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Indigenous Middle Belt Peoples and their
1 Hausa Neighbours: Linguistic Right,
Politics and Power in Nigeria

Adegboye Adeyanju
The University of Abuiiigeria
adegboyeadeyanfyahoo.com

Background
Nigeria is a complex linguoultural and political mosaic, cobbled together,
by Lord Lugard, In 1914 and christen

Shaw in 1897. Lugard has been vilified and accused of undermining the
geopolity een before the inception of modern Nigeria! However, what he

did was to 6éamal gamat e-West(2082) réportst h an
the difference between O60Amal gamd and
alloy say of A, B, C though bound together, neithemAr B, nor C loses

IDENTITY but whereas A, B, or C in forming a Compound each loses
IDENTITY and forms A NEW ENTITY. So Lugard envisaged and
respected t he component parts of N i
Ni ger i a6 s -lirmguasticurealities ssaoangoing as are attempts to

fully describe her challenges for the survival of-csa | | e d Omi nor
| anguages and their culturesd from de

Of many tribes, languages and politics

Ni geriabds exact number ofrs,iike bthee s , | a
socioeconomic profiles and realities, are somewhat unclear and hotly
debated. This is the background for
Nigeria. Over a period of over five decades, successive Nigerian
governments have not been ablestaccessfully resolve the problem of

nati onal i ntegration. Ni geriabds vary
their roots in historical antecedeifitbugard and his roles readily come to

mind. For others, rather, it is due to some immediate problemse T$han

intricate mix of three adduced variables for the lack of national cohesion: a)

the pattern and process of colonial domination in Nigeria,(b) the
politicization of roles of ethnicity, religion, language and other forms of
identity and (c) the logicjnterests and behaviour of the pastonial

Nigerian state and its agents both in the production and management of
social conflicts. Quite damaging for national integration has been the
results of the interactions of these factors. Identity conflictsefaily

repressed and suppressed during military rule now assume political
dimensions since the return to electoral politics (Adetula et al., 2012).The
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return to civil rule in 1999 has given different ethnic, religious and regional
groups in Nigeria oppanhities to renegotiate for enhanced status, power
and resources in the national polity.

The Language Ecology of Northern Nigeria, Middle Belt Peoples
and Plight of Minority Languages

Indisputably, Hausa is one of the largest ethnic groups in Nigeriat Wha
many object to is their dominance of the apparatus of government and the
implicit tacit acceptance that they have been established as the largest
group in Nigeria. The Hausa occupy most of the Northern half of Northern
Nigeria. The Hausa were never pickily united and admitted to a
common, if not obscure, historical descent. Except for some dialectal
variation the Hausa share a common language and profess the Islamic
religioni though the indigenous Hausa, called the Maguzawa, were non
Islamised. Throgh a combination of very strong resistance and stubborn
will, they rarely yielded no matter who conquered them. Although the
Fulani defeated them, the Hausa nonetheless assimilated them such that a
distinct group of Hausdulani, whose pedigree was Hausal dulani,

now exist. The explanation for the dominance of Hausa as a language and
Hausa as a group is not the simplicity of their language and culture, nor in
fact, even the fact that it could be writfenther Northern Nigerian
languages have been orthaghised but the evolution of an extremely
complex Hausdulani system of political organization which guarantees
economic power. This system has now even guaranteel@#tanification

of indigenous cultures and language endangerment in Central Nigexia. W
define deethnification as the ceoption, subordination aror
neutralization, destruction of certain cultures, artifacts, and cultural values
of people lacking political influence, education, and social advantages
consequently their languages are ngitteveloped, supported nor taught as
curriculum subjects. Indigenous people are subordinated to dominant
cultures and consequently ar e I mmer
languages and cultures in two major ways: a) through conquest and/or (b)
through ecoamic and political pressures.

Thus, Hausa has gobbled up other cultures and languages in Northern
Nigeria, particularly Nigeria Middle Belt culture and languages too weak to
resist the pressures from within and without. Kanuri stands out as
different trough. The dominance of Hausa language and culture is
attributable to:
I. the relative advantage that has accrued to Hausa as a language during
the colonial period leading to the establishment of the Hausa

2
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Translation Bureau (1930), Hausa Literature Bureaw3q),9the
Northern Regional Literature Agency (1954), and the Hausa
Language Board.

i.opsychol ogi cal pressuringo:the sup
Nigerian languages often portrayed as lacking the subtleness and
refinements of Hausa resultedinthes| anguagesd speake
and using Hausa at the expense of their mother tongues.

ii. the fact that Hausa is the language of commercial and political
activities. Other Northern Nigeria people obligatorily had to learn
and use it. This ensures the vitaland spread of Hausa in other
domains of the indigenous languages.

iv. the intricate link between Hausa as a language and Islam, a religion,
wherein Hausa serves as a vehicle for the spread of Islam to
assimilate other indigenous tongues. Often adherensarh Ispeak
Hausa and the social harmony that a common religious faith
guarantees is exploited for the advancement of Hausa.

v. the fortunes of Hausa as a language have been guaranteed by its
Il nnate o6assimilative tendencies, a

There is a high mortality rate among the indigenous languages speakership
and their cultures and traditions in Northern Nigeria are depleted. Central
Nigeria or the Middle Belt area, located within the geographical North, is
regarded as one of the mosgilatile places in the world, where religion,
ethnicity, power and politics are major determinants of peace or provoke
wars. The people are characterized by extreme linguistic complexity and
cultural and religious pluralism; have a variety of languageg&ttically
related to Hausa and are mostly Astamised. The people have a long
history of attempts at asserting their cultural, social, religious, economic
and political rights. There are three contending issues:

a) Citizens/Settlers Contestation

b) Linguistic and Cultural rights and

c) Social Justice

Conundr um: Constitution and Pol i
and Language Management in Nigeria

Since language is coterminous with ethnic grouping, to foster national
integration in multilingual Nigeria, succeéss governments have

encouraged Nigerians to | earn one of
Igbo and Yoruba3Bs/3Ms-t hi s i s enshrined in Sec
1999 constitution, National Policy on Education, etc. Thus paradoxically

throwinguptheeant enti ous i ssue of Omajorodo v
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the categorisation of Nigerian peoples along these lines. Section 55 of

Ni geriads 1999 National Constitution
Threed or O6major 36, 3 Msd Ight. hoosply a g e s
interpreted, Section 55 grants linguistic and cultural hegemony to these
language groups/tribes, yet the same constitution appears to make
0domi nationdé by the 3Bs/ 3Ms i mpossi bl
(a), and Section 134(2) aEven amongst the 3Bs there are sitill

Omi noritieso! However, ther e I S a

provision and reality on the ground. The reality is: linguistic imperialism

by the 63Bs/ 3Ms6 and deni al of acces
economi c, soci al, and religious to t

of social justice has not occupied much space in applied linguistics
research.

The Constitution of the Federal Republic of Nigeria 1999, Chapter il
states, on Citizenship, 45 "The following persons are citizens of Nigeria

by birth- namely: (a) person born in Nigeria after 1960, either of whose
parents or any of whose grandparents belongs or belonged to a community
indigenous to Nigeria; (b) person born in Nigeria after 1@&0er of

whose parents or any of whose grandparents is a citizen of Nigeria; and (c)
person born outside Nigeria either of whose parents is a citizen of Nigeria.

The Nigerian legal concept of citizenship, Paton Jr. (2003) has argued,

0f ost er s a@emaenaodnahhiceligiagus conflict. Tribalism is
enshrined in Nigeriabds constitution.
a community indigenous to Nigeria" is not only specious anddoes not solve

the problem, it rather renforces the problem of "wh a citizen in

Ni geria. Therefore we can conclude t|
an indigene becomes one either through birth or ancestry, and necessarily
belongs to a geographically determined community. Whereas a settler

leaves his/her origindh o me t o O0settl ed in a new
often already inhabited by autochthonous tribes, we conclude that all
Ni gerians can only be indigenous 0Set

Officially =~ Sanctioned Linguistic and Cultural Rights
Infringements
1 In NorthernNigeria Hausa has been upgraded to such prestigious
heights that it has overwhelmed other minority languages whose
speakers do not only learn Hausa but also often abandon their own
languages in order to climb the so@oconomic ladder.
1 Hausa has greatiynfluenced and absorbed almost all the languages
in the Middle Belt of Nigeria.
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1 The languages of the Middle Belt have borrowed so heavily from
Hausa that this development might be very dangerous for them all.

Conclusion
Linguistic right and social justec for the ethnic groups in Nigeria,
specifically in the Middle Belt Region can be guaranteed only by:

1 Sociolinguistically treating all languages and cultures equally; every
language and culture gets the same treatment, it also requires that the
claims of ech be equally considered whether or not this leads to
unequal treatment.

1 There is no basis for social justice behind the advocating of small
language group to be allowed to die off (Munzali, 1990) for instance.

1 There are languages disappearing daily anthiern Nigeria, because
they are being preyed upon by predator tongue(s) ,efforts should be
geared towards revitalizing these languages.

1 Paton advocates and we agree with hirh an amendment to the

clause in Section 25 ( hriguenféraNi ger
selective borrowing from a clause from the US Constitution in
Section 1 which states: o0Al I per so

States, and subject to the jurisdiction thereof, are citizens of the
United States and of the State whereiaytheside. No State shall
make or enforce any law which shall abridge the privileges or
immunities of citizens of the United States; nor shall any State
deprive any person of life, liberty, property, without due process of
law; nor deny to any person withiits jurisdiction the equal

protection of the | awso.
T There is a felt need for an Oexcel
anal ysing Ni geri aods sociolingui st
O ma-mbnor | anguaged6 <classification
connotations as well as to end official discrimination against the
Omi nority | anguages and their cul't
for the fAthree major | anguages: Ha
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Relatio nships between Reading Span
2 Tasks and L2 Learning: Possibilities for
Concern Involving Construct Equivalency

Cem Alptekin and Gulcan Ergetin

Bogazici University, Istanbul
alptekin.cem@gmail.com

Introduction

Reading span tasks (RSTs), with their processind storage components,

have been utilized to measure working memory (WM) capacity in
linguistic and conceptual tasks in filahguage (L1) use, including L1

reading comprehension. They have also been found to be appropriate
measures of WM in secoddnguage (L2) reading assessment. Research

has shown that RShased L1 and L2 WM outcomes correlate positively,

the relationship being both languagd taskindependent. However, a
number of questions concerning construct equivalency are emerging as to
the extent L2 | ear ner s-@ndVdbkndeperqenc i t y i
when measured through RSTs in the L1 vs L2 and through semantically

vs syntactically-d esi gned t asks, particul arly
Declarative/Procedural model of L2 acqticsi.

Briefly, Ul'l mandés model posits that ¢
explicit learning and storage of lexical/semantic knowledge in the L1, as
contrasted with procedural memory, which is associated with the implicit
acquisition and storagef arule-governed combinatorial properties of
grammatical properties. The gradual attenuation of the procedural system
imposes maturational constraints on L2 learning in that late L2 learners
(that is, those beyond the critical age) tend to rely heavily hair t
declarative system as the principal means of language acquisition.
However, due to its specialization in lexical/semantic resources, this system
is not capable of supplying the specific (grammatical) functions subserved
by procedural memory, therebyindering the realization of nativelike
proficiency in the L2. In particular, L2 performance suffers from the
absence of proceduralized grammatical knowledge that is automatized in
L1 use.

Hence, the possibility exists that, in L2 studies, the naturd @t RS T 0 s
processing task (whether it is semantically or syntactically designed) and
its language (L1 or L2) may be confounding variables casting a shadow of
doubt on the construct validity of the scale. Based on these considerations,
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this study explored #hrelationship between WM capacity and L2 reading
comprehension by probing the effects of linguistic differences in span task
design and the language of the task itself.

Method

Ninety-eight Turkish university students enrolled in an ELT programme
participated in the study. Their scores on the TOEFL iBT indicated that
they were moderately proficient in English. They took the NelBenny
Reading Test in English and two RSTs in L1 and two in L2, each having a
processing component that required judging semmaptausibility or
syntactic accuracy. The RSTs were modified versions of Daneman and

Carpenteros (1980) original scal e. T
was the storage score computed as the total number of words accurately
recalled across the trialthe second was the processing measure that
involved the ©participantsd judgment s

plausibility of the RST sentences.

Data analysis consisted of obtaining Peaigmductmoment correlations
among the measures. A principangponent analysis (PCA) with varimax
rotation was conducted to factor analyze the data. Factor scores obtained
from the PCA were entered into a stepwise multiple regression to
determine the degree of variance they explain in L2 reading.

Results

High Pearen-product moment correlations were obtained among the
storage scores regardless of the type of processing task and the language in
which the RST was administered. However, while there was a significant
correlation between the L1 and L2 in terms of praogsaccuracy when

the processing task involved the assessment of semantic anomaly, no
correlation was observed between L1 and L2 processing when the span task
required the assessment of syntactic irregularity.

Exploratory factor analysis results pointediiree meaningful components
that accounted for 73% of the total variance. The first was the storage
dimension (Factor 1 explaining 40.27% of variance) comprising the storage
components of both L1 and L2 span tasks involving semantic or syntactic
problens. The second (Factor 2 explaining 22.4% of variance) was the
processing dimension involving not only the processing components of L1
and L2 span tasks with semantic problems but also those of L2 span tasks
with syntactic problems. The third (Factor 3 eiping 10.41% of
variance) was referred to as the-hdsed syntactic processing dimension

8



Relationsiips between Reading Span Tasks and L2 Learning: Possibilities for Concern Involving Construct Equivalency
Cem Alptekin and Gllcan Ercetin

because the L1 span task calling on syntactic (in)accuracy as the processing
component was loaded on this factor. Whereas L2 reading comprehension
was found to haveignificant correlations with the first and second factors,

it had no relationship with Factor 3. Thus, the first and second factors were
found to be significant in predicting L2 reading, explaining a total of 12.5%
of the variance.

Discussion and Conclusi

The resul ts suggest t hat | at e L 2 I
storage component remains unaffected by the linguistic nature of the
processing task or the language of the task. Thus, storage is boetartdsk
languagendependent. In contrast, theocessing task is affected by the

nature of the task (semantic or syntactic) and the language in which it is
given (L1 or L2). No relationship is observed between L2 reading and WM
capacity when the RST is based on L1 syntactic operations.

Ingeneralt hese findings are in tune with
learners tend to tackle L2 tasks primarily through their lexical/semantic
resources, particularly if they do not have a high level of L2 proficiency. It
follows that for the participants irhis study L2 reading is associated
principally with the semantic resources of both the L1 and L2 and, to a
lesser degree, their level of proceduralized L2 syntax, with L1 syntax being
inconsequential in this relationship. Consequently, construct equiyalenc

may be compromised, depending on whether RSTs make use of
syntactically or semantically designed tasks in the L1 or L2.
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The summarising function of university
3 Engineering lectures: a cross -cultural
perspective

Sian Alsop and Hilary Nesi

Coventry University
alsops@uni.coventry.ac.uk

Engineering lectures are delivered in the medium of English all around the

world. Is the discourse of thedectures the same everywhere, or is it
affected by context? This paper focu
summary.

The Engineering Lecture Corpus or ELC (Jexble ) contains transcripts
of lectures which have beepragmatically annotated for murring
functions.

Coventry Universiti Auckland University
University, Teknologj of Technology
United Kingdom Malaysia New Zealand

Code UK MS NZ

ID series | 1XXX 2XXX 3XXX

#lectures | 30 17 26

#lecturers | 5 9 4

Table 1: ELC holdings discussed in tis paper

The oO6summari singdé function is divide
types of preview:

summary type example + file ID
review content of previous lectur¢ last week we looked at resolving forg
(review previous / <rp>) into components (1002)

main three things that have come oul
here though out of these tests is vi
stress ultimate stress and modulus
elasticity (3026)

so what are we going to do today is
are going to wrap up chapter five t
second law of thermodynamics (2019)
preview content of I n the next t wo

review content of
current lecture
(review current / <rc>)

preview content of current lecture
(preview current / <pe)

11
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| future lecture going to delve a little bit into matei|
(preview future / <pf>) properties and t
back into the solid mechanics (3024)

Table 2: four types of summarising in the ELC

We are not aware of any other crasdtural studies of summaries in
| ectur es, b u discousal structdirsxgnd evadustidn)phases

serve a summary functi on, and t he
roadmap6, -Viagh anfl Leacpes (2006: 689) and Maynard and

Leicher (2007: 112 1 4) , can be | ikened to our
content of current |l ecturebo.

Variation i noticeable across the UK, NZ and MS components of ELC in
terms of: the length of summaries, their distribution, and their specific
function.

The average percentage of lecture content (in tokens) for the four summary
types is shown ifable 3.

MS| UK | NZ| total
preview current | 1.2| 0.8 3.2| 5.2
preview future 0.7/ 0.2] 18| 27
review current 1.0/ 0.1, 0.6 1.7
review previous | 1.2| 1.3| 3.3| 5.8
total 41| 24| 8.9

Table 1: average % lecture content according to summary type

The largestamount of summarising occurs in the NZ component (on
average 8.8% of the lecture), with over 3% dedicated to previewing current
content and over 3% to reviewing previous content. UK lectures contain
the least amount of summarising (2.3%), predominandyipwing current
content (0.8%) and reviewing previous content (1.3%). It is most evenly
distributed in the MS componentroughly 1% per type, with the largest
token total for previewing future content and reviewing current content.

! A script was used to loop through the ELC files and (ignoring markup anthtion metadata) count,

in tokens: 1. total file size, and 2. start and end points of each instance of summarising. The occurrence
of an instance of summarising was then translated into a normalised percentage of the lecture, i.e.
len_summary = (((end_put/ total tokens)*100)- ((start_point/ total_tokens)*100)), and the sum of
percentages per subcorpora calculated, i.e. the sum of all instances of len_summary divided by the
number of lectures in the subcorpora.
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Of interest iswherein the lecture the instances of summarising occur, and
which types ceoccur. Reviews do not significantly cluster towards the end
of lectures, but 53 of the 321 summaries cluster at the beginningdbke

4). Almost half of these (6/13) are previews afrrent content (pc)
immediately followed by reviews of previous content (rp):

<pc>s o topic for this week |1 6m going
type of support</pc><rp>last week we looked at resolving
forces into components/rp>(1002)

UK| MS| NZ

previewcurrent 8/ 10| 7

preview future 2l 3 4

review current O 0 1

review previous | 3| 10/ 5|

Table 4: summarising in the opening 8% (approx. 5 minutes) of the ELC lectures

Although summaries of all types occur most frequently in the MS
component, they last for lesime (sed ableb).

UK| MS| NZ
preview current 78| 23| 73
preview future 37| 34| 49
review current 61| 23| 57
review previous 90| 33| 71

Table 5: average tokens per instance of summary

This might reflect the level of lecturer and student language conédenc
Much summarising in the NZ and UK components appears to be off the

cuff, often in response to a perceived lack of audience understanding. For
example:

<pf>next week what we 0| | do is weol
di stributed | oads atelshapehotthed | | do
diagram between key points the principles are exactly the

same so if you can understand this you can understand it

when | pu4/pf>0lba8%x s i n

Summaries in the MS lectures, however, tend to reinforce content
(terminology, equations ejc For example:
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<rc> | explained just now P V equals to zero point six P Y P
V</rc>(2002)

There is also little overlap between other annotated pragmatic elements in
the MS summaries.

The greater emphasis on reviewing and previewing in the NZ and MS
lectures might be because the syllabus is more rigid, requiring lecturers to
ensure that content for the week has been covered and understood. Under
these circumstances the lecture serves to deliver content rather than
introduce concepts which students aawestigate further on their own.

Young (1994) argues that students need a schema for expository spoken
di scour se: Awithout It they cannot
ability to understand". Research into where, for how long, and in what
combimation different types of summarising occur may help to provide
such a schema, appropriate to cultural context.
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Theoretical background

Crosslinguistic influences (CLI) seem to be particularly important in
providing explanations about the roles of the differengleges coming

into play during third language (L3) learning. In a study by Sanchez (2011)
results show that nonnative languages are more likely to be activated than
the mother tongue (L1) regardless of typology. Preliminary work by
Angelovska & Hahn (2012¢pn L2 transfer in L3 written English support

the results by Sanchez (2011). However, what is less known in the L3
research is how learners recognize and make conscious use of cross
linguistic similarities and differences.

Schmid (1993, 1995) identifiechitee types of learning strategies that
multilinguals employed: congruence, correspondence and difference. So
far, teaching practices were established by identifying congruences and
correspondences, focusing on establishing similarities between the
languagse (Eurocom project, Hufeisen & Lindemann, 1998) or creating

synergies (Jessner, 2008) . Empirical
of fAdifferenced and the way | earners
answer such a question, one should analyzerlen er s 6 met al i n
awareness ( ML A) , I . e. Al t he] I ndi vi

language as an object in and of itself, to reflect upon language, and to
evaluate ito (Thomas, 1988:531).

Research aims and questions

The aim of this paper ® explore which role the metanguistic awareness

of L3 learners plays in their L2 negative transfer (syntactical and lexical)
occurring in written productions of L3 English. The research questions are:

a) Are L3 learners aware of their CLIs? Who of them?

2.3 English: the target language, the setoonrnative language acquired successively, chronologically
the third language and the first dominant language.
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b) What types of metéinguistic awareness can be traced when
L3 learners reflect on their CLIS?

c) How do learners explain and how do they reflect on their
CLIs?

