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Abstracts

This paper draws conclusions from a case study based on an introductory research
course in a college of education: a course taught first in a blended format, and then
taught fully online. Using the self-reflections and self-assessments of ethnically
diverse students in each version of the course, quantifying their levels of achievement
in comparison with learning objectives, the author systematically compared the two
versions. Students’ anonymous self-assessments addressed the degrees to which they
had attained each of ten course learning objectives. Students from the blended version
of the course tended to assign relatively higher ratings to their levels of achievement,
in comparison with students in the fully online course. The results also highlight the
advantages of flexible assessment practices, and of involving students in the course
evaluation process. It is clear that when students monitor and manage their own
progress in courses with online components, valuable learning experiences take place.
This paper discusses possible reasons for the differences in the experiences of
students in blended versus fully online courses. Realizing the full potential of both
course formats will require identifying ways in which the core values of higher
education may best be expressed in online courses.

Keywords: online course, blended course, course management system, student
self-assessment, online learning environment, higher education
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Over the past few years, the assessment field has changed so that much more emphasis is now
placed on how student assessment is an integral part of teaching, not just something that is done
after instruction to measure what students have learned (McMillan, 2011, p. xi). Involving
students in the assessment and evaluation process is also becoming an essential part of
assessment programs in higher education. Through such involvement, students can reflect on
what they have learned and on how they learn. In doing so, they develop the skills to become
more effective learners.

Higher education now attracts a wider variety of students than ever before (Dunn, Morgan,
O’Reilly, & Parry, 2004, p. 5); specifically, students are more diverse in terms of culture,
ethnicity, age, socioeconomic status, and even expectation. Addressing reasons to move to more
flexible assessments with diverse students, Dunn et al. (2004) state the following:

Underlying the move to flexible learning and assessment is a concern that student profiles
have changed and those committed to higher education nowadays have to work to support
their studies. There are also far more mature-age students entering higher education than
ever before. In addition, there is the realization that traditional teacher-centered methods of
delivery are outmoded because they focus on coverage of content and do not engage learners
in authentic learning experiences that can be effectively measured. (pp. 39-40)

Purpose of the Study

This study discusses the case of an introductory graduate research course implemented with
blended learning, and then taught fully online, in the School of Education at the University of
Guam. Requirements for the course included a self-assessment at the end of the semester. In both
blended and fully online versions of the course, students’ self-ratings of their performance
relative to the objectives for the course were analyzed and then compared. Implications of the
results for teaching and learning with technology are presented. The paper includes
recommendations for future research as well as for optimal practices in teaching.

Background

Chute, Thompson, and Hancock (1999) provide a comparison of 20th century and 21st century
learning environments, as follows: 20th century learning was characterized by homogeneity, by
lectures, students as listeners, instructors as sources of information, and by evaluation and
testing; and 21st century learning is characterized by diversity, dynamic content, students as
collaborators, instructors as guides, and by performance as the metric of success.

Although technologies cannot transform poorly informed or unmotivated teaching into good
teaching, there are great new opportunities to move from instructor-centered to student-centered
learning: which shifts the instructor’s role from the source of all knowledge to a guide in the
process of learning (Wong, Habibah, Ahmad, Kamariah, & Tang, 2003).

Computers have infiltrated human life

“Computers are everywhere,” as Beekman (2005) has pointed out, “and our lives are affected in
all kinds of ways by their operation—and non-operation. It is amazing that computers have
infiltrated our lives so thoroughly in such a short time” (p. 33). As the future looks increasingly
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digital, wireless, and net-worked, the notion that a traditional classroom instruction, by itself, is
no longer adequate for higher education teaching and learning, has considerable merit.
Institutions of higher education now must address “changing expectations associated with the
quality of the learning experience and the wave of technological innovation. Those who have
grown up with interactive technology are not always comfortable with large lectures as an
approach to transmitting information. Students expect a relevant and engaging learning
experience” (Garrison & Vaughan, 2008, p. ix).

Technological innovations have provided students with new options, and it is imperative that
course designs reflect both students’ and instructors’ expectations of higher education (Bedi,
2006). Bedi argues that to maintain the quality of online courses, the instructor has to perform a
multi-faceted role, providing “human” elements in the process of online learning. To the extent
that face-to-face interactions produce quality instruction, many academics believe that online
learning places the instructor at an inherent disadvantage. Bedi maintains, however, that in
partially or fully online courses, instruction requires a somewhat different set of skills than face-
to-face instruction, and that, given those skills, instruction can meet all of the instructor’s and
students’ goals. Online instruction becomes a production in which the instructor plays the roles
of producer, director, and leading actor. Students’ levels of satisfaction with online learning
environments, and their reflections, may be important contributors to the success of blended or
fully online courses.

Online learning with a course management system

The University of Guam has over 150 courses delivered either in blended (hybrid) or in fully
online format. More than 75 faculty and 2000 students are now actively involved in these courses.
Given that the University maintains enrollments of 3500 students, the majority of its students
now have experience with online learning environments. As faculty and students in blended
courses realize, online approaches to learning can supplement and enrich classroom-based
instruction. It is no longer necessary to use lectures simply to transmit information. The
University’s blended and online courses use an open source Course Management System (CMS)
called the Modular Object-Oriented Dynamic Learning Environment (Moodle), which is a
server-based software package designed to allow the instructor to provide online students with
collaborative activities, critical reflections, and learning resources. Moodle was selected because
of its flexibility, efficiency, and cost-effectiveness, in addition to its user-friendliness. Moodle, in
fact, “has evolved into one of the most widely-used Learning Management Systems in the world,
with over 35,000 installed sites and 25 million users” (Moore & Churchward, 2010, p. 1).

Self-Assessments from Blended and Fully Online Courses

Description of the Course

The introductory graduate research course reported in this study provides an overview of the
concepts and applications used in educational research, with a focus on knowledge of research
methods necessary to obtain valid and reliable results or outcomes as solutions to educational
problems. Students in the course are exposed to techniques that will enable them to understand
and enhance the procedures of scientific investigations as they apply in educational settings.
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The course syllabus provided details of (a) the instructor’s learning objectives; (b) the
assignments; and (c) how mastery would be assessed. For two years (from Fall 2008 to Spring
2010), the course was offered using a Moodle-based blended format, incorporating classroom
instruction (35%) and online instruction (65%), and thus, reducing face-to-face classroom
lectures and tutorial time.

The three main tasks of online instruction in blended (and fully online) versions of the course
are: (1) to provide students with guidance for their weekly online exercises, readings, discussions,
and submissions of assignments; (2) to provide feedback on online assignments; and (3) to
provide answers to students’ daily online questions. The fully online course was initiated in the
fall semester of 2010. The fully online version was also a Moodle-based course with integrated
communications provided through Moodle, along with tutoring via telephone and e-mail.
Although the course changed from a blended to a fully online format, the instructor, the textbook,
and the learning objectives, the coursework, and the systems for evaluating student performance
were the same in both blended and online courses.

By employing an active learner model and a constructivist approach—demonstrating new
knowledge to the learner and revisiting prior knowledge and experience as a foundation for new
knowledge—the course emphasized three instructional methods: (1) active demonstrations of
skills; (2) student-centered learning based on active learning and cooperative interaction; and (3)
encouraging students’ progressive mastery of skills by providing them with many opportunities
to practice and to apply what they learn. To optimize practice and students’ abilities to learn
from each exercise, the instructor provides timely feedback. Moodle—supported components of
the course in blended and fully online versions are categorized in Table 1.

Table 1. Moodle Features and Learning Activities (Source: Adapted from Ko & Rossen,
2004)

Categories

Learning Activities

Moodle ‘Building Blocks’

Instructor
presentation

This includes lectures, simulations, charts,
and graphs, as well as computer assisted
presentations using tools like PowerPoint
slides.

News Forum -- Instructor’s
welcome message

Resources -- PowerPoint slides
for each week’s lecture

Discussion

Guided discussion is common format for
discussion. In  seminars, instructor
presentation and discussion are often
combined.

Forum -- Students participate in
a weekly online discussion as
well as a weekly online exercise

Group-oriented
and individual
projects

Collaborative activities are included here,
in addition to group and individual projects
presented to the entire class.

Assignment -- Students work on
weekly assignments and submit
online

Research

Research may be conducted either by
individuals or in groups (e.g., practical
applications, fieldwork, and interviews).

Students develop and submit
their research proposal online

Assessment

This involves exams, essays, and projects;
portfolios that combine different types of
work; and evaluation for participation.

Scoring guidelines and rubrics
are used; all assignments are
submitted online and are graded
via Moodle
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Blended Learning
This assessment, addressing ten areas derived from the learning objectives, was conducted as a
summative evaluation. Although 31 students registered for the course, two students dropped in
the middle of the semester. The remaining students (N = 29) anonymously rated the degree to
which they agreed with each statement (5 = very much, 4 = much, 3 = some, 2 = little, and 1 =
very little). Table 2 indicates the mean (M) and standard deviation (SD) for each area.
According to their mean ratings, students felt that they had achieved the most in the areas of:

(1) “knowing how to get research materials through the Internet” (M = 4.72; SD = .45);

(2) “knowing the purpose and process of reviewing literatures” (M = 4.59; SD = .68); and

(3) “knowledge of APA style writing” (M= 4.28; SD = .77).

Throughout the course, students submitted all assignments to the Moodle Web site, creating files
and participating in weekly online discussions. At the end of the course, students also submitted
a one-page narrative evaluation of their experiences, including their opinions regarding future
trends in online learning. Representative student reflections are quoted below.

* | was reluctant to take this course, but this blended course gave me the opportunity to
experience online learning and eventually to become familiar with fully online courses.

e All the assignments were communicated and administered through the Internet using
Moodle, which helped us to create effective online learning communities.

* Blended learning worked well for me. | studied at my own pace and submitted online
assignments. Feedback from the professor was always prompt for each assignment.

e The only thing that | had trouble with was Internet connectivity and occasionally the
submission files did not go through. Sometimes the e-mail system was still not reliable.

e If | had questions, | could e-mail the professor. But | need the structure and strict
demands that regular courses usually entail. It is difficult to find the motivation for
studying.

* Blended learning provides an opportunity. It gives us a chance to experience both a
classroom way of learning and online learning. It gives us the best of both worlds.

Fully Online Learning

Thirty students registered for the course but four students dropped in the middle of the semester.
At the beginning of the semester, 21 students indicated that they had never taken an online
course before; they remaining nine students had. When asked about the advantages of taking this
fully online course, their answers were as follows (note that they selected all that apply): it fit
their time schedule better than a face to face class (28 students); it fit their learning style better
than a face to face class (7 students); it fit their communication style better than a face to face
class (3 students); spending more time with their family (3 students); keeping their job while
taking this course (14 students); and transportation issues or distance from campus (10
students). Regarding their expectations for this course, 23 students said that they would like to
develop skills they can apply to daily life situations such as their jobs and to their other classes.

This assessment, which addressed ten areas derived from the learning objectives, was conducted
as a summative evaluation. The 26 students completing the course anonymously rated the degree
to which they agreed with each statement (5 = very much, 4 = much, 3 = some, 2 = little, and 1 =
very little). As seen in Table 2, the three areas of achievement receiving students’ highest ratings
were:
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(1) “knowing how to get research materials through the Internet” (M = 4.44; SD = .71);
(2) “knowing the purpose and process of reviewing literatures” (M = 4.28; SD = .73); and
(3) “knowing the differences between primary and secondary resources” (M= 4.24; SD = .60).

Table 2. Comparison of Student Self-Ratings for Achievement in Blended and Online
Courses

Blended Learning Online Learning
N =29 (Spring 2010) N = 26 (Fall 2010)
Assessment categories M SD M SD
1 | understand what makes an effective 3.5862 .68229 4.1600 .62450

researcher in education

2 | feel I have established a sense of self- 4.0000 59761 3.8000 .76376
efficacy in writing a research proposal

3 | know the differences between primary 4.2069 17364 4.2400 59722
and secondary resources

4 | know the characteristics of both 4.0345 .65841 3.8000 .60000
qualitative and quantitative studies

5 | know how to identify the research 3.4828 57450 4.1200 12572

problem and to establish research
guestions and/or hypotheses

6 | know the purpose and process of 4.5862 .68229 4.2800 73711
reviewing literatures
7 1 know how to get research materials and 4.7241 45486 4.4400 71181

references through the Internet.

8 | know all the necessary steps in 3.3448 48373 3.8800 12572
conducting research studies

9 | am prepared to use a variety of research 4.2069 77364 3.9600 .78951
designs and methods
10 I know the APA style writing and how to  4.2759 .64899 3.6800 .69041

cite in-text and references

Implications of the Results

The areas in which students in each version of the course felt they had achieved the most, ranked
by mean ratings, appear below. (Note that the five top areas are listed below, yet the mean scores
of two areas for blended students tied at the fourth rank.)

Blended Learning Fully Online Learning

1. getting materials through the Internet 1. getting materials through the Internet

2. knowing the literature review process 2. knowing the literature review process

3. knowing the APA style writing 3. knowing primary and secondary resources

4. knowing primary and secondary resources 4. knowing what makes an effective researcher

5. using a variety of research designs 5. identifying research problems and questions
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What I do, I understand...

Three areas—*"getting research materials through the Internet”; “knowing the purpose and
process of reviewing literature”; and “understanding the differences between primary and
secondary resources”—received high ratings in both versions of the course. The University
library tour helped students in the blended course to increase their skills in using library
resources, both print and electronic: including primary and secondary resources. In the fully
online course, in lieu of the library tour, the University provided distance education library
support, including access to the library’s databases from off-campus, and this support may have
enhanced their skills in using the Internet. These results provide additional evidence for Frank,
Lavy, and Elata’s (2003) proposals that human beings are active learners who construct
knowledge based on their experience and on their efforts to give meaning to that experience, and
that doing (e.g., hands-on practice, and interactive workshops) is important to learning. The
results are consistent with theory and with the well known Chinese proverb: What | hear, |
forget; what | see, | remember; but what I do, I understand” (Learning Quotes, 2007). Even in
fully online courses, it may be that the instructor’s approach, incorporating active teaching,
for active learning that enhances active reading (with students fully attending to the message),
supports students in engaging the course.

Approaches used to achieve the learning objectives

If data from this sample are representative, students in blended courses may tend to assign higher
ratings overall to their levels of achievement than do students in fully online courses. However,
certain specific areas such as “understanding what makes an effective researcher in education,”
“knowing how to identify the research problem and to establish research questions and/or
hypotheses,” and “knowing all the necessary steps in conducting research studies,” were rated
much higher by students in fully online courses than by students in blended courses. Enhancing
these areas requires “careful” reading: reading the textbook and other supplemental materials
thoroughly.

Students in the online course were asked to list at least two approaches they used to achieve the
course learning objectives. Approaches typically listed include: reading carefully not only the
textbook but also online materials provided by the instructor; reading empirical research and
evaluation research studies published in journals; attending conferences to listen to research
presentations; accessing the University library’s database and references; reading articles posted
online that were written in APA style; discussing the material with classmates through Moodle or
e-mail; e-mailing the instructor for clarification and better understanding; and practicing each
part of the research process by working on each assignment thoroughly.

Online students read and write more...

It appears that students in online classes are more willing actively to engage both their peers and
the instructor than are students in blended classes. It also appears that online students read and
write more than blended students do. Challenges for online instructors include tailoring teaching
strategies to the needs of individual students, and finding ways for technology to enhance the
student’s ability to read, write, reflect, and synthesize course materials. Instructors who are
successful in mentoring student-teacher communications utilize a variety of techniques or
materials to create a more positive online learning environment (Lawhon & Ennis-Cole, 2005).
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The most daunting challenge for online faculty may be the substantial increase in time that
faculty must commit to course preparation, to grading and feedback, and to interaction and
support (Travis & Price, 2005).

Moodle as an instructional tool

If instructors can enhance first-time online students’ levels of satisfaction with their first
experiences in an online course, then the instructors will have a good chance of keeping them for
subsequent online courses (Kelly, 2007). With this insight in mind, the online course reported in
this study was implemented based on the three factors described by Kelly (2007): (1) clear
communication policies, given that the syllabus clearly stated how frequently the instructor
would communicate; (2) a regular schedule, in that weekly exercise materials were provided,
given that many students dislike self-paced courses; and (3) updated grades, given that students
who cannot see their grades throughout the course are less likely to be satisfied with the final
grade (Moodle shows each student’s updated grade at any time). It should be noted that students
in both versions of the course felt that Moodle was easy to use, and appreciated the way that
Moodle presented materials week by week, and how they could upload their assignments to the
server, which were then date-stamped. It should be also noted that students in both versions of
the course felt that finishing assignments in a timely manner was a real challenge. The course
organization, including weekly activities and readings, was very important, as voiced by this
student: “This course is my first ever online class. The outline of the course helped me a lot. I am
also grateful for the resources that the instructor provided. Such resources made it easy for me to
follow along and were very helpful supplements of the textbook.”

