachers
can find ways to integrate ideas from SFL by expanding and elaborating more on the concepts
and techniques used in traditional composition, namely, thesis statement, controlling ideas, topic
sentence, and conclusion sentence. Once learners reach a higher level of English language (upper-
intermediate or advanced) the teacher can introduce SFL metalanguage to expose learners to

different texts and their informational structures.
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Appendix 1

Essay Instructions

Students must write a four-paragraph essay in which they present and discuss the results of their

research related to one social issue in another country. This should be a research essay, which
means that its purpose is to help the reader to understand a situation clearly by providing relevant
information, evidence and examples from reliable sources. Students may also discuss examples and

give their own opinions, but evidence needs to be provided wherever possible.

Important Points

Essay length: 850 to 1000 words

Minimum number of English sources required: 3

It is necessary to include a clear thesis statement in the introduction that summarises the main
message of your essay in one sentence. It is very important that every part of the essay is connected
to this thesis statement.

The essay must contain all of the following parts:

1. Introduction paragraph: including a hook, overview, thesis statement

2. Background paragraph: topic sentences, history of the issue (with in-text references)

3. Solution paragraph: how the issue is being solved (with in-text references)

4. Conclusion paragraph: summary of essay (connection to thesis statement)

5. References (full APA style)

Formatting

Student and essay information: full name, class, word count (excluding the bibliography) and essay
due date at the top right of the first page only

Title: top centre of the first page, 14-point Times New Roman bold
All other text: 12-point Times New Roman

Spacing: double-spaced

Margins: normal

Page numbers: bottom right

Word count: bold, end of paper, left

Outline due date:

Final due date:

Grade weight: essay outline: 5% (of total course grade)
final essay: 10% (of total course grade)

>BEFORE YOU SUBMIT YOUR ESSAY, READ THROUGH THIS PAGE AGAIN<

57



B APU Journal of Language Research Vol.3, 2017

%9} Jo odAY,

:SOOTAQD QAISAY0))

:(sw1d) mou urod UOISSNOSIP YoBd WOy :uoIsn[ou0))
SULID) A9Y /UONONPOLUT WO SWI) A9) UOISN[OU0D puk Alewiuung
(Teok/10UyINYy ) 90UAIOJIY
:S9JIAP QAISAYOD)

:Arewrung

:(SwAuOuAs; uononNpoNUI WoIJ suLe) A9) ¢ jurod uoissnosiq

(Ieok/10UyINY ) 90USIAJY

:SOOTAQD QAISAY0))

:(3a0ddns ‘0ouopIas ‘yuownsie)

:(SWAUOUAS, uOr}ONPONUI WOIJ SULIY) A93) 7 jutod uoIssnosi(q

(Teok/10UyIMy ) 90UAIOJIY

1SOOTAP QAISAYOD)

:¢ Jurod uorssnosi(q

:(310ddns ‘oouopias ‘yuowngie)

:(swAuouAs/uononponur woij sud} A3y) [ jutod uoIssnosiq

ydeadeaed Apog

:(1e0£ ‘10UINE/00USIJOI) UOIIONPONU]

1z yutod uorssnosi(q

:(1a0ddns ‘0oudpIag ‘yuownsie)

:(S991ADP 9AISIY0D) UOIONPONU]

11 yurod UOISSNOSI(]
ydeadeaed Apog

:(SWAUOUAS/SWId) A3Y]) UOIIONPOIIU]

:(SwIey A9Y) oL

JUSWIdIR)S
SISa T,

ML

3IMPONNS sulIpnQ
7 xipuaddy

58



The Hierarchical Structure of Academic English Essays: A Systemic Functional Perspective

Appendix 3
Stages for teaching periodicity in the language classroom (Piriyasilpa, 2009, p. 11)

Stage 1: Whole Class Teaching

1. What do you think the purpose of this text is?

2. Does the writer set up a hyperTheme of the whole text? If so, what is it? (HypeTheme: Level A)

3. How many arguments are made in this text?

4. What are the hyperThemes of these arguments? (HyperThemes: Level B)

5. How is each argument construed at the clause level? Identify the structure of Theme and Rheme
within each argument.

6. Does the writer make a point after the discussion of each argument? (HyperNew: Level B)

7. Does the writer make a point of the whole text? (HyperNew: Level A)

Stage 2: Group writing

1. Consider the goal of discourse and set up a hyperTheme of the whole text (HyperTheme: Level A)

2. Outline the arguments to be made and set up a hyperTheme of each argument (HyperTheme: Level B)
3. List all supporting details of each argument and use relevant vocabulary or pronouns in Themes to
construct a cohesive discussion under each argument

4. Make points of the argument where necessary by setting up a hyperNew of each argument (HyperNew:
Level B-optional)

5. Make a point of the whole text by

Stage 3: Outlining

1. Consider the goal of the discourse and set up a hyper Theme of the whole text HyperTheme Level A:
2. Outline the arguments to be made and set up a hyper Theme of each argument

HyperTheme 3 Level B: Prostitution causes problems to the society.

3. List all supporting details of each argument and use relevant vocabulary or pronouns in Themes to
construct a cohesive discussion under each argument

4. Make point of the whole text (optional) by setting up a hyperNew of the whole text
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Personal and Professional Development for
International Students as TAs in Japanese Universities

Christopher G. Haswell'

Abstract

The internationalization of tertiary education is a process that is continuing around the globe,
ever deepening in complexity. Connected to this evolving situation is the question of how best to
integrate the students who are brought together on internationalized campuses by these efforts. This
paper reports the findings of an investigation of former international student teaching assistants at
a highly internationalized university in Japan and considers the various personal and professional
benefits they felt they acquired. Using testimony from interviews with nine former teaching
assistants, and using a grounded theory approach to analyze and identify common themes in the
participants' reported experiences, this report concludes that the hiring of international students as
teaching assistants has the potential to benefit the individuals included in such a program and the

institutions who recruit them.

Key terms: international university students, teaching assistants, internationalized university

education

1. Introduction
There are few students on a university campus with as much potential to affect their institution as
those chosen to be teaching assistants (TAs). These students are tools in the classroom that can
be utilized to alleviate some of the burden of administration from the instructor, and at their very
best they can facilitate a smoother class by taking on some of the teaching load as well. On an
international university campus, when the students who are selected to undertake the TA role are
often drawn from the international student population, this collective potential grows, as do the
number of domains within which their efforts intersect: these TAs find themselves in positions
not only between the teachers and the students, but also assisting with their respective university's
broader mission of increasing the amount of on-campus internationalization and the production
of globalized human resources. While this is not always the intent of a TA program, the hiring
and utilization policies in practice can have this effect. For these reasons, TA programs should be
investigated for the purpose of calibrating them as closely as possible to the university's aims.

The objective of this paper is to define the role of a TA as it is undertaken in Japanese
universities and to investigate the development experienced by international students working as
TAs. This paper reports a research study conducted at Ritsumeikan Asia Pacific University (APU),

one of the most highly internationalized universities in Japan. This study asked the following

'Associate Professor, Kyushu University, Japan. Email: haswell@flc.kyushu-u.ac.jp
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research questions: "How are international student teaching assistants (TAs) affected by their time
in the TA program?"; "Do such programs have a positive effect on university internationalization?"
Reported here are the findings from interviews with former international students who had
participated in the TA program at Ritsumeikan APU during their university undergraduate

education.