Research methodology

Data is reported from thirteen L3 learners of English, agé@2@ears, at
different L3 proficiency levels, with various L1s (5 speakers with L1
Russian, 3 with L1 Polish and the remaining 5 with L1 Bulgarian, Croatian,
Ukrainian, French and Portuguese) and a constant variable of L2 German,
acquired before their target L3 Engliskheir proficiency in German was
assessed through the results of the DSH (German language exam), which
presupposes an advanced (C1) level of German. They were tested for their
English proficiency level by using the Oxford Quick Placement Test

(QPT).

A female research student in Linguistics, employed at the university
language centre coached the 13 learners. Learners were required to submit

a written text production (ca. 300 words), corrected by a native speaker of
English, before they could take partimé¢ il anguage refl ec:
with the coach. During the language reflection session, the learner and the

tutor discover gaps in the output through interlanguage monitoring and
guessing. Thirteen sessions of approx. 30 min each were transcribed, coded

and analyzed with the software MaxQda

Results

The analysis of results shows that L3 learners make use of their prior
languages in specific ways and as a result, they have various types of
metalinguistic awareness about language(s) structure and fungtion

Awareness about the CL/

Twelve out of thirteen L3 learners displayed awareness about the activation
of either their L1 or L2 in L3 production (except learner OC). Five learners
reported awareness about simultaneous multiple interferences in L3
English. Regarding the activation of another foreign language in L3
production, only one L3 learner reported activation of her L3 Spanish,
learnt simultaneously with English, during L3 English production. Ten L3
learners displayed various types of mkatguistic awareness about the CLI
(except learner PV, MK and OC).
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Types of metalinguistic awareness
When reflecting on their crosmqguistic influences in written English, L3
learners displayed a very high metalinguistic awareness in the form of:
- knowledge ad elaboration of grammar rules
- recognition and identification of parté-speech, word order
structure, (non)existence of articles and wouiding rules
- application and awareness of phonemic rules of one, two or all three
languages they have at disposal
They were able to contrast their MLA about one language with the
functioning of another language of their repertoire.

Explanation for the CL/

L3 learners were able to reflect on the reasons for their CLIs and reported
application of L1 or/and of L2 rak subconsciously and when consciously,

t hen as a fAconfirmationo strategy.

| anguages was al so reported to be uUseEe
certain gaps in L3 knowledge. Another specific translation pattdren

writing in L3 which was reported by two learners (both with L1 Russian) is

a translation from L1 into L2 and then into L3 subsequently.

Conclusion

In general, the findings show that L3 learners display various types of
MLA with the exception of thee of the thirteen learners. These three
learners did not display any awareness about their CLI. What do these
Afexceptionso have in common? They al
communication rather than on written language. Hence, one can assume
that they are not concerned that much with grammar and accuracy as they
are with fluency and lexical richness in speaking. Obviously, they were not
enough motivated to reflect on their CLI in written L3 English. We can
conclude that the developed and expressedMLd e pends on t he
preferences, goals and foci in the L3 learning.
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Introduction

Discourse analysis of a multilingual, mustriptal online forum debate
revealed that posters who were critical of thedbaoolitical and religious
authorities had different linguistic practices from posters who were
sympathetic to the authorities, reflecting distinct Aegtablishment and
Pro-establishment identities respectively. Consider the following three
language exaples:

Example A
You seem to harbour much hatred for the Hay'ah.
If you really have a complaint and are sincere this is the phone numbers for
the ra'ees....
(Snipe_aac, Preestablishment poster)

Example B

es LIROZE ty /i TECPhy afpuFn K baCK c 4t
CTAROrUMFD GH Lty IR
ugy/ H K YGAHLLIOB g8Ylgal o

(Muslim4, Preestablishment poster)

Example C
wbeejo begolooly enno elhai2a btenteged elmashayekh.
6ayyeb...does anyone know the phone number for the hai2a?
I'd like to inform them that 300 billions of gulf money is helping the
economy of "their enemy" as they claif:s
(Kharoof Tayeh, Antestablishment poster)

Example A features formal English vocabulary and style, but contains
transliterated Arabic items, empiog apostrophes and doublewels for

Arabic long vowels. Example B contains only formal Modern Standard

Arabic (MSA) items. In contrast, Example C contains English items with
Arabic items written in Latin script
numbes used as letters e.g. hai2a and smileys :q.
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Background

This study forms part of a doctoral thesis on esa#ching and script

switching between Arabic and English in the web forums found within the

English section of Mahjoob.com, a popular Jorbased website and
answered the following research ques
availablescripc o de pairings to construct i de

Data and Method

The thread entitled AMasha2a all ah,
willed, what God hathvi | | ed 6 ) f dreligiehforwm. The threadt h e
was chosen because it met three important criteria: 1) Linguistic
heterogeneity: the use of different codes could be contrasted within the
thread; 2) Length: patterns could be detected across numeterziions;

and 3) Unconventionality: it exhibited a high proportion of Salafi English,

which might indicate strategic code use.

First, the thread was translated into English. Next, Messagés viere

selected as a subset for deeper analysis becauseothesed on a single

topi c, a debate on mor al authority
linguistically-r e al i z e d styl es or Ocharacter s
messages of the four main posters in terms of the distinct identities they
each projected throughrategic code use.

Thread Synopsis

Kharoof Tayeh, an Artestablishment poster, starts the thread by copying

an Arabiclanguage news article from Alswaq AlArabiya, an AtArabiya

News Channel website, reporting that GCC governments gave billions of
dollars to Western nations shortly after 9/11. In light of this article,
Kharoof Tayehdéds main question i s fdwh)
Saudi Arabia harass citizens while ignoring dsitamic behaviour on the

part of the authorities?o

The Anttestaldishment Stance

Muslim leaders lose legitimacy when they aid the enemies of Islam or
behave in udislamic ways, so such leaders should be challenged and
removed if necessary. Religious authorities and morality police should
admonish the leaders, not jusietcitizens. The current establishment in
Saudi Arabia is prdWestern and corrupt.

The Proeestablishment Stance
According to the Sunnah, there are never any legitimate grounds for
rebelling against a Muslim ruler and suggesting that leaders should be
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chalenged is a sign of heresy. In fact, a tyrannical Muslim leader is sent as
a punishment by God and this should urge believers to recommit
themselves to Islam and be forbearing toward their wayward leader.

The Four Posters Summarized

Kharoof Tayeh (AntEgablishment)

Kharoof Tayeh portrays himself as a young Arab male and a disgruntled
populist who uses 3arabizi exclusively in the thread. Although he imports a
news article written in Arabic, he never composes messages in Arabic
himself. He uses smileys ahdmour extensively.

Snipe_aac (PreEstablishment)

Snipe_aac portrays himself as a wadlsed and serious student and
follower of Islam using Salafi English almost exclusively, which indexes
the style of the Salafi thinkers and proponents he quoteqddts showio
smileys or humour while hignglish is formal.

Guillotine (AntkEstablishment)
Like Kharoof Tayeh, he is also disgruntled, but he portrays himself as a

wellver sed student of | sl am, frequent|
Arabic. Guillotinechallenges the need to obey corrupt authorities, urging
j i had against a otyrannical rul er 6 &

Muslim4 and Arabic and English with Snipe_aac, but uses 3arabizi with
Kharoof Tayeh.

Muslim4 (PreEstablishment)
Muslim4 portrgs himself as a serious student of Islam, quoting Hadith and
using only Arabic without smileys or humour. Muslim4 demonstrates
knowl edge of English but refuses to
English posting to answer Kharoof Tayeh. However, outsidaeothread,
not i ce Mu s hn-che¢lbEngligHangugge posting to a question
in theGirls Cornerforum about whether any female posters wear hijab:
i dont wear hijadi

Conclusions
The Preestablishment posters index learned religious identitiezudjin
their use of Qurdanic, hadit h, and s

Islam according to Salafi scholars, with whom they identify. They reject
3arabizi, informal English and smileys, preferring MSA or Salafi English.

The Anttestablishment posrs index popular identities, using 3arabizi like

most other Mahjoobians. They identi f"
their rights against the Establishment, daring to interpret Islam on their
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own. They use smileys and humour to maintain a relativgipate style.
Thus, ideology and identity are reflected through strategic code choice.
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Introduction

Language testing playsramportant role in measuring the effectiveness of
foreign language teaching and learning. As a monitoring and evaluation
mechanism, it maintains a positively interactive relationship with language
teaching, each being indispensable parts in the proceds FoL . | t 0s
commonly believed that language testing exerts impact on the parties
involved, or the so called test stakeholders, including students, teachers and
administrators. Applied linguists define such impact or power as the
washback effect, either bdmmal or harmful (Buck, 1988; Hughes, 1989).
Recent years have witnessed a large number of theoretical and empirical
studies conducted in this fieldand the educational significance of
washback effect has been recognized in some-kugle tests, espedly
high-stake testing, such as the international tests like Test of English as a
Foreign Language (TOEFL) and International English Language Testing
(IELTS), or tests conducted in China, like College English-Bestd 4/6
(CET4/6) and the National Matué@tion English Test (NMET) in China as

well as Test for English Majors (TEM4) under discussion in this paper. The
findings indicate that washback effect is far more complex than
researchersod6 previous assumptions.

As one of the largesicaled foreign langage tests, TEM4 has been
conducted for over 20 years in China. It serves both as a standardized
proficiency test as well as a criterioeferenced test (Zou and Yang, 2006),

the purposes of which are to check whether the Engiajoring
sophomores havallifilled the requirements of the Teaching Syllabus for
English Majors in Institutions of Hi
implemented in 1989, and to examine their competence of applying the

basic skills of listening, speaking, reading and writithgs designed to test

not only studentsdé comprehensive cap
their respective language competence. Meanwhile, TEM4 serves as a
means to assess the teaching quality among different universities.
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Despite the huge volumef research on washback effect over the past
decades, few empirical studies and insufficient significant research have
been conducted on TEM4, a test with growing importance and participants
year by year. Moreover, the complexity of washback effect &allsnore
thorough studies in relation to TEM4 to probe more about its mechanism
and nature, and distinguish its beneficial and harmful effects in this regard.

Research Design

Based on Alderson & Wall bés fifteen
empirical wabback studies, and with the purpose of enhancing the quality
of TEM-4 and improving the development of English Major teaching and
learning, the paper aims to investigate whether TEM4 exerts washback
effect on learning and teaching at the foundation sthgmglish majors at
Beijing Sport University (BSU); what the positive and negative washback
effects are and how to enhance the positive effect and hinder the negative
one in learning and teaching. The paper involved 125 Enrgiagbring
students, teacheend administrators from Foreign Languages Department
of Beijing Sport University. Questionnaire surveys andepth interviews

were employed to collect data, which subsequently were analyzed by
means of SPSS.

Data Analysis

Findings from this study indated TEM4 produced more positive

washback effects than negative onesonk the perspective of teachers,

being aware of the exam format, they are able to design the teaching plan
according to the requirements of the Syllabus so that the teaching content is

clear and targeted. The test results can also be seen as a reflection of the
teachersdé teaching quality i n case s
future.

With regard to the students, TEMmotivates them to study English more
diligently, which lays asound foundation for study at the advanced stage.
Besides, TEMA checks student so | anguage
especially listening and reading comprehension, which enables them to
develop in an altound way. Through the test, they are more awareenf th
strengths and limitations

As for the university administrators, the TEMpass rate indicates the

teaching quality of the university, allowing weaknesses to be located so as

to make some I mprovements in the tea
be male a key index in determining the teaching objectives for the next
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stage, thus guiding teachers to make some modifications in teaching
methods and key points.

However, some discrepancies supported the idea that the washback effect
was quite tesbrientedand complicated. The teachhhgy-test hinders the
completion of the teaching tasks in accordance with the teaching
curriculum and impedes the positive washback of T&NMto full play.
Meanwhile, the monotony of the teaching contents during the prepdperi

can easily reduce student so | earnin
successful passing of the exam with a certificate turns out to be their only
motivation in preparation for TEM, which deviates from the fundamental

purpose of English study. NextEM-4 exerts a certain amount of pressure

and anxiety on students, so they are
in the exam will result in the loss of learning interest and a sense of
depression. In addition, both teachers and students believadkatiays a

certain part in the passing of the exam, which fails to completely reflect
student so | anguage proficiency. For
emphasizing the importance of TEMIleads to a derivation in deciston

making thus misguiding the d@ehers and students. As a result, normal
English teaching will be greathyisrupted.

Conclusion

In sum, the paper achieved a breakthrough in carrying out a mixed
(quantitative and qualitative) method from the perspective of students,
teachers and adminiators to investigate washback in the less explored
area of Chinese sport universities and institutes, hoping the results could
make some contribution to the improvement of English teaching in the
sport universities and institutes in China.
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When L2 | ear ner sforlexicahdivessityave tend todirals ur e d
greater diversity with years of instruction. However, at the higher levels of
proficiency, this linear relationship can disappear (Jarvis 2002; Read 2005).

At higher proficiency levels we tend to find a wide varietyoores, which

is difficult to explain. Therefore, instead of examining mean scores, which
hide the wide variation, this study
lexical performance. In this study learning style is used as way of
understanding howariance in lexical diversity could be related to the
individual differences in memory and analysis.

Lexi cal di versity was measubD-Bods by u
(Meara & Miralpeix 2007a) The | earnerso6 sclres f
were takerfrom written texts produced under timed conditions. One group

of learners 1f = 60) wrote a descriptive text based on a cartoon story. The
other group 1f = 62) wrote a text elicited via a discursive type question on

the topic of globalisation. Because lgwr o f i ci ency | earner s
be low in lexical diversity, the learners were group&o iow proficiency

(Il ELTS n& 5.15, and high proffédl)ency (
Skehanos ( 1-&anah&iy framework wgs used to categorise

learners according to learning style because it has been shown to illuminate
aspects of aptitude variaityl in L2 proficiency. The learners were tested

for learning style using language aptitude tests (LAMgdra, Milton, and
LorenzeDuz, 2001)of LAT B for memory and LAT C for analysis. Based

on Meara et al 6s (2001) nordnata i ve d
bottom, middle, and top scores in memory and analysis. The lexical
diversity scores were then analysed
the memory and analysis tests. The coefficient of variation (CV) was used

to measure the variability of éhmean diversityl§) scores: the greater the

variability, the greater the coefficient. The CV was used to compare the
dispersion of scores across the differentgrdups.

S
0)
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Figure 1: Variability (CV) in lexical diversity ( D) and memory

In Figure 1, higfg O T p e Qe Pt digs t POUOEt POULU,L s YP3YUs o
diversity as memory scores increase. However, low proficiency learners do not

mirror this pattern.
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Figure 2: Variability (CV) in lexical diversity ( D) and analysis

In Figure 2, a more marked patiarrelation to variability and analysis is
pTYtftqsz2Pts2eeaRSsUUOTpeaePtqgst POOE POUL.
OYst Tzs UOTpeQePtqgus YSPs UOYYPOt s 2Us t
whether differences in the variance of diversity scottes analysis sub

groups were significald.PZPt PJ Us YPUYs pTOs STTTRPE F
significantA2, 68) = 4.804p< 0.05.This means that at high proficiency the

higher analysis scores, the lesser the variability in lexical diversity. Learners
who are particularly able to detect grammatical patterns show less variability
than those who are less able in analysis.
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What we see here is that lexical diversity scores from the highly analytic
learners tend to cluster together. In other words, theseelsatend to be

more uniform in their recycling of words. It could mean that there is a
ceiling effect in lexical diversity, above which greater diversity is not
related to greater complexity. Meara and Miralpiex (2007b) argue that
grammar words are theast recycled words which influence sentence
structure. Sentence structure is related to sentence complexity. Learners
who are less prone to grammaticise their language may be more telegraphic
in their writing by avoiding certain function words and overgsoontent
words which would increase diversity. On the other hand, they could
overuse some function words with more generalised meaning (ljaz, 1986).
This may tell us why there is so much variability in lexical diversity from

L2 learners. Over or under rading of function words would produce
more variability which could indicate less complexity in sentences. Kormos
and Trebits (2012) hypothesise that greater grammatical sensitivity relates
to clausal complexity. In order to create complexity in Englishayriers
would be required to recycle a certain amount of grammar words. Higher
grammatical sensitivity seems to encourage a more uniform recycling of
vocabulary, including grammar words, which could be related to sentence
complexity. The current study hilights a relationship between the
variability of lexical diversity, learning style, and proficiency. Simply
concentrating on the mean diversity scores glosses over the fact that there
is wide variability in | earnerso | e
looking at individual differences is valuable in understanding the messy
details in group performances.
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English has become the prospectitagua franca in the academic
community. This means that the language of publication for many members

in the academic community is not their native language, which poses an
extra cognitive demand on the writers. One method for dealing with this
demand is to sl ow des.Wwoawewentbi®nethadhast i ng
the disadvantage that thinkutigroughwriting (Menary, 2007) might work

less effectively because creating new knowledge and restructuring the
stored knowledge through writing can only work if the writing processes

are execut fluently (Galbraith, 1999, 2009).

In order to test whether thinkifaggroughwriting works in both a foreign
language (FL) as well as in first language (L1), a study was set up in which
then German students of English wrote four academic esdmysin their

L1 and two in their FL. One L1 and one FL essay was written after
planning by notdaking, the other L1 and FL essays were written after
planning by freewriting (Elbow, 1973). These planning conditions were
chosen for testing whether the activatioh the linguistic structures in
freewriting had an enhancing effect on idea generation.

The writing processes were keylogged, i.e. each movement on the keyboard

was recorded for the analysis of the fluency of the text production. The

final texts were angbed with respect to the number and the quality of the
generated ideas. They were hiearchised with a scheme that was based on
Taboada and Manndés Rhetorical Struct
contains theses and argumeiitddeas that could stand on thewn.

Hierarchy two incorporates elaborations, evidence and examples. Hierarchy

3 includes pure rhetorical el ement s
presented. 0), and hierarchy 4 contai
writing prFroeeswsi (eng. i 8 bull shit. S

[particip)antds quot e

The analysis of productivity in the writing processes showed that both
language and planning method had an effect on the different quantitative
aspects of the production proce$be writers produced more characters in

their L1 in both essays, and in both languages more under the freewriting
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condition. Additionally, not only were the final texts longer, but the writers
also showed a higher interaction with the text in freewritthgy did not

only produce, but also deleted more characters. This effect was more
pronounced in the L1 than in the FL. Here, the lengths of the phases of
uninterrupted writing (=bursts) were also longer than in the FL in the
specific conditions (seféigure 1).

LIN FLN L1F FLF

Characters per burst 13.80 10.66 18.24 14.24
Figure 1 Characters per burst

The results thus demonstrate that the cognitive demands of writing FL
academic texts are higher than the demands of writing L1 academic texts.
The methof freewriting still had an enhancing effect on productivity and
on fluency in both languagésa fact that might have had an effect on idea
generation.

Mean idea

FLN LIF
Tasktype

Figure 2. Number of ideas

Indeed, the participants produced more ideas in and after freewriting, bu
they did so only in their L1 (seBigure 2). In the FL, the number of
generated ideas stayed stable, i.e., here no thutknogghwriting took
place evidently. This might be the result of a denser L1 phonolegical
semantic network. At the same time, tbeest number of generated ideas
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in the L1 notetaking condition shows that the participants monitored their

writing processes differently in L1 and FL. In the L1 notes, the participants

often scribbled down only the grand idea, but did not elaboraté amyi

further; whereas the participants showed a higher tendency to write down

all of their ideas in the FL notes. One of the participants, for example, only
named the rhetorical elements that have to be provided in an essay
(Aintroductiom,o) bodwh,er easncli msitohe FL
participant wrote more points than in her freewriting plan.

The results in the L1 notaking essays also hint at a more active
monitoring in the writing process.igure 3 shows that the participants in

the L1 notetaking condition were best prepared to write a text that has a
good balance between theses/arguments and evidence and examples. In
contrast to this, most ideas in the L&éndition were settled on level 1. As

a result, the argument structure was least caivg: one argument or idea

after another was listed. In this respect, the Htakteng condition was more
successful in helping the participants to produce an adequately built
academic essay than the freewriting condition in that the participants
preferredio elaborate the ideas and to give evidence for them.

[ Hicrarchy!
[ Hierarchy?2
40.00 [JHierarchy3
[ Hicrarchy 4

Mean

Tasktype

Figure 3 Hierarchy of ideas

In the FL condition, the participants presented a higher amount of
rhetorical elements, i.e. textual organizers, that were not cemienvant.
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Additionally, here moraunrelated ideas were written downin both the
notetaking and the freewriting condition. The participants obviously had to
struggle more with the text production in the FL than in the L1.

All'in all, the results show that thinkingproughwriting worksbetter in the

L1 than in the FL, but that It had
overl oaddéd in the fr eewr-akingcanditonpndi t i
in which the amount of ideas was lowest in the L1, led to rhetorically
betterstructured essay. This was probably the re
not taking time to evaluate the ideas generated in freewriting. They
continued to write the proper essay without any pause or explicit planning.

This means that freewriting has enhancing effects, whieh cantra

productive if the use of the method is not taught and trained.
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Our purpose is to give a historical perspective of the use of Fr.
ALIinguistique appliqgu®e"” (AApplied Li
French journals: what is the scope, what are the subpedts tovered,

and what are the new directions?

This study takes us from the creation in 1958, by Quemada, of the

ACentre de |l inguistique appliqgu®eo i
meeting for a renewall of t he AFLA,
linguistique appliqu®eo (AFrench Associ ati
Studying how French institutions, like the Academies of Sciences or of
Technol ogi es, consider AAppl i edo Sci
XVII'™ century, both theory and application are impott For this
reason, one expects t hat Fr . ALI ngu
i mportant i n dictionaries as Fr. A Ma

not. Although theoretical linguists are in general not interested in
practical issues, one observes, éyamining dictionary definitions, a
recent turn towards them (Linn et al., 2011).