Summary and Conclusions

Benefits from courses similar to those described in this study will attract increasing numbers of
institutions, not just those that happen to have large proportions of tech-savvy faculty and
students. Yet, those institutions may expect some resistance from otherwise well-educated
faculty members who pride themselves on their other skills in communication, and from students.
Given that using technology as a teaching tool requires fundamental changes in how one
approaches and facilitates a course, many faculty members more comfortable with traditional
classroom-based teaching are reluctant to take the plunge. Many students who are unsure of their
computer skills feel the same way about technology-based learning. There is no denying that
teaching and learning in a course like those described here require familiarity with the
technology involved.

However, there is also nothing unique about this requirement: increasingly, good computer skills
are a necessity of professional survival, just as reading and writing are. To take one example, the
U.K. Government’s White Paper, titled 21% Century Skills, Realizing Our Potential, identifies
skills with information and communication technology was acknowledged as essential “skills for
life,” on a par with good reading and math skills (NIACE, n. d.). There is another important
parallel between technology-based skills and reading and writing. Just as reading and writing can
be improved with practice, technology-based skills improve with practice.

Given that increasing percentages of college courses will be taught partially or completely online,
how can the transition be optimized? One way is to compare the core values of blended and
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online higher education courses with their outcomes, in order to improve the design of these
courses. To enhance and maintain high quality online instructional practices, it is essential for
instructors to develop and implement assessments that evaluate the effectiveness of the online
teaching-learning process.

A second way involves instructors learning from what students find involving and satisfying. It
does appear that factors contributing to student satisfaction in online courses are associated with
the quality of online instruction, the instructor’s feedback to students, and especially quality of
relationships with the instructor. This study supports the principle of an online instructor who not
only becomes a facilitator of learning but also a motivator for students.

Learning is most effective when embedded in the pursuit of intrinsically rewarding activities.
Self-directed learning and self-monitoring promote learning and achievement, and are essential
for online learners. For this reason, though student self-assessments as reported in this study
cannot be the only measure of success, they are among the most useful indices of success.

Recommendations for Future Research

This study has described some ways in which technology allows instructors to promote student-
centered learning, rather than curriculum-centered learning. Though feedback on students’
performance generally originates from the instructor, students can also play an important role in
the learning and assessment process through self-evaluation, and they learn most when they
accept responsibility for their own learning. To promote these goals, the author offers the
following three recommendations.

Including both formative and summative self assessments

Only summative student self assessments were conducted in the course reported in this
study. Formative assessment is tightly linked with instructional practices. Instructors need to
consider how their activities, assignments, and tests support learning goals and allow students to
communicate what they know, then use this information to improve teaching and learning
(Boston, 2002). Formative student self assessments should be conducted to modify the content of
the course so that students can get maximum benefits from their learning experiences.

Including criteria-referenced self-assessment

Criteria-referenced self-assessment is viewed as a process in which students collect information
about their own progress. Andrade and Valtcheva (2008) argue that criteria-referenced self-
assessment must be a formative type of assessment, done on drafts of works in progress. It
should not be a matter of determining one’s own grade; instead, the purposes of such self-
assessments are to identify areas of strength and weakness in one’s work, in order to make
improvements. The corresponding rubric is a document that lists criteria and describes varying
levels of quality, from excellent to poor, for a specific assignment. As Andrade and Valtcheva
note, a good rubric describes the kinds of mistakes students tend to make, as well as the ways in
which good work shines: giving students valuable information about the task they are about to
undertake, and taking the guess-work out of understanding what counts as high quality work.
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Design research supplying empirical evidence

Any future research should focus on developing online learning environments that include
content and styles of delivery that promote learning, while also engaging a diverse student
population. One major concern in online learning is the lack of empirical evidence for learning
enhancement (Macdonald, 2008). To effectively utilize open-source CMSs (such as Moodle),
design research is important (Reeves, Herington, & Oliver, 2005). The instructor has to keep in
mind two design principles: (1) to make sure that course objectives are defined in terms of the
desired learning outcomes; and (2) to make sure that all activities, assignments, and assessments
are aligned with those learning outcomes (Ko & Rossen, 2004). As emphasized by Reeves et al.
(2005), design research requires that instructors should define pedagogical outcomes and create
learning environments that address them, emphasize content and pedagogy rather than
technology, and modify the learning environments until the pedagogical outcomes are reached.
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Abstracts

Much has been written about various forms of transnational education, some of them
greatly concerned about the problems but few making any real analysis of how the
students and staff concerned feel about such enterprises. This paper investigates the
degree to which key stakeholders are satisfied with the academic achievements of
students in a transnational education campus. Questionnaires were completed by past
and present students, local staff members, and the course coordinators at the home
university. The questionnaires attempted to gauge the satisfaction of the stakeholders
with particular regard to the relevance of the courses, the implication of a multicultural
campus, the communication between the international campus and the home
university, and the academic quality insofar as it met the demands of the course
coordinators. This research revealed that, although there were some problems which
require addressing, in general, most stakeholders were happy with the way the
international campus functioned and the achievements it made. Among the issues
raised, a major concern was the lack of sufficient reference to local conditions. There
was a perennial problem of language, a problem which occurs with any form of
multicultural education. However, the level of the students' performance satisfied most
of the academics concerned. This investigation affirms the belief that transnational
education is of great practical value, especially to students in developing countries.
Hopefully financial restraints will not hinder the further development of such projects.
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Introduction

Even in ancient times, ambitious students travelled to Athens or Rome hoping to improve
their learning, just as today students worldwide journey to the most prestigious universities
provided they have the necessary qualifications and financial backing. However, students no
longer need to travel to receive an overseas education. Now the overseas education can come
to them, in the form of transnational education. Within the current literature on the topic,
writers (Huang, 2007; Ziguras, 2003; Yang, 2008) use the definition given by
UNESCO/Council of Europe (2000) stating that “transnational education” is generally
defined as “education in which the learners are located in a country different from the one
where the awarding institution is based”.

Contemporarily, this process is usually at a tertiary level and thus called transnational higher
education. According to the Australian Universities Quality Agency (AUQA), it refers
broadly to higher education provided by a tertiary institution in a source country to students
studying in another, or host, country (Baird, 2006). Other similar definitions are found in
Eldridge and Cranston (2009) and Australian Education International (2009a).

Over the past decade, transnational higher education has been a rapidly growing phenomenon
(Yang, 2008). Hyam (2003) claimed that the number of students enrolled in universities
outside their own country numbered 1.8 million in 2000 and that it was anticipated this
number could reach 7.2 million by 2025. Other projections give different figures but they all
indicate a massive increase (McBurnie & Ziguras, 2001). In Europe, the Sorbonne
Declaration 1998 signed by France, Germany, Italy and the United Kingdom, set out
objectives to increase the interchange of students among European countries. In recent years,
Australia has become a major provider of transnational higher education (Chapman, 2007,
AVCC, 2003; Naidoo, 2009). According to Australian Education International (2009a), in
2007 there were 273,099 international students studying in Australian institutions. Of these,
72,282 were either entirely offshore or spent some time during their qualification offshore.
This represented 26.5 per cent of all higher education international students. Maslen (2009)
reported that Australian universities now operate almost 900 programs in other countries.
Thirteen universities have established offshore campuses and another 24 have arrangements
with institutions in host countries preparing students for study in Australia or running degree
courses under the Australian university’s academic control. Apart from the publicised
revenue in 2009 gained from overseas students studying in Australia, estimated at $15 billion,
a further $505 million was earned from offshore education (Australian Education
International, 2009b). However, “it is clear that transnational education is past its rapid
growth stage, and to be successful from this point forward, Australian universities are going
to have to pay closer attention to the needs of both their partners and the student cohorts”
(Heffernan et al. 2010, 34).

Although much has been written about this educational phenomenon, there does not seem to
be a corresponding amount written on how stakeholders feel about its educational
effectiveness. What are its benefits? Have the programs been successfully delivered? If what
Heffernan has written is true, then this investigation may give some idea of how some
international students feel and what they are expecting of a transnational education.

The question of quality control of transnational education is important both for public tertiary
institutions and private providers. There is now a wealth of information on trends and advice
on quality assurance for transnational education (McBurnie & Ziguras, 2006; UNESCO IIEP,
2006; Yang, 2008; Pyvis & Chapman, 2008; Saarinen, 2008; Mok 2008; Sérgio, 2002). This
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matter is one of universal concern. Even in 1999, the Bologna Declaration which was signed
by 29 European countries stated that one of the set of specified objectives is a European
dimension in quality assurance, with comparable criteria and methods (European
Commission, 1999).

There are many different forms of transnational education (Mok & Xu, 2008; Huang, 2003;
Naidoo, 2009; Heffernan et al.,, 2010). This article investigates a transnational higher
education campus established by an Australian university in a second country attended by
local students and students from other countries. The country in which the campus was set
had two local ethnic groups who lived according to quite different cultural mores: one being
the indigenous inhabitants and the other descendants of people who settled there more
recently. Students from these two groups, together with international students especially from
China, attended the campus. The campus offered both Bachelor and Master degrees in
business and information technology/information systems. Most management positions on
the staff were held by Australians. Most of the academic and administrative staff were locally
recruited. There was a core of full-time academic staff but much of the teaching was done by
local sessional staff.

Method

To gain a comprehensive picture of students’ degree of satisfaction with the courses offered
and their academic progress, an ethics clearance was obtained from the appropriate university
and three different questionnaires were given to: a) students; b) campus teachers; and c)
course coordinators located in Australia. It was anticipated that each of these groups would
view the campus from a different perspective. The students would be naturally concerned
with their own progress. The local teaching staff were in a different situation from most
higher education academics as they were aware of the students’ reaction to the courses and
were also aware of the reaction from the course coordinators in Australia. The course
coordinators were not only concerned about the students but about the way the courses were
delivered and the maintenance of academic standards.

On the surface, all the stakeholders appeared to be reasonably happy, but in order to gauge
the level of satisfaction amongst the stakeholders, this investigation was carried out. The
questionnaires used enabled the respondents to express their satisfaction or dissatisfaction by
circling one of five reactions: 1) very strongly agree, 2) strongly agree, 3) agree, 4) disagree,
5) uncertain. To allow all the stakeholders to further express their opinions, each question
was followed by a space where they could make further comments.

The survey for the students was carried out in several randomly-chosen classes on a voluntary
basis and administered by a member of staff. It involved 10 per cent of the entire local
campus population, equally shared across the disciplines. The questionnaire for the local
teachers was given to those members of staff who voluntarily agreed to take part and was
later collected by a member of staff. The questionnaire for the course coordinators was
presented by email again on a voluntary basis. The response rates were shown on Table 1.

Table 1: Response rate to questionnaire

Respondent Distributed Received Response Rate
Students 100 65 65%
Local teaching staff 30 15 50%
Course coordinators in Australia 25 15 50%
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Results and Discussion
Evaluation of courses

There was unanimous agreement amongst the campus teachers that the courses were relevant
to local needs. Students were more divided, some being very enthusiastic and a small number
expressing doubts. Most of the student criticism was regarding information technology (IT)
courses which some students thought were too theoretical.

Some students supported the idea that there should be more local content, whereas other
students were pleased with a more global perspective. This was particularly relevant in giving
examples of topics discussed in the textbook. Some students would have liked examples from
the host country or from Asian countries. The campus teachers also suggested that the studies
were based exclusively on Australian or American scenarios, especially in the case studies.
Some of them felt that the lack of relevance to the local scene tended to make the students
less interested. The idea of the inclusion of local content was also supported by some course
coordinators but they realized the difficulties of maintaining equitable standards with students
at the home university. It was pointed out that campus teachers were quite free to relate the
studies to local content in terms of examples if they so wished.

Evaluation of assessment methods

Students were generally happy with the way in which the assessment process worked.
Language problems and the lack of feedback were the major criticisms. Students felt that
discussion of marked assignments could have been helpful. IT students complained that there
was not enough relationship between the textbook material and the assessment questions.
Some students found it difficult to understand what was required in the assignment questions.
International students appeared to be slower in doing research because of their lack of reading
skills in English. The students found that too much research was often required for the time
given.

On the other hand, 25 per cent of the course coordinators were not happy with the assessment
methods because they felt the marking by the campus teachers was too lax and that the
deadlines were not always met. In contrast, the campus teachers were generally satisfied with
the quick feedback from the university and felt that the moderation appeared to be reasonable
and fair.

Evaluation of students’ capability

In this case “capability” means that the students felt that they could handle the courses. The
students were the most confident group, most of them agreeing, but only a small number
enthusiastically. About 10 per cent doubted their ability. Most of the campus teachers deemed
the students capable of handling the courses but about one third disagreed. The course
coordinators registered the same degree of agreement. Some students found that the courses
were too technical and others struggled to come to terms with the Australian scenario on
which most of the courses were based. Lack of analytical skills and expensive textbooks also
contributed to the problem.

Twenty (20) per cent of the campus teachers thought that the students’ English language
skills were inadequate. Questions in assessments were sometimes couched in colloquial terms
which would make them more attractive to native speakers but very confusing to second
language speakers. However, most of them agreed that written assignments were reasonably
well done. There was a general lack of research skills and analytical skills. The campus
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teachers agreed with the students that the textbooks and the courses were both focused on an
industrial scene with which they were not familiar. Course coordinators generally agreed that
the work presented by the students was of a standard equal to the work done by international
students at the home university. They mentioned that cultural differences were an important
factor affecting the work done by the students. This worked both ways. Course coordinators
lacked a deep knowledge of the students for whom they were responsible and there were
many issues in the course which the students often did not understand because of their lack of
understanding of Western culture.

Evaluation of students’ attitude

Campus teachers were divided in their opinion of how interested the students were in their
studies. There was not a great deal of enthusiasm apparent in supporting this question and
almost half felt that the students were not genuinely interested. It appeared generally that
students were more motivated by the desire to gain a pass in the subject than they were in
actually learning about the subject. Students were more likely to attend classes when
assignments and tests were coming up.

Evaluation of campus teachers

The campus had a variety of teachers, some from Australia either appointed by the university
or recruited from Australian, New Zealand and USA residents within the country, but the
majority from the main ethnic group and the immigrant ethnic group. English was spoken
with a variety of accents. Consequently, some students found this quite a challenge. Yet the
students appeared to be very happy with their teachers, the majority of them (57%),
expressing their approval strongly or very strongly. A handful of students were critical of the
commitment and the depth of knowledge of some teachers.

A majority of course coordinators were happy with the campus teachers. They felt that most
of them maintained good communication and that a few were not consistently operating at an
appropriate academic or professional standard.

Evaluation of course coordinators

Campus teachers were strong in their praise of the course coordinators. They were
appreciative of the support that the course coordinators gave. However, there was a feeling
that some course coordinators had little idea of how the campus operated. The course
coordinators themselves admitted they were generally not well informed about the campus
conditions, nor about the culture of the country. A large group was happy with and interested
in the campus but there was a small group who were sceptical about the whole concept of
transnational higher education.

Evaluation of student support services

There were formal English language programs which provided instruction to those students
who sought it. Teachers were prepared to discuss individual problems and difficulties, usually
related to study. Staff members, especially senior staff members, could be consulted on more
personal problems. Generally speaking, the campus had an open approach. Consequently,
students were generally happy with the student support services. Unfortunately, many
students, especially the international ones, preferred not to take advantage of these services.
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Evaluation of resources

Students were less happy with the resources available with 41 per cent saying that they were
inadequate. Students considered there were too few books in the library. They found the
Internet services were unreliable and slow. There were not enough computers and the
maintenance of these was not satisfactory. Campus teachers admitted that the library was
small and complained that many students had difficulty accessing information electronically.
This was in part a problem of the country itself. There were other technical problems.
Similarly because of the inadequate local infrastructure, the staff often complained of
problems of connection with the university. Email service was not reliable. The inadequacy
of the IT system also caused problems for the course coordinators since it interfered regularly
with communication. These resources were obviously not the equivalent that would be
offered in the home university.