2. The role of international Teaching Assistants

TAs recruited from the international student population in Japan are not the same as so-called
International Teaching Assistants (ITAs). ITAs are graduate students employed as part of their
course of study in US, European, or Australian universities to teach part of their affiliated
undergraduate courses. The roles for TAs in Asian contexts are generally more limited than those
where ITAs are used as teachers (Bengu, 2009; Gorsuch, 2003; Fletcher-LaRocco, 2011); TAs
in Japanese contexts can be reduced to the position of taking notes of attendance and setting
up classroom equipment for the teacher. One of my interview participants described the basic
requirements of the job: “As a teaching assistant, we are supposed to take charge of taking
attendance, prepare, distribute and collect materials, being proctor during test time and other
similar tasks.” Another interviewee commented, "It can be really stupid, boring tasks like give out
attendance sheets and wiping the blackboard." In this paper, therefore, the term 'international TA'
will be used to differentiate from the acronym 'ITA,' which is taken to refer to a separate category
of instructor rarely, if ever, found in Japanese universities.

The role of TA as it is understood in the Japanese university context, with one or more
students directly assisting with the teacher's work in the classroom, is not one that has been well
researched. The closest teacher/assistant relationships to receive significant academic attention
in Asia are assistant English teacher (AETs) programs, such as the JET program in Japan and the
EPIK program in South Korea. These programs match young university graduates from English-
using countries with teaching districts in the respective countries with the intention that these AETSs
support the efforts of the teacher to undertake effective communicative language teaching in their
classrooms. Both programs are intended to give the primary teacher of the class assistance with
what may be unfamiliar procedures or methodologies for this teacher and more time to focus on
the learning outcomes and administration of their classes. The main difference between these two
programs is that although the EPIK program requires applicants to have "a teaching license in your
home country" (English Program In Korea, n.d.), the JET program only requires an undergraduate
degree to be eligible. However, both programs envisage similar roles for their candidates, roles that
are closely related to those held by TAs.

Teaching assistants are assistant teachers; the only question is how much responsibility they
are given in the classroom. Research involving AETs in the JET or EPIK programs provides useful
examples of the extent to which assistant teachers are employed in contexts similar to those in
undergraduate language courses and what problems these programs can face. Started in 1987, the

JET program was undertaken to counteract negative perceptions of Japan during the economically
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prosperous ‘bubble economy years, where little was known about the country by non-Japanese
speakers beyond its position as a serious economic rival (Miyazato, 2009, p.37). According to the

official website of the JET program:

[The Program aims] primarily to promote grass-roots internationalisation at the local level,
the JET Program invites young college graduates from around the world to participate in
international exchange work and be involved in foreign language education --- We hope that
all people involved in the JET Program, both the participants and the local people they live
and work with, will build an international network and become successful in today's global

society (Council of Local Authorities for International Relations, n.d.).

Employees in the role of TA in both Japan and South Korea can be classed as being in programs
that promote so-called ‘team-teaching’ (TT), where the lead teacher is assisted in their EFL
classes by a younger, less experienced, professional participant. The most oft-cited work in the field
of team-teaching in Japan is that of Tajino and Tajino (2000), where the participants in the Japanese
JET program are described as “young college graduates with little or no teaching experience” (p.4).
For a successful class, Tajino and Tajino concluded that “cooperation between the two teachers
at various stages is a prerequisite” with “lesson plans, in the classroom (providing input, giving
practice, etc.), and in evaluation after classes” being essential. The overall outcome of a well-
organized team-teaching program was a concept Tajino and Tajino termed ‘team-learning' (p.9),
which they defined as encouraging “all the participants, teachers as well as students, to interact with
one another by creating more opportunities for them to exchange ideas or cultural values and learn
from other ‘team members . In all, Tajino and Tajino concluded that better-organized courses
would mean "the students can (1) obtain more opportunities to use the language as a means of
communication, (2) learn more about diverse intercultural values and (3) foster a positive attitude
towards communicating with native speakers of language." Clearly, a well-organized program has
great potential benefits.

The Tajino and Tajino study was followed by that of Kachi & Choon-hwa (2001). This
study concluded, however, that the rationale of the program and the methods of its implementation
were often disconnected. The problems highlighted by Kachi and Choon-hwa included, “gaps
between [Japanese teacher's] perceived problems in TT and the objectives of the JET program that
the program organisers recognise, to teachers' lack of time to prepare for team teaching lessons,
to problems based on everyday teaching practices.” Another serious issue was related to teacher
face-saving, which could also be considered to be an act of 'learning-avoidance' regarding the
self-actualization opportunities referred to by Tajino and Tajino: “JTEs avoid, consciously or
unconsciously, conversing with ALTs in English in front of the students. We tentatively attribute
this to the fact that many Japanese teachers are concerned with their lack of oral English fluency,
which they think might make them lose credibility as English teachers” (Kachi & Choo-hwa, 2001,

p-8).
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The finding of a lack of adequate communication in TT has been reported elsewhere. As
Carless's investigation of the EPIK pointed out, if “unenthusiastic partners are forced to teach
together, problems are likely to arise” (2006, p. 344). In addition, the situation in classes where
the teacher decides that directives from MEXT regarding use of certain methodologies and
AETs can be ignored is succinctly outlined by Carless: “The need for detailed planning can, of
course, be circumvented if either partner dominates the lesson with their counterpart as spectator,
disciplinarian or human tape recorder, but in that case the presence of two teachers is not being
exploited and is arguably a waste of resources’ (2006, p. 344). If the program is calibrated
correctly, it has the potential for a smooth, mutually beneficial approach to the teaching of the
language. AETs and TAs have linguistic as well as cultural value. However, for TAs to provide
adequate and organizational support for both teachers and students, clear communication of aims,

expectations, and opportunities for feedback are required.

3. Research project — a case of accelerated internationalization

This paper reports on an investigation of the employment of teaching assistants at Ritsumeikan
APU. Ritsumeikan APU is part of the Top Global University Project (TGUP) as a member of the
Group B funding group (MEXT, 2014). This group, labeled the "Global Traction Type" group, was
expected to be “innovative universities that lead the internationalization of Japanese society, based
on continuous improvement of their current efforts’ (MEXT, 2014, para. 2). Ritsumeikan APU
is an international university with 45% of its students coming from outside the country, mostly
from Asia. For a university to be considered ‘internationally-focused', it needs to have made the
recruitment of international students as a priority to produce an international environment on its
campus (Foskett, 2010). Ritsumeikan APU requires students to take the number of language credits
required by MEXT, and in addition to this take a further 20 credits in EMI classes, that is, major-
subject classes taught in English. This means that fully one-third of the students' requirements for
completion of their university courses required the use of English, despite none of the students
being language majors. This commitment to EMI and the maintenance of a dual language policy
confirms this university is focused on bringing a sizable international student population onto its
campus. Such an approach gives international students first-hand experience of living and working
in Japan and provides domestic students with the experience of living and working with young

people from other countries.

4. Methodology

In total, nine former APU TAs participated in Skype interviews after responding positively to a
request for participation in a short online survey. All participants were former English program TAs,
employed to assist with the administration of large classes by noting attendance, logging student
participation, and working directly with students to complete classroom tasks, such as pair or group
discussions. They were all undergraduate students at the time of their employment as TAs, and they

were working part-time while taking their own classes at APU. The participants were contacted by
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email and given the questions in advance and asked to consider them before Skype contact. The
questions sent to the former TAs were:
1. How would you describe the role of a TA to someone else? Would you recommend this
job to a friend?
2. Do you consider a TA to be a job you would advertise as a skill? For example, would you
add this as a qualification to your CV or include it in an online profile (e.g., LinkedIn)?
3. Do you think TAs should be expected to do more in class? If so, what do you think could
be done to help TAs become an integrated part of the teaching in university classrooms?

4. Did working as a TA assist with your integration into the Japanese university life?

Interviews were transcribed and, following a grounded theory approach of memoing and tagging
qualitative data for repeated or synonymous words, these testimonies were analyzed for patterns,

i.e., reported experiences and opinions shared by the participants.