Two French Journals present themselves
Etudes de linguistique appligugeebsite ELA, Sept. 4, 2012) explains

t hat AELAOS steady vocationali s t o
information work intended to promote and expand access to language
cultures( é) [ W hile retaining its origin

discipline to which it was initially linked, it wishes today to anchor and

expand its horizon, moving the scoped changing the methods of

i nvestigations of the subject matter
seven successivELAmo del s : (1) AREtudes de | in
(AStudies in Appl i-e d96321970),g2) thessamec s 0 ) (|
title but asa Anew ser i-3,sX®711078)s Bu with a 1
geometrical renewed design (issues783 19791990); (4) with the

words ANftudes de |l inguistique applig
Adi dactol ogiedo (Adidactol ogyalef cl ear |
ones ARevue deo (Aj our-oaall t uafed)o g mMma
languagex ul t ur es 0 }104:(I99E U@ 6) ;79( 5) finall
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becomes the real title of the frontp
languec ul t ur es o and, I ntudes rda linguestique c har ac
appl i gu®e 0-132:i119982008)s (6) lisBues 13856 (2004

2009) , named Arevue d ecultuesetl ale t ol ogi
| exiculturol ogi eo, i ntroduce this ne\
finds agai n i wmistiqué appliu@d revuea e diddcolodiei n g

des langues ul t ur es et de | ex-j2018). Ther ol ogi e
journal, at one point, completely d
but finally recovers it. No doubt such changes highly depend on the

jour n al editorsdéd policies.

Revue francaise de linguistigue appligaésvebsite (Sept. 4, 2012)

indicates thaRFLAi s fiopen to all domains of a
without any restrictions, in that it aims to be a meeting point for
interdisciplinary nteraction and confrontation (...) (and) to reflect
international research in the field of applied linguistics (...) (it) addresses

itself to those whose specialty has some link with language and
linguistics, and who are active in various domains of apptin such as
acquisition/learning of language, language disorders or automatic

| anguage processing. o

Subject fields

Among the frequent subjects covered RFLA are terminology,
dictionaries, spoken communication, corpora, information technology,
automaic language processing, information extraction, language
learning and acquisition, translation. The titles reflect the evolutions of

t he di scipline, mentioning Anew t
Amodel so/ Achall engeso/ idevellkp ment so
Atodayo or Aper spectiveso. The journ

lexicography or terminology and new approaches.

In 1979, Galisson explains iELA that Fr.A i ngui sti que appl
comes from Englfiapplied linguisticé , whi ch meapplied il i ngu
to the teaching of a Seatagarsehsanguage
thanthat prevailing in the American world in 1948. In French, it refers

either to didactics or to disciplines like psychology, lexicology or

t r ans | Ridactiogn . ¢ oo r dess pappled Iinguisticé , t o
methodology for language teaching, based on linguistic principles but

also on psychology, pedagogy, etc. Galisson indicates (1987) that
fALinguistique Appliguée no | on g e rdidattestesdealmg s t he
with. Issue mmber 79 (the first one of the"4model, 1990), due to
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Gal i s sDe hlinguistquefappliquéa la didactologiedes langues
cultures.Vingt ans de réflexion disciplinaile ( AFr om appl i ed | i
to didactology.Twenty years of disciplinary reflacto n 0 ) . About 2209

the issues are clearly announcing the new field in their titles:
idi dacti queo, fAdidactol ogi €hereisdidi dact

sudden change I n 1982, when t he I
foll owed by ofi(n20e0r2c)u Fauu rtéaul raehs@u e(s2 00 4)
ELAOs editors write, t h edefmingiosre a per i ¢

naming Applied Linguistics, for explaining its evolution, and for making
a historical study of its names.

Conclusions

Changes can be influencday general trends in the field and by
competing positions. Indeed, the influence of the journal editor and the
role played by the principal members of the board may be quite strong.

| n France, t he domain call ed ALI ngu
definition several times. As a result, it appears &laf might get back
to its origin embracing the former f|

including other subdomains like Terminology or Lexicography, which
are not directly linked to Didacticsodrnalsare a mirror of science
under construction and their editorial policies reflect trends in
thescientific communityln the case of Applied Linguistics there is a
clear duality appearing in the respective positions of the diplofeand
RFLA The first jourral, the oldest one, changed its traditional way, and
evolved regularly, a point that the authors continuously discuss.
journal might go back to its initial editorial line, closing the loop,
renewing itself and enriching the field of Applied Linguisti®On the
other hand RFLA has always claimed a broad scope. The presence of
two journals probably serves to stimulate each one of them.
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It is now widely recognised that the interlocutor is a fundamental facet in
faceto-face speaking assessment. A growing body of literature has
provided useful i nsights about the 0i
and group speaking tests, i.e. the infiloe which interlocutors can exert on

the discourse produced and scores received in speaking tesB¢evg.&
McNamara, 2004 on the effect of gender; Young & Halleck, 1998 on
cultural background; Nakatsuhara, 2006; Norton, 2005; Davis, 2009 on
proficiengy level; Berry, 1993 and Nakatsuhara, 2009 on personality;

| washita, 1999 and OO0 SThe findingsahave at2 0 0 2
times been contradictory, suggesting that it is not possible to establish a
direct and predictable effect of interlocutcariables on test performance

and outcomes. Considering the potential role of background variables, test
providers have a responsibility to investigate such variables, since they
have the potential to impact on the fairness of the test. This study aims to
contribute to the debate on the interlocutor effect through its focus on the
effect of candidate familiarity on paired test performance. It does so by
employing a mixedgnethod approach which draws insights both from
guantitative test taker score data andnfr qualitative data based on
candidate interviews.

Methodology
Research questions
1 What is the effect of test taker familiarity on theores awarded in a
Cambridge EnglishFirst paired test?
1 What are testaker perceptions about the effect of familyardn
their performance?

Context of the study

641 candidates taking tl@ambridge EnglishFirst Speaking test in three
Cambridge ESOL examination centres in Switzerlam®rn (German L1),
Geneva (French L1) and Ticino (ltalian Lil)n the 2011 summer ssion
were involved in various stages of the project.
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Data collection

629 candidates completed a short questionnaire prior to their tests, which
sought to establish whether or not, and how well, candidates knew their
speaking test partner. The questiommaiesponses were linked to exam
score data, allowing for comparisons to be made between the scores of the
familiar and norfamiliar groups. 30 familiar and 23 ndamiliar
candidates took part in a feedback session directly after their speaking test.
Canddates were interviewed alone, but concurrently with their partner.
These sessions were conducted by an interviewer who was not one of the
candidateds examiners and were in t
speaking tests of the candidates involved in #edbback sessions were
recorded. In addition, approximately one day of tests was -aadoyded at

each centre; these contained a mixture of familiar anefaronliar pairs. A
discourse analysis of the candidate/candidate interaction will be carried out
ata later stage and is beyond the scope of the current study.

Results and Conclusion
1. What Is the effect of test taker familiarity on the scores
awarded in a Cambridge English. First paired test?
The comparative analysis of the scores awarded to thdidamnd nonr
familiar groups in the Swiss centres of interest indicated small, but not
meaningful, differences in overall speaking test performance. Taken as a
whole the familiar candidates scored higheratinpapersthan the non
familiar candidates; theyalso consistently showed a lower standard
deviation. The fact that differences were found for all test papers suggests
that differences in speaking means between the two groups were likely the
result of differences in ability rather than due to the eftdctandidate
familiarity.

2. What are testtaker perceptions about the effect of
familiarity on their performance?

The questionnaire and interview candidate feedback indicated that the

Swiss candidates in this study did not perceive familiarity witlr {raitner

as affecting their performance. However, the candidates felt very strongly

about t he ef fect of the test partn

performance. The issues of the appropriateness of proficiency matching is

controlled for in the Camiige English paired tests, since each exam is

targeted at a specific CEFR level. Such fineed targeting of the level of
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the exam avoids a significant proficiency mismatch between the paired
candidates.

Both the statistical analysis of candidate scoa¢acdand the qualitative
analysis of questionnaire and interview responses have indicated that
candidate familiarity plays a minimal role. It is important to remember,
however, that this study was done in a European context and so any
generalisations abouhe results need to be supported by data gathered
from a range of different cultural settings.
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Introduction

Formulaic language has been studied from different foci, either extracting
lexical bundles based on frequency in large corpora (Biber, 2006; Biber et
al, 2004; Cortes, 2002; Hyland, 2008a, 2008b), or ifl@émg formulaic
items according to intuitions from individualsew studies have provided
the link between individuals and their language use, especially in writing.

This poster presents a study that investigates the occurrence -evdalr

formulaic expessions in the three types of short pieces of writing by
Chinese EFL | earners and perspectives:s
in terms of formulaic language. The study aims to build up the link
between individuals and their formulaic language useyrder to find a

new way to research this language phenomenon.

The following research questions lead the research:

1 What are the main patterns of formulaic language structures used in
Chinese L2 writing?

1 What are the functions of these formulaic languagesthese
writings?

1 What are the differences and similarities in terms of structure and
function among these three groupséo

1 Where could these formulaic languages come from? Why do learners
use formulaic language in their wnigy?

1 What is the attitude of students towards formulaic language in their
language learning, especially in writing?

Methods

Participants

28 students (Class A) and 29 students (Class B) were chosen randomly
from the first year ofthe English Department, @fa University of
Geoscience (Jiangcheng College).

43



Multilingual Theory and Practice in Applied Linguisti®soceedings of the 45th Annual MeetiRAAL

University of Southampton

Procedures
T Build up the writing sampl e
and use AntConc 3.2.3 to extraetwrd formulaic expressior(see
table 1).
9 Participants were asked to respond to questioemand interviews.
Sample | Text Context Text | Words | 4-word
Class Category No. No. | bundles
1A |00 Homeworkl| o7 | 4047 | 37
application instruction

oA Business _Homevv_ork/ o8 4106 21
report instruction

3B Arg_umentatlve Exgm/ 29 6601 45
writing timing task

Table 1: Formulaic expressions by text category and context

Results

Wiriting sample collections analysis

Based on the structure categories promoted by Cortes (2004) and function
types concluded by Hyland (2008), the following table shows distributions

c ol

(%) of structure and function types in-wbrd formulaic expressions
extracted from participants writing samples:

Types Collection 1 | Collection 2 | Collection 3
With VP
fragment 54.0% 9.5% 22.2%
Structure
types With dependent 32 0% 28.6% 33.3%
clause
Referential 3.0% 47 6% 35.6%
Function | Text organizers 51.0% 23.8% 33.3%
types
Stance 41.0% 28.6% 31.1%

Table 2: Writing sample collections analysis
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From the analysis, we could see similar tendency to use formulaic
expressions in business reports and argumentative writing, but it was totally
different in job application; the distribution of formulaic language is rather
dispersed across structure categories, but falls mainly in certain types of
function. Also, we find tht the use of formulaic expressiodiffers in an

exam context and in homework writing samples.

Studentsé perspective towards fFo
According to participants?©o responses
learned in the classroom, mainly based bre xt bo ok s and t e
instruction, and few people mentioned that they learned outside of the
classroom. Interestingly, among these, most formulaic items were learned
through speaking.

Most students paid attention to this language phenomenon, and fmost o
them relied on teacherséo explicit [
language, and feel little confidengeusingit correctly. Furthermore, half

of the students feel worried about the repetitive use of formulaic
expressions in their own writngoram g peer so0 wr i ti ng.

Further discussion

There are some problems remainimg a broader context in second
language leaning, as further studied in my PhD profergt, the formulaic
language has been fitted in a broader context, especially with regdfd to E
learning. We observe that use of formulaic language is individual,
regardless of whether used by native or-native speakers; it is along a
continuum (Wary, 2008), with fixed item and open slots at two ends; it is
dynamic within learner usagehangeble according totime or writing
context.

Second, as to the learning of formulaic language, we could see in the study
above that although most learners rely on teacher instruction, some students
used different learning strategies with special attentiothi® language
phenomenon. So is there any relation between the strategies and the usage
of formulaic language? And is there any relation between writing
proficiency and formulaic language use?

References

Douglas Biber. 2006.University language: A corptsased study of spoken and written
registers Amsterdam: John Benjamins.

Douglas Biber, Susan Conrad & Viviana Cortes 200 4 . I f you | ook a
bundles in university teaching and textbooks. Applied Linguistics 25(3),

45



Multilingual Theory and Practice in Applied Linguisti®soceedings of the 45th Annual MeetiRAAL
University of Southampton

pp371405.

Viviana Cortes. 2002. Lexical Bundles in Freshman Composition. In Susan M
Fitzmaurice, Randi Reppen, Douglas Biber (ed$3ing Corpora to Explore
Linguistic Variation Amsterdam: John Benjamins, pp1345.

Viviana Cortes. 2004. Lexical Bundles in published and studestigiinary writing:
examples from history and biology. English for Special Purposé#ol 23, Issue
4, 2004, pp39423.

Ken Hyland. 2008a. Academic cluster: Text patterning in published and postgraduate
writing. In International Journal of Applied Lingsiics18(1), pp4162.

Ken Hyland. 2008b. As can be seen: Lexical bundles and disciplinary variation. In
English for Specific Purpos&y, pp421.

Alison Wray. 2012.Handout in 5th FLaRN conferenc@&ilburg University, Tilburg,
Netherlands.

46



The role of context in forming young | earnersd a
Louise Courtney

The role of context in forming young o
1 | AAOT AOO8 AOOEOOARG AT A 11 ¢
Iearnlng French

Louise Courtney
University of Southampton

Despite the wealth of valuable information that has been generated by
motivation studies to date, there are certain limitationdy@napproaches

that have been commonly used. Quantitative approaches assume
homogeneity within a given group, and mask the variation between learners
within the same, and different, cont
recently become increasingly eiqil in motivation studies it is generally
considered as a background variable which influences motivation, but is

not controll ed by the | earner . Stem
(Block, 2003) in SLA research there has been an upsurge in demand for a
greater focus on 6contextd6 in researc
is conceptualised das a dynamic cons
soci al phenomenondé (Vol et 2001:78) .
the learning situation has d@rang effect on learner motivation (Lamb,

2007; Bartram, 2010). Coleman et al. (2007) investigated learner
motivation across learning contexts. They found that motivation did
decrease over time from Yeat97 although motivation did remain higher

in Specidist Languages Colleges, which was attributed to the attitudes of

the management team. Mainstream and MFL specific transition studies

have shown that learner motivation decreases through the first year of
secondary school (Galton et al., 2000; Burstallf/4t9.ow et al., 1993,

1995).

The research question is: what is the role of context in forming young
| earnersdé6 attitudes and motivation t
over transition? The study followed 26 children who were from two
primary schots into one secondary school for 12 months. The data
collection points were at the end of Y6 (aged11( 130 hours of French),

at the end of first term Y7 (aged-12, 165 hours) and at the end of Y7
(210 hours). Previous studies have shawat motivatiom changes over
time not just in intensity (amount) but also qualitatively, and therefore a
mixed method approach was used which permitted a more holistic view of
learner motivation. Therefore, questionnaires and focus group interviews
were used.
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The resuk of the questionnaires showed that overall the Y6 learners were
positively motivated to learn French. However, when displaying the results
by school it is clear that the scores in School A were higher across all
motivation scales, highlighting that themas a strong effect for school for
both the learning situation and setinfidence scales. The learners in
School B had a more negative response to the learning situation which in
turn appeared to impact on their feelings of-selfifidence (see figure 1)

The results of the focus group interviews showed that in School A, overall
the learners described an enjoyable learning environment and the teaching
style of the French teacher was believed to positively aid the learning of
French. The fun and interactivnature of the French lessons meant they
compared favourably to other lessons on the curriculum. In contrast,
|l earners in School B considered the
the games Orepetitivedo.

Scale means by school Y6

3.46
35 4 3.29 3.4 337 3.03 3.32
3.04
31 2.73 2.79 2.7

2.5 1 @ School A

2 ] B School B

154

0.5

Instrumental Integrative Self-confidence  Parental Attitude Learning Situation

Figure 1: Scale means by school year 6

Looking now to how learner motivation developed across transition, one
can see from Figure 2 that there was a dip in mean scores from Round 1 to
Round 2 followed by a slight recovery at the end of Y7. The difference
between the rounds is only significant wweén rounds 1 and 2 and the
pattern of motivation does not replicate that of other general transition
studies that have found a consistent drop in motivation over Y7 (Galton et
al., 2000).
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Overall Motivation Mean Score Y&NY7T

350
340
330
320
210 s-212
200
290
220
270
280

250

300 303

Rdi Rd2 Rd2

Figure 2: Overall motivation mean scores, year 6 to year 7

However, if we look at the individual scales making up this score it is
evident that there were two areas responsible for the dip observed in round
2. learning situation and instrumental motivation. Previous research in
instructed settings has shown that tkarhing situation exerts a strong
influence on learner motivation and this is the area which displays the
greatest fluctuation in scores and constitutes the only statistically
significant difference in scores over the 3 rounds. A closer examination of
the data shows that the drop in the learning situation scores was due to the
learners from School A (see figure 3). It appears that the change in context
for learners from School A had a dramatic effect on their motivation scores.

School mean scores for Learning Situation scales Rd1-3

3.8
3.6
3.4

3.2 ™~
—e— School A LS

3 P —=— School B LS
28 FE— = =
2.6
2.4
2.2

2 T T

Rd 1 Rd 2 Rd 3

Figure 3: School mean sares for learning situation scales Rd13

However, even though the learning situation scores for school A dipped
significantly, the high levels of setionfidence generated in primary school
were, on the whole, maintained (see figure 4). The data alsosstnaiv

there was a greater convergence across all five motivation scales in round
3, which suggests that the secondary experience is exerting a greater
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influence and the learners from School A may well be readjusting
expectations to more realistic levels.

Self-confidence mean scores by school rd1-3
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3.6
3.4
3.2 Y S
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2.2

2 T T
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Figure 4. Self-confidence mean scores by school, ReL

To conclude, early language learning, in general, fostered positive attitudes.

However, whilst displaying some consistent and stable motivational traits
over the 12 months, attitudes to the adlasm and levels of sefonfidence
differed significantly across different contexts. There is evidence of
increasing disaffection related to the learning situation throughout Y7
which had a negative | mpact upon
learning.
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Introduction

The goal of classroom interaction is tfald: to foster learning, but also to

establish tutostudent relationships that are conducive for learning. When

they select the strategiesrfmanaging classroom interaction, tutors are

guided by their beliefs about good pedagogic practice (Farrell & Tan Kiat

Tun 2007; Friedman, 2009). These beld]
socialisation into disciplinary or culturally derived piaes.

This study investigates how tutors?o
classroom translate into the tuiaking practices they employ for managing
classroom interactions. It does so by comparing the beliefs and practices of

HE tutors in three dffierent disciplines.

Framework and method

This study draws on Walshos (2011) (
competence (CIC), which is defined a
use interaction as a tool f ooMMhemedi at
components of CIC are a) the use of language that meets the pedagogic
goals of the class and that is appropriate for the learners; b) the facilitation

of interactional space, enabling students to participate in discussions,
contribute to class conbuitions and receive feedback; and c) the use of
strategies that shape learner contributions.

This investigation is based on three classes from a UK higher education
institution: a lecture in Translation studies, an EAP Oral Skills class, and an
Accounting tutorial. After classes were recorded, tutors were
retrospectively interviewed.

The main research question is:
How are basic student rightgo fair treatment / involvement and
to learning / understanding enact ed I n tutorso 1
practices for maaging turntaking and classroom interaction?
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The research question emerged becaus
rights to fair treatment and to being involved in the class and stressed that
students have a right to be given the best chance to undeteasubjects

covered and, consequently, to learn.

The analysis focuses -&F (teacher Ininationons 0
I student Responsk teacher Feedback/Folleup) structure (Sinclair &

Coultard 1975; Cazden, 2001) and student-sakcton of turns vs.

selection by the tutor.

Analysis and Results
Accounting
T. Dondét try to hide. (utterance) I
four, which of the summarised balance sheet is correct?
(long pause) You have a one in four chance.
Sn: Three (utterace).
T. Thatds wrong. (An embarrassed | a
her?

The discourse in this classroom follows mostly the classicstiRkture,

moving from topic initiation through to student response to immediate tutor
feedback, which is often direct drunmitigated. Moreover, sedfelection

of turns is restricted: in most cases, the tutor picks a student to answer;
students are not addressed by name, but with a generic form of address
(o6my friendd) . These stratemwadveg refl
all students in the classroom, in particular those who would not usually
volunteer to answer.

Oral English
T. [ Ri ght SO sO0O group work isnot r
What about you?
S5: Eh the groupwork for my case is doing the experimental is
doing the experiment. So | am a beginner. | have to eh do a
group work with the [(utterance)
T. [Right eh, ok. [So so
S5: [do some group work.
T: RIGHT and and do you anyd did | am | scenario sound
familiar to you or not?
S5: Em (pause) eh (pause) maire not too familiar because my
group my group thereds no Britist
T. Thereds British British people. F
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S5: Right. There is Russia and em eh other countries.

In this classroom, the thraarn structure observed in the @aunting class
gives way to a mukturn structure with followup rather than feedback
turns, encouragingtudents to elicit examples or elaborate on their answers.
However, students do not sasktlect their turns; they are called by name to
speak.