Evaluation of cultural diversity

As explained before, the campus was attended by local students, a large group of Chinese
students and students from other countries such as Vietnam and Korea. The staff also were a
multicultural group with local teachers as well as teachers from Australia, New Zealand and
the USA. Hence the students were involved in a campus where cultural diversity was very
evident. Cultural diversity is a factor of modern life and the extent to which it affects both
education and the workplace is a subject of much modern research (Ely & Thomas, 2001;
Ogbu, 1992). A large majority of the respondents were obviously very happy about the
cultural diversity of the campus and felt that it presented no major problems. In fact, they felt
that it made for a more interesting environment. Campus teachers found the cultural diversity
challenging but not problematic. The major difficulty was one of language.

Evaluation of other issues

Over 80 per cent of the students agreed that study at the campus fulfilled their expectations
and 74 per cent of the campus teachers felt that there were no serious problems in the
delivery of the courses. There were, however, other issues raised. Most students saw the
campus as a stepping stone to furthering their education in Australia. There were political
issues that affected the campus. These were mostly dealt with by the local administrative staff.
Another issue raised was the question of autonomy. It was felt that many of the decisions
affecting the campus could have been made locally. Too many issues were resolved by the
university in Australia, making the decision-making process slow. It would seem that a major
problem for course coordinators was their lack of knowledge about the host country and of
the culture of the various groups of students with whom they were dealing. Communication
between the campus and the university had its difficulties such as the different time zones.
Course coordinators often seemed not to understand the difficulties under which the campus
staff worked.

The implications for transnational education

The main impression from these findings is that such an example of transnational higher
education can work to the satisfaction of all concerned. The campus appears to have fulfilled
the needs of most students involved. Campus teachers were also satisfied with the work of the
students as were the course coordinators in the university. It is to be remembered that this
was a campus in a poorer country and that the problem of IT infrastructure is still likely to be
a challenge when a metropolitan university ventures into one of the world’s poor countries.
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Yet, such countries are possibly the ones with greatest need for help from universities in the
more affluent countries of the world.

Conflict between quality and profit

One of the problems with this form of education is that at its root it has a dual purpose:
making money and providing an education. As a result of the demand for transnational
education, unscrupulous entrepreneurs have established sometimes shoddy learning
establishments providing doubtfully valuable educational or vocational courses. On the other
hand, many worthy education institutions have welcomed the advent of international students
to help them to balance their budgets. Such institutions very carefully try to ensure the quality
of the courses they offer. Some academics would probably argue that it is the Australian
government’s responsibility to adequately fund higher education and that universities are
places of higher learning, not profit-making businesses. They would further argue that
education for profit is incongruous with the belief in universal access to education. Believing
this to be true, a number of Australian academics are apathetic towards, even if not directly
opposed to, transnational education for profit (Shanahan & McParlane, 2005). There seems
no doubt that what is required is the assurance that, despite the aim of receiving enough
revenue from transnational education students to keep the universities running, there also
needs to be an assurance that the quality of the university courses is maintained.

In Australia, AUQA is responsible for auditing the quality of Australian universities,
including their activities offshore. A 2006 AUQA report asserts that as Australian institutions
enter a mature phase of transnational education, it is to be expected that quality auditors will
raise the bar. AUQA is aware that the financial question is a sensitive one as it would not
wish to embarrass an Australian higher education institution with a negative audit as it might
damage the attractiveness of Australian higher education (Carroll & Woodhouse, 2006). A
media release (Ministers’ Media Centre, 2009) by the Honourable Julia Gillard MP indicated
that $57 million over four years was to be invested to establish a new national quality and
standards agency, the Tertiary Education Quality and Standards Agency, which among other
things would work with the higher education sector to develop objective and comparative
benchmarks and to carry out rigorous audits. This body will accredit providers and protect the
overall quality of the Australian higher education system.

In the replies to the questionnaires already discussed, it was noticeable that most students and
staff were satisfied with the courses and the standard of the work done by the students
although not ecstatically delighted. One way in which universities can maintain satisfaction
in an offshore program is to see that there is regular contact with the home university. If
possible several staff from the university should either work at the venture or visit it regularly.
When one recognizes that international students have difficulty finding the requisite money
for fees and accommodation and that often this money is secured as a result of much sacrifice
on the part of their family, one feels even more committed to the idea that they be treated
justly. This means that the education they receive will be worthy of the sacrifices made.

The need for local consideration

Students were equally divided when asked whether more local content needed to be
introduced to the courses. Some could see the problem of maintaining equity with students in
the home university. Others realized the advantages of knowing more about their home
economic environment. Others suggested that campus teachers should relate what was
learned in the classroom to local conditions as much as possible. Some would have liked
scenarios within their own community to be used as examples when appropriate theory was
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introduced. Other students suggested field trips to visit local companies and factories.
Campus teachers realized that the course was very dependent on the Australian economic
situation which was of little interest to the students. Course coordinators were aware of the
problem but felt that it was up to the campus teachers to relate what was read in the textbooks
to the local situation.

Another aspect of cultural relevance is the actual difference in the way in which people learn
and the relationships developed in the classroom. Claims are made that natural cultural
differences create complications in terms of the pedagogy, the assessment procedures and the
social aspect of the transnational education programs (Rambruth & McCormick, 2001;
Eldridge & Cranston, 2009). Even in a mono-cultural classroom, students will have different
methods of learning. In a multi-cultural classroom, this problem is magnified. Within the
campus being discussed, there were at least three different racial groups with different
traditions of learning.

Cultural diversity also has implications for management theory. Eldridge and Cranston
(2009), speaking of transnational education partnership between Australia and Thailand,
assert that the impact of national cultural difference can be varied and potentially substantial
in consequence and should therefore be given considered thought in any transnational
education partnership. There are actually two different aspects to this matter of cultural
relevance. For any institutions wishing to engage in a transnational educational venture, a
university needs to consider how well the courses offered suit the cultural environment of the
country to which it is being presented. But care also needs to be taken in ensuring that
cultural matters are reflected in the classroom situation (Dunn & Wallace, 2008) and in the
management of the local campus. This can become a problem when the people in charge of
an institution come from another country. People are inclined to reinforce management
systems with which they are familiar, although these may not be highly regarded by the local
staff who work in the institution. In the campus described in this paper, not only were the
senior members of the academic staff from overseas countries, but the administrative staff
and many of the teaching staff were local people. Such a situation requires diplomacy and
tolerance.

Of course, the greatest cultural diversity of all is language. In the surveys, most students
seemed to think that their English was adequate and both campus teachers and course
coordinators agreed that mostly the language of the students was satisfactory. Yet, there were
some whose language skills made it difficult for them to make any headway. Much has been
written about this topic (Black, 1991; Andrade, 2006; Galloway & Jenkins, 2005; Fakeye &
Yemi, 2009). Students who pass the language examinations designed to test whether their
English skills will allow them to study at an overseas university often find when they actually
enter the classroom that they do not have the breadth of language skills that they really
require. In other words, language entrance exams do not always show the true level of
understanding of another language by the student. In fact the key lack is in their confidence.
It really means a combination of better teaching programs and better testing methods.

Conclusion

From this investigation, it can be seen that courses offered to international students in a
transnational education should be relevant to the needs of the students. Care needs to be taken
in framing courses to ensure that they do actually meet the needs of international students.
The problem in some cases is how to do this without prejudicing the local student. Perhaps all
that is needed is for those who plan educational courses in institutions where international
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students are welcomed to be mindful of the fact that we no longer cater only for local
students and that international students may have additional or different needs as well as
having distinctly different backgrounds and learning habits. Heffernan et al. (2010) has
asserted that in establishing relationships with overseas education providers, it is appropriate
to attempt to understand the differences in culture and learning of new student cohorts.

From the inquiries made, both students and teachers regarded language difficulties as a major
problem in transnational education. Although the level of education in English is rising in
most parts of the world, many students attempt studies in which the English language is the
vehicle of instruction without an adequate understanding of the language. Universities can
take the easy course and set very high English standards for new entrance. However, there are
possibly many worthy international students who do not have the opportunity to study
English at a high level in their own country and yet they are intelligent and able students. It is
therefore possible that some students embarking on transnational education need additional
help in their English in order to complete their courses. Universities which take transnational
education seriously need make provision for such students.

The findings also revealed that neither staff nor students felt that cultural diversity within the
classroom presents any barrier to learning. On the contrary, the students surveyed felt that it
was an enriching experience.

The investigation revealed that one feature of a successful transnational education operation
was close cooperation and trust between the campus and the university. The campus teachers
surveyed were very appreciative of the support given by the course coordinators. Such a
degree of trust and cooperation depends on very careful planning including the choosing of
enthusiastic and supportive people to carry out the work.

As far as the studies themselves are concerned, the maintenance of a high standard of quality
is demanded. The intangible factors are evident but not measureable. Students who are able to
afford moving to another country for their studies will obviously benefit from a wider
understanding of the world and the chance to make international friendships. Those who
attend overseas ventures in their own country do not have these benefits but they have gained
a degree from another country without the expense that studying in a foreign country entails
and they have a greater chance of being employed.
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Explanation of code

VSA = very strongly agree

SA = strongly agree

A = agree

D = disagree

U = uncertain

Table 2: Students' Responses (n=100; response rate: 65%)

Osaka, Japan

Targeted
Area

Topic

VSA
(%)

SA
(%0)

A
(%0)

D
(%0)

U
(%)

Courses

1) Content of the courses was
interesting and challenging

2) Changes should be made to
the courses to include more
local content

3) The examples used in the
textbooks were not too foreign
to my own culture to be of any
future use

mean

11

8

28

17

25

23

49

34

52

45

34

20

Assessment
Methods

1) Questions given for the
assignments were clear and
well explained

2) Questions in the
examinations related well to
what we had studied

3) Feedback from the
assessments helped me to see
where | needed to improve
mean

0.03

0.06

0.09

0.06

0.18

0.23

0.20

0.21

0.57

0.54

0.45

0.52

0.18

0.12

0.22

0.17

0.03

0.05

0.05

0.04

Students'
Capability

1) The textbooks were helpful
and their language was not too
difficult

2) | had no difficulties with the
teaching style used at the
campus

mean

0.06

0.08

0.07

0.26

0.20

0.23

0.52

0.58

0.55

0.11

0.11

0.11

0.05

0.03

0.04

Local
Teachers

Lecturers and tutors used
language that was within my
understanding

0.14

0.43

0.38

0.05

0.00

Student
Support
Services

tutors  were
time to
problems

Lecturers and
prepared to give
discuss individual

0.09

0.17

0.54

0.11

0.09
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and difficulties

1) Library resources were 0.00 0.06 045 046 0.03

adequate

2) Internet services worked 0.12 0.14 038 035 0.00
Resources satisfactorily

3) Computers were modern 0.05 0.08 051 032 0.05

and readily available

mean 0.06 009 045 0.38 0.03

The cultural diversity of the 0.14 025 048 0.09 0.05
Cultural : -
Diversity clas_sr_oom_ dl_d not hinder my

participation in class

Study at the this campus 0.09 0.26 046 0.14 0.05

Other Issues

fulfilled my expectations
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Table 3: Local Teachers’ Responses (n=30; response rate: 50%)

Targeted
Area

Topic

VSA
(%)

SA
(%0)

A
(%0)

D
(%0)

U
(%)

Courses

Courses supplied by the
university were relevant to
the local students’ needs

0.00

0.20

0.80

0.00

0.00

Assessment
Methods

Moderation by the university
seemed reasonable and fair

0.20

0.40

0.33

0.00

0.07

Students'
Capability

1) The students’ abilities
were equal to the degree of
difficulty of the work
covered

2) The standard of the
students’ English was good
enough to cope with the
concepts required

3) Students’ written
assignments were reasonably
well done

4) Class presentations (when
required) by students were
well prepared and delivered
5) Students participated well
in class

mean

0.13

0.13

0.00

0.00

0.00

0.05

0.20

0.13

0.20

0.20

0.13

0.17

0.33

0.53

0.60

0.47

0.47

0.48

0.20

0.20

0.13

0.13

0.40

0.21

0.13

0.00

0.07

0.20

0.00

0.08

Student's
Attitude

1) Students appeared to be
genuinely interested in their
study

2) Student attendance was
regular and punctual

mean

0.00

0.00

0.00

0.07

0.00

0.03

0.53

0.47

0.50

0.33

0.47

0.40

0.07

0.07

0.07

Course
Coordinators

Help was readily given by
the university when it was
requested

0.27

0.27

0.40

0.07

0.00

Student
Support
Services

The campus showed concern
for individual  student’s
problems and  generally
nurtured students well

0.07

0.33

0.47

0.07

0.07

Resources

1) Online material was easily
obtained

2) Teaching aids were readily
available and were suited to
the students’ needs

3) Online assessment (when
used) proceeded smoothly

4) Other suitable resources
were readily available

mean

25

0.20

0.27

0.20

0.00

0.17

0.20

0.07

0.00

0.20

0.12

0.33

0.27

0.20

0.53

0.33

0.20

0.33

0.13

0.27

0.23

0.07

0.07

0.47

0.00

0.15




The Asian Conference on Education 2012
Official Conference Proceedings

Osaka, Japan

Cultural The diversity of the students 0.27 0.13 0.53 0.07 0.00
Diversity created no problems
There were no serious 0.27 0.07 040 0.27 0.00

Other Issues problems encountered in the
delivery of the courses
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Table 4: Course Coordinators’ Responses (n=25; response rate: 65%)

Targeted Area Topic VSA (%) SA (%) A (%) D (%) U (%)

Open-ended question: Do
you think it is possible for
a transnational  higher
education program to have
Courses courses  modified to - - -
include local content and
at the same standard as
those students studying the
set curriculum?

1) Procedures for 0.10 0.30 0.30 030 0.00
moderation were carried
out well
Assessment 2) The standard for the 0.10 0.20 040 020 0.0
Methods marking of assessments at

the campus was usually
reasonable and fair
mean 0.10 0.25 0.35 0.25 0.05

Work delivered by 0.10 0.00 060 020 0.10
students at the campus was
equivalent in standard to
work by students at the

university
Students' Open-ended question:
Capability Were you satisfied with

the quality of the work

submitted by the students - - -
at the campus? And what

do you think contributed

most to it?

1) The teachers at the 0.00 0.10 050 030 0.10
campus maintained good

communication with the

course coordinators

2)  Campus  teachers 0.00 0.10 0.60 030 0.00
fulfilled deadline
requirements adequately

Campus 3) Campus  teachers 0.00 0.10 0.70 0.10 0.10
appeared to deliver their

Teachers

courses competently

mean 0.00 0.10 0.60 023 0.07
Open-ended questions:

1) Did you find the

teachers at the campus - - -

generally cooperative?

2) How would you

describe the enthusiasm of - - -
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the teachers at the
campus?

Osaka, Japan

Course
Coordinators

The course coordinators
are generally well
informed about the
conditions and culture in
the campus

0.00

0.00

0.20

0.60

0.20

Resources

There were no serious
technical problems in the
IT service connecting the
university and the campus

0.20

0.00

0.00

0.70

0.10

Other Issues

1) From my perception,
the campus performed
very well

2) Course coordinators are
generally well informed
about the conditions and
culture in the local country
mean

Open-ended question: Do
you generally support the
idea of transnational
higher education ventures
in developing countries?

0.10

0.00

0.05

0.00

0.00

0.00

0.20

0.20

0.20

0.60

0.60

0.60

0.10

0.20

0.15
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During the last twenty or so years, language teachers have actively sought ways to increase
student-to-student interaction in the L2 (e.g., The Interaction Hypothesis, Ellis 1999; Gass 1997;
Gass & Mackey, 2007). At the same time, the need for corrective feedback has been recognized
as essential to the L2 learning process (e.g. Li 2010). Peer correction has been accepted by many
as a means to achieve both increased learner interaction and opportunities for corrective feedback
in classroom settings (see for instance The British Council English Teaching Knowledge
Database, accessed April 26, 2012 at http://www.teachingenglish.org.uk/knowledge-
database/peer-correction). Although much research exists on peer correction practices in
ESL/EFL settings (e.g., De Guerrero & Villamil 2000; Lockhart & Ng 1995; Mendoca &
Johnson 1994), little research focuses on this practice in Japanese language classes (lkeda 2002).
Mendoca and Johnson (1994) express the need to explore what actually occurs during peer
correction, particularly when used as a second language-learning task. In order to fill this gap in
the literature, this study investigated a near peer review task, which is presented as an extension
of peer correction tasks. Here, intermediate learners of Japanese graded the written homework of
their near peers (high beginning learners) enrolled in a different class in a large university in the
U.S. In analyzing the verbal interaction between the higher-level learners as they corrected
grammar-focused homework of their near peers, it was found that the two participants discussed
specific linguistic issues raised by the beginning level learners’ responses on the homework. This
study suggests the usefulness of near peer correction tasks, which allows language learners to
practice their reading skills, analyze, and expand their existing linguistic knowledge.