5. Findings

The interviewees gave responses that were related to both personal and professional development:
they commented on their own experiences on campus and how these experiences had affected their
lives on campus; they spoke about skills they had acquired or added to their resumes based on their

working experience as TAs.

5.1 Describing the role of TA

The comments in reply to the questions "How would you describe the role of a TA to someone
else? Would you recommend this job to a friend?” reflected experiences that gave a positive
impression of the role of a TA. All the respondents said they would recommend the job, some

giving very positive responses:
[Tt is] one of the most respected jobs on campus, I tell people. (Interviewee 1)

It's a very good job. You get the experience of something beyond washing plates and waiting

tables. (Interviewee 2)
I really enjoyed doing the class. I was in a class related to my field, and I liked to hear
who the professor talked in the class. I was not only like a TA but also a student as well.

(Interviewee 3)

If the TA has some plans to focus on teaching, I think it would be very helpful for them.

(Interviewee 8)
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There were comments that suggested some TAs would recommend the position only after careful

consideration:

If I recommend it to somebody, it will only be to people who I think have the potential and
the skills to do it and who will be committed to getting the most out of it. Not everybody
looks at it the same way. (Interviewee 4)

Emotionally, I feel like some students may not need much more than academic support. 1
think as freshman students I think when they first started they had no-one. You can give
them some advice or help them make friends. I would recommend to a friend, and I did.

(Interviewee 7)

If I wasn't competent, I might not have enjoyed it. It can make you feel a little be stupid, just
sitting there. You sometimes don't know the expectations. I would recommend it because it
puts you in different situations.

(Interviewee 9)

As mentioned in the examples above, the former students who had participated as TAs would
recommend it as a job, although it may depend on their opinion of the person to whom they are
recommending the position. The comment "you sometimes don't know the expectations" gives the
impression that the role of TA may be best suited to confident, self-motivated individuals who can
approach the class teacher to directly request guidance or decide their in-class tasks independent of

direction.

5.2 Advertising the skill of being a TA

The responses to the next two questions garnered responses that reflected the interviewees' opinions
of the professional aspects of a TA's role in the classroom. When asked the question “Do you
consider TA to be a job that you would advertise as a skill?” all the interviewees said that they

would advertise it:
When you are a fresh undergrad, it makes your profile look a bit nicer. (Interviewee 1)

Yes, I would definitely advertise the job as a skill. It's because I believe the job has taught
me many useful skills which are necessary for my future career. (Interviewee 5)

Absolutely, because when we graduate from university, we don't have hard skills yet, so

writing TA as experience is a way to show the employers that we have soft skills, we can

work with other people and the bosses. (Interviewee 6)
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Being a TA helped me with my confidence. I had problems with public speaking, so being a

TA could help me in that sense. (Interviewee 7)

I learned to interact with Japanese, which can help in my professional career. It helped me to
understand more about Japanese, and deal with their characteristics.

(Interviewee 8)

You can show that you have a certain kind of experience. I think I learned many things, such
as how to talk to students, how to approach difficult situations, how to tell students they
are about to fail the course without further demotivating them, or if you see there has been

plagiarism, how do you start a conversation like that? (Interviewee 9)

It can be seen from these responses that, especially immediately after graduation, the interviewees
believed their experience as TAs set them apart from other students who had completed their

university course. To them, it had enriched their image in the eyes of future employers.

5.3 The expectations for TAs in class

In response to the question “Do you think that TAs should be expected to do more in class?” the
interviewees were mostly positive about the potential for an expanded role for TAs at APU. This
may appear to have been a leading question but was not intended to elicit only positive responses

from the participants.

I feel that a TA can do a little bit more, especially during English lessons. Sometimes you

are just standing there, passing the mic around and taking attendance. (Interviewee 1)

TAs are something beyond people who print the papers for you. It's an important part, but as
a system, I think that all professor should maximize their resources, and become an expert in
that area. It's a good idea that the university advises the lecturers to use TAs.

(Interviewee 2)

It depends on the professors; some TAs have to ask the office for two TAs. If I had more
time, I could do not only the technical jobs and tasks; I could do something more academic.

I could assist him with research in the field. (Interviewee 3)

I think TAs also should be given more authority to speak up and have occasional feedback
session or more like meeting with the teacher about class and students. Beside 90 minutes
of each period, it would be helpful if TAs are given materials of class at the beginning of the
week or the month so that they can have some preparation. Also, I believe teacher and TAs

should communicate more so that they can support each other effectively. (Interviewee 5)
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I strongly agree to have more of a role in class, as they can have better discussions and
working together, tasks together, it will make the experience for the students and the TAs

richer. (Interviewee 7)

Those who did not think TAs should be called upon to do more than is already being requested said
the following:
Already enough. I have assisted 4 English classes and 2 or 3 language classes, and most of
them were pretty similar. The TA is not just helping the technical processes like handing
papers, but also the teachers are asking us for ideas for activities for helping the students,

and understanding the student way. (Interviewee 6)

In other words, they believed the current level of effort or input into the running of the class being
requested of TAs at APU was already at a sufficient level. One response to this question brought to
mind the comments of Kachi and Choon-hwa's 2001 study noted above with respect to face-saving
by teachers in classes where they may be asked to use a language in which they are not especially

proficient:

If [students] see someone who is not as respected as a teacher or professor, they probably
consider that a bad idea, or not the kind of education they want to receive in university.

(Interviewee 7)

As a job, the former TAs found their roles gave them opportunities to learn new skills. In university
education, the focus cannot only be on the current situation, as the institution is ostensibly
preparing their students for a professional career that is a few years, or perhaps months, in their
future. For that reason, any professional experience a student can gain may reflect positively in
the eyes of a prospective employer and provide both the student and the institution with a benefit,
such as a job offer and improved graduate employment rates respectively. At an internationalized
institution, especially in the era of 'globalized human resources,’ professional experience combining
intercultural and foreign language use is particularly valuable. The TA program at Ritsumeikan
APU, if correctly attuned to the needs of both the students and the university, could be a source of

both professional and institutional benefit.

5.4 TAs and integration into campus life

The question that allowed the former TAs the most opportunity to speak about the personal effect of
their time working as TAs was “Did working as a TA assist with your integration into the Japanese
university life?” While responses were mixed, some of the interviewees did remember their time as

a TA helping them integrate into the university environment:
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Yes, massively. Because Japanese kids have the senior/junior mentality. When you are the

TA, even off campus, they want to come and talk to you. (Interviewee 1)

Being in this environment, communication skills are very important. APU is truly an
international environment where students are free and encouraged to express their opinion,
challenge their ability, learn and try new things. It is also it will be a big waste to not try to
work oneself in many areas to learn more. While being a TA, I was able to understand the
difficulties of both teacher and students. It helped me to learn how to put myself in others'
shoes. It helped to improve my communication skills a lot which turns out to be very helpful

now in my workplace. (Interviewee 5)

Yes, because I got the chance to interact with Japanese students who are learning to speak
English. So it helped me to learn about Japanese and also to converse and understand in

English. (Interviewee 8)

In Japan specifically, I think there is a certain Japanese work ethics, they have their own
expectations, to know in the hierarchy how you are supposed to behave. It gives you a

glimpse of what it's like to work in the Japanese system. (Interviewee 9)

However, there were those interviewees who felt working as TAs did not have an effect on their
lives in APU:

I worked primarily with English classes, including Japanese students, I didn't like classes

where there was no initiative. (Interviewee 2)

No. The reason is APU is a bilingual university, and since I did not know Japanese, my

classes were in English with Japanese and international students. (Interviewee 3)

Not really, because, I was first a TA in my last year, so I think I had already adapted very
well to Japanese university life. (Interviewee 6)

For me, not so much, because I started later on ... integration to Japanese university life

comes before working as a TA. (Interviewee 7)

The responses to this question suggest that, unlike the professional aspects of the position, the
personal gains from their time as TAs are affected by their time at APU as a TA. The general
opinion of the professional and personal effect that working as a TA had on the participants in my

study can be summed up in this statement:
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Being a TA is ... a learning experience, because you are trying to meet the teacher's
expectation and the students' expectation, so you have to work on several skills at the same
time. Also, it's a way to understand culture, how to approach Japanese students, especially

those who are not exposed to the international environment. (Interviewee 9)

6. Comment & Recommendations

The participants in this research project were positive about their time as TAs at APU. Despite
some inconsistencies in their experiences, it can be concluded that these former students received a
recognizable professional benefit from the work experience and some personal benefits as well.