Nominaing specific students to speak, and controlling the classroom
interaction happens again in the service of fostering a fair environment and

ensuring studentsd understanding. | n
t hat student s 6 ac candingsandrhatyallowiregthene mi s |
toselfsel ect may i ncrease noise and t hert

follow the class. For the same reason, the tutor was keen to draw in shy
students to contribute to the class by nominating them to speak.

Translaton
S7:. Because | was thinking that at |
If | would see too many em hypothesis, | would start
thinking that maybe the expectations of that person could

have affected the interpretation
it, butitdoesnot mean t hat a person |
hypot hesi s. But I woul dnot I i ke

because it would give me the impression that the article was
not very objective.

S8 prejudgment ...

T. Ermé comments? Reactions?

S10:l think you somehow have to rely on the author being
honest. (utterance) I dondét thin
are biased from the beginning. You have to give them credit.
Because they have researched (ut
that when they clearly state thypothesis will somehow
affect the conclusions or make them more subjective.

S6: Having a hypothesis and designing your research so as to
prove it are two different thing
that some authors clearly admit we wanted to do thuswe
found out t hat we coul dnot do t
something else, so em...

T: | think M. what you are saying that you must trust the
researchero6s integrity. Yes? You
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This example from the Translation classroom exemplifies an insiance
which, after tutor initiation and student response, the tutor does not
immediately follow up with either feedback or follewp. Instead, she
encourages the students to safect, leading to exchanges between the
students without tutor intervention.

However, the tutor does at times <cl o:
in the interest of the learning experiences of and fairness far all (as in the

end of this example). At the same time, she uses her turn to guide the
student 6s c orticulardirbction.i on i n a pa

Discussion and Conclusion

As the examples from these three classrooms show, the central goals of
fairness/involvement in the class and fostering learning and understanding,
although shared by the tutors, are implemented in very eiffavays. The
reasons for these differences reflect the learning aims of the three groups
factual accuracy in the accounting tutorial, fostering interaction and
comprehension skills in the EAP class, engagement in topical discussion in
the translation sidies seminaii as well as disciplinary traditions of
interaction.

Nevertheless, the variation also illustrates that both tutors and students may
profit from training, allowing them to improve their range of interactional
strategies, or to better adapt ttte genuine cultural diversity they may
encounter in the higher education classroom. This is particularly important
for international students who take modules in English for Academic
purposes such as the class featured in exampieb2it then have tcelve

this safe environment to encounter the different disciplinary cultures of the
subject areas they study. Crucially though, such training needs to include a
distinct focus on reflection on interactional practices in order to foster
student s §todifterem comatdxts.| i t
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Introduction

Every bilingual child is a unique entity. This study describes the process of
becoming Korean/Japanese bilingual through interaction, with an
ethnographic case study of Young Jae (henceforth, YJ). YJ, a Korean
school age sojournén Shinjuku, stayed in Japan between 2002 and 2007,
precisely 5 years and 24 days. When he arrived in Japan, he was nearly 7
years old and by the end of his stay, he was 12 years old. Thus, he spent
most of his elementary school education in Japan.

For this paper, | will focus on the first two years of his experience in the
Japanese state elementary school where he was given special instruction of
Japanese as a second language (henceforth, JSL) . Based on my data,
transcripts and fieldnotes made inth& JSc | assroom, YJOsS se:
development will be analysed.

In my linguistic data, | compared two stages: the early stage and later stage.

In each stage, YJ provides many examples of language learning and the
comparison shows hoseicdre@r| asmguagef ric
language. In addition, YJ also showed the influence of Japanese sub
cultural genres and gendered genres in his speech throughout his JSL
learning.

My main finding is the micro analysis of language use of YJ in his
experience DJSL class in the school. However, looking at the interaction

of YJ in the JSL classroom in the state school of Shinjuku, it was clear that
there was At he fact t-loadylifeimk@ingoehi n di
and multilingual classroomscurriculum organization, pedagogy and

social relationd are crucially shaped by social and political conditions
beyond t he c | danesy DOB5MP. 108Mand tt ibecame
necessary to understand its social and historical linkage to the present
multicultural Shinjuku as well.
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Becoming Korean/Japanese bilingual through interaction

To be able to investigate YJOo6s | angu:
conducted extensive fieldwork in the three settings: school, home and
community between 2003 and 2010. Fa hresent study, | will focus on

the school setting of my fieldwork between 2003 and 2005.

Data collection

From the very beginning, the position of the researcher is fixed as
participant observer. My data consists of fieldnotes, transcripts from
audio/vdeo recording and interview. Betwe#me school year 2002 and
2005, | made 51 school visits and observed YJ 34 times. The main visits in
the school year of 2003 and 2004 were consistently once a week.

Linguistic analysis: Early stage and Later stage

In the ethnographic fieldwork data of the JSL classroom for two years, |
particularly focus on YJo&és process of
early and later stage: the early stage is betw&esnd 8th months arrival

i n Japan and t Heéth td 20th enonths Tha stagesinghe Y J 6 s
timeline is showron the following page.

The analysis is made based on the data below:
In the Early stage,
Data 1 0;02;21(0 year; two months; 21 days)

AChess ot woldTWOAFI r st stone, J @
againo

Data 2 0;03;25(0 year; three months; 25 days)
AStrawberry deliciouso, ARToday

In the Later stage,
Data 3 1;05;04(1 year; five months; 4 days)

AUmMmmmm, Ummmmmm, what i s the wc

ADog. éWhat? What are you doi ng
Data 4 2;02;09¥ years; 2 months; 9 days)

ASo that, .| Dwei ikt 0go.

Cultural genres: 00Ore(l)o6 & 0Wa

I
OO0Oni (Pg&edOni i (brother).
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The analysis is summarized: in the early stage, 1) more syntactical and
grammatical development (i.e., om®rd and noun and pronoun
dominant), 2) kift from JFL and JSL, 3) upcoming codeitching, 4)
metaknowledge of loan words, 5) understanding of context attached with
language; in the later stage, 1) sociolinguistic competence (i.e., variety of
genres for a child of his age, 2) bilingual compeeefi.e., sophisticated
codeswitching), 3) language learner competence (i.e.;mselfitoring and
self-correction) and 4) influence of pop culture/subture.

In the case of YJ, he had already acquired his first language, and he had a
language resourceavai | abl e for use. Thi s m
development qualitatively different from the first language acquisition.
With my linguistic data, this may indicate the possibility of semittural
knowledge transfeln the later stage, together with the wais aspects of
linguistic competence, he shows the influence of Japaneseutulal
genres and gendered genres in his speech. This embedded cultural
knowledge in his Japanese clearly indicates the degree of his integration in
the mainstream culture.

Cortlusion and implications

This study hinges upon the nature of becoming bilingual (a learning issue)

and also the nature of language contact (a sociolinguistic issue). However,
the | imitation of this study i1is that
language learning cannot offer the general language learning patterns of
bilingual children.

Yet, as this rich ethnographic case study shows, YJ as a bilingual individual
acquired 6l anguaged6 through personal
of learnng language touches many axes of linguistic and social reality.
Such is the hybridity of language contact, of becoming bilingual.
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Introduction
Yangshuo has during the | ast decade [
Chinabéd, a popul ar pl ace for Chinese
Engl i sh. Wh a 't characterizes this OEr

opportunity of talking with foreigners, asdvocated by one local language
school below:

Yangshuo boasts to be the largest English corner in China. There
are large numbers of foreigners and more than 500 are now living
here. The college has been making @igé of this ideal linguistic
environment ever since its establishment. Our teaching is guided
by a nice teaching philosophy combining theory and practice. We
encourage students to practice what they learn in the classroom
with foreigners from all over theorld, anytime, anywhere. The
progress can be very obvious.

This study examines this phenomenon of practicing English with
foreigners, focusing on how and why talking to foreigners has become an
increasingly popular way of learning English in China. To tiw, |

examine the metadiscourses of talking to foreigners in both academic and

folk language learning theories, and trace a historical process of
valorization, or enregisterment (Agha, 2003), to find out how a once

di stinct r egi s trguson 1®71,01076;ihgnoetorth FT)ddsk 6 (|
become enregistered as a favorable learning strategy through a process of
0functional reanal ysisoéo (Agha, 2004:

Yangshuo and the English market in China

Since t he | at e 1990s, 0 Engd gamh edu
momentum as an Il mportant part o f Y 8
details, see Gao, 2012a; Gao, 2012b). This new form of tourism is based on

a folk linguistic theoryi the FACES theory. Wu, private entrepreneur and

initiator of English educationalour i sm, expl ained t hat
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grammatical concepts like tense and others completely, and starts
straightaway from having conversatio
| i an, mi anzi . éwe shoul dijustogenyolmr e SO
mouh even if you could make mistakesd¢
foreigners, as | will show, happens against a national backdrop wherein
communicative competence in English becomes an increasingly important

part of the human capital in pesbcialist Cima.

One prominent change in recent English language teaching in China is the
specification of ocommuni cati ve C€O0mj
objective of English teaching in a series of national English syllabuses

issued in 1992, 1993 and 1996 (H2Q05: 1611). This new emphasis
actually responds to Chinads rapid e
further integrates with the global economy where English serves as the

main lingua franca. In this context, talking to foreigners as one increasingly
popular way of improving English has gained momentum. This particular
method, however, not only has its metadiscourse in folk theory, but also, as

| will show, has its historical metadicourses in academic discussions
through which CLT, a method based oniamplicit language ideology of

nati vi sm, becomes Opedagogic guidel.]
degree of stability, transparency andc

Foreigner talk and talking to foreigners

Ferguson proposed and defined FT as a $iieglregister based on his

findings that English FT, the English language used by native tmative

English speakers, is characterized by certain prospldanological, lexical

and grammatical features aimed at simplifying the languayhile

Fergusob s or i gi nal concern was to seek
and simplification (Ferguson, 1971; 1975), as Ferguson himself noted ten

years later, FT seems to have been most actively explored in the field of

SLA (Ferguson, 1981: 134).

In fact, errouraged by research in first language acquisition where the use
of baby talk is found to facilitate language acquisition, researchers started
to turn their attention to whether there exists similar favorable linguistic
environment for SLA (Hatch, 1983; tsenFreeman and Long, 1991;
Wesche, 1994). FT thus was taken as an entry point into the problem, and
interactions between native speakers andmative speakers (henceforth
NS-NNS interaction) became a line of research actively pursued to find out
what pecific language features are shown in-NISS interaction and how

that could possibly facilitate language learning.
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There are mainly three influential academic theories/arguments through

which NSNNS interaction is constructed as a potentially favorable
learning strategy, includinG@omprehensible Inputnteraction Hypothesjs

and Communicative language teaching. The earliest and most influential
advocate of FT research in SLA should be Evelyn Hatch. Her argument is
based on t he pr eaelpanmgeavdvesat oflearnimgt o1 at
how to carry out conversationso (Hat
in Long, 1996: 445). Stephen Krashen in his famous theory

ocomprehensi bl e i nput 6 proposed t h
comprehensible input IB T , because O6such 1 nput [ s
only highly useful, but it 1s possibl
of his most guoted arguments is O0in

sympathetic native speakers who are willing to help #uoguirer
understand aAedvenythel pfialt@r acti on
Mi c hel Long proposed t hat Ot he mo
conversations between native speakers andnative speakers is the sine

gua non of second language acquistion ( Var oni s and Gass
Long, 1996).

Conclusion

This practice of engaging conversation with foreigners, as | have shown,

has its metadiscourses in both academic and folk language learning
theories. Through these metadiscourses, FT, a simpléigdter, acquires

its pedagogical value as a favorable language learning method, and this
Onew system of enactabl e val uesod (
maximization of human capital through English communication skills in

the Chinese context.
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Abstract

The present study explores the differences in motivation and anxiety levels
among Black collegiate students (n=571) who attend Historically Black
Colleges and Universities (HBCU) and Predominantly White Institutions
(PWI). Two survey instruments were used to examine the differences based
on campus environment. Findings indicated that there were differences in
both motivation and anxiety levels across the four universities, indicating
significance among the factors obtivation, and anxiety.

Introduction

Black Americans have the lowest number of students enrolled in foreign

language programs (Moore, 2005). One factor that may be attributed to this
phenomenon is the current programs are not attractive to them, thus thei

performance levels are at the bare minimum, which allows them to meet
the minimum standards. Another factor that may be the cause of the decline
in interest of foreign language learning may be the emphasis on the value
of learning a foreign language inet 2£' century.

Moore noted that a career in the field of foreign language learningfor
Blacks does not have the same monetary value as one of business and law;
therefore, the likelihood of pursuing a foreign language is low. Davis and
Markham (1992) stad by the notion that Black American students do in
fact enjoy learning languages; the problem arises in the pedagogical
delivery the students receive, thus creating frustration and lack of
motivation to consider the pursuit.

Motivation and Anxiety

Motivation is used often to describe what gets people going, keeps them
going, and what helps them finish goittigplays a critical role in education
when assessing the performance of students. Deci and Ryan (1985)
conceptualized the term motivation around tleencept of Self
Determination. SelDetermination Theory is centered around the three
psychological needs that tend to motivate the self to initiate motivated
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behavior, and ar eeimgsempetandealitondny, amdn e 6 s
relatedness.

Vallerand et al. (1993) conceptualized the Academic Motivation Scale
(AMS) as a way to assess SBlkétermination Theory through measuring
intrinsic, extrinsic, and -motivation across various student populations.
The AMS has been used to examine students aceogmyg grade levels;
however, it has never been used to examine Black college students and
motivation for acquiring a foreign language.

Foreign language educators have become more interested in how anxiety
affects the language learning process. Whileetgxs not only common in

the language learning process, it has the ability to produce and retain new
language. Anxiety is one of the primary predicators of language
acquisition, thus yielding a negati ve
language acgsition. Horwitz et al. (1986) constructed the notion of
foreign language anxiety under three premises: communication
apprehension, test anxiety, and fear of negative evaluation. These three
premises are not the total sum of foreign language anxiety, Istrore
causes as to what makes language learners anxious. They created the
Foreign Language Classroom Anxiety Scale (FLCAS), and while it has
been used to explore language learner anxiety levels across various
language learner groups, it has never beasd us address the anxiety
levels of Black American foreign language learners.

Methodology and Data Analysis

571 students across four universitiagre given the Academic Motivation
Scale (AMS) and the Foreign Language Classroom Anxiety Scale
(FLCAS). The AMS was modified such that the survey items addressed
Black Americans and their motivations for learning a foreign language. An
EFA was conducted on the AMS to determine whether the modified scale
reflected that of the original AMS.

The EFA yielded thee factors with 68% variance explained in the AMS:
Long Term Intrinsic Discovery and Satisfaction (LTIDS); Long Term
Extrinsic Performance®riven (LTEPD); and Short Term Extrinsic
Minimal Investment (STEMI). The 4X1 ANOVA conducted indicated that
the mostsignificant differences fell under the factor, STEMI, indicating
that there were significant differences between motivation levels with

*The Four Participant universities: The University of Téxastin (PWI, n=123)), The Ohio State
University (PWI, n=130), Howard UniversitBCU, n=161), and Florida A&M University (HBCU, n=157).
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HBCUs and PWIs; the other 2 factors, LTIDS and LTEPD, were not
significant.

Concerning anxiety level, the two groupsrevelose in mean (m (HBCU) =
105, m (PWI) = 103), and there were no significant differences in the two
groups overall [F (1, 570) = 2.403, p=1)]. Further ANOVA analyses
showed that there was a significant interaction between Factors LTEPD
and STEMI with repect to anxiety, noting that Howard University had
significant levels with both the University of Texas and Ohio State at p<.
001 respectively. Thus, the most significant levels of anxiety were lower in
HBCU students than those at a PWI.

Future Researcbirections

The present study provides preliminary data to the areas of motivation and
anxiety in foreign language education. The analysis does show overall
differences in the two variables. Despite the two variables interacting, there
remains the questiorj wh at steps can be taken t
learning experience for Blacks in the foreign language classroom where
both | evels can coexist with one ano
lower both the motivation and anxiety levels, respectively, isttoduce

culturally relevant teaching to the foreign language curriculum. The study

yields future research to examine the individual stories of Black collegiate
students and their personal experiences of acquiring a foreign language.
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Introduction

Reading involves the coordination of riiple levels of sukcomponent
processes, includinpwer-level and highetevel processes (Grabe, 2009).
Theoretical models of readinglace different emphases on the roles of
lower-level processing and hightavel processing in reading
comprehensiorOnthe one hand, some researclstrass the importance of
efficiency of lowerlevel processing, suggesting that inefficiency in word
processing inhibits highdevel reading comprehension processes, such as
uses of reading strategies and text comprehen@an Perfetti & Hart,
2007). Specifically in relation to lexical inferencing, it has been claimed
that the use of lexical inferencing strategies and incidental vocabulary
learning can also be inhibited by inefficient word processing skills (Haynes
& Carr, 1990; Pulido, 2007)In the present study, this hypothesis is
referred to as the inhibition hypothesis. On the other hand, other
researchersemphasize the role of strategic processing in reading
comprehension, maintaining that, as long as readers havaeffime to

carry out the reading task, inefficiency in lowevel processing does not
normally hinder reading comprehension, as readers are able to use
strategies to compensate for processing and/or language problems (e.g.
Walczyk, 2000) Extendingth s not i on, It I's possi bl
lexical inferencing strategies and incidental vocabulary learning are not
influenced when they read without time constraints imposed on them. In
the present study, this hypothesis is referred to as the coatjpens
hypothesis.

The present study investigates whether time pressure influences the role of
lower-level processing to FL reading comprehension and incidental
vocabulary with Chinese EFL learners.

The study asks two research questions:
1 To what extentloes lowetlevel processingi(e. LA and WM) relate
to reading comprehension in a. untimed and b. timed FL reading?
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1 To what extent doelower-level processingi.e. LA and WM) relate
to incidental vocabulary learning in a. untimed and b. timed FL
reading?

Participants
The study was conducted in a university in China with 404 Chinese
undergraduates.

Instruments

Lexical access test

The computerized LA test required learners to decide as quickly as possible
whether a pair of words were synonyarsantonyns (60 pairs).

Working memory test
A modified computerized Operation Span Task (Unsworth, Heitz, Schrock
& Engle, 2005) was used to measure WM (40 items).

Reading comprehension test
Reading comprehension was measured through four expository texts.

Data analysis
Pearson product moment correlation analyses and regression analyses were
used for data analysis.

Results and discussion

Results for research question 1

The correlation analyses showed that there was no significant correlation
bet ween [SAtand readihgs damprehension in untimed reading
conditions (=.-09, p=.07), whereas a small and negative relationship was
found between LA and reading comprehension in timed readmn?2,
p<.01). This means that readers who were slower to access geatfin
English words tended to achieve poorly in timed FL reading.

Secondl vy, WM was shown to correl ate
comprehension in both untimedr=(11, p<.05) and timed reading
conditions (=.20, p<.01), and both the values of cdaton were small.

The magnitude of correlation between WM and comprehension in untimed
reading was smaller than that between WM and comprehension in timed
reading. This means that students who had larger WM were more likely to

be associated with better aging comprehension in both reading

70



The Contribution of Lexical Access and Working MemoriReading and Incidental Vocabulary Learning in FL
Feifei Han

conditions. But WM had a stronger association with comprehension in
timed reading than in untimed reading.

Results for research question 2

In untimed conditions, LA was found to be negatively and significantly
associaté with the meaning measure for incidental vocabulary learning
(r=.-25, p<.01). In timed conditions, LA was significantly and negatively
correlated with meaning measure for incidental vocabulary learning (

18, p<.01). The negative correlation between &Ad the meaning measure
means that readers who were slower to access meanings of English words
tended to be associated with poorer performance on the meaning measure
for incidental vocabulary learning through reading in both reading
conditions. The magnitle of correlation between LA and the meaning
measure in untimed condition was slightly larger than that in timed
condition.

For the relationship between WM and the meaning measure, it was found
that WM had a significant and positive relationship wittcidental
vocabulary learning of meaning=13, p<.05) in untimed conditions; and

the value of correlation coefficient was small. In timed reading conditions,
the correlation between WM and meaning measure for incidental
vocabulary learning did not reactysificance (=.05,p=.36). The positive
correlation between WM and meaning measure in untimed reading
suggests that readers having a large WM tended to achieve better in
meaning measure for incidental vocabulary learning when no time pressure
was imposewn them. However, readers with a large WM seemed not to be
associated with performance on the meaning measure for incidental
vocabulary learning when they read under time pressure.

Conclusion
In conclusion, the results do not seem to support either itiombor
compensation hypotheses fully.
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Introduction

It is widely agreed that vocabulary in a foreign language should be learnt in
context. Major reasons for this are that context tells learners howeto us
new words and that contextualized learning is necessary for the
development of the mental lexicon (Jiang, 2000). However, many studies
have shown that contextualized learning is not very efficient in terms of the
number of words students can memoriza iparticular timeframe. One of

the most influential studies in this regard is Webb (2007), which examines
the effect of glossed context on vocabulary learning. Webb reported that
there were no significant differences overall between decontextualized
word-pair learning and contextualized learning in a glossed sentence.
However, the results were influenced by the types of target words used.
Anot her study of Webbdés (2008) showe
vocabulary gain. Therefore, to further investggathe effect of
contextualized learning, profiles of both target words and contexts should
be taken into account.