Peer Review Practices and Language Learning

There has been growing interest in second and foreign language education regarding how peer
review or correction benefits L2 learners (Ohta 1995). Many aspects of L2 peer review or
correction have been explored and thus led to the development of many names and descriptions
of this process. For the purposes of this article, Topping’s (1998, p. 250) commentary will stand
as a working definition: “An arrangement in which individuals consider the amount, level, value,
worth, quality or success of the products or outcomes of learning of peers of similar status.” Peer
review practice, also referred to as “peer feedback,” “peer response,” “peer revision,” and “peer
critique,” is generally conducted among students who are in the same class (Hu 2005). Overall,
the literature suggests that peer review or correction tasks can encourage learners to develop their
cognitive, linguistic, and socio-affective skills. It has been suggested that learners can learn by
assessing other learners” work (Hu 2005; Tsui & Ng 2000; Topping 1998;). In order to assess
peers’ written work, learners access their stored L2 knowledge, and this allows learners to review,
reconstruct, and reanalyze their existing linguistic knowledge (Gass & Mackey 2007). Liu and
Hanse (2002) surmised that in discussing their partners’ products, learners share what they have
learned, and get opportunities to apply and reflect on their acquired knowledge.

Near Peer Review VS Peer Review

It is widely acknowledged that peer review practices serve as a valid and effective learning task.
However, what if the task is conducted among near peers who possess different L2 abilities? This
is the question that the current study attempts to answer. As Hu (2005) notes, peer review
practices are utilized among learners who are in the same class taking the same course, dividing
participants into correcting learners and corrected learners. In other words, each learner has the
opportunity to correct someone else’s work and have his/her own work corrected. In a near peer
review practice, higher-level learners review lower-level learners’ work, so this practice targets
L2 learning by the correcting side (higher-level learners), not the corrected side (lower-level
learners). Consequently, corrected learners don’t receive much benefit from this task. This task
was devised in hopes of remedying the following two problems. First, due to time constraints and
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course loads, little time was allocated for review on previously learned material. Second, some
students have difficulty understanding complex grammatical concepts that require a solid grasp
of basic Japanese grammar (and are often covered in a first-year Japanese course).

Method
Participants

The participants were two female students who were taking a second year Japanese course in Fall,
2011 in a large central U.S. university. The author was not teaching the participants at the time.
One participant was 23 years old (Participant “C”) and the other (Participant “R”) was 20.
Participant “C” is a native speaker of French although her English proficiency was high enough
to engage in undergraduate study at the university. Thus I operated under the assumption that for
this project, her L1 is English. Participant “R” is a native speaker of English. The participants
were asked to grade the first year students’ homework because it was felt it would be a useful
learning experience for them and because they had the L2 skills and knowledge to grade the
homework fairly and appropriately. The participants’ then-current instructor indicated that their
Japanese proficiency levels were high in terms of performance in their second year classes.

Materials and Procedure

The materials consisted of an audio recording and the resulting transcript of that recording. The
interaction of the two participants engaged in the near-peer review task was recorded for 100
minutes. Both participants were aware that their interaction was being recorded. The researcher
was not present during the task. The participants were not provided any instructions besides being
asked to grade the homework without using an answer key. The interaction between the
participants was transcribed verbatim following the conversation analysis transcription
conventions appearing in Wong and Zhang Waring (2010). The participants were not told what
language to use while reviewing the homework of their near peers.

The participants graded the homework of seven U.S. undergraduates in a first year Japanese class
at the same institution. The homework consisted of two sections from the workbook Genki |
(Banno, Ohno, Sakane, & Shinagawa 2000), a text and workbook series commonly used for
Japanese instruction in the U.S. The homework comprised translation items and the production of
Japanese sentences based on several pictures. The names of the first year students were hidden to
protect their privacy.

Analysis

To investigate how two learners work on the task, a fine-grained transcript was developed. The
transcript was reviewed three times without looking for any specific communicative functions
following Mercer’s (2010) caveat. The transcript was developed carefully by listening to the
audio file multiple times and adding emerging details about what was said and how. There was a
one-month interval between each iteration of transcription and analysis. As the analysis process
went on, several features of the participants’ talk became salient.
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Results
Read the written Japanese sentences out loud

The transcript revealed that the participants read the written Japanese sentences out loud from the
homework to catch errors. Generally, if a participant found an error in a sentence, she made a
comment or stated the correct answer and then moved on to the next sentence in the homework.
47 R: .hh arewa nan arewa >nandesuka< alrigh (1.0)

48 C: minus one cuz ah: (0.5) ah .hh yes (2.0)

49 R: kono tokeiwa ikura. un ikuradesutKa: (1.7)

50 C: °Takeshi [desu® {J=1}

51 R: [sono tokei|wa >ikura desuka:.< kono what is this (4.6)

At line 47, participant R reads over the sentence out loud and confirms the answer by stating
“alrigh.” At Line 49, participant R notices an error, the missing particle ka, so she emphasizes
what is missing in rising intonation.

64 R: ano to wh[::at. (2.0)

65 C: [(denwa arimasen)] (0.4)

66 R: OH tokei wo

At line 64, the R cannot decipher the word (ano to) as she says wh[::at followed by a two-second
pause. After this, participant R demonstrates her understanding at line 66 by saying OH. In this
case, the participants were reading the L2 sentences, although this sequence showed participant R
using the L1 to initiate a repair sequence (wh[::at) of the trouble source). In terms of L1 and L2
selection, the participants read sentences in Japanese first, and when they found possible errors,
or thought of questions or something interesting, they started speaking in English (the L1).
Confirming the correctness of the answers and asking questions seemed to force them to rely on
English.

Access their L2 knowledge

The transcript provided many examples of how the two learners applied their learned knowledge
in order to assess the assigned work. The following excerpt indicates how this task allowed the
participants to share and reexamine their previous knowledge.

108 C: [watashi no. watashi no watashi no senko mo (0.9)

109 R: senko [mo?

110 C: [senko mo (1.0) rekishi desu

111 R: oh wait isn’t that my major is also. but like referring to major also: (1.7)

112 C: oh yo so would you say watashi mo senko (0.5) No: yah watashi no senko tmo (0.6)

113 rekishi desu (1.2)

114 R: but I just think that when you put it after senko.:: its emphasis is on the=

115 :=Wrong part.

At line 108, participant C reads the sentence aloud, and participant R finds the sentence possibly
wrong at line 109. Carrying through the repair, participant R repeats the last part of the previous
utterance in rising intonation. At line 110, participant C provides the whole sentence, to which
participant R poses a question. This particular utterance triggers a long sequence of discussion as
to what should be the correct answer. After sharing their understandings, they come to agree on
the right answer as follows.

153 R: [watashimo no. no:: that sounds stupid (0.7)

154 C: so watashino senkomo rekishi desu.

155 R: yeah:: has to be:: | guess (1.0)
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Private speech to organize and reinforce learned lessons

The function of private speech is typically defined, in contrast to social speech, * as speech
addressed to the self (not to others) for the purpose of self-regulation (rather than
communication)” (Diaz 1992, p. 62). Examples of private speech emerged in the transcript,
mostly in Japanese. The following excerpt indicates how private speech was conducted to
memorize correct pronunciation of a word. Participant C tries to figure out the pronunciation of
toshokan in lines 33 and 34 using private speech, but then participant R picks up on it and
demonstrates how it should be pronounced. Following this, participant C repeats toshokan in
lines 36 and 40, in which she strongly articulates each syllable to reinforce this learning.

33R: [arewa toshokan de tosho toshi to::shokan. how do yo is it (1.0)

34 R: to: to::shokan {E =1,J=2}

35 C: To[shokan {J =1}

36 R:  [tosho:kan {J =1}

37 C: yeah Toshokan

38 C: not Tosh[o:kan. but Toshokan (E=1,J=3)

39R: [either way this is wrong

40 R: To.sho.kan. {E=1,J=3}

Discussion

This study investigated whether a near peer review task can serve to ameliorate two issues arising
in Japanese courses, namely lack of review practices and insufficient first-year Japanese
knowledge. Although this study was descriptive, there were some notable observations which
suggest utility of the task. First, without being told, the participants read Japanese sentences aloud
in order to grade the assigned work until they found possible errors or encountered difficulties.
Considering the emphasis on reading as a means to provide L2 input and experience (Al-Homoud
& Schmitt 2009; Bochner & Bochner 2009), this task offers a valid way to provide ample
opportunities to read and experience in the L2. Second, the task allows the participants access to
their previous L2 knowledge and reexamine their understanding of specific forms. The
participants discussed L2 linguistic forms they already knew by accessing their previous
knowledge and defending their points as part of the near peer review task. This interaction
provided an opportunity for the participants to share what they had learned and to make decisions
by applying their previous knowledge even when they disagreed on solutions to “the problem” of
correcting the homework of other learners (Liu & Hanse 2002). The near peer review task
allowed the participants to develop and reinforce foundational Japanese linguistic knowledge;
therefore, it can be a very productive and useful review task for language learners. Finally, the
participants used private speech to reinforce some learned lesson amongst themselves. Sugiyama
(1999) observes that a Japanese language learner repeated L2 words in peer interaction. She
interprets this as the learner’s method for practicing and memorizing newly learned vocabulary.
Similar instances were observed in this study.

Conclusion

This study investigated how conversational interaction unfolded while two participants engaged
in a near peer review task outside of a classroom setting. Clearly, more studies must be conducted
focused on near peer review tasks and learners’ interactions as they engage in such tasks in order
to make decisive comments. However, this small study delivered some intriguing insights. The
study demonstrated that as two participants engaged in the task, they read Japanese sentences out
loud, applied and reexamined their Japanese linguistic knowledge, and reinforced newly learned
information through private speech. Considering these observations, this type of task potentially
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offers a valuable review practice for language learners who could not get ample opportunities for
reviewing in the classroom.
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Abstracts

This paper aims to investigate students’ language faculties that form the basis of their
language learning and skills. It brings into question the existence whether there is
more than one faculty resides in the linguistic repertoire of excellent second language
users. This quantitative study incorporated the used of corpus-driven error analysis as
well as critical discourse analysis. Upon investigation, for proficient users of English
(second language), they experience less language interference and are well-adapted to
the natural flow of the language. They have developed specific language faculty for
each language that they have been exposed to prior to the critical period. Thus, based
on this research, it is concluded that there are multiple language faculties reside in the
language learning repertoire of bilinguals and multilingual. It is important that such
understanding of ESL learners’ learning process is made aware to the teachers
especially in the designs of appropriate approaches in teaching ESL classes in schools.
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1. INTRODUCTION

Phenomenon such as code-switching, code mixing, language interference, critical period
hypothesis, etc — all point out, in part of the existence of Chomsky’s language faculty in the
mind. Though many correlates such incidents as overlapping between the learner’s mother
tongue and his second language system, nevertheless, some part of the theory is still vaguely
or incompletely explained. While this paper is in agreement of Chomsky’s notion however, it
is in the interest of this research to investigate whether one language faculty is subjected to all
the learner’s languages in the present and even the ones he’ll ever learn or is it one faculty per
language?

1.1 Human Intelligence System: General Intelligence Governs Specific Intelligence

Based on the theories proposed so far with regards to human intelligence, to one extreme
there is the idea of a general intelligence and to another extreme, there is the idea of multiple
intelligence as proposed by Gardner. Sternberg (2002) takes the middle ground with his idea
of ‘successful intelligence’. However, despite this many theories, not one of them could
house all of the concepts and properties of human intelligence together. Additionally in terms
of language faculty on the other hand, is it govern by general intelligence or does it has a
specific intelligence domain as proposed by Gardner to be ‘linguistic intelligence’? But if
intelligence is being looked at in a different light as having a system consists of general and
specific intelligence domain, then, as Gardner stated, language must be included in the latter.
However in order to explain the formation and construction of language faculty in the mind,
it is necessary to consider the roles of general intelligence in this matter.

Internet is a global network of computers. Using unique addresses, billions of computers
connect to the internet — an abstract system — that oversees the in and out-goings of
information throughout the system. Accordingly these computers are like components of
multiple intelligences as proposed by Gardner — natural, linguistic, interpersonal,
intrapersonal, bodily-kinaesthetic, logical-mathematical, spatial and musical intelligence with
each bound to specific-specialized areas of the brain — makes up the physical intelligence
system of human intelligence. Hence, the abstract intelligence system that controls the
physical system is in the form of a general intelligence. While the concept of multiple
intelligences has specific domains in which intelligence might apply, the general intelligence
on the other hand, is “defined as the ability to balance the needs to adapt to, shape and select
environments in order to attain success, however, one defines it, within one’ socio-cultural
context” (Sternberg, 1999). The abstract system is designed to create schemes or organization
that could achieved the highest survival rates possible whereas the physical system provides
the assistance needed by channelling relevant specialized expertise.

Furthermore, the abstract system is also the centre for metacognition processes, which
constantly corresponds with the physical system that manages cognition processes and
combined, they make up human intelligence system. However when it comes to language,
Darwin’s theory of natural selection can be used to explain the existence of the abstract
system particularly for language, in constructing the need as well as the idea for language in
human’s mind in the first place. Although the existence of both system is innate but for the
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physical system, it is an advantage privileged only to humans. Chomsky’s (2002) and
Gould’s (1988) idea that language may have evolved as the by-product of selection of other
abilities coincides with the concept of physical system. The abstract system orders the need
for some language form in order to communicate, but it is actually the physical system that
comes up with a specific language faculty in the brain. Based on Piaget’s cognitive
development, humans have these tendencies towards ‘organization’ and ‘adaptation’. They
construct organization of schemas to form systems to be able to understand and interact with
the world. This concept of schemas formation gave rise to the idea behind physical system
which responsible for learning and storing of information that ultimately, becomes a
specialized expertise, such as in the concept of multiple intelligences.

Thus, if asked which aspects of the language capacity is uniquely human, and then the
language faculty in the physical system is the answer. But if asked which are share with other
groups of creature and then, it’s the abstract system. In a research conducted by Premack and
Woodruff (1978) to test the availability of the theory of mind in chimpanzees have
discovered that they do have this ability to infer, for examples; purpose, knowledge, belief,
thinking, doubt, guessing, pretending, liking and so forth (1978: 515). Non-human primates
or other mammals that can be considered to have high cognitive level such as the dolphins do
have the abstract system build into their system — they do have a basic form language for
communication. However, they could never reach or achieve the linguistic ability as complex
as the humans because they lack the physical system that is responsible for such specialized
expertise. In a study by Fitch and Hauser (2004), they have found that the monkeys that were
used as their subjects in the experiment were unable to master a grammar of higher *phrase-
structure grammar level’.

Hence, as Lenneberg proposed in his theory of Critical Period Hypothesis (henceforth, CPH),
the level of exposure during a certain period of time as the child is growing up, might have
jumpstarted the formation or the readiness of such faculty in the mind. General intelligence
manages this exposure or data on languages in order to be able to internalize the language
system to make up the ability to communicate. However, as the learner’s ability gets more
defined, it marks the formation of a language faculty. The research findings supports the idea
that exposure before the critical age, provides the readiness or basic formation of language
faculty in the learner’s mind to receive language. If this can be achieved before the brain
lateralized, then it might be possible to deduce that more than one language faculty exists in
the human minds. Since early exposure in children resulted in better proficiency in their
second language (henceforth, as L2) compared to those who did not. Hence, there is a
possibility that specific language faculty for each specific language exists (including L1 or
L1) as a proof to explain the reason behind lower level of interference from L1 in children
with early exposure towards their L2.

1.2 Chomsky’s Language Faculty

Those who share the same view as Lenneberg usually believe in the idea that adults’ second
language learning is qualitatively different form a child acquiring first language. According
to this view, the language acquisition device (henceforth, LAD) in position for a child is pre-
programmed to process linguistic coding while; an adult operates using general coding ability.
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Chomsky (1968) then, put forth the idea of a specific language faculty for first language
acquisition which atrophies at a certain age. He hypothesized that language can still be
learned, past the age-limit, by using other faculties available in the brain. Stern (cited in
McLaughlin) on the other hand, proposed that language learned in adulthood is filtered
through existing learning acquisition system, modified by the first language. Stern’s proposal
is supported by the interference argument based on errors made by individuals learning a
second language.