The first recommendation, based on the opinions of two former TAs who disagreed that
their time in the program had assisted their integration into the student population, is connected
to the timing of students' entry into the program. TA programs connected with the international
students and EMI courses should be started as early as possible to maximize the possibilities for
students to be assisted in their on-campus acculturation. While it is not always possible for first
semester students to become TAs, nor is it always advisable given the time constraints on such
freshman students, earlier admission to the program gives students the opportunity to maximize this
benefit of the program. Employing international students as TAs also assists with addressing what
Bradford (2016) describes as "physical and conceptual isolation' from the other student population
that can occur if the integration of the students into the university is not actively addressed by the
Ritsumeikan APU administration itself.

Another recommendation that is suggested by the findings is for the role of TA to be more
widely publicized early in the academic careers of international students. A problem highlighted
in earlier studies and the interviews was that of classroom teacher commitment to the TT or TA
program. Comments regarding the range of responsibilities required of TAs were connected to the
enthusiasm of the professor; and therefore, the quality of the experience of the TA was related to the
confidence the professor had in the TA. Also, finding work experience in Japan can be difficult for
international students due to language, culture, and other barriers to entry. Therefore, a comfortable
work experience adds both experience and a small degree of qualification to help fill a resume.
Universities should actively promote the benefits of having an experienced and motivated TA in
class, and participation by professors should be encouraged by universities with high numbers of
international students. This would maximize both the potential gains from the program and the
number of students engaged in being TAs.

It is important to make clear the limitations that will restrict opportunities for universities
to make wide-ranging changes to teaching assistant programs. Program budgets may not allow for
wide-scale recruitment operations, thereby constraining how much time can be put into efforts to
find the best candidates for the program. If universities cannot guarantee the quality of candidates,
they reduce the potential benefits that all stakeholders in the program can receive. Also, hiring
TAs too early in their university terms could limit the educational and social experience they can

use in a classroom. After all, in their early months at university, these students are still learning
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to be students themselves. While the hiring of international students as TAs is highly encouraged,
universities should also be warned to carefully define the scope of the program, its intended

beneficiaries, and the methods they should follow to achieve the successes they seek.

7. Conclusion

It can be concluded from the responses that the students who participated in the TA program had
rewarding experiences on campus. Of course, students can integrate into the campus community
without working as TAs, but as studies of teachers at Ritsumeikan APU discovered (Haswell,
2015, 2017), the benefits of being on an international campus are only experienced or maximized
by taking positive advantage of them. The examples given in that study of activities that students
could undertake included joining school clubs or events. Being a TA qualifies as a positive activity
to take advantage of the university's uniquely internationalized environment and student population.
Providing both international and domestic students increased opportunities to integrate and interact
positively should be the goal of any university interested in improving the intercultural contact on
its campus. The responses to these questions demonstrate that being a TA is an example of positive
intercultural contact.

The policy initiatives to further internationalize Japanese universities will continue to
evolve and, if past practice is any guide, expand and accelerate. The efforts to encourage more
international students to enter Japanese universities, for Japanese university students to use more
English in their studies, for the same students to study and work abroad, and for universities to use
English for international outreach will all continue to be vital to the long-term viability of Japanese
tertiary education. For these reasons, there will always be international students on campus
in need of employment and students in classes who will require support. On internationally-
oriented campuses, there will also be potential study-abroad candidates who require counseling
and universities in need of accurate feedback on the current state of their programs. International
students in the role of TAs and educational counselors fulfill roles that can assist in all these
aspects. The most important element of all is that international students appear well-motivated for

the opportunity.
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Teacher Beliefs and Practices about Administering
Corrective Feedback on Student Writing

Kent Jones' and Kevin Tang’

Abstract

This preliminary study aimed to gather data about English teachers’ beliefs regarding the provision
of corrective feedback for student writing in university English as a Foreign Language (EFL)
classes. Participants included English instructors from Japan and abroad who responded to a
survey that employed both qualitative questions about teachers’ beliefs and practices, as well as
quantitative questions regarding the methods they used and the time used to explain them. The data
was analyzed with the goal of answering these questions: 1) What types of feedback do teachers
prefer and why? 2) How long do teachers spend explaining their feedback system? 3) Do teachers
require a revised draft and why/why not? 4) How much time do teachers spend making corrections?
5) Is there a difference in the type of feedback teachers prefer depending on the elements of writing
that they are focusing on? How well do they feel that students act on those corrections? According
to the results, teachers preferred indirect and explicit feedback for all aspects of writing. They spent
a short time explaining feedback systems due to assumptions that students already understood, but

a long time correcting individual student work.

Keywords

Corrective feedback for writing, corrective symbols, teacher beliefs, teacher attitudes

1. Introduction
Giving corrective feedback on student writing is one of the most difficult tasks a university EFL
teacher has. Figuring out how to do so effectively and efficiently is vital to keeping our heads above
water in the seemingly constant stream of writing assignments we assess throughout the semester.
However, ideas of how feedback should be administered often differ greatly depending on the
teacher. Nation and Macalister (2010) stated that a teacher's practice is often determined by their
own individual belief system about best practice, rather than any prescribed set of rules defined
by a curriculum or by research data. For this reason, when one is engaging the topic of corrective
feedback, whether it be as a general topic of interest or for some insight to help teachers develop
their own feedback practice, it is useful to examine and be aware the multitude of beliefs that they
hold and approaches they take towards administering written corrective feedback.

The purpose of this study is to analyse the types of correction that teachers are currently
using based on the results of a survey which focused on teachers' written corrective practices. The

survey also uncovered some attitudes which teachers had towards corrective feedback. We also
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wish to draw comparisons between these teacher attitudes and what current SLA research has

uncovered about the efficacy of written corrective feedback.

The study aims to answer these main research questions:
1) What types of feedback do teachers prefer and why?
2) How long do teachers spend explaining their feedback system?
3) Do teachers require students to revise their assignments and why/why not?
4) How much time do teachers spend making corrections?
5) Is there a difference in the type of feedback teachers prefer depending on the elements
of writing that they are focusing on? How well do they feel that students act on those

corrections?

1.1 Literature Review

According to Russell and Spada (2006), in language learning “the term corrective feedback [refers]
to any feedback provided to a learner, from any source, that contains evidence of learner error of
language form” (p. 134). It is important to note that this definition does not include feedback that
deals with content, though this type of feedback will also be addressed in this study. Corrective
feedback can then be broken down into three main types: direct feedback, in which the error
is corrected for the student; indirect feedback, in which the error is indicated, but no further
information is given about what type of error it is or how to correct it; and metalinguistic feedback,
in which a metalinguistic clue is given in the form of a correction symbol or grammatical symbol.
There is also a distinction between unfocused feedback, which addresses all of the errors which a
student makes, and focused feedback, which only looks at one type of error (Ellis, 2009).