Purpose

The current study examines how the profiles of learning materials affect
contextualizedvocabularylearning. Target words and sertiah contexts

were adapted from Webb (2008) and analysed in terms of four variables:

(@) part of speech (POS) of the word, (b) context imageability as a
conceptual variable, (c) ease of pronunciation of the word, and (d) the
number of words in the contexds a variable related to easy reading. In
particular, this study was interested in examining whether or not L2

| earners are sensitive to the cont ex
(2007) result, it appears that L2 learners likely do not utilize gbmtben

L1 translations are appropriately provided. One may suppose that these
learners are not very sensitive to the kind of context given. However,
Webbos s t u d y postlearning perfdrmamce independent of

context; the results would likely change f | earner so knowl
measured using contextualized tests such asfifjag tasks. In other
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words, it is possible that learners would be seen to be sensitive toward
context type when the pestst was context dependent.

Method
Before the main expgnent, a norming study was conducted as follows. A
tot al of 46 Japanese university stud

and rated the ease of imaging the situation described in each one on a
sevenpoint Likerttype scale (see Hasegawa, 2012). The 1Q amus least

imageable contexts were then used in the main experiment. Each context
included an arbitrary, plausible English pseudoword with a gloss (e.g.
denent whi ch meant Ato remember o). Amor
and the remainder, verbs. In aoh, another pilot study was conducted

with another 29 university students, who rated the ease of pronunciation of

these words.

In the main study, a total of 42 Japanese university students (aigf&?) 18

were provided with a beableonaadnifng
i mageabl edo contexts for the 10 targe
asked to learn the underlined, glossed target words in five minutes. After

the learning phase, they were given two types of cued recall tests: Test A,

with a newcontext, and Test B, with the same context as in the learning

phase. The scores on these contkefiendent podests were statistically

analysed.

Results

First, to analyse wortype effects, a POS (nouns vs. verbs) x
Pronunciation (easy vs. difficult) ¥est (new vs. same) ANOVA was
conducted using the test scores. The results showed that nouns were
significantly easier to learn than verbs, as Ellis and Beaton (1993) have
suggested. This result was not surprising; however, it was found that the
word-type effect appears even in a pdsst by context, where the memory

of context might be a stronger factor (Hasegawa, 2012). On the other hand,
the Pronunciation effect was not significant; this insignificance validates
the fact that We brigdod contral tnéerms aflease olve r e
pronunciation.
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Figure 1: POS (nouns v. verbs) x Pronunciation (easy v. difficult) x Test (new v.
same)

Second, to analyse conteaype effects, an Imageability (more vs. less) x
Length (shorter vs. longer) x Test yngs. same) ANOVA was conducted.
The results showed a significant interaction between Imageability and
Length; posthoc analysis with Bonferroni correction indicated that (a) the
simple main effect of Imageablity was significant in shorter but not in
longe contexts and (b) the simple main effect of Length was significant in
more imageable but not in less imageable contexts. A clear finding was that
L2 learners were actually sensitive to context type to some extent.
Significantly, sentence length was im@oit only when the context
contained a rich image. That is, if the context only conveyed abstract
information (with less imageability), learners could not take advantage of
contextshortness
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Figure 2: Imageability (more v. less) x Length (shorter v. lnger) x Test (new v.
same)
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Conclusion

When contextualized learning of vocabulary is examined by the use of
contextdependent tasks, researchers should consider not only word type

but also what kind of context is given. L2 learners are actually sengitive t
context features, even in a situation where the learners can use translations

in their L1. This result strongly su
sensitivity to context, which has tended not to be considered in previous
studies. In terms of pedagical implications, it was found that effective

learning might be more likely to occur when a simple and imageable
context is provided.
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Introduction

This paper is part of an ongoing study which investigates the roles of both
English and Urdu in Pakistan. In view of the title, the paper will discuss
areas mostly related to Urdu.

Lingua Francas

Lingua Francas have etgsl in different periods of history and most
significant of all today is EngliskLF (Cogo & Dewey, 2012Seidlhofer,
2011). A lingua franca is a language used habitually by people whose
mother tongues are different to facilitate communication between them
(UNESCO, 1953). Earliest lingua franca havin% essentially hybrid and
plurilinguistic composition originated between thé"Hnd the 18 century

from an Italian dialect, containing elements of Spanish, French, Portuguese,
Arabic, Turkish, Greek and Peasi (Knapp and Meierkord, 2002).

Lingua Franca Urdu

Urdu is also plurilinguistic, containing elements of Turkish, Persian, Arabic
and Sanskrit. Hindi and Urdu are similar spoken languages with different
scripts. Urdu is written in Pers@érabic and Hindi inDevanagri script.
Urdu is widely spoken among South Asian diaspora spread all over the
world (Rahman, 2011). In the UK, Urdu is the only Indic language offered
at the new AS level in England and Wales (Reynolds & Verma, 2007).

Urdu - National Language/Lingua Franca of Pakistan

After the partition of the Indian sutontinent, Pakistan came into existence

in 1947. It was created in two separate wings: East and West Pakistan. East
Pakistan seceded into a new state of Bangladesh in 1971. In the Indian sub
cortinent Urdu was associated with the Muslim identity. The geographical
location of Pakistan had Muslim majority; therefore Urdu, in 1947, was
decl ared the national | anguage thoug
any of its provinces but became a linkdaage for them. Mother tongue
speakers of Urdu are only 7.4% of the total population of Pakistan
(Rahman, 2011; Shackle, 2007). Urdu speaking Muslims mostly migrated
to Karachi, Pakistan.
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Provinces of Pakistan

Sindh- capital: Karacht main languages du and Sindhi.

Punjab-capital: Lahore main language Punjabi.

Baluchistan capital: Quetta main language Balochi.

Khyber PakhturKhwa (KPK) - capital: Peshawar main language Pushto
(until 2010 KPK was called the North West Frontier ProvWhNe&FP).

In addition 55 other indigenous languages/dialects are spoken in different
parts of Pakistan (Rahman, 2010).

Education in Pakistan

The two mediums of education: English and Urdu/vernacular have created
two classes of peopléethe former more privileged/eropvered equipped

with the most recent technology getting the best education at par with
international standards; the latter not equipped to get the best jobs in the
country or become part of the elites (Mustafa 2011; Rahman 2010).

Urdu/English Controversy

Those hailing from Urdu/vernacular medium backgrounds make frantic
efforts to acquire English, believing this will assist in the upward mobility

in society, help them get better jobs, create better opportunities for them

and minimize social discriminatioMustafa, 2011) Studies of Mansoor

(2005) and Mahboob (2003) establish preference for English over Urdu.

Dr . Jami | Jal bi , a great Urdu ent hus
Urdu in Pakistano conference feldt P
Urdu, granting English the first language status in Pakistan following the
colonial precedence which is very damaging for the new generation.
Besides this, the civil bureaucracy and armed forces in Pakistan have
invested heavily in English medium system ofieation for the sustenance

of their power and elitism in the country (Rahman, 2010; Shackle, 2007).

If the status quo continues, this could lead to language-shiiitl the loss
and destruction of a language is the destruction of a rooted identity,
intimacy, family and community (Fishman, 1991).

Research findings
Some of the issues arising from the status quo are:
1 Influence, power/prestige of English in the main domains of the
country.
1 Preference for English medium education over Urdu/vernacular
medium.
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To find answers for thetatus quol conductedsemistructured interviews

of stakeholders comprising Urkitnglish scholargpolicy makers, heads of
higher education institutions, chief executives of workplace organizations,
and heads of NGOs in Pakistarhese stakeholders feel the situation has
become very complex and does not have a very simplistic answer.
However, they believe, solutions lie in the root cause of the problems; if
those are addressed first then perhaps the scenario may change taeninimi
the language divide and the social discrimination in the country. The way
forward most of them recommended was to change the educational
scenario in Pakistan by introducing a uniform/quality education system
which would provide equal opportunity for eyene. Making such
education accessible to the entire nation may help upgrade the literacy rate
of the country. A sound language policy is also needed to be instituted
unlessthis end was addressed, they felt, the status quo may not change. The
completepicture will come to light when the actual participants at the
receiving end share their views and comments which is Phase Il of this
ongoing research.
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Introduction

Whether learners are able to assess their own language abilities has been a
debatable issue among researchers over the past decades, considering the
issue of whether selissessment (SA) is a valid araiable supplement to
traditional assessment . Studi es on
somewhat contradictory results (e.g. see Janszeiiieten, 1989; Jafapur,

1991 for discrepancies in S¥s Falchikov & Boud, 1989 and Chen, 2008

for SA as a reliale measurement) mainly due to variation in what skills
were tested, what kinds of SA instruments were used and whether training
was provided or absent in the use of the SA instruments if required.

Following a period of ratetraining, this study attempdeto determine
whether learners were able to satisess their own speaking ability by
using two modified CEFR (Common European Framework of Reference
for Language) scales.

Methodology
The study was conducted on adult learners of English and teachBes in
UK who participated in the research projéCictober 2010July 2011)

ai ming at l nvestigating whether | ear
scales can be valid measurements of speaking ability and exploring the
validity of the scales related to learne 6 S A. The SA r st S
checklist the SA grid/scale in Table 2 of the CEFR (CoE 2001-22% was

modi fi ed and used for | earner so S

communicative activities (as each statement describes) they could do in
order to know wheréhey were in relation to the CEFR levels (Al, A2, B1,
B2, Cl and C2) since each statement
statement. The second wdQAOSLU the modified qualitative aspects of
spoken language use in Table 3 (ibid., 28) was used for a (og®)
speaking assessment. Four cohorts of learners of English (N=25) at the
University of Essex were voluntarily recruited at different times during the
project (the first cohort was recruited on purpose for the pilot study). Each
cohort attended the eattraining workshop in the first week of a total
project cycle of five or six weeks of SA. When the workshop was over, all
learners produced-2 minute talks on given topics which were video
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recorded, then they salssessed them and compared their (Jenagings

with the teachersodé every week over t
ratings using theSA checklist | earner so and t eache
4QAOSLUover the four sessions) was collected throughout the project for

five consecutive weeks. Howew the final session was counted as real SA

data for analysis after three rounds of SA practice.

Results

The ratings of the learners (N=19) accordingl@AOSLU(along withthe

SA checkligtover the four sessions in the main study (Jandaly, 2011)

were analysed to compare their ratin
percentage agreement on identical ratings of the learners and the teachers
(percentage sums each week were obtained from the cross tabulations)

2nd 3I'd 4th 5th

Week of the cycle week | week | week | week

\I/_V(iet?]rr_llirs 58 63.2 | 73.7 | 73.7
\I/_V(iet?]rr_ll(;rs 369 | 63.2 | 63.1 | 57.9
\Tv:il-th T2 52.7 | 685 | 894 | 84.2
?ati’a;]gscusr;ng ZQlfAé)SILS t for 52.7 - - 42.2
SA checkl i st for 68.4 ] ] 491

ratings using 4QASGLU

(T: Teacher)
Tablel % agreement on identical ratings of learners and teachers using
4QAOSLU/SA checklist

The percentage agreement between the
low (58% and 36.9% respectively) at week two. It is nioved by week

four and shows the same rate of agreement (73.7%) at week five when it is
compared with a competent teacher (T1). In the fifth week, the percentage
agreement is reasonably good (73.7%) although it is just a bit lower than

the agreement (84.2% bet ween the teacherso r a
teachersbo reliability I n measuring
training/practice reached an acceptable level such as 80% (or .8-@n a 0

scale). In contrast, a low percentage agreement (42.2%) betiveesatings
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of the learners on th8A checklisand on4QAOSLUis obtainedat week
five.

Discussion

The result of the ratings between the learners and T1 obtained reasonably
good agreement (73.7%). Most learners were able to assess their own
performanceealistically as Haughton and Dickinson (1989) claims, since
their assessments did not differ by more than one level from those of the
teachers. The study shows tHEHQAOSLUwas a valid measurement of
speaking ability but not th&A checklist Furthermorethe result of the

| earner so $A checklistshgvs that éower level learners
overestimated and higher level learners underestimated which matched the
finding in other studies (e.g. Blanche & Merino 1989; Patri 2002).

There was a change inthecaar acy of | earnersdéd SA a
the teachersd ratings of | earnerso s
It is encouraging to see these results because not only learners and teachers
improved the reliability after training/practice dugi the course of the
training programme but also they supf
Bachman & Palmer, 1996, Patri, 2002 and Chen, 2008) who agree
assessors should have a clear understanding of marking criteria to increase
reliability and objectrity in speaking assessment.

K

Conclusion

The study attempted to explore the v
speaking ability according to the CEFR scales with the -tedering if
required and the validity ofindnghe scal
suggest that learners can sadkess accurately depending on the scale used,

i . e. | earnerso6 SA using 4A0SLUmsnedi at ¢
more valid than a general retrospective scale $theheckligtand with an

appropriate and suffient training.
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Introduction

Formulaic language seems to be central to successful foreign language
learning. However, it also presents a serious stumbllogkb Research
examining formulaic sequences in L2 English has demonstrated that
learners tend to underuse or misuse ndtkee expressions and have,
overall, a much smaller repertoire of collocations (De Cock 1998; Granger
1998; Laufer & Waldman 2011).

Despite the considerable interest in formulaicity and SLA, there are still a
number of issues that merit further investigation. Most studies to date have
focused on advanced learners and genres, mainly academic essays. Little is
known about the developmieof formulaic sequences at lower proficiency

levels and in genres other than academic language; the exception is a study
byVidk ovii & Barker (2010). Moreover,
paid to the influence of L1 on formulaicity.

The aim of this study is to examine the frequency and functionsaafrd
sequences produced by learners of different L1s: German, Poliskreekl
and at two proficiency levels B2 and C1. The main research questions this
study seeks to address are:
RQ1: Are there any distributional and functional differences in
formul aicity depending on the | earr
RQ2: Can any distributional and funcial differences be
detected at the two proficiency levels?

Data and Methodology

Our analysis followed a distributional, frequeHzysed approach. The data
under investigation includes written responses (mostly letters) to the
Cambridge English: Firstalso known asFirst Certificate in English
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(FCE). Table 1 shows the size of the corpus, including the number of
tokens for each level.

Lear ner Tokens | Types | Cllevel |B2 level
(tokens) | (tokens)

Polish 15,930 2,531 3,888 8,127

German 12,481 2,083 7,387 4,699

Greek 10,967 1,759 2,782 6,236

Total 39,378| 6,373 14,057 19,062

Table 1: Size of the corpus
Results

In order to answer RQ1-wWord sequences were retrieved from three data
sets, each representing a differentiea group (see Table 2).

L1 Raw Normalised | Types
Frequency | Frequency

German 168 13,460.5 43

Polish 388 24,356.6 80

Greek 237 21,610.3 49

Table2:4wor d combi nations and | earner 06:¢
The results suggest that Polish learners produced the highmbenand

diversity of formulaic sequences followed by the Greek learners. A further
examination revealed that there were only 7 types shared across the three

L1ls. These sequences included combinations typical for the ¢gtee

such as 01 0l oaonkd ftowowadids ctoour se devi Ce
and o6first of alll | 6. This indicates
use of formulaic sequences amongst learners of different L1s. Each learner
group seems to operate with a different set of wartgnations. Table 3

lists the most frequent unique sequences produced by each group.

4-word sequence IRaw Freq. Norm. Freq.
L1 GERMAN

the/Museum of Modern Art 4 320
in the middle of 4 32(
| have not changed 4 32(
would like to do 4 320
to getto know 4 32(
Thank you very much/for your letter 4 32(
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4-word sequence Raw Freq. |Norm. Freq.
advantages and disadvantages to 3 240
L1 POLISH

London/Fashion and Leisure Show 7 439
Camp California in the/USA 6 377
| have/won first prize in 6 377
| would/like to say that 5 314
that itwill be 5 314
in reply to your/letter 4 251
| had to do 4 251
L1 GREEK

all 1 would like 6 547
In addition | would/like 6 547
| received your letter 5 456
110t TAlsefsYeP 4 369
a pop concert and/I 4 365
the fact that the 3 274
As well as this 3 274

Table 3: The most frequent 4 wordsequences

Following Biber et al. (2004), the sequences were subsequently categorized
according to their function into referential, discouss®icturing, stance or
special conversational expressions.

The functional analysis demonstrated that the Greek learners use the
highest frequency and diversity of discourse devices, while the German the
lowest. In contrast, the German learners seem to rely more on special
conversational bundles, whereas the Polish use a vafiegferential and
stance expressions.

The difference in the use of discourse devices could be attributable to L1
influence. Comparative research on Greek and English showed that Greek
writers tend to reinforce text cohesion through enhancement ofdluallo
relations in a text (Sidiropoulou, 2012) by using, for instance, additive
markers (e.g. in addition). A number of discourse devicesdetghotthat

t hethl, wWo ul dmdyilsoeigntfydh@ avoidance of uncertainty, a
cultural charactestic that has been shown to affect rhetorical style in
academic Greek writing (Koutsantoni, 2005).
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Figure 1: Functional distribution of types

Studies comparing the writing style of German and English found that

German texts tend to be more conteneéentated and more setéferenced

than English, and contain less discourse devices (Clyne, 1994; Gnutzmann
& Oldenburg 1991). However, caution is advised when using the results

from previous studies as most of the research was concerned with
advanced, acadeotext types.

Functional differences could also be detected at the two proficiency levels
and across the three learner groupsF&gire 2demonstrates, at the lower
proficiency level, all learners rely heavily on referential sequences. With
growing prdiciency (C1), they employ more discouskucturing
expressions with Greek learners using the highest proportion of such
devices.

88



First of al |l ,-Thedédvelopraenttofdornwulaiy repertoiees i L2 English at B2 and C1 levels
Sylvia Jaworska, Angeliki Salamoura & Fiona Barker

100.0

90.0

80.0

70.0

60.0 m Other

m Referential
50.0
® [Special) Convers
40.0 B Discourse
| Stance

30.0

20.0

10.0

0.0
GERC1 GER B2 POL C1 POLB2 GREEC1 GREE B2

Figure 2: Functional distribution of B2 vs. C1 levels

Conclusions

Our findings suggest that there are considerabferdifces in the use of 4

word combinations amongst learners of different L1s. These differences
concern, in particular, the types and functions of sequences. As the
functional analysis revealed, Greek learners use the highest frequency and
diversity of digourse devices, which could be attributable teinduced
stylistic interference. Our results also indicate that lower proficiency
learners (B2) rely more on referential sequences, whereas C1 learners make
a greater use of discourse devices regardles&.of L
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Discourse markers are pervasive in spoken discourse. Recent studies have
shown the ubiquity of discourse markers in foreigmguage teacher talk.

This study investigates discourse markers indisgourse of nomative
speaker teachers in EFL classrooms. The aim of the study is to present the
frequency of different types of discourse markers found and to work
towards the functionality of their distribution patterns.

Database

This study was carrte out on a corpus of 16 transcribed recordings of
Croatian EFL classroom interactions. The recordings were made in 6
elementary schools in 16 classrooms with 8 different teachers. Each teacher
was recorded twice, in two different classroom settings.

Methodology

The data were carefully transcribed. Since discourse markers in teacher talk
are the focus of this study, every discourse marker was accurately
transcribed. The transcript was divided into units. The turn, i.e. teacher
discourse from the moment s/lstarts speaking to the moment s/he stops
speaking, was chosen as the basic unit of analysis.

The first fifty teacher turns in each recording were analysed, i.e. 800
teacher turns altogether. During the coding process all instances of
discourse markersiteacher talk were identified. Discourse markers in
utterances in the mother tongue (Croatian) were not included in the
analysis. Homonyms of discourse markers were not counted either.

A classification of the pragmatic functions of discourse markerthen
sample was made on the basis of Brinton's (1996) list of the pragmatic
functions of discourse markers. Eight types of pragmatic functions were
distinguished. They are illustrated by these examples from our corpus:

1. Inititate/close discourse:
T. Okay, who are the monitors? (recording 13, grade 7, T 7)
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2.

Denote new/old information:

T. Yes. So it is made of woa@nd you wear it in winteland you
wear it when it is cold. It is a sweatéknd sometimes our
grandma knits these sweaters for us. Does your muor ..
your grandma knit sweaters? (recording 1, grade 5, T1)

Mark sequential dependence and relevance:
T. An apple a day keeps the doctor awd@g. you must eat a lot
of fruit. A lot? (recording 7. grade 5, T4)

Mark a boundary in discourse:

T: You don't are! Okay! Good.Now, take your pencils and
complete the table at the bottom of the page. You have place,
season, temperature and the weather. Ivana, let's do the first
example. (recording 11, grade 5, T6)

Express a reaction or response to previous diseou

L2: Err she's err she's playing tennis.

T. Aha she's playing tennis. And this boy, Sara? (recording 15,
grade 5, T8)

Give a turn:

L12:My mum has to do the cooking.

T: My mum has to do the cookiny.es Matea? (recording 14,
grade 6, T7)

Serve as dller:
T. Okay. Good. Now ..uhm ... what do you girls, Vesna, what
do you usually weatio a party (recording 10, grade 6, T 5)

Check understanding:

T. Santa Claus! He comes through the chimney and ...what does
he leave? He leavespresents in childrés stockings.
Okay? (recording 2, grade 5, T1)

Results and discussion

The findings show (Table 1) that the teachers in our corpus used 16
different discourse markers, about draf being discourse markers from
Brinton's (1996) list, which comprises 33sdourse markers. It is also
worth mentioning that 8 teachers in our corpus use approximately 8.81
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different discourse markers per recording (min. 7, max. 11 discourse
markers per recording).

A great variability in the occurrences of these markers maytweed. The
discourse markerokay, and and so are the most frequent discourse
markers in the corpus. These three discourse markers are used in the
discourse of all the teachers in the corpus. The discourse nadukgs the

most frequent among them: ibwers about onéhird of the occurrences of
discourse markers in the talk of Croatian teachers of English. Second in
frequency isand,which comprises onéfth of all tokens, whereas the third

in frequency isso which comprises slightly more than etsgth of the
tokens. Other discourse markers are significantly less present (less than 10
per cent). The discourse markers suchuag well, you knowwere used

only once.