This study runs alongside Stern’s idea regarding adults using existing learning language
system. If during childhood, the adults in questions were not being exposed to their L2, than
no formation of a specific language faculty for L2 will take place in their minds. Additionally,
as Chomsky has put it, that ability to form language faculty atrophies at a certain age.

1.3 Lenneberg’s Critical Period Hypothesis

Observations made on the outcomes of children acquiring second language have prompted
many researchers to investigate its underlying explanations and mechanisms. When compare
the result to those of adult-learners of second language, many, such as Lenneberg shared the
idea that age is correlated with individual’s ability to acquire and learn a second language.
Children readiness and efficiency in acquiring the language, as well as their ability to reach
native-like proficiency have driven many into thinking that children are born with pre-
programmed or a superior biological predisposition (applies to first, second or third
languages). Hence the debate is always on the comparison between adult-learners and
children. However, evidence from past studies has shown that older children and adolescents
do better than younger children in acquiring a second language in a natural environment
(Ervin-Tripp, 1974; Snow & Hoefnagel, 1975; cited in McLaughlin’s). Thus, it appears that
both children and adults can acquire and learn a second language in a way that they are both
being exposed to the language naturally as well as through formal instruction.

1.4 Corder’s Error Analysis: L1 and L2

Corder (1967) introduced the distinction between errors (in competence) and mistakes (in
performance). This distinction directed the attention of Second Language Acquisition
(henceforth, SLA) researchers to competence errors and provided for a more concentrated
framework. Like Richard, he has highlighted the sources of competence errors in his article,
“A Non-contrastive Approach to Error Analysis” (1967); as a form of L1 transfer results in
interference; incorrect application of language rules in intra-lingual errors; whereas
construction of faulty hypotheses in L2 results in developmental errors (Kara, 2006).
Although not all have agreed with Richard’s proposal, one still cannot simply diminish its
importance, or rather, error analysis role in SLA research.

Moreover, the distinction of the term ‘competence’ and ‘performance’ had once, also been a
focused topic of Chomsky’s. He uses the term ‘competence’ in the same sense as the word
‘grammar’ which means a certain kind of language knowledge (Steinberg, 1993).
Competence is the knowledge that persons have of their grammar while performance
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involves knowledge for using competence (Steinberg, 1993). Since errors form systematic
pattern in L2 as compare to mistakes which are unsystematic errors in L1, it shows that errors
occur at the basis of language understanding of a learner. Such as the case when innate
language ability (similar to Chomsky’s Universal Grammar idea) enables children to acquire
language at the young age of 4 to 18 months old. Through exposure, they formulate a general
understanding of the principles of the language which will later on formed the basis of their
schema (‘internalized grammar’/ competence) when learning another language. Due to
interference from L1 and other factors, their second language (performance) will never reach
100% competency as the target language.

Thus, if individuals are to relate both linguists’ tabulations, it will become apparent that
errors (in competence) are a significant factor in the learning of a second language. Through
the identification of errors and mistakes — idiosyncrasies patterns for example — it is possible
to trace the learner’s nature of language faculty and perhaps answered the research question
proposed at the beginning of the report. It is important to understand that it was never about
the teaching as much as about the learning when it comes to language.

2. METHODOLOGY
2.1 Research Design and Procedures

The research design used for this study is quantitative method — percentages of errors
calculated through Error Analysis process. This error analysis is a corpus-driven research.
The data was collected in the form of essays writing.

2.2 Sample and Population

The sample included 35 form 2 students from a secondary school in Pahang. The data was
collected in the form of essays writings: 20 essays were selected randomly out of the total of
35 essays (total number of students in the class). All of the students were given the same title,
“My Best Friend”. The class ranks second in all of form 2 classes and their level of
proficiency is intermediate.

2.3 Measures, Data Collection and Data Analysis

The corpus is formed by using ‘Antconc’; (1) generate frequency list of words and (2) assist
in finding the collocation words from the data. For the purpose of defining the error types,
linguistic terms have been chosen (clear and simple) for the first stage of the analysis; noun,
pronoun, verb, conjunction, adjective, adverb, preposition, article, determiner and sentence
structure (if the sentence is fragmented/ incomplete). Then for the second stage of the
analysis process, the classification of error type was narrowed to the use of the following
terms; surface structure taxonomy: (1) Omission, (2) Addition (Double-marking;
regularization; irregularization, etc), (3) Misinformation and (4) Misordering.
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The corpus of students’ essays were then subjected to Critical Discourse Analysis which
views language as a social practice, shaped by and shaping social identities, social relations
and systems of knowledge and beliefs of individuals (Fairclough, 1989). Through the
combination of the corpus and the students’ background information, the analyses will a more
holistic result.

3. RESULTS AND DISCUSSION
3.1 Error Analysis: Idiosyncrasies Pattern

The table below specifies errors in terms of linguistic categories based on where it is located
in the system of the target language; grammar, semantics, syntax and substance. The total
number of errors is 473 and below is the number of errors within each category:

Error Taxonomy: Categories of Error
2 90
2 80
w 70 +—
5 60 +—
s B
c 20 1
S 1 ]
() 0 T == T T T
o
S & 2 &
Q}K (é\o {(}\« @(\o (,\’Z’\\o
e o N § &
N ® e 2 <
S & g &
o) ) f &
Category
Graph 1: Error Taxonomy: Categories of Error
Table 1: Total number of sentences: 373
Type of Sentence: Total number of | Percentage (%):
sentences:
1. Simple sentence 325 87
2. Compound sentence 24 6.5
3. Complex sentence 24 6.5
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Error Classification

Misordering
12% Omission @ Omission
37% O Addition
Misinformation O Misinformation
0,
31% Addition O Misordering

20%

Graph 2: Error Classification (examples from the essays)

As shown in the graphical data representation above, the highest error percentage falls under
the classification category of Omission (37%) which then, follows by the Misinformation
category. However, with regard to Table 2, it shows very limited information on the types of
errors committed by the students in their essays. Hence, for the rest of the tables that followed,
all of the students’ errors are scrutinized under their each respected category.

Table 2: Classification of Errors: Omission

Identification of | Definition and | Explanation of Rule (corrected
Error (Omission) Classification of | sentence):
Error:
(examples of
sentence):
1. She () also ( ) | Verband Atrticle. = She is also a success in her UPSR.

success in her UPSR. o )
a) Omission of a ‘be’ | A sentence requires a verb and the

verb. word ‘also’ creates a general meaning
o ] for the sentence, thus, article ‘@’
b) Omission of article | shoyld be used when addressing the

a’. noun the first time.

2. | have many best | Plurality. = | have many best friends.

friend(). o ) )
a)Omission of | The determiner ‘many’ is a plural
morpheme ‘-s’. quantity word, thus the noun which

comes later must also be in plural.
3. She () also active in | Verb. = She is also active in sports.
sports.

a) Omission of ‘be’ | SVO pattern warrants the presence of
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a verb in a sentence, thus, ‘be’ must
be inserted here.

verb, “is”.

4. The address () his | Conjunction. = The address to his village is...

village is Num. 2, o o )
JalanMengkarak.... a) Omission of | = The address of his village is...
conjunction; either ‘to’ o
or ‘of’. The sentence needs a conjunction to
link the two parts together; one is the
statement and another is the address.
5 | also like her | Verb. = | also like her because she is
because she () always o ., | always teaching me how to swim.
teaching me how to | @ Omission of ‘be o _
swim. verb, “is”. The sentence is in the ‘-ing’
participle form.
6. 1 and Mira () likes a | Verb. = Mira and | are like siblings.

sibling. ‘Like’ here is not a verb but a
comparative. Thus, ‘are’ needs to be
inserted as the main verb into the
sentence.

a) Omission of plural
‘be’ verb, “are”.

Table 2 shows several examples of omission errors committed by the students in their writing.
The examples were in the form of missing verbs, conjunction and plurality. The same goes to
the addition-error types (Table 3), with the inclusion of some pronouns and subject-verb

agreement errors.

Table 3: Classification of Errors: Addition

Identification of | Definition and | Explanation of Rule (corrected
Error: Addition Classification of | sentence):
Error:
(examples of
sentence):
a) Double markings:
1. She don’t likes to | Verb (subject-verb | = She doesn’t like to play netball.

play netball.

agreement).

a) The markers are on
two verbs.

If there are two verbs in a sentence,
the marker should be on the first one.

2. She was borned on
16™ August 1996.

Verb.

a) Tense markers on
two verbs in the same
sentence.

= She was born on 16™ August 1996.

If there are two verbs in a sentence,
the marker should be on the first one.
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3. She does knows
how to sew clothes.

Verb (subject-verb
agreement).

a) Tense markers on
two verbs.

= She does know how to sew clothes.

If there are two verbs in a sentence,
the tense marker is placed on the first.

b) Regularization:

1. She was borned on | Verb. = She was born on 16™ of August,
16" of August 1996. 1996.
a) unnecessary
insertion  of  tense | Double marking rule can also be
marker, ‘-ed’. applied here. However, ‘born’ is an
irregular verb — it does not have a
past tense form.
2. | hope her ambition | Verb. = | hope she will be able to reach her
will reached and our ambition and that our relationship
relation never breaked. | @) Unnecessary | Il never be broken.
insertion  on  tense
marker, ‘-ed’. ‘Break’ is an irregular verb as in
‘broke’ when it is used in past tense.
However, the meaning of the
sentence actually warrants the writer
to use the verb in it past participle
form.
3. She will helps | Verb (subject-verb | = She will help everyone who has

everyone who have
problem.

agreement and future
tense)

a) unnecessary
insertion of singular
marker, ‘-s’.

problem.

2" singular pronoun, ‘she’, warrants a
singular marker, ‘-s’ at the end of
every verb that comes later. But since
there is ‘will’ (future tense), the verb
should be in its root form.

4. She’s age is 13
years old.

Pronoun.

a) Misplacement of
possessive pronoun.

= Her age is 13 years old.

‘Her’ should be used instead of
“She”. But it seemed that the writer
has over-generalized the features of
possessive pronoun by adding, *-’s’ to
‘she’. It has the same meaning but
‘She’s” to show possessive is not
acceptable.

c) Archi-forms:

1. a) His study at SMK
Al-Wosto.

b) His hobby is
playing badminton.

Pronoun.

a) Wrong choice of
pronoun.

In the example, ‘His’ is

= He studies at SMK Al-Wosto. His
hobby is playing badminton.

‘His’ is a possessive determiner of
‘he’. The first sentence warrants for a
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used as a substitute to
all forms of pronoun.

3" person singular pronoun and not a
possessive one in nature.

2. | has a best friend.

Subject-verb
agreement.

a) Incorrect choice of
verb.

= | have a best friend.

‘I’ is a 1% person plural pronoun.
Thus, the verb that comes after it
should also be in plural form. ‘Has’ is
a singular form for ‘have’.

‘Has> is used to
represent ‘Have’ as
well.
3. He is a intelligent | Article. = He is an intelligent boy.

boy.

a) Incorrect choice of
article (‘a’ represents
all forms of the article).

‘an” should be used instead of ‘@’
because the letter of the word that
comes after that, started with a vowel.

d) Alternating Forms:

1. She is 13 years old.
(then, through the rest

of the essay, the
pronouns keep
changing):

a) His hobby is...
b) She like to eat...

Pronoun.

a) Incorrect used of

pronouns.
‘She” and ‘Her’ is the
correct choice of

pronouns but the writer
keeps alternate them
with ‘He’” and “His’.

=a) Her hobby is...
= b) She likes to eat...
= c¢) Her favourite subject is...

The person in which the writer was
referring to is a female. So, the
correct terms should be *‘She’ and
‘Her’.

C) His  favourite

subject...

2. His  favourite | Subject-verb = His favourite subjects are

subject is | agreement. Mathematics and Science.

Mathematics and ) )

Science. a) Wrong form of ‘be’ | = He likes these subjects because they
verb. are very fun.

(then, the second ) ] )

sentence...) b) incorrect used of | Since they are two subjects

a) He likes this subject
because itare very fun.

pronouns.

mentioned, the ‘be’ verb should be in
plural form — “are’.

In the second sentence, the
demonstrative pronoun, ‘these’ and
morpheme, ‘-s’ are inserted to tally
with the first structure which is in
plural.

However as shown in Table 4 below, the error transgressed linguistic categories. For example,

as shown in Table 4, there was a substitution of a verb form in place for a noun.
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Identification of | Definition and | Explanation of Rule (corrected
Error: Classification of | sentence):

Misinformation Error:

(examples of

sentence):

1. a) She was a cute, | Verb. = She is a cute, white and tall girl.

white and tall girl.

b) She was the tallest
in our class while we
was in primary school.

a) Incorrect used of
verb form.

b) Incorrect used of
plural-past tense verb
form.

(Misinformation about
the timeline).

= She was the tallest in our class
while we were in primary school.

Description in the first sentence
should be written in the present tense
(since her friend is still alive). While
in the second sentence, ‘we’ warrants
verb to be in plural form. Thus,
‘were’ is the correct choice.

2. We are sharing
more thing about all
the subject.

Verb.

a) Substitution of the
progressive  for the
simple present.

= We share information on all of the
subjects.

Progressive form cannot be used in
the sentence since it is used to for
temporary happening, whereas in the
sentence, the action is something that
is still going on (a statement).

3. a) When my mother
cook chicken rice, |
always invited her to
my house.

b) She does
decline my invited.

not

Verb and Noun.

a) Substitution of a
verb form in place for a
noun.

= She never declines my invitation.

In the second sentence, the writer
repeated the used of ‘invited’ — the
verb, to mean the noun, ‘invitation’.
Following the SVO pattern, an object
should be placed at the end of the
sentence.

In Table 5, the examples of errors committed by the students, under the Misordering category

covers a wider linguistic structure in a particular sentence or a clause.
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Identification of | Definition and | Explanation of Rule (corrected
Error: Misordering | Classification of | sentence):
Error:
(examples of
sentence):
1. He is very like to | Adverb. = He likes to play Cube very much.
lay cube.
Py a) Misordering  of | In this example, ‘very’ makes up the

adverb. adverbial phrase, ‘very much’. Thus,
it should be placed at the end of the
sentence.
2. She also is a caring | Verb. = She is also a caring person.

person.

a) Misordering of the
verb and adverb.

The adverb should never precede the
auxiliary verb.

3. She very likes the
actor.

Adverb.

a) Misordering of the
adverb.

= She likes the actor very much.

In this example, the adverb should be
placed at the end of the sentence.

4. On the television,
she watch the Elly
Mazlein drama.

Sentence structure

(clause).

= She watches Elly Mazlein’s drama
on television.

a) misordering  of | In this example, the prepositional
adverbial clause. clause should be placed at the end
because it is giving information about
the object of the sentence (Elly’s
drama).
5. We always reading | Sentence structure | = When we have some free time, we
together when we have | (clause). always read together.
a free time.
a) misordering  of | Such adverbial clause is mostly

adverbial clause.

placed at the beginning of the
sentence.

Furthermore, several examples of Direct Translation and Insertion of L1 phrases into

sentence are as follows:

L2

i.She also like visits the Malaysia. When the holidays, she and her family visit the
Malaysia at somewhere. When she is back, there were many places that they are visits

at there.

Ii.His ambition is want to be a lawyer because his mouth always open.

11i.My mother occupation is just care my brother and sister at home.

iv.She is not like to play hocky because she is afraid when her friends pukul bola.

47



The Asian Conference on Education 2012
Official Conference Proceedings Osaka, Japan

v.He like to eat NasiAyam and his favourite water is Bandung.

3.2 Data about the Learning Process

Students are not internalizing the rules of the target language. It appears that much of the
correct phrases or bombastic words are results from the acts of memorizing and copying from
books.

For examples:

i.The word, ‘decline’; correct usage but incorrect choice of object.
Ii.Sentence connectors such as ‘moreover’; its position is correct but then again, the
sentence developed into this — “Moreover it is, her favourite food is...”.
iii.They are confused with basic principles of grammar such as singularity and plurality,
subject-verb agreement, pronouns etc.
iv.Although the class is the second ranked class in the school, the level of proficiency is
quite low. In most of the essay, there is no coherency between different points.

3.3 Parts of the target language that the students cannot produce correctly.

The students are having most difficulty with grammatical morphemes. Based on the data, the
incorrect insertion of “-s” ranked one of the highest errors within the list of errors. They are
also weak in syntax and semantic. However, since they seldom write in the forms of
compound and complete sentences, the percentages are not too obvious.