There has been a considerable amount of argument between SLA researchers about the
effectiveness of corrective feedback to improve student writing, and some researchers have even
argued that corrective feedback is a waste of time. Truscott (1996) claimed that grammatical
corrective feedback, regardless of the type, had no positive effects and actually had negative effects
because it led to avoidance strategies. He also pointed out that previous studies had not actually
proven that corrective feedback was effective in improving student writing in the long term.
Indeed, at that time studies that had concluded that corrective feedback was effective only focused
on improvement of student writing in revised drafts (Fathman & Whalley, 1990; Haswell, 1983).
Truscott argued, however, that corrective feedback could only be proven to be effective if it led to
improvements in subsequent drafts. This point seemed to be substantiated by a number of earlier
studies which all concluded that corrective feedback did not have a significant impact on later
writing (Semke, 1984; Robb, Ross, & Shortreed, 1986; Kepner, 1991; Sheppard, 1992). However,
Ferris (2004) and Bitchener, Young, and Cameron (2005) pointed out that these previous studies
were flawed because they did not have a control group and therefore the conclusions that they made

could not be taken seriously.
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A number of later studies have shown that corrective feedback can have positive and lasting
effects. The only problem with these studies was that they tended to deal with focused feedback
which centered on improving the accuracy of the use of a single language point (Bitchener,
2008; Sheen, 2007; Bitchener and Knoch, 2008; Sheen, Wright, & Moldowa, 2009; Farrokhi &
Sattarpour, 2012; Shintani and Ellis, 2013). McGrath (2015) pointed out that such findings were not
particularly useful for the classroom setting in which the number of writing assignments a teacher
assigns was limited to two or three in a semester; a situation that generally makes it necessary for
teachers to take an unfocused approach to administering feedback. There have been a very small
number of studies that have shown positive evidence that comprehensive corrective feedback has a
lasting effect on learners accuracy (see, for example, Van Beuningen et al, 2012).

Another point that is of considerable importance is the type of feedback that is most
beneficial: direct, indirect, or metalinguistic. Truscott and Tsu (2008), the only article published
between 1996 and 2008 to conclude that corrective feedback had no effect, addressed only indirect
corrective feedback. The researchers simply underlined the error for the participants with no
information about the type of error or how to correct it. In the study, Truscott and Tsu tried to
argue that differentiating types of feedback was unnecessary, but he didn't provide any evidence
to substantiate that claim. One thing that his findings did suggest was that indirect feedback may
be ineffective. This observation was substantiated by Bitchener and Knoch (2010) who noted
that students who received metalinguistic feedback were able to retain their accuracy gains over
a 10 week period, while those who received only implicit feedback were not. It should be noted
that this study also included oral feedback, thus going beyond simple written feedback. Chandler
(2003) found that simply indicating the error or correcting the error for the student were better than
describing the type of error. Shinitani et al. (2013) found that direct corrective feedback followed
by revision were more effective and yielded longer lasting results than metalinguistic explanation.
Van Beuningen et al (2012) found that direct corrective feedback resulted in gains in subjects'
grammatical accuracy, while indirect corrective feedback resulted in gains in non-grammatical
items. In each case it can be seen that research has provided very little concrete information about
which form of corrective feedback is the most effective. Indeed, it could be argued that all forms of
feedback are equally useful depending on student needs and teacher preferences.

Considering the importance of teacher preferences in providing feedback, it is surprising to
note that while a large amount of work has been done on corrective feedback focusing on different
feedback types and their comparative effectiveness, a much smaller amount of research has looked
at teacher and student attitudes towards giving feedback (Evans, Hartsworth, & Tuoti, 2010;
Ferris, et al., in press/2011a; Ferris, et al., in press/2011b; Hyland, 2003; Lee, 2004). As Evans,
Hartsworth, and Tuoti (2010) noted, in the research to date, informal observations often form the
basis of assumptions made about teacher beliefs and practices. Very few studies have gathered data
about these beliefs and practices by asking the teachers themselves. Of the studies that have done
this, there are even fewer that were written with the specific intent to learn about teacher beliefs and

practices regarding written corrective feedback by asking the teachers themselves. These studies
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included two case studies with limited sample sizes (Ferris, 2006; Hyland, 2003). Ferris (2006)
investigated the strategies three L2 writing teachers used to provide feedback and Hyland (2003)
looked at the feedback given by two L2 writing teachers over a complete course. In both cases the
authors stressed the value of considering teachers perspectives when giving feedback. They also
both noted that teachers have a tendency to focus more on formal aspects of writing than content,
though neither explored this idea with much depth. Lee (2004) had a much larger sample size. Her
study was based on a survey of 206 writing teachers. This study had some interesting findings in
that it found that both teachers and students preferred comprehensive error feedback and that the
number of strategies teachers used in correcting student writing were limited.

Of studies investigating student feedback beliefs and practices, Evans et al (2010)
offered the most robust sample size and gave the most comprehensive look at teacher attitudes
and practices in corrective feedback to date. Their study was based on an international survey
completed by 1,053 L2 writing practitioners from 69 different countries. Some key findings from
the study were that 92% of respondents felt that providing feedback was important; of the 8% who
claimed it wasn't, the main reasons were that they felt content, organization, and rhetoric were more
important (26%, n=23); students should take care of grammar errors by themselves (23%, n=20);
and error correction is not effective (11%, n=10). The reasons why the majority of respondents felt
that feedback was important included opinions that it helps students (45%, n=448), students expect
it (22%, n=223), and students need it (17%, n=193). Although this study had a robust sample size
and offered an interesting insight into the general reasons for why teachers chose to give corrective
feedback in the classroom, it didn't offer insight into teacher's preferences for different types of
feedback. The present study will aim to explore teachers reasons for administering different types
of feedback, such as direct, indirect, explicit, implicit, focused, unfocused, immediate, and delayed.
The study will also look at teacher preferences in the ways that they indicate errors. This topic has
rarely been addressed and often not even taken into consideration by researchers. One illustration
of this is Ferris (2001) in which teachers were required to use a specific set of symbols in the study,
but it was often found that teachers would often not use the symbols that they were provided. The
results were affected by this because the study failed to take into account the possibility that the
habits in providing feedback that the teachers had formed were stronger than the training provided
by the researchers. For this reason, this study also explores the ways that teachers address specific

student errors, such as word form, missing words, and punctuation.

2. Methodology
2.1 Participants
Some English language teachers from the researchers’ university—Center for Language Education
(CLE) at Ritsumeikan Asia Pacific University—agreed to participate. In order to have a larger
sample group, each researcher recruited from his network of colleagues with a further request to
pass on the survey link to those s/he believed could also assist in the research, some of whom were

in Japan while others reside abroad.
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In total, there were 57 respondents: 77.1% (n=44) of whom held (or will soon hold) an MA
degree while 22.8% (n=13) had a PhD. Overwhelmingly, 84.2% (n=48) teach EFL. Moreover, 3.5%
(n=2) have been teaching L2 writing for only 1-2 years, 57.9% (n=33) for 3-10 years, and 38.6%
(n=22) for over 10 years.

2.2 Survey

Google Forms was chosen as the survey engine due to its ability to allow for user input fields.
In addition to the service being free, the number of questions was unlimited, and results could
be collected in a spreadsheet and shared easily. As the survey was online (accessible from an
embedded URL in an email request), anonymity could be guaranteed. In addition, online access not
only made it easier for participants to complete the survey but also for the researchers to review
the data. Despite the initial survey request and the majority of participants being onsite, it was
necessary for both researchers to engage with teachers to remind them of the survey and appeal for

their assistance. For offsite instructors, no follow-up efforts were made.