Discourse marker| Number | Percent
ah(a) 46| 5.80%
and 159| 20.08%
because 13| 1.64%
but 30| 3.79%
just 1| 0.13%
now 47| 5.94%
oh 6| 0.76%
okay 262| 33.08%
or 14| 1.77%
right 2| 0.25%
SO 109| 13.76%
then 21| 2.65%
uh huh/mhm 36| 4.5%%
well 1 0.13%
yes 441 5.56%
you know 1| 0.13%
Total 792! 100%

Table 1 Absolute and relative frequency ofdiscourse markers in 16 recordings
of the talk of 8 teachers in the corpus

A great variability may be noticed in the frequency of different discourse
markers used to perform a particular function (Table 2). More than one
fourth of discourse markers penforthe function of expressing a reaction

or response to previous discourse. The most frequent type of discourse
marker in this group is the discourse marldiay Equal numbers of
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different discourse markers are used for denoting either new or old
information and for marking sequential dependence and relevamcks

the most frequent discourse marker among those that serve the function of
denoting either new or old information, whit® is the most frequent
discourse marker that the teachers use to maylestial dependence and
relevance. The different discourse markers used to mark a boundary in
discourse are fourth in frequency in the sample. A boundary in discourse is
most often marked by the discourse maidday Fifth in frequency are the
types of dscourse markers that perform the function of giving a turn to a
learner.Yesis the most frequent among the discourse markers that serve the
function of turn giving. The function of initiating and closing discourse is
performed by a few different discoursearkers,okay being the most
frequent among thenOkay is the only type of discourse marker that is

used to check understanding.

Pragmatic function Types of | Discourse markers in the corpus
discourse
markers in
the corpus
initiate/close discourse 3 okay (11), now (4), so (4)
(7.69%)
denote new/old 7 and (99), so (13), or (14), but (18)
information (17.95%) | then (4), because (7), just (1)
mark sequential 7 so (72), and (41), then (16),
dependencé& (17.95%) | because (5), but (7), yes (1), you
relevance know (1)
mark a boundary in 5 okay (124), so (19), now (43), anc
discourse (12.82%) | (2), yes (1)
express a reaction or 10 okay (101), aha (46), yes (29), uh
response to previous | (25.64%) | huh/mhm (18), but (5), right (2), o
discourse (6), so (1), becaugd), well (1)
give aturn 4 and (12), okay (10), yes (13), thet
(10.26%) | (1)
serve as a filler 2 mhm (18), and (5)
(5.13%)
check understanding 1 okay (16)
(2.56%)
Total 39
(100%)

Table 2 Functional distribution and frequency of types of discoursanarkers
in the corpus
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Significant variability in the use of discourse markers with respect to the
pragmatic function they perform may be noticed (Table 3). Expressing a
reaction or response to previous discourse is the most frequent pragmatic
function ofdiscourse markers in the talk of roative speaker teachers of
English, while checking understanding is the least frequent. The complex
of reasons for differences in the frequency distribution of the various
pragmatic functions of discourse markers mightooked for in the type of
lesson in which they are used (introducing new language and revisions) and
in the teaching style of Croatian teachers of English. It should be added that
close inspection of this corpus of classroom recordings reveals a great
variability amongst teachetsise of discourse markers.

Pragmatic functions of discourse markers Occurrence (%)
initiate/close discourse 19 (2.40%)
denote new/old information 156 (19.70%)
mark sequential dependence and relevance 143 (18.06%)
mark a boundary in discourse 189 (23.86%)
express a reaction or response to previous disc( 210 (26.52%)
give a turn 36 (4.55%)
serve as a filler 23  (2.90%)
check understanding 16 (2.02%)
Total 792 (100%)

Table 3 Distribution of the pragmatic functions of discourse markers in the corpus

In place of a conclusion

The findings of this study indicate great variation in the use of discourse
markers in the spoken discourse of m@tive speaker teachers of English
at this level of taching. A great variability may be noticed in the frequency
of different discourse markers used to preform a particular function. The
complex of reasons for differences in the frequency distribution of the
various functions might be looked for in the lewdl teaching, type of
lesson, and the teaching style of nmative (Croatian) EFL teachers.
Further research on the use of discourse markers imaire teacher talk
might consider the use of discourse markers in other types of activities,
such as taskased activities. Also, further research should also consider the
use of discourse markers in teacher turns in the mother tongue.
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Introduction

Over the past three decades there have been a growing number of studies
looking at whether grammar correction is useful for second language
writers. Attention given to the effect of corrective feedbackiheseased
since Truscott (1996) provided the most widely cited review of literature,
claiming that error correction plays no facilitative role in improving learner
writing. Recent researchers have attempted to distinguish focused from
unfocused feedback h€ former focuses on one specific error type to target
for corrections, whereas the latter does not specify specific error types and
corrects grammar errors of all sorts (Ellis, 2009). Kao and Wible (2011)
distinguish focused from unfocused feedback s&jdianning the meta
analysis on these two types conflated and then separately. They found that
conflating focused and unfocused studies distorts the effect size of both,
overestimating the effect of unfocused correction and underestimating that
of focusedcorrection. When conflated, the effect size for immediate- post
tests is 0.368 (small). Calculated separately, however, the effect size falls to
0.080 (nil) for unfocused feedback and rises to 0.762 (medium) for focused
feedback. In delayed petsts, theeffect size of focused correction
increases to 0.800 (large). Previous studies, however, correct only English
article errors. The narrow focus on article errors might limit the
generalizability of the findings. It is therefore worth expanding the
inventory of error types in evaluating feedback effectiveness. The
following research question is, therefore, proposed.

Does focused written corrective feedback help learners of English become
more accurate in the use of articles, subyerb agreement and verioun
collocations separately?

Methodology
Three language structures are targeted in this study, including two rule
based structures and one lexicddysed structure. As to the ribased
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structures, two functional uses of the English article system,dimgjuhe
referenti al indefinite article fAao f
referenti al definite article Atheo f
targeted for corrections. Additionally, the lexical verb of the third person
singularis endingfor subjectverb agreement is targeted for correction.
Learners of English have been shown to experience difficulty in mastering

the two grammatical features. As to the lexicdlfsed structure, verb

noun collocations which consist of a verb and a nouaauypying the largest
portion in | earnersdé collocation err
verb-noun collocations are targeted for corrections. Nouns (i.e. application,
course, interview and appointment), therefore, are provided to elicit

st udeases fdverbs and to examine whether students can use
appropriate verbs with these nouns provided.

Three focused feedback groups are formed based on what error types are
treated. Focused feedback groups received corrections on article errors,
subjectverb agreement errors and collocation errors separately. A control
group received no correction. Following most feedback studies which offer
correct language forms to learners, this study also gave direct corrections to
experimental groups.

Using a pretesposttestdelayed posttest design, the first writing task serves

as the pretest; the second, an immediate posttest after one week; and the
third, a delayed posttest after one month. Performance on the three tasks is
used to cal cul at ed landubge acauratyitccexgmme t s 0
feedback effectiveness.

Results and Discussion

This study showed that in the immediate pests, focused feedback is
effective for all three error types: article (M=82.457), subjerb
agreement (M=92.714) and vemloun collocation (M=89.286). In delayed
posttest writing, the benefit persisted for article (M=87.400) and subject
verb agreement (M=95.143), but not for collocations (M=67.857). This
suggests a distinction in susceptibility to focused feedback between rule
based versus lexicalgased errors worth investigation.

As to the rulebased error, this study has corroborated with previous
findings that focused feedback is effective for English article errors (e.g.
Bitchener, 2008). Specifically, focused feedbackeftective for article

errors of first mention of noun phrase in a discourse and article errors of
referent previously menti oned I n di
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(1981) features of referentiality, the difference between the two semantics
error typess whether or not learners can identify the noun phrase assumed
known to readers. Thus, focused feedback can help learners perceive the
binary division between the noun phrase assumed known to readers and the
noun phrase not assumed known to readers. $ivece are several binary
divisions in the English article system (Master, 1990), other binary
divisions of English articles should be taken into consideration to advance
our understanding of focused feedback effectiveness. This study further
indicates thafocused feedback is effective for another #bdéesed error,
subjectverb agreement errors. Focused feedback is particularly effective
for lexical verbs for the third person singuia ending which is considered
formally and functionally simple. Since tlagreeing forms of the copula be

are far more complex morphologically than lexical verbs, errors of the
copula be, therefore, should be included to further explore feedback
effectiveness on subjeuerb agreement errors. As for the lexicallysed

error, snce the acquisition of formulaic language requires frequency of
exposure (Ellis, 2002), orghot treatment of focused feedback might be
insufficient for the acquisition of the veroun collocation.
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Introduction

This study is based on the notion that discourse inculeatksnaintains or
alters ideology, and is the main medium ofcsd control and power
(Fairclough, 2003). Byshaping andegitimising ideology, discourse has
contributed to creating anslustainingthe current social, economic and
political problems on a global scale (Chouliaraki & Fairclough, 1999). One
of the powerfli means that constructs ideology in society is news
discourse, which not only informs and explains events ekptesses and
validates the reality it constructs (Hall, 1973).

This study examines and compares the news discourses of the BBC and
NHK (Japan Boadcasting Corporation), stdiended broadcasting
corporationsof each nationlt analyses television news items that portray
environmental issues, and seeks to clarify how specific interpretive
frameworks for understanding environmental issues are peddbythe
linguistic featuresof the news discourse.

Data

This study investigates news items originatirgn the BB 6 pm news

and NHK& 7 pm news, botmajor news programmes in the eveniiige
analysis focuses otwo news itemsbroadcast on 16 Decdrar 2011in

each nationwhichreportont he Japanese Prime Minis
the stabilisatiorof the Fukushima nuclear plant 9 months after dlseident

It is important to note that was anticipated that the Prime Ministeowid

declare thestabilisation of the accident on that dagnd kefore the
announcementvas made foreign media such as thdew York Times
reportedexpert® views that the declaratiomegleced the reality, and may

have deflectedattention from remaining threatstothereasté s af et y .

Analytical framework
This paper uses critical discourse analysis as an appraagbpnducts a
multi-modal study, examining various linguistic elements such as the
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selection of information, rhetorical features, lexical items and syataX,
analyses how these elements work in combination to produce interpretive
frameworks to conceptualisthe events It examinesthese linguistic
elements fromthe following threeperspectives 1) causal relationships
formed in eventgwhat are presented as cassand resultsR) attributes
attached to participants of eveifghat kinds of characteristics are given to
participants)3) aspects of events given masiportance (which aspects of
events are emphasised).

Analysis

Causal relationships formed in event

The BBC news item clearly indicates the causthehuclear accident was
dhe tsunand while the NHK news item does not specify the cause, but
implies the difficultsituationsin Fukushima were produced by the natural
disaster.The BBC news item indicas that the agent a@he actions that
¢caused the meltdowaand&rippled the nuclear plaitvas he tsunand

On the other hand, the NHK news item contains no sentence which defines
the cause ofthe nuclear accident. However, the news item repeats the
lexical item @roblem® and uses it in the phrases suchdhgre are still
many problem8andéstill many problems are I€ftwhich suggest that the
problems in Fukushima arose spontaneously or exist naturally.

Alttributes attached to participants of evets

Both the BBC and NHK attach limitedttributesto participants of the
events. For example, the BBC news item describes the workele at
nuclear plant as heroes, ussuchlexical items asthe Fukushima 5@who
Gaved Japdmand draved explosionsnal meltdowné& On the other hand,

the NHK news item portrays the workers as people who have to work at the
plant dn order to make a liviniy As such, both the BBC and NHK avoid
mentioning the worketgadiation exposure and obscure the issue.

Aspects oévents given most importance

In order to investigate which aspects of eventseanphassed it is useful

to examine the beginning and the closure of news items, which tend to
showthe summary of news item#t the beginning of th&BC and NHK
news itemshoth simply relay the message sent by the governmentiieat
reactors have beeaabilise dadd Fukushima peoptinay be able to return
home&) and refrain from presenting anycritical comments on the
announcement
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At the closurethe BBC news item sinfifies the issue into an eithenr-
choice. It uses the lexical itendgshallenge no@ and sendshe message

that the challenge for Japan nowdis keep the lights dnand in order to
accomplish that task the Japanese governdaumst either persuade pdep

that the reactors can be operated séfelydind alternative sources of
poweRl In the NHK news item, the very last paidwnsizeshe issue t@
matterfor the specific region, Fukushima. It limits the issue to how the
government can help people KFukushima to economically reconstruct
their life while it disguises other vital issues, such as health problems and
food contamination, which could affect people all over Japan.

Discussioand Conclusion

The analysis reveals how the languaiethe two ne&vs itemsworks to
contribute to authosi ng t h e geconenmcallpnieasettainework
which disregards the environment that is indispensable for pBople
survival. Both news itemsndorse thegovernmenis framework, by
foregrounding its contributionot the solution of the problems, and
backgrounding its responsibility for the cause of the probleBwh
foreground the factors whickimplify or undersize theproblemsand
background the elements that may enlarge the probldsmsuch, they
downplaycritical facets oftheissues, such agpublic radiation exposure and
food contaminationwhichwoulda f f e ct p e oapound thesglobee | f ar
when seen in perspective, and fail to offer peopialtidimensional
viewpoints to decide what is best for their existen
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Introduction

Over the last decade, there has been a move toward teacher assessment of
performancebased writing tasks in the EFL classroom. However, how
teachers as raters undertake assessment in a regular classroom context does
not seem to be well understood even though a considerable body of
research into rating processes has been conducted internatiGaglly
Cumming, Kantor, & Powers, 200Rumley, 200% Milanovic, Saville, &
Shuhong, 1996

Assessment gberformancebasedwriting can be seen as a tiraensuming

and complex activity.The recruitment of human raters to conduct the
assessment seems to bring in much variability in assessment practices.
Apart from the subjective nature of assessment, the variabiaty nesult

from raterso bi ases t owar ds student
professional backgrounds, and their preferred features of good writing
(Lumley, 2005 Shi, 2001 Weigle, 2002.

This study aims to provide exploratory findings regarding writing
assessment practices undertaken in a regular classroom contekt.eTeas 0
views were explored and actual rating processes were investigated to
understand the assessment practices in their natural settings.

The Study

This paper reports decisionaking behaviours exhibited by four teachers

of academic writing for English ajor students in four different public
universities located in different geographical regions of Thailand. Data sets
were obtained t hr aloug protdcdisewhile assessmg r s 0
two writing scripts of t heinalysesit udent
based on the framework adapted mai nl
descriptive coding scheme. The decismaking behaviours were divided

into three major focuses, including seibnitoring focus, rhetorical and

ideational focus, and language foc8glfmonitoring focus represents how

raters organise their rating styles. Rhetorical and ideational focus shows
ratersd® emphasis on rhetorical struc
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writers. Language focus displays the accuracy and fluency of thadgae

used in the writing.

T e ac h er sniakinh daehavieurso n
The four teachers were one male and three fefladldiferent age ranges.
They were diverse in terms of personal and professional experiences. They
appeared to have autonomy in how to amtdnstruction and assessment

in their writing courses. When asses:
to display different decisiemaking behaviours as shown below.
Decisionmaking behaviours Ladda | Nittaya | Rewadee Sak
Selfmonitoring focus 51.77 60.33 56.88 70.33
Rhetorical and ideational focus 19.50 17.95 23.05 10.99
Language focus 28.72 21.71 20.07 17.58
Ambiguous data segment - - - 1.10

Table 1 Percentage of decisiomaking behaviours in three focuses

As appears in Table 1, the teacheensed to devote more attention to self
monitor their assessment than to focus on ideas, rhetoric and language in
the texts. Rewadee appears to be the only teacher who emphasised ideas
and rhetoric more than language whereas the other three teachers attended
to the language more frequently than the content and rhetoric. The
frequencies of their overall behaviours suggest that the teachers tended to
display different decisiomaking behaviours during the rating processes.

However, when considering the behaw® in each focus in detail, some

commonal

feedback are important for the students to improve their writing.

ti es

o f -makirgg behaviaurshwene $odnd.d e c i s
Regarding their selinonitoring focus, the teachers tended to read or reread

an essay outline or composition which was part of managerial process for

the data collection and to write or mark comments in the texts most
frequently. The latter behaviour is not surprising as writing in the context

of this study refers to classroom writing assignments which aim at
pedagogic purposéFulcher & Davidson,2007). The comments and

When emphasising ideas and rhetoric, the teachers tended to identify the
topic development and to summarise or translate phrases, ideas or
propositions most freauntly. The two behaviours may indicate that when

4 Pseudonyms are used when these teachers are addressed.
° Ambiguous data segment represents a thalkud data segment that cannot be clearly classified into

any focus.
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evaluating the second language writing the teachers had to conceptualise
the texts before evaluating them, even though they shared the same first
language as their students. This finding seems to suggesartimexity of
writing itself. Even when the writers and raters are possibly in mutual
social and cultural contexts, much cognitive processing is required from
writers to construct the texts and from raters to comprehend them.

The difficulty in understafing the texts may partly result from
lexicogrammatical mistakes. When attending to the language, the teachers
were found to identify the mistakes, classify them into types and propose
correction or correct the mistakes in various aspects. Sentence rsisuctu
and grammar were most often addressed. This emphasis may indicate that
these features are the most problematic issues for the students and the
teachers paid more attention to them rather than other features.

Conclusion

The overall findings suggest thahe teachers tended to share some
common understandings about classroom writing assessment in spite of
their individual practices. Their assessment practices appear to aim at
studentsd | earning which 1is at t he
decisionmaking behaviours performed by the teachers can provide
substantial understanding of what they think while engaging in the
assessment.
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Introduction

Curriculum renewal in English language programmes is a focus of activity
for many institutions. The challenges of curriculum renewal are particularly
complex in uniersity contexts, where there are typically English major
programmes, and nemajor programmes, with the latter including general
English or EAP programmes for all students, and examination preparation
courses (Kiely, 2009). English major programmes ofteaveh high
achieving learners, and a high level of resource: the sole or main focus of
their university study is developing English language skills and expertise,
underpinned by capacity for linguistic, sociolinguistic and literary analysis
(Hawkins, 1999; Kamsch, 1993). Such programmes can take one of two
curriculum models: English as L1, or English as L2. This paper examines
the nature of this choice, and the implications for teaching and for
curriculum development. It considers this issue in the widetegbrof
English and Globalisation, where high level English skills are not an
attribute of just a small elite of English majors, but of all graduates.

English as L1 involves linguistic and literary analysis of language in
contexts such as literature améative writing. English as L2 may have the
same goals, but draws on traditions of second /foreign language curriculum
models. The latter cannot assume that the tacit, instinctive knowledge base
of the L1 user is already in place, but rather has to esabilis in the
context of expanding language analysis skills to levels appropriate for
university credits and awards. The UK Quality Assurance Agency (QAA)
benchmarks provide a convenient articulation of the distinction here.

The English as L1 curriculufiocusses on the analysis of texts from critical
and aesthetic perspectives. It draws on traditions of learning in the
humanities and literature study, with increasing attention to creative and
expository writing. The English as L2 curriculum focusses aalyars of
language forms and contexts of use, drawing on traditions of foreign
language study, curriculum design and teaching methodology, for example,
Kramsch (2002); Kumaravadivelu (2006).
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English as L1 English as L2
http://www.qaa.ac.uk/Publications/Informa http://www.qaa.ac.uk/Publications/Informa
onAndGuidance/Documents/English07.pd onAndGuidance/Documents/languages07.

An undergraduate education in English @ The study encompasses four complemen

cognate subj ect s s h|dimensions language as:

1 engage students imaginatively in t Y a medium of understanding, express
process of read@ analysing and/o and communication, described here as
producing complex and sophisticat use of the target language
literary and norliterary texts and f a means of access to other societies
di scourses [ é] cultures, described here as interculty

{1 problematise the acts of reading g awareness, understanding and compete
writing so that students can reflg 1 an object of study in their own righ
critically upon textual production ar described here as the explicit knowled
reception both in history and indin own| of language
practice [ €]  a gateway to related thematic studi

1 offer students a knowledge al comprising various bodies of knowled
appreciation of contextual approaches| andmethodological approaches, descril
the production and reception of literg here as knowledge of the culture
andnoal i t erary texts communities and societies where

1 promote the understanding and practice language is used
verbal creativity and the formal an
aesthetic dimensions of literary texts

Table 1: from QAA benchmark documents

Context
The context of curriculum renewal discussed here is an English major
programme irRajshahi University in Bangladesh. The research was carried
out within the Curriculum Renewal in University English (CRUE) project
funded by the British Council INSPIRE (International Strategic
Partnerships in Research and Education) collaborative research
programme. The CRUE approach to curriculum renewal has three focal
points:
) Understanding the learning experience of students using
programme evaluation tools;
i)  Analysis of current practice by the teachers on the programme;
iii)  Analysis of assessment practices the programme and their
impact on learning.

This paper examines the perspectives on University English provided by
students and teachers in order to understand the curriculum model of
university English at play in this context, and to use this analgsis
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enhance teaching and learning. Data was collected via focus groups and
guestionnaires from students on their perceptions of their learning and the
features of the course which facilitated and limited this. A second strand
explored teacher perspectiven their practice, drawing on narratives of
their practice which they developed. Initial findings are presented below.