3.4 Types of errors involved.
A. Global and Local Errors:

Between global and local errors, they mostly committed global errors in their writings rather
than the latter. As mentioned above, their choice of using simple sentences prevented them
from committing significant errors in writings — not to the point of hindering communication.
But in cases, where some of them did use compound or complex sentences, the results were
mostly incorrect and incomplete.

For example:

i.She also like visits the Malaysia. When the holidays, she and her family visit the
Malaysia at somewhere. When she is back, there were many places that they are visits
at there.

For the simple sentences, obviously there were signs of L1 interference but still the message
was successfully conveyed.

For examples:

i.I have best friend.
ii.The place of birth is at Hospital Mentakab.
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iii.l feel that the world will lonely without her.

B. Intralingual and Interlingual Errors:

i.Intralingual errors dominated over most of the data, especially in terms of over-
generalization and ignorance of rule restriction.

Ii.With reference to the categories of classification, the Addition category portrays most
examples of over-generalization whereas Misinformation and Omission categories
contain evidences of rule-restriction ignorance.

3.5 Sources of Errors.
A. L1 Interference

The major source of error in the production and/or reception of a second language are the
native language.

i.0ne can account for the errors by considering differences between L1 and L2. The
greater the differences between L1 and L2, the more errors will occur.

ii.For examples; the use of grammatical morpheme, ‘-s’ to show plurality. There is no
such form in Bahasa Melayu.

B. Induced Errors — result from incorrect instruction of TL

The techniques or strategies that are being used in today’s classroom are not the best way to
teach a language. First, lesson plans and syllabuses need to be design to cater to the students’
needs. The language that is being portrayed to students is in a fragmented form. The
grammatical rules, syntactical rules and whatnots are rigidly forced upon the students to be
memorized for exams. Thus, there is no internalization of the target language structure within
the students’ schemata. In addition, language must be taught in its whole and the exposure
must consistent as well.

3.6 Background Checklist of the Students

Based on the two pie charts below, it is possible to concur that most of the students do not
have sufficient exposure or practice with regards to the target language outside the classroom.
Support or motivations from parents also play an important role in the students’ development
towards the language. One of the students wrote a reasonably good essay. Her father being an
officer and her mother a teacher, they perhaps could provide a better learning environment
for their children to acquire as well as learn the language.

49



The Asian Conference on Education 2012
Official Conference Proceedings Osaka, Japan

Graph 3: Student’s Background: Percentages of Types of Occupations among Students’
Fathers.
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Graph 4: Student’s Background: Percentages of Types Occupations among Students’ Mothers.
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In a study conducted by Nor Hashimah, Norsimah and Kesumawati (2008) involving a total
of 315 schools in Malaysia — urban, sub-urban and rural schools to study the mastery of
English language among students in lower secondary schools — they have found that students
from lower income families have the lowest mastery level of the language. Combination of
factors such as poverty, unavailability of tuition services, social environment, interest and
attitude contribute to the students’ inability to acquire English (Nor Hashimah, Norsimah &
Kesumawati, 2008).
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From the results, it can be concluded that the subjects have committed a lot of errors in their
writings, especially grammatical errors. Moreover, errors in terms of ‘omission’ and
‘misinformation’ reported as the highest among other types of errors. As mentioned earlier,
the subjects are students from secondary school in Pahang with an intermediate level of
proficiency as the class average. Key information regarding the students is the fact that they
are from a rural school — outskirts of a town in Pahang. The students lack exposure towards
the English language and their usage is limited only to the classroom context. Furthermore,
the results showed a high level of interference from L1 with errors involving direct
translation of their mother tongue. Hence, based on the assessment on students’ writing skills,
the data showed a high degree of possibility that they only used on language faculty which is
their L1’s. When compared to the results of urban students (presented in Nor Hashimah,
Norsimah & Kesumawati, 2008), they showed high possibility of having used another
language faculty aside from their L1’s. Their writings presented less interference from their
mother tongue as well as much less grammatical errors.

There are three factors of importance here; exposure towards L2, age as well as background.
Early exposure prompts general intelligence to provide the foundation of constructing more
than one language faculty in the learner’s repertoire of linguistic intelligence. The exposure
needs to take place before the brain lateralizes and loose its flexibility to cater to the demands
of a new language. In this case, the student’s background is important to provide that
opportunity as well as the ideal environment for language acquisition and learning to take
place. Moreover, family could act as motivators as well as providers of knowledge to the
students when they are at home.

3.7 Tracing Language Faculty through Learner’s Errors

Based on the errors committed by the students, they are indeed using their language
faculty for L1 to learn L2 — too many interference instances in their writing products as proof.
Even if past studies such as conducted by Stern and Baine with regard to language acquisition
and learning — differences between adults learner and children — the only upper hand that they
have is early exposure and natural conditionings. Hence, there is a possibility that there is
more than one language faculty within an individual with high level of proficiency in his
repertoire of languages — L1 or L2.

Moreover, this study also highlights the importance of general intelligence as the system that
provides learner the ability to comprehend and learn language before such linguistic system
even existed prior to exposure.

4. CONCLUSION
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Chomsky’s theory has been around for a long time but nobody questioned it unlike this
research which proposed the idea of multiple language faculties in the learner’s mind. Even
in the aspect of human intelligence system, while others busy themselves over innateness as
well as UG (Universal Grammar), no research has ever touched upon general intelligence as
the main contributor to the early stage of language learning as well as the ability to
communicate in the first place. Therefore, by studying the errors committed by learners in
writings — which can be seen as the products of the mind — it is possible to trace whether
there is more than one language faculty available to an individual. Hence, this study
concluded that there is multiple language faculties reside in the language learning repertoire
of bilinguals and multilingual.
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Error Identification (Word tokens: 3126, Word types: 698)
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Categories: Sub-categories: Total Number | Percentage
of Errors: 473 | (%):
Grammatical a) Noun <GN> | 16 34
Errors b) Pronoun 60 12.7
<G> <GPRO> 76 16.1
C) Verb <GV> |53 11.2
d) Conjunction | 2 0.4
<GC> 8 1.7
e) Adjective
<GADJ> 1 0.2
f) Adverb 44 9.3
<GADV> -
9) Preposition
<GPREP> 41 8.7
h) Article
<GA> 72 15.2
) Determiner
<GD>
J) Singular-
Plural <GSP>
K) Subject-verb
agreement <GSVA>
Syntactic  Errors a) Sentence
<SYNE> Structure <SYNSS> | 17 3.6
b) Coordination
<SYNC> 1 0.2
Semantic  Errors
<SEME> 9 2
Substance a) Punctuations | 7 1.5
(mechanics  and <SP>
spelling) b) Capitalizatio | 31 6.6
<S> ns <SC> 30 6.3
C) Spelling
<SS>
Direct Translation 5 1.1
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Abstracts

It is well known that English /r/ and /I/ pronunciation poses production difficulty for
many native Japanese speakers, but the intelligibility and acceptability of that
production ultimately lies with listener perceptions and judgments. As it was
speculated that listener dialect may influence these perceptions and judgments,
research was conducted with native speakers who used different varieties of English
rating native Japanese speakers’ production of /r/ and /l/ in various utterances. Initial
data analyses (Rubrecht 2009) revealed statistically significant differences at but not
above the word level. Because listeners have been found to primarily use segmental
cues such as /r/ and /I/ to determine strength of accent (e.g., Riney, Takagi & Inutsuka
2005), which could influence pronunciation instruction, training, and assessment, a
second set of data analyses was conducted, the aim of which was to determine more
precisely how the raters from the initial study differed in their perceptions of the
participants’ word-level phonemic productions. Results indicate statistical
significance between the raters in multiple word positions for the two phonemes,
thereby legitimizing questions regarding the potential lack of pronunciation
instruction and evaluation standards across educators and raters.

Keywords: pronunciation, /r/, /l/, phoneme, English, Japanese, EFL instruction,
training

iafor
The International Academic Forum

www.iafor.org

54



The Asian Conference on Education 2012
Official Conference Proceedings Osaka, Japan

As related in a previous study (Rubrecht 2009), although there has been a recent increase in
interest in language learner pronunciation research, particularly involving pronunciation
training with English as the target language, what has generally been overlooked is attention
paid to listener perceptions of learners’ pronunciation. Such perceptions are crucial to
explore, as listeners, who are often labeled simply as “native English speakers” in various
studies, may come from different English variety backgrounds. As such, they may
pronounce English differently and may therefore have disparate perceptions concerning the
intelligibility and acceptability of the English pronunciation that they hear. With there
being no single “standard English” variety used worldwide, it becomes necessary to
determine how such native English speakers perceive learners’ pronunciation, for any
differences could impact and mediate the effects of pronunciation evaluation, not to mention
any initial pronunciation instruction and training.

In an attempt to discern whether or not native English speakers from different English variety
backgrounds perceive spoken English by non-native speakers differently, a preliminary
research study (Rubrecht 2009) was conducted with native Japanese English as a foreign
language (EFL) learners pronouncing /r/ and /I/ minimal pair words in various positions (e.g.,
word onset, intervocalic) and contexts (i.e., at the word and sentence levels, as well as in a
free narrative). Statistical significance was discovered among the ratings of pronunciation
raters at but not above the word level, suggesting that pronunciation instruction and training
conducted by those from different English variety backgrounds may not be standardized.
Such a discrepancy could not only have a clear impact on the conducting of pronunciation
instruction and training, but also, considering that Japanese learners of English generally lack
awareness of disparate English varieties (Rubrecht 2010), it could influence learners’
perceptions of what is “true” or “acceptable” English pronunciation.

In order to gain a better understanding of what native English speakers from different variety
backgrounds may consider intelligible and acceptable /r/ and /I/ production, continued
analyses were conducted on the findings of the aforementioned previous study. The current
paper details deeper analyses of the statistical significance found at the word level among the
three native English speaking raters, with the aim being to discern (a) which /r/ and /I/ word
position evinced statistically significant differences in raters’ ratings and (b) which phoneme
was heard differently most often by the raters.

1. Literature background

There has been a marked upswing over the past two decades in interest in research into
second and foreign language learners’ pronunciation, which includes interest in pronunciation
instruction and training. Pronunciation has often been an overlooked component of
language instruction, even though it is arguably an essential component of oral
communicative activities. Pronunciation can impact a learner’s speech production in the
target language, and it can also influence how listeners regard the learner as a target language
user. Pronunciation has therefore increasingly come to be thought of as more than an area
of remedial instruction, and as such, language instructors themselves have noticed that it is
important that they understand the mechanics behind target language phoneme production, as
it is “a skill that teachers cannot do without” (Benrabah 1997, p. 157). As a result,
instructors have continually sought ways to incorporate efficient and effective pronunciation
training into their curricula, even as their curricula become ever more crowded (e.g., Acton
1997; Celce-Muria 1987; Celce-Muria, Brinton & Goodwin 1996; Kendrick 1997
Kenworthy 1987; Levis & Grant 2003; Lin, Fan & Chen 1995; Macdonald, Yule & Powers
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1994; Makarova 1996, 1997).

This renewed interest in pronunciation is reasonable and even long overdue, as
miscommunication can arise from problems or difficulties with foreign accents (Jarvis &
Stephens 1994). Comprehensible pronunciation benefits the communicative activities of
non-native speakers of English, from international business personnel and scientists to
students studying abroad (Morley 1991) and even foreign language learners who must give
presentations in the foreign language (Greer & Yamauchi 2008). Increased knowledge of
and training with the pronunciation of a second or foreign language has been found to lead to
improved speaker comprehensibility and intelligibility (Derwing & Munro 1997; Derwing,
Munro & Wiebe 1998; Kashiwagi & Snyder 2003; Kenworthy 1987; Munro, Derwing &
Morton 2006) as well as improved target language listening and comprehension skills
(Bohlken & Macias 1992; Major, Fitzmaurice, Bunta & Balasubramanian 2002, 2005).

Certainly, a speaker with a strong accent may still present fully intelligible speech (i.e.,
Munro & Derwing 1995a, 1995b), as listeners do possess a fair amount of plasticity in
accommodating peculiar pronunciation (e.g., Clarke & Garrett 2004; Eisner & McQueen
2005; Kraljic & Samuel 2006; Maye, Aslin & Tanenhaus 2008; Norris, McQueen & Cutler
2003), but listener judgments of non-native speaker speech have been found to include
subjectivity, as factors such as listener experience with accented speech or their biases
against certain accents can come into play (Derwing & Munro 2005). Nevertheless, because
speech has both productive and perceptive components, the onus of intelligible speech should
be placed more on speakers improving their pronunciation rather than listeners trying to
decode the message behind utterances, especially if one considers that pronunciation
instruction and training traditionally includes the productive components far more than the
perceptive components.

As pointed out elsewhere (Rubrecht 2009), the research on improving learner pronunciation
comprehensibility and intelligibility through training has focused almost solely on the
learners and their pronunciation production, with surprisingly little consideration paid to the
perceptive component, that is, to the pronunciation evaluators, or raters, whose job it is to
assess the comprehensibility and intelligibility of those who have undergone pronunciation
training. Naturally, listeners are considered in listener discrimination studies (e.g., Best,
McRoberts & Goodell 2001) and when researchers attempt to identify pedagogical clues to
improve pronunciation instruction (see Morley 1991), but in studies that focus on
pronunciation training and assessment, raters are usually simply noted as being “native
English speakers,” with the role of the raters’ English variety (i.e., the potential biases that
may be present from possessing and utilizing a particular variety) remaining an unconsidered
variable (see Derwing & Munro 1997; Munro & Derwing 1995a, 1998), though of course
some studies present more specific rater information (e.g., Derwing, Munro & Wiebe 1998).
With there always having been a great diversity in the spoken realizations of English
(Cruttenden 2001) and with no single English standard by which to judge learners’
pronunciation, research must be conducted that considers rater background English variety,
or at minimum, take into account differences in perceptions of raters who come from
different English variety backgrounds.
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2. The research
2.1 The research questions

The research questions that drove the current study were twofold. In the initial research,
statistically significant differences were discovered among the ratings of the three raters at
the word level.  As such, the research questions for the present study were:

1. Which /r/ and /I/ word positions evinced statistically significant differences in raters’
ratings? Stated differently, in what word position instances were the raters not hearing
the same pronunciation?

2. Which phoneme in each position was heard differently most often by the raters? In
other words, if the raters were all hearing the same pronunciation of /r/ and /I/ across the
various word positions, were there common differences in rater perception about which
phoneme they professed to hear?

2.2 Background and impetus

The original research (Rubrecht 2009) was conducted to ascertain if native speaker
perceptions of Japanese speakers’ /r/ and /I/ pronunciation were due to differences in listener
English variety background. Readers are encouraged to refer to the original research for a
fuller description of the study, but it can be noted here that listeners have been found to
primarily use segmental cues such as /r/ and /I/ to determine strength of accent (e.g., Riney,
Takagi & Inutsuka 2005), and that the /r/ and /I/ of English do not exist in Japanese (see
Avery & Ehrlich 1992; Ingram & Park 1998), making them ideal phonemes to be examined
for research purposes. The details most consequential to this second set of analyses will
now be briefly recounted here.

The research focused on the production of /r/ and /I/ phonemic contrasts (i.e., minimal pairs)
in word-, sentence-, and narrative-level utterances by native Japanese speakers (see below)
and was concerned with how the speakers’ utterances were rated by native speakers of
American, Australian, and British English, either in terms of phoneme heard (for the
utterances at the word level) or acceptability (for the utterances above the word level).

2.3 Participants

There were two groups of participants in the study: the speakers and the raters. The
speakers were 24 native Japanese university students majoring in English. All were
freshmen English major volunteers who had little or no travel abroad experience. None had
ever engaged in specific pronunciation training apart from what was presented to them in the
course of their learning English prior to matriculating to university. They were of high
intermediate to advanced English speakers.

The three raters were native English speakers with extensive English teaching experience
both in Japan and abroad. Each possessed a unique variety of English, that is, American
English, Australian English, and British English, or General American, General Australian,
and BBC English, which was formerly referred to as Received Pronunciation, or RP (see
Roach 2001), respectively. The raters all professed to possess normal hearing.
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2.4 Procedure

Because the current article focuses only on the word-level utterances, where statistical
significance had been previously found, only the data collection procedure for these
utterances will now be described. To elicit word-level production of the selected 35 /r-1/
minimal pair words, the learners were individually presented one of three unique PowerPoint
presentations, all with complimentary content. On each slide was one minimal pair word
(70 words in total). Each word contained /r/ or /lI/ in one of four positions: word onset, as
the second element of an onset cluster, intervocalic, and word ending. The learners were
presented with onscreen instructions stating that they would be shown words, one at a time,
and that each click of the mouse would present them with a new word. They were
instructed to pronounce each word in a loud clear voice with their best possible English
pronunciation. There was no time limit.