As the survey dealt with teacher beliefs and practices, it was divided into two parts that
encompassed four screens:
® Part 1 of the survey requested user input to answer general questions on feedback
practices’ with 26 ‘main’ questions, not counting optional inquiries that requested further
elaboration. Most questions had multiple choice answers and a handful allowed the
respondent to select more than one response. Five Likert scale questions were also included.

< An example: How much time do you spend explaining your feedback system?

®  None

B <]0 minutes

B [0-30 minutes
B 30-60 minutes
B 60+ minutes

® Part 2, likewise, had 26 questions, each based on how to indicate errors in comparison to
a combination of American and British proofreading symbols. Each question was given
multiple answer choices with an ‘Other  field for open-ended comments. The 26 questions
were grouped into one of four categories: lexical (word usage, word form), grammatical
(verb tense, missing article), mechanical (capitalization, punctuation, typeset/style), and
organizational (deletion, insertion).
© An example: How do you show to insert a space?
B Use A or Vv along with the symbol that resembles a 'Y’
B Use A or Vv along with # symbol
B Use A or Vv along with “space” written out
. Other:
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Originally, a trial questionnaire was created and tested. This version was also divided into two
parts, but with only seven qualitative questions and 33 quantitative questions centered on corrective
symbols, the focus was misaligned to give greater attention to symbols alone. More specifically,
the trial questionnaire only presented two response choices such as a ‘standard’ in the publishing
world and an input field for a respondent to comment on. As understanding how corrective
feedback was used became the more primary goal, the experience gained from that trial allowed for

re-structuring of both qualitative and quantitative inquiries.

2.3 Levels

The data (see Figure 1) here represents all (N=57) teachers in the levels they taught for the
Spring 2017 academic semester. The levels are based on the Common European Framework of
Languages (CEFR):

2.4 Survey Questions

The data that we received from the questionnaire responses was divided into seven categories: the
types of feedback used, the amount of time and resources used to explain the feedback system, the
types of errors teachers correct most often, the amount of weight placed on revising student work,
the amount of time spent giving corrections, the platform used for administering feedback, and
the teacher beliefs and practices in giving feedback for various aspects of writing such as content,

organization, vocabulary, and grammar.

H
<9
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£
=]
2
0 5 10 15 20 25 30 35

Number of participants

Figure 1: Levels participants taught for the Spring 2017 Academic semester

The first survey items dealt with the types of feedback used. This was elicited by the prompt,
“Which systems do you use to correct student writing?” followed by a multiple-choice list from
which participants could make multiple selections. Feedback was divided into two main binary

categories: direct versus indirect feedback, and explicit versus implicit feedback. Direct feedback

77



B APU Journal of Language Research Vol.3, 2017

refers to the practice of correcting the error for the student, while indirect feedback involves giving
the student some clues about the correct answer. This was elicited through multiple choice items such
as “correct the error for the student” or “indicate an error has occurred and specify the type of error
with corrective symbols” . Explicit feedback involves clearly stating that an error has taken place and
using words or symbols to indicate the error, while implicit feedback involves letting the learner know
that an error has taken place, usually by underlining it, but not giving any information about what the
error is. The former was indicated through choices such as “indicate an error has occurred and give
a written hint of how to correct it while the latter was indicated with a prompt such as “indicate an
error has occurred but do not specify the type.” Participants were allowed to choose more than one
category and were also asked to give a short explanation for why they did so.

Participants were then asked for information about the amount of time used to explain the
symbols. As to be expected, this was broken up into various periods of time, from no time at all, to a
few minutes, to more than an hour. They were also asked to note aids that were presented to students
to help them understand the feedback system, such as symbol lists or guidelines and the amount of
time taken in class to teach students how to use these guides, and the extent to which participants felt
that their students understood the feedback system.

Another section of the survey also dealt with whether or not students were expected to
produce a final draft based on the feedback they received. Participants who did require a final
draft were asked how much they felt such a requirement motivated students to pay attention to
their teacher's comments. Participants who did not require this were asked about the extent to
which students actually read teacher comments and took them into consideration for future pieces
of writing.

The next section asked teachers about the amount of time it took them to give feedback
on one page of student writing. This was followed by a question about the platform used for
administering feedback, broken into four categories: written (on paper), verbal (face-to-face),
electronic, and via screencast. Participants were allowed to choose multiple options but asked
to explain the circumstances in which they used the different modalities and their rationale for
doing so.

In the final and longest section of the survey, participants were asked about their feedback
preferences for four of the main elements of writing: content, organization, vocabulary, and grammar.
For each of these elements they were asked how they gave feedback with the first question being
identical to that in the first section but related to each specific element of writing as opposed to writing
in general. They were allowed to make multiple choices, but needed to explain the reasons why they
used each method. This section also included a question about the extent to which respondents felt
that students were able to act on the feedback given by their teacher and revise their work properly.
The section related to grammar contained an extra item related to the number of types of grammatical
errors the teachers addressed. The rationale behind asking this question is to see the extent to which
teachers engaged in focused feedback. This was followed by a question for participants who chose

to focus on only a few errors about which errors they gave feedback on and why.
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3. Results

The results indicated that all respondents (N=57) give corrective feedback and 40% (n=23) of
teachers elaborated on their process. While 70% (n=40) elected to give more specifics regarding
their feedback system, only 54% (n=31) of the respondents clearly stated they used some variety
of proofreading symbols or correction codes. However, these tended to be based on their own
experience as opposed to an ‘industry’ standard.

Because it is common for teachers to use a number of different feedback methods,
participants were asked to indicate all of the types of feedback methods they used from a list of
five feedback types (See Appendix). The most commonly used method was indirect and explicit
feedback, with 70.2% (n=40) of respondents choosing “Indicate error has occurred and give a
written hint of how to correct it” and 64.9% (n=37) choosing “Indicate error has occurred and
specify type of error with correction symbols”. A smaller, but still substantial group of respondents
aimed for more direct and explicit forms of feedback. The most popular of this type was to “Directly
tell the student about the errors in their writing” (50.9%, n=29) and to “Correct the error for the
student” (43.9%, n=25). The least popular form of feedback was indirect and implicit feedback,
with only 35.1% (n=20) of respondents choosing to “Indicate an error has occurred but not specify
the type”.

In the comments about teacher justifications for choosing various error types, it was found
that teacher decisions about what types of feedback to choose were often related to their beliefs
about the types of feedback students at various levels could understand. For instance, lower level
students were largely expected to need more explicit help, but higher level students were more
likely to be expected to be able to figure out what was wrong by themselves and thus could cope
with more implicit feedback. There were also beliefs expressed about different types of errors
and the types of feedback suitable to addressing them. Lexical errors such as collocations or
complex grammatical errors such as word order were seen by some teachers as being too difficult,
or even impossible, for students to figure out by themselves and thus were best addressed with a
direct approach. Nonetheless, there were also some teachers who believed that students benefitted
from figuring out how to make corrections by themselves, as this comment from one participant
illustrates: ‘T believe my students will benefit by using some effort to figure out the mistakes for
themselves. I only provide guidance if the students really cannot solve issues by themselves .
These observations will become clearer with an analysis of the types of error correction used for
different types of writing.

Overall, teachers did not spend spend a lot of time explaining their feedback system. About
40% (n=23) answered their efforts took less than 10 minutes and nearly 44% (n=25) answered it
averaged about 10-30 minutes. Only 7% (n=4) indicated that they allot 30-60 minutes, while 5.2%
(n=3) did not indicate a time frame.
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Whatever the length of time a teacher devoted to explaining their feedback system, 40%
(n=23) of teachers speculated that students were able to understand the correction symbols, but
learners who were not became disenchanted to the point of being unable or unwilling to learn from
their mistakes. Nevertheless, 57.9% (n=33) replied that a document was provided to students that
explained the correction codes that a particular teacher used and students were encouraged to refer
to when they were revising their work. Many teachers also emphasized that they spoke one-on-one

to students who truly struggled or needed further clarification.