Some findings

Student perspectives

The students were positive overall about their learning experience. This
seemed to derive largely fro the sense of being undergraduates in a
prestigious university, studying English literature, and being taught by
senior and welhualified tutors. However, they identify the limited
opportunities to use English, both in the class and outside, as impé&slimen
to their learning. In summary, they valued the features of the curriculum
which correspond to an English as L1 approach, but articulated as their
needs those features of an English as L2 approach.

Tutor perspectives

Accounts of teachers described maanal micro strategies for dealing with
classes of 100 or so students, and a culture of lecture type input. These
represented a hybrid pedagogy, incorporating the functional language use
approach of English as L2, with the academic input and transmissive
approach more typical of English as L1.

Conclusion

This study illuminates a key issue in the development of University
English: how to develop the most appropriate and effective blend of L1 and
L2 for a university in Bangladesh. A related need is the dpusdat of a
management of change process (Kennedy, 2011; Waters & Vilches, 2001),
such that the curriculum model is understood as both desirable and
possible. The goal here is to maintain continuity with a valued tradition
(Holliday, 1996), ensure high lelgeof achievement in English language
proficiency and linguistic analysis (Hawkins, 1999) while undertaking
curriculum development which meets the emerging needs in the wider
context.
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Introduction

In the popular imagination, online resources are promoting shorter attention
spans, poorer literacy and weaker communication skidEron, 2008)
Meanwhile,there is a growing body of research intdilm& communities
(Myers, 2010; Tagg, 2012hat underlines the ways in which online users
are adapting language to exploit technology creating rich texts worthy of
linguistic exploration.

This presentation introduced a study of an online forum for dgclis
illustrating how participantexploited the affordances offered by online
communications technology suit their needs, evolving genres specific to
the forum in the process. The forum can be viewed in its entirety on the
Internet. Contributors need t@gister to post and use handle names to
protect anonymity. Material that is considered inappropriate is
automatically removed. The forum serves both as a social meeting place for
riders to discuss cycling related issues and arrange rides and as aldearcha
resource for cyclists, particularly in the Tokyo area. | introduce two thread
types: one concerned with organizing a ride and the other a technical
discussionto illustrate how users exploited technological affordances to
realizedistinctive multimodabnline genres

Organizing a ride

Wednesday, uly 11th - Green Line & Nihongi-tage

Chikako and | be heading out far a moderately paced ride the length of the Green Line and then from there the
Nihongioge ridge line. All climbs will be wait at the top (WATT) Due to the shorter distance, note the slightly
later starting time. Also, depending on our progress we'll likely either stap far soba o brick oven pizza far lunch.

INFQ

Meet Time: 7.30am

Meet Face: Fanly Mart HERE

Climbing: 1700-2000m ~—

Distance: 115-125km

Route HERE

If you aren't familiar with the Green Line of Nihongi-tage, there will be lots of rindo's, greenery, climbing, and
minimal traffic! WE'll be finishing at Yorii on the Tdou Tqo Line so please, don't faiget your rinko bag.

Figure 1: The first post on a ride thread

113



Multilingual Theory and Practice in Applied Linguisti®soceedings of the 45th Annual MeetiRAAL
University of Southampton

Traditionaly, cycle clubs organize regular rides departing from an
established meeting point through an elected committee. The online forum
instead allows for ad hoc ridesganized by whoever wishes to lead one.

The sample post shown here is a typical ride proposal and the thread
follows an identical pattern to all other ride thread$e initial post

provides an outline of the ridacluding the expected terrain, distancel a

meeting time and place. Linkseprovided to a Google map to define the

meeting place and a detailed route and gradientvthapdirectionsderived

from GPS information captured by a cycle computeconjunction with a

free online serviceRiders canupload this information to their cycle
computergo follow the route The spelling out of WATT signals that this

is a ride open to newcomers who may not recognize the acronym. In
contrast, the b r ansl|l ated Japanese #Arindoo (
Arionk(oa bag required for train travel
cycling in Japan.

This post was followed by commitments to ride and exciises those

unable to ride After the ride,membersposed their thanks, jotcs and

detailed personal narratiaecounts of the ride, which served to report back

to the forum. Sometimes, reports were supplemented with data obtained
from the cycle computers, providing
achievements. Other members responded with comments on the dide an
reports. The thread as a whole therefore followed a clear generic format.

Building a wheellacing jig

In some cases, technical threads were started to share mechanical
knowledge. One example of this was a thread concerning the construction

of a wheellacing jig. The first few posts consider the strengths and
weaknesses of the few commercially available models as well as

il lTustrating how they are wused in St
using photographs. An experienced wheel builder who had préyious
taught the user how to build wheels in his own workshop also provided
input on the design. The user then took his readers through the process of
designing and building the jig with photographs of how it was constructed

and how the apparatus could beadisembled for storage. Like the ride
threads, such technical threads played out as a narrative, which concluded

in this case with the jig being completed and compliments on its successful
design and the entertainment the thread had provided. Other thueddss

the fATodayo thread posted for each
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discontinuous as each contributor reported on their disparate cycling related
activities.

Conclusion

This presentation highlighted the use of multimodal features including
photographsind ride data from cycle computers employed by participants

in a cycle forum. These features helped link a virtual space to the concrete
realities of a séred cycle ride or workshop project. In other threads, the use
of links to video demonstrations or love articles enabled more concrete
discussion because the resources could be referred to as the discussion took
place. The informational dimension therefore became that much sharper.
The ride thread showed how these resources were nevertheless employed
for interpersonal purposes both by facilitating ride organization and re
sharing the experience of the ride through reports. Further research might
usefully focus on specific interpersonal resources such as smilies and
verbal and multimodal humor as well esploring the nature of community

and communication in the forum in greater detail.
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Introduction

This paper describes an investigation imteether playing the MMORPG
(Massive Multiplayer Online Rolplaying Game) RuneScape can support

Kor ean chil dr ends rgues that ithere ard potemtiali n g .
affordances of RuneScape in the learning of English vocabulary and
reading skills.

Background and Context

In state English education in Korea, English Language Teaching starts from

the third grade (aged 8) in elementary aihto keep pace with the

currency of English as an international language. In the new curriculum,

the Korean Ministry of Education has an aim for English to improve
communicative competence for communicating basically with native
speakers. Nonetheless,regnlity, EFL countries like Korea hawe range of

difficulties in adopting and keeping up CLT, because of problems with

60l earning environment s, teachersd En
of aut henti c Ein2001 160). Fonatampletha larged  (
numbers of students in ormégassroom settingnd the shortage of English
teacher so appl iavaiéty of tasksbor dctivities with the o d o
authentic resources. A new method, thus, should lead children to engage in
learning Englishmore interestingly with intrinsic motivation to enjoy

learning itself (Milton, 2002). Milton suggests that computers can increase

their intrinsic motivation because 0
dodé (i1 bid: 13) . Co mp u tdaga potentiketel ot an  t |t
stimulating childrendés i ntrinsic mot.

Language Learning and MMORPG RuneScape

Broadly, MMORPG is one genre of computer games and specifically can

be defined as a rolglaying game with a large number of players in real

time on online. It has a number of features to support language learning
environments. ltconsists of he mainly Engliskbased fatforms to bring
together game pl ay dime garhigrandaatplaa | | en g i
within networkb as ed si mul a t2010:n88)dn MMPRRGe r s o n ,
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context s, t hus, O0students need to | e
and practice them in authentic ways?©o
upan O6i mmersive | earning environment 6
and imagnati on [ and] soci al I nteraction
2006: 2). As a result, MMORPGs might be a solution to solve the time and
space probl ems of English |l earning

same environment and interact with players fem her countri es o
2007: 2). With these features of MMORPGs for English learning,
RuneScape has strong points to be selected as a game tool for my research.

In terms of hardware aspects$,i$ free to use although membership is
optional with Guinnes Wor |l d Record as the worl
MMORPG. It has Javhased platform so users can get access easily and
quickly without installing any software or CD keys. In terms of software
aspects, players can be exposed to Englishbi@se&d environmes whilst

playing RuneScape. They encounter the texts including vocabulary, lexical
phrases and sentences so they should understand vocabulary meanings and
read the texts to accomplish tasks or quests successfully.

Research Methodology

This doctoral progct analysed the English text learners would encounter
and, using observation, attempted to describe vocabulary and reading
strategies they tend to use while playing RuneSdagaempled five Korean
elementary students (1 female and 4 males, agetil)lGn a private
English institute. Each participant played RuneScape for 30 minutes per
session, for 9 to 14 sessions. The texts that participants encountered whilst
playing, retrieved using a screen recorder, formed my dataset. | classified
the lexis in thes¢exts intosix categoriesgenerallyused vocabulary and
lexical phrases, lexis specific to computer games; RuneScape Vernacular
(i.e., specific to Runescape, e.g., Lumbridge Home Teleport); chat speak
(such as acronyms and abbreviations, e.g., Lol ("Laogh loud");
emoticons (e.g., :) smiley face); and reduplication (extending words or
punctuation marks, often for pragmatic or humorous effect, e.g.,
Nooo0000000)Observation data which | gathered by ntatking into the
observation analytical frameworilyere divided into two main categories

as vocabulary strategies (saategories; looking up in dictionary,
verbalising vocabulary and guessing meanings verbally) and reading
strategies (suloategories; clicking, verbalising, reading texts aloud,
translatingand typing).
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Initial Findings and Conclusion

Here | illustrate the initial findings from the text analysis pha&e.
significant initial finding is that participants encountered a lot of fixed

lexical expressions that seem to be used for pragmatic @ms;pdsr
exampl e, 6Can | hel p you at all ?6, 0
are you selling?6, OHow shoul d I U S
Although Korean students are taught lexical phrases alongside other
vocabulary in their English lessorigne limitations and large classes mean

that they do not get sufficient exposure or practice in their use especially

for pragmatic purposes.tentatively conclude therefore that RuneScape

and other MMORPGs have the potential to usefully supplement ab&ssro
vocabulary teaching.
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The first purpose of thisstudy wasto develop the Classroom Gaio
Questionnaire for a writing course inJganese university, and the second
purpose of this study was to validate the writing section of the Eiken Can
do Questionnaireand the ClassroomCando Questionnaire. The third
purpose of this study concerned whether the students used the Eiken Can
do Quetionnaire effectively as a seafsessment checklist. The final
purpose was to investigate the influence of ten affective orientations (i.e.,
Desire to Write English, Attitude Toward Learning to Write English,
Motivational Intensity, Instrumental Orieniah, L2 Writing Anxiety, L2
Writing SeltConfidence, Willingness to Communicate, Se#teem,
Cognitive Competence, and General &b r t h) , on t he p al
responses to the Eiken Gdo Questionnaire.

Cando questionnai® which are made up of semices describing what
individuals believe they can accomplish in a foreign language, are now
usel by major high stakes English test organizations to aid in the
interpretation of test scores for tests such as TOEFL,TOEIC, GTEC for
STUDENTS and the EIKEN (BEP) as more qualitative indicators of the
current English Abilities of test takers. Other sources of -@an
guestionnaire are the Common European Framework of Reference for
Language Learning, Teaching and Assessment (CEFR), which was
announced byhe Council of Europe in 1996and frameworks prepared by
governmental organization in England, Canada, Australia or the United
States asgoals for learners to pursue and standards for level of
Achievement (Naganuma, 2008).

The EIKEN Carndo List (2006), which ismade up of descriptive
statements by which Eiken test takers indicate what they believe they can
accomplish in English in redife situations, provides Catlo statements
describing the test takérself-perceived ability to use English for the four
major skills of reading, listening, speaking and writing for each of the
seven Eiken levels. The primary aim of the list is to help test users gain a
better understanding of the levels of language ability targeted by the Eiken
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tests (STEP2006) For this reasoithe list is designed to be accessible to a
variety of test users and is written in everyday,-spacialist language so

that it is accessible to as wide a range of learners as possible. Eiken (STEP)
also hopes that the Calo list provides information #t allows educators

and researchers to achieve a better understanding of the proficiency of
Japanese learners of English in General.

The participant®f this studywere 204 university studentstudying in two
private universities in Tokyo, Japarhhe mainparticipants were 204 native
speakers of Japanese (157 female and 47 male students) from 20 to 21
years old Out of 204 participants, | taught 179 participants in the
classroom in 2010 and 2011 in the music college and the prestigious
university. All of the participants had studied English in the highly
controlled formal educational system for six years in junior and high
school. The general English proficiency levels of the music college
participants varied from elementary to intermediate according to the
placement test given in April. In terms of CEBRriteria, their proficiency
level range from Al to B1l. According to the Eiken Placement Test in
Practical English Proficiency, the studéiesels varied from the'sto the

2" grade. They were enrolledn classes focused on English for
communicative purpose at the time of the study.

Fourinstrumentsvereused in tis study. The firstwasthe writing section

of the Eiken Cando Questionnairethis questionnairserved as the out®d
measure in this studyThe second instrument was the Eiken Placement
Test, which all the participants took when they entered uthigersity,

Third, six out of nine essays written by the students were assessed as a
measure of their writing ability in English. The Affective Ontiation
Questionnairavas administered to measure ten Affective Orientations. The
guestionnaire and essaiatawere analysed usinthe Rasch rating scale

and multifaceted Rasch model, respectively.

All of the participants completed the Background Quesizare and
Affective Orientation Questionnaire in April 2010 and 2011 and completed
the writing section of the Eiken Cato Questionnaire in April, July, and
December 2010 and 2011. 179 out of the 204 participants wrote six writing
assignments during théd20 and 2011 academic year, and 36 participants
were interviewed about their writing assignments, the Eiken-ddan
Questionnaire, their affective orientations, and the effects of the self
assessments. The relationships among the variables will bessthagyng

path analysis or hierarchical multiple regression.
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In this study,| examined the validity and reliability of the three affective
variables, Desire to Write English, Attitudes Toward Learning to Write
English, Motivational Intensity, and convedtthe Likert scale scores to
interval measures using the Rasch rating scale model as implemented in
WINSTEP version 3.64.2 (Linacre & Write, 200Fpr each construct, the
following analyses will be reported: Rating scale category structure, Rasch
descriptivestatistics for the items, PCA of item residuals and Rasch item
and person reliability and separation. In addition, the Wright map will be
shown for each variable.

The results indicatethat the use of the Eiken Galo Questionnaireas the
proficiency lexel measure was appropriate for this group of university
students. Second, interviews showed that the use of Eiken-dtan
Questionnaire three times in one academic year provides the students with
higher motivation, autonomy, and metagnitive awarenesst is necessary

to provide both students and teachers with adequate practice and guidance
in using the Eiken Cardo Questionnaire in order to promote a deeper
understanding of its purposes and uses.
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Introduction

Interactioral competence has been increasingly recognized as co
constructed (Young, 2008). In other words, what can be observed and
measured in the assessment is not a simple display of ability by individual
testtakers (e.g. answering multiptdoice questions in @ading test) but a
product of their active construction as competent participants of interaction.
More importantly, as recent research (e.g. Galaczi, 2008; Brooks, 2009) has
shown, participants take shared responsibility or credit toorstructing
different interactional patterns, evidence of their interactional competence
(or lack thereof). This paper examines an assessment context in which the
co-construction of interactional competence takes place both prior to and
within the assessed interaction.

The peer group interactions in this study are part of the Sdiasad
Assessment (SBA) component of a highkes English examination in
Hong Kong. Students form their own groups of mostly four, and carry out
an 812 minute interaction assessed by their diamglish teacher. The
discussion task is released to the students several hours before the
assessment for their preparation.
engagement with the task has then emerged: tglpre prescript, and
rehearse the interactiomhis paper explores the effect of such aspects of
task implementation and engagement on the validity of the task as an
assessment of interactional competence, and reports preliminary findings

A

on the studentsd strategy of contri

Data and methodology

Assessed interactions were videgorded and analyzed following a
conversation analytic approach. Interviews incorporating stimulated recall
with studentcandidates and teachexters were conducted to gain insights

on task implementation andngagement that might otherwise remain
obscure in examining the test discourse alone. For this purpose, a mock
SBA was also conducted with two groups in the second phase of data
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collection, where both the preparation stage and the assessed interaction
werevidear ecor ded and the studentsOo note

Analysis

Initial analysis of the test discourse identified several sequences involving
disagreement that appeared to be more extended, and higher quality
exchanges. In the interviews with theidtnts involved, they consistently

reported having purposefully designed andsoepted these disagreement
sequences, a Strategy they themsel ve
following transcript extract from the preparation stage of the mock SBA

offers concrete evidence of this:

R: ((tc K)) Sc you suggest having three spokespersons. And then who's
gonna ban the idea? S will ban it, alright?

S: Sure, I’11 ban it. I’‘11 ban it.

R: And after banning it I’1l1l lead to the discussion of ‘place’.

Alright, let’s do it like this.

((writing down)) I’11 do the banning. The cost is too high.
((writing down)) K will suggest three spokespersons, and then §
bans the idea, because the cost is too high. And then I’ll agree
with it, and afterwards I’1l introduce [the topic of] ‘place’.

)

(Translated from Cantonese)
Figure 1: Transcript extract from mock SBA

Analysis of the test discourse and s
the relevance of disagreement sequences to theortgiruction of
interactonal competence lies mainly in foregrounding the contingency of a
response to previous speaker contribution. Consider the following example:

1 Y: Hmm! Apart from: special order, we ha::ve special shape. (.)

2 Uhm such a::s: heart, star, or diamond. It’s special.

3 L: Yes, I think the tablet computer (.) hmm have 3D projection

4 function. It can project 3D image, so that we can: watch 3D

5 movies.

e D: ©Oh, it’s (.) wvery great. But how about convenience?=I think uh
7 the tablet computer can be carried (.) to: everywhere and it’s
8 very convenient.

9 Y: Uhm: I'm sorry I'm afraid I don’t agree with you, because most
i0 of the tablet computers are convenient. However, I thin:k (.)
11 thin can be one of our: specizl features, because it is only
12 zero <point three::> mm.

13 (1.4)

14 R: °Hmm° beside, this- tablet computer is waterproof. Uh: (.) if
EL we—- if you (.) overturn a cup of water (.) on the- this (.)

ie tablet computer, it still work. Uh I think it’s really

17 important for some careless users.

Figure 2: Transcript of group discussion
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In this sequence, students are talking about the special featuhestablet

computer that the group has been asked to promote. Inhhe2 9 Y o6s t ur
begins with an omecord disagreement token mitigated with an apology,
followed by an account for the disagreement, and the proposal of another
feature. She structuresri@rn such that the first part of her turn explicitly

0t al ks aboutd the previous speaker o6s
the second part of the turn, linked to the first part as an alternative proposal.
This is contrasted with the next turn @s1417), where R does not overtly

agree or disagree, and moves on to propose another feature. Though
relevant and on the same topic, it would appear to have weaker links to the
prior turn without a turn component that explicitly addresses the previous

proposal . A similar argument can be
(lines 35), where she delivers her own proposal following the agreement
token Oyesbo. Such response turns tha

been negatively commented on by teaaladg r s as presenting
ideas rather than responding to-marticipants. Overall, it seems more

common for a disagreeing response to overtly address the idea in the
previous speakerdos turn with some de
attributable tadisagreements often being dispreferred actions which project

an account from the speaker.

It is also evident from interview reports that students use disagreements as
a strategy of performing competence to the teackter. When asked
about any strategse they used to impress the teaetaer, students
provided the following answers:

D: | think 1tdés mainly the dis e

whol e group to |l ook | ike we

each of us talking about our own ideas.
S: We talled about this when designing each of our turns, we

would first link to what the previous speaker has said before

going on to propose our own ideas, so that there is a stronger

link between the content ideas across the two turns.
(Translated from Cantonese)

agr e
or e d

Conclusion

A tentative conclusion from the analysis is that how the group interaction

task has been implemented has both a positive and negative side to its
validity. There is evidence of stude
interactional competencea ithe ways they design their disagreement turns

and sequences such that the contingency of responses to previous speaker
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contribution is foregrounded. However, what can be observed in the
assessed interaction is, in many cases, not the representationdoésint s 0

situ execution of interactional competence in L2, but of prior execution in

the preparation stage in L1. The goal for the test developers, teachers, and
students themselves, I's therefore to
interactional corpetence from prscripting to spontaneous participation in
interaction.
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Introduction

The UK has been identified for some time as having the poorest record in
the EU of linguistic skills (e.g. Coleman, 2011). These poor results jar with
the linguistically very diverse demographics of the UK, as 16.8% of
primary and 12.3% of secondary school pupils speak languages other than
English (DfE 2011). In addition, social inequalities in opportunities to
study languages as well as take of languagesat all levels are well
documented. For instance, Independent schools teach significantly more
languages than those in the State sector (e.g. Tinsley & Han, 2011). A
possi ble explanation for the Ol inguli
English hegemay among L1 English speakers (Dermétdinrich, 2009;
Ensslin & Johnson, 2006Jorton & Gieve, 201PThe UK media, however,

have reported intensively on the current language crisis.

In England, languages are only compulsory for the age growigl/1%
yeas (Key Stage 3), witkequivalent policies in Scotland, Wales and North
Ireland. In 2004, under the Labour Government, compulsory language
learning for students aged 14+ was abolished in England. This legislation
resulted in a large reduction of studertigdging a language up to GCSE.

In 2011, languages at age 14+ were compulsory in only 23% of State
schools, 75% of 14 year olds did not study a foreign language.

Research questions
1. What (sub)themes of the UK language crisis are (not) covered
in English Naional, English regional and local and Scottish,
Welsh and Northern Irish newspapers?
2. How do the themes relate to the a) sociodemographics of
readership? b) political context of the language learning crisis
in the UK?