The recordings were made using audio recording software. They were recorded with a USB
microphone at a rate of 44 kHz with 16-bit resolution, saved as WAV audio files. Before
being given to the raters, the recordings were edited to remove unwanted information (e.g.,
long pauses, researcher explanations, questions asked by the speakers during the recordings)
and had short, low tones inserted in places (e.g., after every 10 minimal pair word utterances)
so that the raters could keep track of their place when rating the recordings.

Each rater was provided with a digital copy of the recordings, one rating sheet for each
speaker, and high-fidelity headphones. For the word-level utterances, they were instructed
to mark their rating sheets to indicate if they heard an /r/ or an /lI/.  The raters had no clue as
to whether an /r/ or /I/ word was being spoken. If they could not discern what was uttered,
they were told to place a mark in the “?” column. In order to run calculations on the ratings,
the researcher later assigned the ratings numerical values.

3. Results

As the original research indicated statistical significance in the ratings among the raters at the
word level via One-Way ANOVA tests (i.e., with all words and with word onset words), it
was not necessary to repeat comparisons across the three raters. Because the current
research focus was to locate and analyze the specific instances when the raters were not
hearing the same phonemes being produced, it was necessary to compare the ratings of one
rater against the ratings of each of the other two raters. This was done by conducting
multiple repeated-measures (paired) t-tests.

The first set of t-tests was conducted between raters on the following levels: all words (n =
1,680), word onset position words (n = 672, from 14 minimal pair sets), second element of an
onset cluster position words (n = 624, from 13 minimal pair sets), intervocalic position words
(n = 144, from 6 minimal pair sets), and word ending position words (n = 240, from 10
minimal pair sets). Table 1 indicates via letters in parentheses where statistical significance
between ratings was found. The results of these statistical analyses are presented in
Appendix A.
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Table 1: Tests for statistical significance across all words and word positions

Category Amer. — Aus. Amer. — Brit. Aus. — Brit.
All words (A) (B) (C)
Word onset (D) (E) (F)
Second element (G) -- -
of
an onset
cluster
Intervocalic (H) (1 -
Word ending -- -- -

The analyses revealed statistical significance to be found most often between the ratings of
the American and Australian raters and least often between the Australian and British raters.
Statistical significance was found in four out of the five tests when comparing the perceptions
of the American versus the Australian, in three tests between the American and British raters,
and twice between the Australian and the Briton.

These statistical analyses were revealing, but they only indicated statistically significant
differences in ratings of /r/ and /I/ in the various word positions. They did not reveal if there
were any differences in how the raters were rating with respect to intended phoneme, that is,
there was no indication if there were differences in ratings in expected phoneme production
(e.g., /I/ in word onset position, /r/ in intervocalic position, etc.). Table 2 presents the t-tests
regarding phonemes in specific positions. The results of these statistical analyses are
presented in Appendix B.

Table 2: Tests for statistical significance of phonemes in specific positions

Category Amer. — Aus. Amer. — Brit. Aus. — Brit.
Ir/, all positions ) -- (K)
/I/, all positions (L) (M) -
Ir/, word onset (N) -- O)
/lI/, word onset (P) Q) -
Irl, second element -- - -
of
an onset cluster
/l/, second element (R) (S) -
of

an onset cluster
Ir/, intervocalic
NI/, inintervocalic ~ (T) -- -
/r/, word ending
/I/, word ending -- -- -

The tests revealed statistical significance six out of 10 times between the ratings of the
American and Australian raters, but only three times and two times between the American
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and British raters and the Australian and British raters, respectively, which indicates that,
generally speaking, there were fewer differences to be found between the perceptions of the
Australian and British raters. Comparing the results found between the American and
Australian raters, discrepancies were noted between the ratings when the /I/ phoneme was
intended in all instances except in word ending position. Similar discrepancies were
revealed when comparing the American and British raters, except that /I/ in intervocalic
position was not statistically significant, nor was /r/ in all word or in word onset positions.
The only instances where statistical significance was found between the Australian and
British raters was when comparisons were made with /r/ in all positions and /r/ in word onset
position.

4. Conclusions and discussion

In order to draw conclusions from this second set of analyses, let us return to the research
questions. In responding to the first question, which asked which /r/ and /I/ word positions
evinced statistically significant differences in the raters’ ratings, we must consider to the
results presented in Table 1. With 12 instances possible (minus the “all words” tests), it was
discovered that half of the time (i.e., in six instances), the raters were, statistically speaking,
not hearing the same phonemes being produced. Excluding the “all words” category,
statistically significant differences were detected in word onset position across all three
comparisons of the raters. It was not unexpected that statistical significance was not found
between the Australian and British raters in instances involving the other three positions, that
is, as second elements, intervocalic, or word ending, given the noted similarities between
Australian and British English with regard to their being non-rhotic (see Celce-Murcia,
Brinton & Goodwin 1996; Cruttenden 2001), such as with BBC English where /r/ only occurs
before a vowel (Gimson 1989; Wells 1982). Why there was statistical significance found
between the American and Australian raters with regard to second elements of an onset
cluster and in intervocalic position, and why the American and British raters differed with
regard to intervocalic /r/ and /I/, however, remains open to speculation. It is of interest to
note that statistical significance was not found between the American rater and the other two
raters for the word ending words, given that (a) only the American rater’s General American
dialect included rhotic aspects, especially in word ending position, and (b) Japanese speakers
of English often delete /r/ in word ending position (Avery & Ehrlich 1992), which matches
more closely with the varieties used by the Australian and the Briton. Why there was no
statistical significance found here warrants further analysis.

When considering the second research question, that is, which phoneme in each position was
heard differently most often by the raters, examining the results presented in Table 2 reveals
that of the 24 possible tests (i.e., /r/ and /I/ in the four word positions minus the “all positions”
tests), seven revealed statistical significance, which is between one-third and one-fourth of
the instances. The American and Australian raters differed in their perceptions of both /r/
and /I/ in word onset position, while the Briton differed from the American for /I/ and from
the Australian for /r/. As it is suspected that in most if not all cases of pronunciation
training specific phonemic production would involve instruction on the mechanics behind /r/
and /I/ production (e.g., in practice with minimal pair words such as “right” and “light” where
the phonemes are most clearly produced and heard), that there were differences discovered
here across the raters suggests the potential for discrepancies in pronunciation training.
That there were other instances where differences were detected only serves to strengthen this
suspicion.
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As to the import of the results of this study, as was discovered in the initial study, statistical
significance was not discovered above the word level. Indeed, Suenobu, Kanzaki, and
Yamane (1992) note that when words were presented in their original sentences (i.e., in
context), the intelligibility scores of Japanese speakers rose from 42% to 67%. While this
may encourage educators to concentrate on the suprasegmental level, non-native learners
tend to place a great deal of emphasis on pronunciation at the word level (Field 2004). The
results of this second set of analyses indicate that should pronunciation instruction and
training occur with even a modicum of attention paid to the segmental level, educators should
clearly inform students of the background English variety from which this /r/ and /l/
pronunciation springs, and if the time and means are available, they should also provide
models and even practice sessions with the pronunciation of multiple common accents.

In the end, given that the goal of current pronunciation instruction and training is to produce
second and foreign language learners who can more clearly communicate with others rather
than have them emerge with native-like pronunciation (Paul 2012), the quest to seek a pure
English pronunciation standard as a model for learners is not only deemed impossible but
also quite possibly counterproductive. If it is acceptable to allow speakers to communicate
orally with various accents, it stands to reason that listener accents must somehow be
accounted for as well.

Because this study meant to delve deeper into data collected previously, the caveats and
limitations of the first study carry over to this one, that is, there were only three raters from
three specific English-speaking regions, and factors such as their age, gender, or length of
time living in Japan were not considered. As such, the research results cannot necessarily
be generalizable. Nevertheless, as discrepancies between the native English speakers were
found, further studies are recommended. Such studies could examine a myriad of areas,
including raters’ perceptions of learners’ pronunciation before and after pronunciation
training. They could also seek to answer why /r/ was not found to be statistically significant
between the raters even though the presence or lack of rhoticity is used to differentiate the
English varieties used by the raters in this study. Those interested in pursuing these and
other lines of research are encouraged to include a greater number of participants (both
learners and raters) to strengthen any results found.

Author note
The author wishes to thank Elizabeth Ginsberg for her assistance with this research.
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Appendix A: Results of tests for statistical significance across all words and positions
where statistical significance was found

(A) M =-0.09, SD = 0.6, t(1679) = -7.72, p < 0.0001, two-tailed
(B) M =-0.06, SD = 0.62, t(1679) = -3.81, p = 0.0001, two-tailed
(C) M =-0.04, SD =0.59, t(1679) = -2.76, p = 0.006, two-tailed
(D) M =-0.14, SD = 0.62, t(671) = -7.06, p < 0.0001, two-tailed
(E) M =-0.07, SD = 0.65, t(671) = -2.97, p = 0.003, two-tailed
(F) M =-0.06, SD = 0.62, t(671) = -2.62, p = 0.009, two-tailed
(G) M =-0.06, SD = 0.59, t(623) = -3.01, p = 0.003, two-tailed
(H) M =-0.1, SD =0.55, t(143) = -2.76, p = 0.007, two-tailed

(H M =-0.1, SD = 0.56, t(143) = -2.52, p = 0.013, two-tailed

Appendix B: Results of tests for statistical significance of phonemes in specific positions
where statistical significance was found

(J) M =-0.05, SD = 0.47, t(839) = -3.028, p = 0.003, two-tailed
(K) M =-0.07, SD = 0.47, t(839) = -3.32, p = 0.0009, two-tailed
(L) M =-0.13, SD = 0.42, t(839) =,-8.07 p < 0.0001, two-tailed
(M) M =-0.12, SD = 0.45, t(839) = -6.083, p < 0.001, two-tailed
(N) M =-0.09, SD = 0.45, t(335) = -3.45, p = 0.0006, two-tailed
(O) M =-0.12, SD = 0.46, t(335) = -3.69, p = 0.0003, two-tailed
(P) M =-0.18, SD = 0.41, t(335) = -6.43, p < 0.0001, two-tailed
(Q) M =-0.18, SD = 0.47, t(335) =-5.189, p < 0.0001, two-tailed
(R) M =-0.12, SD = 0.47, t(311) = -4.34, p < 0.0001, two-tailed
(S) M =-0.11, SD = 0.48, t(311) = -3.377, p = 0.0008, two-tailed
(TYM=-0.11,SD =0.31, (71) =-2.04, p = 0.0447, two-tailed
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Abstracts

Online courses have been adopted rapidly in tertiary learning institutions as a delivery
mode for its courses in order to reach as many students as possible as well as to take
advantage of the ease of access of the course content by these students. This online
delivery mode is also adopted for academic staff training and professional
development purposes. Thus, the views of the academic staff are no less important for
the success in such an endeavour. In view of this, a small scale study was carried out
to investigate the opinions of the academic staff in a big and well-established private
college in Penang, Malaysia, which is also a member of the Laureate International
Universities, regarding the online courses that have been implemented in that
institution. Thirty lecturers from various departments in that establishment took part
in this survey which used a five-point Likert scale questionnaire to find out their
opinions on various aspects of the online courses in that college. This paper reports on
the lecturers’ views regarding six aspects, namely, course content, course organization,
assessment and evaluation of student learning, website accessibility as well as
security and support, interactive learning environment, and institution commitment.
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INTRODUCTION

Online education, or online learning, usually refers to the learners being at a distance from
the tutor or instructor, and that the learners use some form of technology (usually a computer)
to access the learning materials as well as to interact with the tutor/instructor and sometimes
even other learners. In addition, the learners are provided with some form of support (Ally
2004).

Online education is gaining popularity, especially among institutions of higher learning, due
to the rapid expansion of computer technology and broadband connectivity. Moreover, other
reasons include alleviating capacity constraints, capitalizing on emerging market
opportunities as well as being a catalyst for institutional transformation (Volery and Lord
2000). Some advantages of online education are that learners do not need to travel long
distances to be present in a classroom during a learning session, and neither do they need to
learn at a prescribed time, as in conventional classroom learning. This reduces the need to
build big campuses because learners can access the learning materials from their home, for
example, and learners can optimize their learning time, especially working people with tight
schedules. Another benefit of online learning is being able to deliver information via modes
not found in traditional sources, namely, multimedia and animation. Multimedia allows
learners to apply concepts realistically in learning exercises, while animation helps to
demonstrate difficult concepts.

In view of the benefits of online education, Laureate International Universities embrace this
mode of learning passionately because they believe in providing new opportunities for its
academic staff to gain new knowledge and develop themselves professionally.

BACKGROUND

Laureate International Universities is a leading international network of quality, innovative
institutions of higher education. This network, comprising 60 accredited campus-based and
online universities spanning over 29 countries throughout North America, Latin America,
Europe and Asia, offers undergraduate and graduate degree programmes to more than
740,000 students. It offers hundreds of career-focused, undergraduate, master's, and doctoral
degree programmes in fields including architecture, art, business, culinary arts, design,
education, engineering, health sciences, hospitality management, information technology,
law, and medicine (Laureate International Universities 2012).

To enhance its teaching staff skills, Laureate International Universities has set up a portal
called the Faculty Development Initiative whereby Laureate teachers have online access to
various resources and professional development opportunities. In the latter, courses are
available to the academic staff members. The courses, which the lecturers may register for,
are grouped under Induction, Learning Methods, and Laureate Certificate in Teaching and
Learning in Higher Education. The course offered in Induction is called Laureate Faculty in
the 21* Century, while the courses available in Learning Methods are Collaborative Learning,
Problem-based Learning, and Case Study Methodology. On the other hand, Laureate
Certificate in Teaching and Learning in Higher Education has a series of five instructor-led
modules, namely, Introduction (Module 1), Student-centred Teaching (Module 1), Teaching
Tools (Module 111), Assessment Tools (Module 1V), and Technology Tools (Module V). The
duration of the Induction course and the three courses under Learning Methods is 20 hours
each. These four courses may be registered in any sequence. The courses in the Laureate
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Certificate in Teaching and Learning in Higher Education, on the other hand, must be taken
in sequence, that is, Module I followed by Module 11, which is then to be followed by Module
111, and so on.

Due to the fact that lecturers at Laureate International Universities member institutions are
encouraged to register and sit through these in-house online courses for professional
development purposes, these lecturers have thus become students when they are following
any of these courses.

This small scale study was meant to obtain the opinion of the teaching staff at Laureate
International Universities regarding the quality of these in-house online courses after having
gone through these courses themselves as registered participants. It also studied the influence
of gender, and years of teaching experience of the academic staff as well as the school they
were working in on their perception of the quality of these online courses.

METHODOLOGY
Instrument

A survey questionnaire was used in this small scale study to collect the data on the lecturers’
perceptions regarding the online courses available in their learning institution. There were a
total of 28 items in the survey form, which included three items on the respondents’
background information. All the questionnaire items, with the exception of the three items on
background information, were provided with a five-point Likert scale, ranging from
1=Strongly Disagree to 5=Strongly Agree. Besides that, all the 25 items were positively-
worded. The items were grouped under various factors, such as, course content, course
organization, and assessment and evaluation of student learning. These factors, which have
been identified to be successful ones in implementing an e-learning programme, were drawn
and adapted from Goi and Ng (2009). For example, the factors ‘web page accessibility’ and
‘web site security and support’ from Goi and Ng (2009) have been merged into a single factor
in the present study as ‘website accessibility, security and support’. The reason this was done
was because these were considered as quality factors for websites (Zhang and von Dran
2001). Some sample items as well as the number of items associated with each factor in the
questionnaire are listed in Table 1.

Table 1: Factors, sample items and number of items in questionnaire

Factor Sample items NO' of
items
Course content The objectives of the course are clearly 6
stated.
Language used is simple and clear.
Course organization Activities are aligned with the learning 4

objectives.
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Assessment and Criteria to pass an assessment are 4
evaluation of student stated clearly.
learning

Results on each assessment or activity
are given promptly.

Website  accessibility, The website is easily accessible. 4

security and support ) .
Technical support or Help Desk is

available.
Interactive learning Learners are encouraged to give 4
environment opinions or ideas in discussion forum.

Institution commitment ~ The management is committed to 3
improve the quality of the course.