Electronic (oral feedback) ! 1.8%

Electronic (written feedback) “ 45.6%
£
2
E Verbally (face-to-face) “ 45.6%
6
[
0 10 20 30 40 50

Number of participants

Figure 2: Percentage of participants using each medium for giving written feedback

In terms of the medium for giving feedback, respondents were asked the modes for delivering
feedback that they used. They were allowed to choose multiple answers. As Figure 2 illustrates,
giving feedback on paper was by far the most common method. Electronic written feedback
and verbal face to face feedback were also fairly popular. Some reasons that participants gave
for preferring feedback on paper to electronic feedback were that administering feedback on the
computer was hard on the eyes. In regards to giving feedback verbally, one participant remarked
that it was too time consuming. Nonetheless, a few teachers stated that face-to-face conferencing
was necessary for struggling students, though they felt that it should be limited to individual cases.
Whatever the medium chosen, the majority of teachers (86%, n=49) across levels required
a revised draft. As a few participants mentioned, a common rationale for this was that revision
was necessary for students to clearly understand their errors and improve. Of the 14% (n=11) of
participants who did not require students to submit a revised draft, a couple of teachers commented
that, although a small number of diligent students might read the feedback to improve on their
writing, most students did not pay much attention to the feedback because responding to it didn't

directly affect their grade.

80



Teacher Beliefs and Practices about Administering Corrective Feedback on Student Writing

@
E
£
3
£
< 16-20 minutes — 10.5%
20+ minutes n 3.5%
0 5 10 15 20 25

Number of participants

Figure 3: Amount of time spent by participants correcting student work

Regarding the time taken to give feedback on student work, the majority of teachers spent between

6-10 minutes to correct a page of student work (See Figure 3). Only 22% (n=13) of respondents
reported spending less time and 36% (n=21) reported that they spent more than 10 minutes.
Thus, for most teachers, it can be seen that giving written corrective feedback was a fairly time-

consuming process.
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Figure 4: How errors are indicated

When participants were asked about preferred feedback techniques for the four main error types
(content, organization, vocabulary and grammar) there were some differences. As shown in
Figure 4, the most commonly used form of feedback for feedback on content was indirect and
explicit feedback in the form of writing comments that gave students a hint about how to correct
the error, though there were also a large number of teachers who opted to directly tell students
what was wrong. An almost identical pattern can be seen with the way teachers addressed errors
in organization. In addressing vocabulary errors, there was a similar preference for indirect and
explicit feedback, but respondents were more likely to give this feedback in the form of corrective
symbols. In the case of grammatical errors, there was a very large number of respondents who
indicated that they used corrective symbols. Lastly, the least popular form of feedback was to

simply indicate that an error occurred and let the students figure it out for themselves.
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Figure 5: Teacher’s confidence on students” ability to make corrections based on feedback

As shown in Figure 5, overall teachers showed a high degree of confidence that students were
able to understand their corrections. They were especially confident about their explanations of
organization. The areca where they showed the most uncertainty was grammar. Nonetheless, the
differences between each area were very slight. Indeed, in all of these areas the majority of teachers
said that they thought students were likely to understand their explanations.

There was also a question related to whether teachers corrected every error or if they
focused on a limited number of errors. To expedite the feedback process, especially when there are
many papers to check, teachers may find themselves limiting what they correct. As mentioned in
the literature review, there is a growing body of research indicating that there is pedagogical value
in this practice. Of the 96.4% (n=55) who responded to this query, 7.3% (n=4) corrected up to 2
types of grammatical errors, 20% (n=11) up to 4 types, 23.6% (n=13) up to 6 types, 18.2% (n=10)
up to 9 types, and 30.9% (n=17) would do them all. This indicates that, although a small number of
teachers were aware of the trend towards focused feedback found in current research on corrective
feedback and were attempting to put it into practice, the majority of teachers still preferred to

correct a range of errors.

4. Discussion

L1 students have had a lifetime of learning basic writing structure and receiving feedback on
their mistakes, so by the time they become tertiary level learners, they have become familiar with
feedback and the symbols used, thereby reducing the need for lengthy explanations of what the
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corrective codes mean. L2 students, on the other hand, must deal with a variety of methods used by
their teachers, which can vary greatly and be as diverse as the experience each teacher possesses.
Therefore, teachers should bear in mind that L2 learners have not had in-depth exposure and
experience with writing, especially process writing. When teachers address student errors they need
to confirm that students understand what is expected of them and be more willing to incorporate
exercises regarding correction into their curriculum. Regarding the present study, participants had
varying rationales as to why they made the decisions that they did, the most prevalent of which
were usually type of error, time necessary to correct errors and number of assignments to correct.
What they seemed much less concerned with was the amount of class time they needed to take
explaining their feedback systems. They seemed to be quite confident that students understood
their systems, but it was not clear to what extent they actually checked student comprehension of
their feedback systems. Indeed, it may be found that such comprehension was in fact lacking and
improving it could have led to a shorter amount of time making corrections and a greater sense of
confidence on the part of the students.

In terms of types of feedback given, there was a strong tendency for teachers to use
indirect and explicit feedback. The reasons for this generally revolved around a desire for students
to develop self-efficacy. Nonetheless, there were also clear opinions as to when other types of
feedback were acceptable. For example, teachers often opted to use direct feedback when they felt
that the item being corrected, whether it be content-based, organizational, lexical, or grammatical,
was beyond the student's level. Conversely, they used implicit feedback when they felt that an error
was very basic and often-repeated, and assumed that the student could correct it without the need
for teacher intervention. Perhaps a reason why teachers chose to limit their use of direct and explicit
feedback is that they felt giving L2 students the 'answers' — simply correcting their mistakes for
them in full — would circumvent the learning process and cause students to not learn from their
mistakes. From this it should also follow that teachers should spend more time in their classes
making students aware of their errors and effective means to correct them, in hopes that students
would eventually be able to correct the errors themselves. However, it was not found that teachers
spent much time at all explaining their feedback systems.

As for the amount of time allotted to explaining feedback systems, it was found that the
majority of participants devoted a very short time to the process, but felt that students understood.
Most did, however, provide a reference document to explain their feedback system. Nonetheless,
given our observation that L2 learners are often unfamiliar with various aspects of writing in
English, it seems that more time needs to be spent to explain feedback systems, especially at lower
levels. It also appears that follow-up sessions to review and reinforce what was learnt could be
implemented to a higher degree. In terms of the amount of time spent giving feedback, the majority
spent up to 10 minutes correcting one page of student writing with the rationale that those students
who are at risk would have face-to-face consultations. It is recommended that, by increasing the
amount of time spent explaining feedback systems in follow up sessions, not only would individual

face time with students be reduced, but also the time needed to check assignments. The reasons for
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this would be that teachers and students would have a clearer idea of the criteria expected in the
assignment and be more efficient in administering and responding to feedback.

Most respondents believed that students were more likely to respond to correction if they
were required to produce a revised document to be assessed, and that this was the best way to show
their understanding of teacher feedback. Though some teachers felt that a case could be made that
diligent students would look at and reflect upon the corrected piece of writing then absorb the
corrections without needing to do a revision, the vast majority of participants felt that a graded
revision was both necessary and beneficial.