Method

A Nexis UK archive search wasarried out, selecting UK Newspapers
dated 28.2.20129.2/2012, yielding a total of 89 relevant articles (46 from
English national press, 23 from English regional press, 20 from Scottish
and Welsh press). The UK Newspaper landscape is characterized by
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socally, culturally and economically very distinct target audiences: this
polarization dictates for the distinction betwelroadsheetand tabloid
readership in the analysis.

Results

In the English national press, 38 of 46 articles stem from broadshesss; th
the coverage is heavily skewed in favour of quality papHEmns. coverage
clearly shows that concerns about the language crisis are mainly expressed
in the press targeting the middle classes, in line with educational topics in
general (Duffy & Rowden, @4). The tabloids readership receive less
information about the crisis, and, if reported, focus more on concrete facts
at school level, less on strategic issues, and not at all on personal benefits
of language learning. Personal and professional ambitiagswell as
policies and decision making, are f
Information on newspaper readership habits by voting intention allows the
broad classification of papers as {eftrightleaning. Linking this to the
topical analysis, rilgt leaning papers tend to blame the 2004 Labour policy;
the left leaning press refrains from allocating blame to teachers.

Articles in the regional press report on specific events and initiatives, e.g.

in their schools, thus simultaneously provide a pasibutlook, and frame

their area as agents against the crisis. Unlike in the national press, language
teaching at Primary level is presented positively. Thus, the regional press

has a positive stance, is keen to report local promotional events andsrefrain
from political stances in O0bl amingod g

The Scottish press reports prominently on the crisis. The Scottish interest
can partly be explained by the greater threat to the Foreign Language
Assistantships in Scotland than the rest of e but even if discarding
articles focusing on this, the Scottish press stands out as showing great
concern for the language crisis. The Scottish press puts greater emphasis on
the economic argument for languages than the English national and
regional pess. TheHerald frames Scottish mentality as possessing a
desired cosmopolitan outlook (albeit in need of further development), thus
distancing Scottish from English mentality (perceived as more anglo
centric), while simultaneously strengthening natiodahtity.

The Welsh press offers only three articles, mostly invoking blames for the
crisis, thus betraying little interest in the crisis, other than scoring goals for
political agendas. The Northern Irish press does not report on the crisis.
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Conclusion

The English national Hearatd agp@thor thé s and
language crisis in some detail, with topics ranging from teaching issues

(e. g. 0harddé GCSE), policies (e.g.
interest (e.g. importance for busines®), holding different stakeholders
responsible for the crisis. Coverage in the English press betrays clear
political stance, revealing transparent links to the political orientation of
specific papers. Coverage in English regional papers refrains from party
political positioning I n respect of
local/regional events. The Scottish press uses the crisis to promote distance
from the neighbouring Engladdamed as more angkentric, an

especially significant finding given the curtgntopical debates on Scottish
devolution.
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Previous second language acquisition studies (e.g. Yuan, 1997) suggest L1
transfer problems for Chinese learners of L2 English (henceforth Chinese)

who may have difficulties in acquiring an English object (M@ r y 6 s bi ke
has been broken. | am going to repair *(it) for heEnglish generally

requires an overt object in anaphodontexts whereas Chinese allows

object drop when there is an antecedent. Interestingly, English has verbs
(e.g.draw, drink, drive, read, iron, etc) that can allow a null object in non

anaphoric contexts such asJohn reads every nighfThat null objetis

argued to be conceived as a null cognate olkjaedtose semantic content is

derived from a verb (see Cummins and Roberge, 2003). One puzzling
guestion is to investigate to what extent Chinese would have anaphoric
object drop particularly with respettd those target verbs that can allow a

null cognate object. s usan irons Paul 6s shirts |
Paul doesnodt I ,rweuld Chinese tinterpret éhle esecahd
sentence with an object gapRsa u | doesndét ironorhis st
Paul doesndét iroff @dahyshshgdgt awemsek €0
| i ngui stic competence of under standi
English: a null cognate object or anaphoric object drop.

Task design: Acceptability judgment and interprdtan test

There were 25 test items and 25 distractors in this task. Each test item
consisted of two sentences, forexam@ai san 1 rons Paul 6s
he goes to worKk. PaulAn ahtecedent@a u liGson
shirts) was given and one @&t verb ifon) that can allow a null cognate

object was given in the second sentence. Five target verbs dvave:

drink, drive, read, andiron.

1 If the sentence is CORRECT, (i) tick the Correct box and (ii)
circle the BEST answer (a) OR (b).

1 If the senénce is INCORRECT, (i) tick the Incorrect box, (ii)
write any changes on the line, and (iii) circle the best answer
(@) OR (b).
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a Correct

Circle (a) or (b):
Paul doesn Gron b. anything at weekends

I Incorrect (write any changes):
Circle () or (b):
Paul doesn &ron a. his shirts b. anything at weekends

Figure 1: An exemplar of anaphoric object drop

Data coding: The possibility of anaphoric object drop in English
Only the answr of ticking the correct box and circling (a) is counted as a
token for allowing anaphoric object drop in English. This answer has
revealed that participants misinterpret the object gap as an antecedent
though they accept the test item as correct.

Participants
Participants Gender | Number
85 Chinese M 41
F 44
22 Native English speaker controlg M 12
F 10

Table 1: Participants by geneder

The Chineseparticipantsfulfilled all the following five criteria. This aims
to reduce individual differences ant control for homogeneity of
participants.

1 they are Chinese and were born in Hong Kong

1 they are adult instructed English learners

1 they have not stayed in an English speaking country for more than two

months
1 they use Cantonese as the first language
1 theyuse Cantonese to speak with family members and friends

Findings
(all target verbs) Mean Max. Min Std.
Deviation
Chinese (N = 85) 16.56%| 56.00%| 0.00% 14.383
The controls (N =22)| 3.45%| 32.00% 0.00% 7.063

Table 2: The possibility of anaphoric object drg
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ChinesqThe controlg Differences betwee

(N = 85] (N = 22]Chinese and the control
iron 15.299 1.829 13.47Y
read 19.299 5.459 13.84Y%
draw | 16.479 0.00¢ 16.47Y
drink | 10.129 1.829 8.3%
drive | 21.659 8.189 13.47Y%

Table 3: Differences in the possitlity of anaphoric object drop between Chinese
and the controls

Table 1 shows that Chinese have a mean of 16.56% in the possibility of
anaphoric object drop whereas the controls have 3.45% in this regard. All
statistical analysis for this task was carr@d using ManAVhitney Test.
There are statistical differences in the possibility of anaphoric object drop
between Chinese and the controls, with respect to each targetxeasb §

= 0.000;drink: p = 0.007;drive: p = 0.010;iron: p = 0.002;read p =
0.004).

Table 2 reveals that, with respect to each target verb, the possibility of
anaphoric object drop ranges from 10.12% to 21.65% for Chinese. The
smallest difference in the possibility of anaphoric object drop between
Chinese and the controls is 83and the biggest difference is 16.47%.

Discussion and Conclusions

The results reveal that Chinese have achieved a mean of 16.56% in the
possibility of anaphoric object drop in English, compared with the controls

of 3.45%. Across five target verbs, thergentages of the possibility of
anaphoric object drop aré&on: 15.29%;read 19.29%;draw. 16.47%;

drink: 10.12%;drive: 21.65%. When comparing to the controls, the results
indicate that Chinese have achieved a higher possibility of anaphoric object
drop and the differences areon: 13.47%;read 13.84%;draw. 16.47%;

drink: 8.3% anddrive: 13.47%. Those differences may not be huge in
number; however, they are statistically different between Chinese and the
controls. Most importantly, this raises an ussrelated to different
interpretations of an invisible object argument in English. For example, the
difference could be that one may interpgets anythingas inSusan irons

Paul 6s shirts before he goes to worl
whereas aother may interpretasPa ul 6 sThauphPatu $ 6 sas hi r t
subset ofanything that can be ironahld argue that this statistical and

subtle difference in understanding a null cognate object should never be
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negl ected. Wi t h o u erpretadiop pfiamyl objeottinca o n e 6

grammatical sentence as such, we never know how he or she understands
it. To conclude, the facts from this empirical study have implications on
understanding sentence meaning and pedagogical teaching on verb
transitivity. Liu (2008) has pointed out that L2 learners should be provided
with a clearer picture regarding verbs with or without an object, hence
allowing them to develop a more systematic and accurate account of these
English verbs. Lastly, | argue that to expligitighlight English verb types

that can or cannot allow a null object to L2 learners would enhance their
understanding of verb transitivity, so L2 learners can grasp when object
drop is permitted in English.
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Introduction
The pervasive use of the I nternet 1in
on peopledbs reading habits. For my T

nonEnglish major, most of whom are used to getting information mainly

by reading online, traditional extensive reading programmes that rely solely

on printed material s, particularly g
date. o0 To redlfiecmtreeacdcieng iAimr etathi s di
them with the ability and confidence to deal with authentic English texts on

the Internet, a blogssisted online extensive reading programme has been
developed and implemented in my Advanced English course for no

English majors.

The implementation of the blogassisted ER programme

To replace the classroebased library in traditional ER programmes, an

online ER library with two hundred electronic, HTMiased English texts

collected from free news, magazine itgraturerelated websites was set up

at the beginning of the 18eek semester, using a very simple and popular
blogging tool, Bloggertttp://blogger.com The initial class meetings were
devoted to an introduction olbgashe ER
well as stegoy-step instructions on setting up a Blogger account and
managing the settings.

In odd weeks starting from Week 5 of the semester, the students were
required to choose and read a news report, magazine article, short story or a
chapterof a novel posted on the teacheros
ER blogs, they had to post a reading journal consisting of a summary of the
online text they read, their personal feedback to it, and one or two issues

they wished to discuss with the otheafter their reading. In even weeks,

they visited the ER blogs run by the other members in their reading groups

of five, read each member 6s chosen o
comments responding to the discussion issues. On the other heynd|d0

needed to go back to their own blogs regularly to check and reply to
comments made by their group mates.
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The ER programme was not conducted in class but served to encourage and
facilitate studentsdé Engli shththeeadi ng
help of blogs, students read and wrote in English online autonomously at

their own pace and in their own time. However, every two or three weeks,

their ER blogs would be checked by the teaching assistant of the course to

see if each student followethe biweekly readingp-write schedule and

each reading group was active in exchanging opinions through
asynchronous online communication. At the end of the semester, each
student 0s ER blog served as an onli
journals wee stored and organized chronologically according to date,
which made it easy for both the teacher and the student to evaluate the
progress made during the semester.

Researching into the effects of the blagsisted ER programme

A mixed-method study usingoth quantitative and qualitative data sources

from precourse and postourse guestionnaire surveys, student interviews,

blog posts and comments was conducted to investigate the effects of this

ER programme on these st uduwestasddo Eng]l
ability, and examine whether different English language proficiency levels,
majors, or sexes would affect their reading preferences and their motivation

to complete the owf-class ER task without the presence of the teacher.

According to the major findings of this study, this ER programme

i ncreased the studentsdé confidence a
English online; promoted positive attitudes toward working with authentic

online materials written for native speakers of English; gesl their

English reading and writing ability; and improved their critical thinking

skills. There is also evidence that though students preferred to read texts

that matched their interests or allowed them to use their background
knowledge, the diversitp f the preselected texts
motivated the majority of them to st e
on a wide variety of topics or explore different genres. Moreover, a number

of students agreed that writing for their blog readees their peers in the

same reading group, not just for the teacher, made them want to use more

of their time and make more effort to write better and express themselves

more clearly.

The findings also reveal that students with poorer English readikity ab
than their peersodé or heavier relianc
text quickly, and they preferred news reports because they believed that
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texts falling into the other genres would be longer and more difficult.
Besides, they seemed less likéd complete the readiAg-write task on

time and unwilling to make or reply to blog comments. On the other hand,
students of different majors and sexes did not show any significant
difference in their willingness to get engaged in the ER programme, but
they did have different reading preferences, which, however, became less
obvious as many of them started reading texts on diverse topics and of
different genres.

It needs to be pointed out here that the semé&stgrER programme failed

to help the studes form a longterm habit of reading and writing online in
English because some of them complained about the-ciomg&uming
nature of the task and most of them had no intention of carrying on doing
more reading on the tut or Oafter thd 0g
semester was over. However, some of them believed that every now and
then, they would spend time browsing the English websites they knew from
this ER programme or try getting information from online materials in
English to help them prepare fotlass presentations or complete
assignments.

Conclusion

It is hoped that the current study will yield some insights into the practice
and effects of using blogs and online materials with EFL-Boglish
majors for extensive reading purposes and lay dhedations to integrate
extensive online reading into the foreign language curriculum.
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The institutionalization of Applied Linguistics in the USA was not
anchored in the lonterm tradition as in Britain and in France, but started
in 1941 in the wake of Pearl Harbour, when the Americans realized that
foreign language teaching was crucial war issue. Two main elements
characterized that emergence: the involvement of linguists and linguistic
institutions and the impact of operational method originating from war
culture.

The process of institutionalization lasted from 1941 to 19691941,
Mortimer Graves (1893982), the Executive Secretary of tAenerican
Council of Learned Societieset anintensive Language Program (ILP)
associating theLinguistic Society of Americalhat same year, Charles
Fries (18871967) created thEnglishLanguage Institutat the University

of Michigan. From April 1943 until April 1944, thé&rmy Specialized
Training Program (ASTP)was created and produced a wide variety of
language materials.

In the postwar period, Fries created the journal Qaarterly Journal of
Applied Linguistican 1948, thus coining the termpplied Linguisticsin
1949, thelnstitute of Languages and Linguistiegas created by Leon
Dostert at Georgetown University. In 1958, the NDBYafjonal Defense
Education Act)was signed it law and was followed in 1959 by the
creation of theCentre for Applied Linguisticen Washington DC under the
direction of Charles Ferguson.

By the beginning of the war, linguists had acquired a scientific reputation
and linguistics was already strongihgtitutionalized even though it was not
well established in the universities. Théguistic Society of America
created in the 1920s, was powerful with its Linguistic Institutes, and its two
journalsLanguageand thelnternational Journal of American hguistics.
Therefore, Mortimer Graves called on linguists to develop language
teaching methods. In 1942, Leonard Bloomfield (38949), Bernard
Bloch (19071965) and George Tragd€t906 1992) set up what would
soon be call ed At he opeanrRefonm Moventemt ,
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principles and on methods used by Anthropological linguists for describing
nontwritten languages. They insisted on the primacy of understanding and
speaking over reading and writing which involved an extensive use of
mimicry, imitation and dr i dme mf t mme In AW jn.his

American English GrammarCharles Fries outlined a new method, the
contrastive analysis in language learning, which involved comparing the
structures of the mother tongue and the foreign language, intordeadict

and anticipate the difficulties that students will encounter. Repetitive drills

had to be supplemented by active selection of structural patterns. The
Astructur al met hodo woul d be adopt e
teaching programs during @nafter the war. Clear predominance of
linguistics led preserday applied linguists to qualify American applied
linguistics as toglown. Theterm® | i n gaip ® ltdinguotizcsd r i ven o,
Ot helonwen view of applied leiNorfpui sti c
American tradition implying that these issues were thought of as
unmediated theorfirst applications of linguistic insights without any grasp

of HAwogdld probl emso.

It can be assumed that the early development of technologies for language
teating (use of spectrograms, gramophones, tape recorders, speech
analysis and synthesis, language laboratories, and later visual aids) was part
of the operational met hod at wor k i
met hod, derived from fAnyascienc€ whdt ur e 0
engineering, led to famous achievements such as radars and computers. It
can be characterized by the following features:
- aunique objective
- strong federal investment including huge technical and human means
- implementing war sciences, thattige interaction between sciences
and engineering
- performing tasks automatically which had been hitherto performed
by human beings.

Operational method for language teaching was implemented through
several aspects. Every trained linguist became involvédHrand ASTRP

The programs benefited from strong federal financial investment and
support from the Rockefeller Foundation and the Ford Foundation. Massive
production of teaching materials and the use of technological aids helped
perform language teachingth reduced human intervention. Besides, there
are two domains where linguists came across war sciences: cryptography
and machine translation. Actually, only two linguists were involved both in
war sciences and language teaching. Martin Joos {1908) was the only

142



The institutionaliation of Applied Linguistics in the USA
Jacqueline Léon

one to carry out engineering activities, using spectrographs to improve
secret communication devices. After the vwaoectrographs became crucial
for implementing language laboratories. Leon DogtE9041971)was the

only one to be involvedni machine translation and language teaching.
Machine translation was conceived of as a cold war technology, a pure
product of operational method and war sciences. Originally a translator at
the Nuremberg war crime trials, Dostert was the founder olinigigute of
Languages and Linguistict Georgetown University in 1949. At the same
time, he was in charge of the Georgetown machine translation project and
organized the first demonstration on machine translation, in collaboration
with IBM in January 1954n New York.
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Introduction

With tremendas usefgenerated contents eveday, Twitter has recently
become a popular focus of researglowever, the unique tweet language
has not yet attracted much attention from linguistics. Assisted by local
grammar, this paper concentrates on the first pgosonoun structures in
tweets to understand its features.

Background

Naaman, Boase & Lai (2010) suggest that specific Twitter user groups
exhibit common behaviours: language differences may relate to the number

of the followers. However, their study hascéised on only category

specific users. Also, Bollen, Mao and Zeng (2011) indicate that the pattern
containing 6106 is indicative to user:«
have analysed linguistic features of tweets in details.

The study uses dataroin the Content Analysis Web2.0 conference
(CAW2), which were randomly collected by Fundacion Barcelona Media.
Under the usage terms, this dataset can be freely used for research purpose
(CAW2 2009). Apparently, the language of tweets is unique: in tiprisp

| i's the most frequent word; al so
ellipsis in this paper, is frequently used. This combination is highly
structured, therefore can be considered as a sublanguage structure.
Extracting such a sublanguage stuauetis particularly difficult due to the
variousness and flexibility of tweet language.

Local Grammar

General purpose grammar does not often perform well at parsing
sublanguage, as it cannot fully capture the specific information due to its
vagueness. Tus, a more specific grammar is needed. According to Gross
(1984), local grammar classifies slamguage into three groups based on
the flexibility of the structure: free structure, sefinazen free structure and
frozen structure construction. Apparenthe tpatterns in this case study are
neither frozen structures, nor sefmozen free structures, but free verb
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structures: they are not very easily identified. However, as shown in the
later analysis, the gerudidor m ver bs used i neol +
relatively limited; thus this type of pattern is considered as a support verb
structure.

Data collection
Removing XML tags, there are 977,570 tweets with 12,826,992 tokens in

the corpus, and o616 is the top freqg
(3. 41 %)AM66 i s the most frequent bigram
0l 6mdé, sarmchdaond forms of 0Ol mo , 0l amd

tweets containing 95,109 occurrences in the corpus, which means that
8.38% tweets contain this patter (See Table 1)

Pattern Occurrence Percentage
I'm 61220 64.37%
Iam 19238 20.23%
Im 14377 15.12%
Im 161 0.17%
lam 113 0.12%
Total 95109 100%

Table 1 Statistics of -imgersifive)r ent f or ms ¢

cifically, the pattern o601 am doi ng¢
O0lm doingd are extracted respect
nNgd domi nat,eswhanhoengdolt haem fdiovieng 6 an

the rest, but oI m doingd and o6l am d
that people are very likely to use informal expressions on Twitter.

Pattern Occurrence Percentage
I'm doing 18309 68.93%
I am doing 5166 19.45%
Im doing 3008 11.32%
I m doing 45 0.17%
lam doing 33 0.12%
Total 26561 100.00%

Table 2: Statistics of di-indensitivelnt f or ms o
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Furthermore, using an adverb or dédnot ¢
are included in this analysis (Tabl e
not/ dongd pattern I n the <corpus. Th
occurrenceseldfi pshedopattt er n, whi ch
foll owing oO1 0.
Pattern Occurrence Percentage
I'"m adv/not doing 4140 64.99%
I am adv/not doing 1340 21.04%
Im adv/not doing 875 13.74%
I m adv/not doing 7 0.11%
lam adv/not doing 8 0.13%
Total 6370 100.00%

Table3 St ati stics of different fiosensitte)of o661 AMN

Results

After manually analysing the most frequent verbs used in the above ellipsis
structure, it then categises them into six groups, and uses local grammar
tool TextTool (Mason, 2012) to further the analysis.

06Gol ngbé group

0Goingd group includes going, headi |
returning, starting, runni nguentol am
example in this pattern, although it often indicates the future status, such as

0l am going to dobo.

OThinkingdé group
O0Thinkingd group contains verbs expr
wondering, hoping, missing, loving, liking, and considering

OMaki ngdé group
OMakingd group contains verb of 0do
working, preparing, planning, finding, using, doing.

Sense verb group
Sense verb group contains verbs expr e
reading, hearing, listemg, being are included. Broader than the original
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grammatical concept of sense verb, this group also contains: eating, having,
reading, enjoying, eating, starving, freezing, hearing, watching, looking,
drinking, taking, freezing, and getting.

OExpreasi ngo

OExpressingdéd group includes verbs t
writing, texting. Also, on Twitter, some special expressions occur often, for
example, tweeting, updating, following, signing.

O0Stayirngod group
0Stayi ng6é gr ouegssing amlatively stable status, suehx gs r
sitting, standing, waiting, staying, standing, wearing, and lying.

Then, the research randomly selects 2 groups of 1000 tweets containing
pattern o0l +AM6 to apply | ocal gr amma |
to extract the patterns from the samples: 401 and 360 tweets are captured

by this 06I + ellipsisd respectively,
in figure 1.

Figure : Net wor k of o1 + AMO6 and six verb
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