There was a clear pattern that teachers felt that students benefitted from indirect and explicit
hints about how to correct errors in content and organization. However, teachers opted to do
this through written comments as opposed to corrective symbols. This indicates that a system of
symbols for correcting content and organization errors is difficult to develop. On the other hand,
for vocabulary and grammatical errors, indirect and explicit feedback was preferred to be given
through symbols. In either case, it is clear that the participants believed that students benefited from
feedback that encouraged them to correct mistakes on their own. It is also clear that participants
believed that students were able to act on their feedback for each element of writing despite the
limited amount of time spent explaining their feedback system. It is beyond the scope of the
current study to evaluate the extent to which this belief is justified, but doing so would be a very
worthwhile endeavor. Something that is indeed in need of more exploration is the question of
whether time spent explicitly explaining the feedback system could lead to a reduction in errors

overall and a greater sense of self-efficacy on the part of students in correcting their own work.

5. Limitations of the present study

There are a number of limitations to the present study. These include the sample sizes, the focus on
only the teacher's perspective, and the limitations of the survey as a data collection method. These
points will be considered when conducting future studies.

Firstly, the sample size for this current study could have been more robust and followed
up with focus groups and/or interviews. In addition to the smaller sample size there was also the
fact that it focused on only the teacher's perspective. Student perceptions of written feedback need
to also be taken into consideration, such as their ability to understand their teachers’ feedback,
the amount of explanation they need to understand a feedback system, their preferences for direct
or indirect, and implicit or explicit feedback, and the extent to which they valued the process
of revising their writing. Information about the extent to which students understood teacher
explanations and the amount of time they felt that they needed explanation of their feedback
systems would be especially valued in evaluating the hypothesis made in this article that clearer
explanations of feedback systems would lead to a shorter amount of time being spent checking
student work. It would also be interesting to see if students agreed with the notion commonly held

by teachers that indirect and explicit feedback helped them to become more independent writers.
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Another point of interest would be seeing how much they agreed with the belief commonly held by
teachers that the act of revising their work led to improvements in subsequent pieces of writing.
Although it is important to explore teacher and student beliefs about written corrective
feedback, it is also important to follow up such an exploration with studies that seek to confirm the
extent to which those beliefs are actually valid. For example, there was a clear preference among
teachers for indirect and explicit feedback because they felt that it helped students to think about
and correct their errors, but there is no concrete evidence that this is actually the case. In order to
prove this, an experimental study will need to be conducted that would show the effectiveness and
efficiency of that form of feedback in comparison to the other feedback types. These are all issues

that will be addressed in subsequent articles.

6. Conclusion

This research revealed that the majority of teachers felt that students needed to correct their writing
for themselves. This differed depending on error type. Specifically, teachers felt that content
and organizational errors needed to be addressed with written comments while vocabulary and
grammatical mistakes should be indicated with corrective symbols. While teachers generally
addressed this process of understanding how to correct errors with the use of ancillary aids such
as a reference document, they did not spend much time explaining the feedback system. They did,
however, spend a lot of time correcting student work. This may suggest that teachers need to spend

more time explaining their feedback system.
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Appendix
Corrective Feedback Beliefs and Practices Survey
How many years have you taught L2 writing?
1-2 years
3-10 years
10+ years
What context do you teach in?
ESL (Students are living in an English speaking country and need English to
communicate)
EFL (Students are not living in an English speaking country)
What level of education have you completed (or in progress)?
BA
MA
PhD
What was/is your primary field of study for your degree? (i.e. Applied Linguistics, Literature,

etc.)

F2.

In what level do you teach? (Multiple choice with standard descriptors and CEFR level scale)
O Al (Beginner/Elementary)

A2 (Pre-Intermediate)

B1 (Intermediate)

B2 (Upper Intermediate)

C1 (Advanced)

o o o o

Which system(s) do you use to correct student writing? (Check all that apply)
Indicate error has occurred and specify type of error with correction symbols
Indicate error has occurred and give a written hint of how to correct it
Indicate an error has occurred but do not specify the type

Correct the error for the student.

Directly tell the student about their writing.

Other:

(Optional) If you chose different systems, briefly explain the situations when you use them and

o o o o o g

rationale for using them.

How much class time do you spend explaining your feedback system?
O None

O <10 minutes

89



B APU Journal of Language Research Vol.3, 2017

O 10-30 minutes
O 30-60 minutes
O 60+ minutes

G2. (Optional) Briefly elaborate on what you do to explain your feedback system.

H. Do you feel that students understand and remember your feedback?
Almost none of them understand
Most students do not understand
Some do and some do not
Most students understand
All students understand clearly
H2. (Optional) If you feel that they do not understand, why do you continue to use this method?

I. Do you have a document (e.g. correction symbols list) which you give to students that explains
your corrective feedback system?
Yes
No

12. Ifyes, what information does the document contain?

I3. If no, why isn't a document provided?

J. Do you require students to produce a revised draft after you give them feedback?
> Yes
No
J2. Ifyes, is it graded and how much is it worth? Do you feel that it motivates students to revise

their work?

J3. Ifno, do you feel that students check and review their comments anyway?

K. How much time does it take for you to correct one page of student work?
<5 minutes
6-10 minutes

11-15 minutes
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© 16-20 minutes
20+ minutes
L. When you correct student work, how do you do so? (Check all that apply)
©  On paper
O Verbally Face to Face
Electronica Written Feedback
O Electronica Oral Feedback (Screencast)

L2. Ifyou use different modalities for different types of tasks, please briefly explain.

M. How do you give feedback about content?
Indicate a problem with content and specify type of problem with correction symbols
Indicate a problem with content and give a written hint of how to rectify it

Indicate a problem with content but do not specify what it is

o o o o

Directly tell the student what's missing or unclear
O Other:
M2. If you chose more than one method, briefly explain when you would use each method.

M3. Do you feel that students are able to take action to your corrections about content?
1 2 3 4 5
Strongly ] ] ] ] ] Strongly agree

disagree

N. How do you give feedback about organization?

Indicate a problem with organization and specify type of problem with correction symbols
Indicate a problem with organization and give a written hint of how to rectify it

Indicate a problem with organization but do not specify what it is

Directly explain what the problem is

Other:

N2. If you chose more than one method, briefly explain when you would use each method.

o o o o o

N3. Do you feel that students are able to make corrections based on your feedback about

organization?
1 2 3 4 5
Strongly
. [] [] ] [] [] Strongly agree
disagree
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N4. Do you feel that it helps them to avoid similar problems in later pieces of writing?
1 2 3 4 5
Strongly
U] U] U] U] O] Strongly agree

disagree

O. How do you give feedback about vocabulary?
O Indicate error has occurred and specify type of error with correction symbols
Indicate error has occurred and give a written hint of how to rectify it
Indicate an error has occurred but do not specify the type
Correct the error for the student.
Other:

02. If you chose more than one method, briefly explain when you would use each method.

03. Do you feel that students are able to make corrections based on your feedback about

vocabulary?
1 2 3 4 5
Strongly
disagree a [ [ [ [ Strongly agree

04. Do you feel that it helps them to avoid similar problems in later pieces of writing?
1 2 3 4 5
Not helpful Very

at all = = = - - helpful

P.  How do you give feedback about grammar?

Indicate error has occurred and specify type of error with correction symbols
Indicate error has occurred and give a written hint of how to rectify it
Indicate an error has occurred but do not specify the type

Correct the error for the student.

Other:

P2. If you chose more than one method, briefly explain when you would use each method.

o o o o o
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P3. How likely do you feel that students are to make corrections based on your feedback

about grammar?

\S}

1 3 4 5
Very unlikely [] [] L] L] ] Very likely

Q. How many types of grammatical errors do you focus on when you grade a paper?

o122
o 34
O 46

79

O All of them

QL. If you do not give feedback about all grammatical errors, which errors do you give feedback

about and why?
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