The management encourages learners
to register for the course.

Total 25

Respondents

A total of 30 lecturers from a big and well-established private college in Penang, Malaysia
participated in this survey. This tertiary institution also happened to be a member of the
Laureate International Universities. A criterion we set for our respondents was that all of
them must have attended or were attending at least one of the Laureate online courses at the
time of the study. These participants possessed different years of teaching experience and
were from various schools.

DATA ANALYSIS AND DISCUSSION

A breakdown of the number of respondents in terms of their gender, years of teaching
experience and school they are working in is shown in Table 2. There were about equal
number of male and female respondents, with the majority of them having just begun their
teaching career. As for the school they were working in, nearly half of them were from the
Centre of Excellence for Pre-University Studies.
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Table 2: Number of respondents according to gender, years of teaching
experience and department

No. of
respondents
Male 16
Gender
Female 14
1-—5years 15
Teach_mg 6 — 10 years 6
experience
More than 10 years 9
School of Business 3
School of Engineering 5
School of Computing and Information 3
School Technology
Language Centre 6

Centre of Excellence for Pre-University 13
Studies

The lecturers’ views for each factor in the questionnaire were analyzed descriptively. The
means and standard deviations for each of the six factors were calculated for all the 30
lecturer respondents and the results are shown in Table 3. Since the questionnaire used the
scale of 1=Strongly Disagree and 5=Strongly Agree, a high mean score would indicate a
positive stance of the lecturers. Among the six factors the course content factor had the
highest mean score at 4.19, while website accessibility, security and support factor had the
lowest, which was at 3.73. Therefore, it can be surmised that the lecturers in general were
satisfied with all the six factors related to the online courses.
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Table 3: Means and standard deviations for each factor

Factor N M SD
Course content 30 4,19 .38
Course organization 30 4.12 48
Assessment and 30 3.90 65
evaluation student

learning

Website  accessibility, 30 3.73 48
security and support

Interactive learning 30 4.06 44
environment

Institution commitment 30 3.80 .54

Osaka, Japan

The views of the lecturers, separated according to gender, were also analyzed. The means and
standard deviations of the participants’ selected answers for each factor are given in Table 4.

Table 4: Means and standard deviations for each factor, according to

lecturers’ gender

Male Female

Factor M SD M SD
Course content 421 .39 418 .38
Course organization 408 .57 416 .37
Assegsment and evaluation of student 389 65 391 67
learning

Website accessibility, security and 386 53 359 39
support

Interactive learning environment 411 .56 4.00 .28
Institution commitment 3.88 .59 3.71 47

When the mean scores, taken from Table 4 above, for each factor according to gender are
depicted in a graph format (Figure 1), it can be clearly seen that there was no big difference
in the mean scores between males and females for the first three factors. This meant that
males and females had similar opinions of the online courses where these factors are
concerned. The other three factors, on the other hand, showed female lecturers having much
lower mean scores than their male counterparts. These three factors were website
accessibility, security and support, interactive learning environment, and institution
commitment. This meant that female lecturers were less satisfied with these three factors
compared to their male colleagues. Moreover, website accessibility, security and support
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factor showed the biggest disparity between these two groups of lecturers, with females

getting a mean score of 3.59 and males 3.86.
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Figure 1: Mean scores for each factor, by gender

The questionnaire responses of the participants, grouped according to their years of teaching
experience, were analyzed. Figure 2 shows the mean scores in each group of participants for
the six factors. A noticeable trend in Figure 2 is that respondents with the most years of
teaching experience, i.e., more than 10 years, were the most satisfied with the online courses
for all six factors, except for website accessibility, security and support factor, when
compared to the other two groups of respondents, namely, those with 6-10 years and 1-5
years of teaching experience. For the website accessibility, security and support factor, the

most experienced lecturers were the least satisfied.
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Figure 2: Mean scores for each factor, by years of teaching experience

The mean scores of the responses of the lecturers, separated according to the schools they are
in, were calculated and these are shown in Figure 3 below. It is evident from Figure 3 that the
School of Business had the highest mean scores for all six factors. In other words, the
respondents from this school felt the most positive about the online courses with regard to the
six factors. On the other hand, the lowest mean scores for all the factors were from the School
of Engineering. This implied the respondents from this school, as compared to those from the
other schools, were consistently the least satisfied with the online courses they have gone

through where all these six factors are concerned.
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Figure 3: Mean scores for each factor, by schools

CONCLUSION

From this small scale study that was carried out, it can be concluded that the academic staff
members at this Laureate International Universities member institution were generally
satisfied with the quality of its in-house online courses in relation to the six factors. With
regard to the influence of gender, years of teaching experience, and the school the lecturers
were working in, only three factors were seen to have a perceptible difference between the
male and female lecturers. The three factors were website accessibility, security and support,
interactive learning environment, and institution commitment, with the females perceiving
them less favourably. Lecturers with more than 10 years of teaching experience, compared to
their younger counterparts, were the most satisfied with the quality of the online courses, with
the exception of website accessibility, security and support factor. Finally, the academic staff
members from the School of Business were the most affirmative about the online courses in
all the six factors, unlike those from the School of Engineering who were the least positive.
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1. Introduction

Language shift, maintenance and extinction in immigrant communities have been a core area of
bilingualism research. Language attitudes have been one of the crucial factors that encourages
language maintenance in multilingual societies. Myes-Scotton (2006, p.120) separates language
attitudes from language ideologies and suggests that “attitudes can be defined as subjective
evaluations of both language varieties and their speakers”. In other words, language attitudes
involve personal judgments which do not have objective basis. Those language attitudes,
however, have a significant role in language minority societies for the reason that the future of
those minority languages depends on how speakers of those minority societies individually or
collectively judge their own language and the dominant languages. Therefore, in order to
understand the existence of an immigrant or indigenous minority language, investigation of
attitudes of the speakers is important.

This study investigates language attitudes and practices of Sinhala immigrant children and
parents in Southern California in order to understand the how attitudes affect on language
maintenance. Sinhala is the native language of Sinhalese, the majority group lives in Sri Lanka.
Sri Lankan government statistics report that about three million people speak the language in
foreign countries outside Sri Lanka. United States has been one of the foreign countries where
the most of the Sinhalese are living as immigrants. Even though Sinhala is neither an official
language nor commonly used language outside the immigrant community in the US, and there is
no official institutional support for the Sinhala language development in the US, it has been the
most common language within the Sinhala community. Therefore, the language practices of
Sinhalese immigrants and their attitudes towards their language and its maintenance deserve
investigation, especially because there is no previous study done on Sinhala language
maintenance in diasphoric community.

The purpose of this study is to investigate language attitudes and practices of the Sinhala
speaking families living in Southern California. There were three research questions in this
study: 1). what are the attitudes of Sinhala speaking parents and children towards their heritage
language, 2). what are the language practices of Sinhala parents and children, and 3). what are
the effects of language attitudes of parents and children on heritage language maintenance.

2. Literature review

Heritage language maintenance in many social contexts has been studies in several perspectives
in previous studies. Some of the studies specifically focused on the parents and children’s
attitudes towards the heritage language maintenance, and some other studies focused on the
heritage language development practices in heritage families and heritage language immersion
programs in immigrant communities.

77



The Asian Conference on Education 2012
Official Conference Proceedings Osaka, Japan

Fishman (1978) proposes that the attitudes, motivation and exposure to the language are the core
factors which influence the minority language maintenance. He found that the prestige of the
language has been a key factor that develops language loyalty which finally results in language
maintenance. He also notes that the basic pattern of non-English language maintenance during
the first two centuries of the United States has been “a). rapid and wider spread adaption of
English as a second language by the immigrant first generation, and b) wider spread transmission
of this second language to the young as their mother tongue” (1972, p.222).Many recent research
and surveys in many immigrant communities in the US and in other countries on various heritage
languages, however, report mixed results of positive and negative attitudes and various language
practices of parents and children that affect on their native language and its maintenance.

Martin (2009) investigated attitudes and language practices of Arabic parents’ towards Arabic as
a heritage language in the US. She was also looking at how epistemological racism influences
the language attitudes of Arab American parents and investigated 94 Arab parents who had at
least one child aged 15 to 18 years old in order to find data for five research questions: “1). What
are the language practices of Arab American parents and children, 2).What are Arab American
parents’ attitudes towards Arabic language 3).What are level of perceived racism, 4). Are Arab
parents’ perceived racism significantly associated with language practices and 5).Are Arab
American parents’ perceived racism significantly associated with language attitudes” (Martin
2009, p.1). The findings of this study through attitudinal questionnaire reveal that Arab
American parents hold positive attitudes towards their mother tongue and employ various
practices to maintain the language such as speaking in Arabic in religious settings and teaching
Arabic in schools etc. At the same time, she found that the racism does not have significant
effect on the language attitudes and practices among the Arab immigrant families.

In another study, Zhang and Slaughter-Defoe (2009) investigated language attitudes and heritage
language maintenance among Chinese immigrant families in the US. The results of this study
show that while the Chinese parents value their heritage language as a resource of cultural
heritage and ethnic identity and take positive actions to maintain the HL in the next generation,
immigrant children do not see the relevance of heritage language learning to their life
expectations; therefore, they often resist practices in HL maintenance. However, the researchers
suggest that “the American mainstream schools should work together with immigrant parents
and HL schools to incorporate children’s HL in the official school curriculum and create a
supportive environment for HL learning” (Zhang and Slaughter-Defoe 2009).

Parental attitude towards Korean language maintenance in Canada has also been investigated by
Park and Sarkar (2007). They investigated parental attitudes and language practices of nine
Korean immigrant families in Canada who had at least one child between ages of 6-18 years.
They reported the similar results to the Zhang and Slaughter-Defoe (2009) study showing that
Korean parents believe if their children have high level of proficiency in the Koran language,
that would help them to keep their cultural identity as Koreans, ensure them better future
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economic opportunities, and give them more chances to communicate with their grandparents
efficiently.

Some scholars found various results of attitudes towards language maintenance in immigrant
refugees in different societies. For instance, Terry Yang (2005) investigated Hmong refugees in
the United States and found that the Hmong parents want to maintain their heritage language and
pass it on to the next generation because they believe that language, culture, and tradition are the
foundation of a strong Hmong family, hence they must maintain their language at home. As in
many other cases, Hmong parents claim that their children resist learning and using their
language in schools or at home. However, one of the significant findings of this research is that
Hmong parents prefer their children to become Hmong-English bilinguals, and some parents
agreed their children to become English dominant speakers (p.13).For them, native language is
the marker of their identity in the English dominant society.

However, Canagarajah’s (2008) study on language attitudes of Sri Lankan Tamil refugees in
Toronto, London and Lancaster reported that language maintenance is not considered as a
mechanism of preserving ethnic identity by the refugee Sri Lankan Tamils in those cities. Instead,
they preferred preserving cultural traditions such as dancing in the immigrant community as a
marker of their ethnic identity. At the same time, majority of the 500 participants of this study
exhibited preference towards English over Tamil for the purposes of economic stability and
social mobility.

Scholarship in Heritage language maintenance not only focuses on parental and learners attitudes
towards heritage language, but researchers are also interested in the role of heritage language
immersion programs and language practices in and outside the family. For example, Otcu (2010)
investigated the role of a Turkish Saturday school in the United States in helping students
maintaining the Turkish language and sense of Turkish identity using the method of linguistic
ethnography. Employing the Gee’s discourse analytical frame work, the researcher analyzed the
findings drawn from the school’s administrators, teachers’, students’ and parents’ beliefs and
practices on Turkish. He found that there are five overarching goals of the Turkish school: “1)
connection building: the school as a bridge to Turkish heritage, 2) collectivity building: bringing
together the Turkish speech community,3) contentment building: building a Turkish American
identity in the U.S. and 4) identity building: building a Turkish American identity in the U.S, and
5)diversity indicating: enabling the school clientele to see themselves as one of many other ethno
linguistic groups in the United States” (Otcu 2010).

In another study, Oriyama (2010) examined the role of schooling and ethnic community contact
in Japanese heritage language maintenance and identity formation in Australia. Employing three
groups of Japanese-English bilingual youth and their parents in Australia, she collected data
through surveys and narratives of the participant groups. She found that community schools had
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a greater effect on Japanese HL maintenance and identity formation in children with the support
of home, community and peers. Interestingly she found, contrary to most of the other research,
positive attitudes towards English-Japanese hybrid identity and heritage language maintenance.

Most of these previous studies conclude the fact that parental attitudes are more positive towards
their language than those of their children. Second, heritage language has been considered as the
most important identity marker of the ethnicity in many immigrant communities. Third, language
practices and formal heritage language development programs have greater impact on both
attitudinal and proficiency development in heritage children than parental motivation or self
motivation.

Current study investigates language attitudes of Sinhala heritage learners and their parents and
language practices in families and community. Most importantly this study will compare the
parents’ attitudes with their children and the children’s language attitudes with their language
proficiency in heritage language. Such a nuanced analysis will uncover the interrelatedness
among parental and children’s attitudes and the language proficiency of the children.

3. Methodology

3.1 Participants

Five Sinhalese families living in Southern California participated in this study. One parent and
one child from each family participated and the participants of the study were divided into two
groups as parents’ group and children’s group. Parents group consisted of 10 participants, five
males and five females, age ranged from 40-50. In the children’s group, there were five males
and five females, age ranged from 15 to 18. Parents were either Sinhala monolinguals or Sinhala
dominant Sinhala English bilinguals. Children were English dominant bilinguals and educated
in English.

3.2 Data collection

Data was collected mainly through a background and attitudinal questionnaire and language
proficiency tests. Questionnaire was designed based on the attitudinal questionnaire of Oriyama
(2010, pp.101-109) and Romaine (1990, p.303). Two separate questionnaires were distributed in
two groups. Each questionnaire had three parts. Part one included demographic questions, and
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part two consisted of questions regarding participants’ language proficiency and language
practices at home and in the community. Questions of part three were looking for the
participants’ attitudes towards majority and minority languages of the family and community.
First two parts of the questionnaire included open ended questions, and the questions in the third
part were close ended. Both parents and children filled out the appropriate questionnaire in
maximum of 30 minutes.

Only the children’s group participated in the oral and proficiency tests in Sinhala. They were
asked to judge the grammaticality of ten ungrammatical sentences in Sinhala in the written
proficiency test. In the task, they were required to judge whether the sentence is right or wrong
and if any sentence was judged to be wrong, what was the wrong about it. The test lasted in 30
minutes. In the oral proficiency test, they spoke about their home country in Sinhala for ten
minutes. All speeches were recorded for error analysis.

3.4 Data Analyses

Data derived from three tasks were statistically and qualitatively analyzed.

Each answer for the attitudinal questions was assigned a score within the scale of 4 to 0. Most
positive answer for each question was given the maximum score of 4.0 and the most negative
answer was given the score of 0. Neutral answers were given scores of 2-3 according to the
degree of positive relevance to the question. Each participant’s Attitude Indicator Score (AlS)
towards their language were measured on the basis of the overall score they earned.

In the Writing proficiency Task (WPT), total errors were calculated and each participant was
given a score out of maximum of 10. In the Oral Proficiency Task (OPT), only two types of
errors were marked. If any speaker made a gross grammatical error in his speech he/she lost one
point, and if any participant switched into English, minimum for one full sentence within the
speech, he/she lost one point at a time. Only those two aspects, oral grammar and good command
in unmixed Sinhala, were taken into account, because the objective of this test is only to measure
the basic communicative abilities of the participant children in Sinhala speech rather than
measuring their native like proficiency in heritage language. Overall oral proficiency of the
participants was evaluated by a scale of 0-7.

Finally, percentages of scores across three tasks were calculated. Overall parental attitudes
compared with the children attitudes and their language proficiency levels. Further, the language
practices in the participant families and in the communities were qualitatively analyzed.
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4. Results and Discussion
4.1 Language Attitudes and Proficiency

Attitude Indicator Scores for children (Table.01) show that no child exceeds the level of 75% of
the positive attitudes towards their mother tongue. Only two participants (4 and 6) reached the
AIS above 50% and there are five participant children who scored 25% or below. Mean
percentage of positive attitudes of children is 34.1% which means that the Sinhala immigrant
children hold negative attitudes towards their mother tongue.

Participant  Score %

1 14 25
2 9 16
3 13 23
4 38 67
5 22 39
6 39 69
7 12 21
8 22 39
9 8 14
10 16 28

Table.01 Children’s Attitude Indicator Scores

Parental attitudes towards their mother tongue (Table.02) show that nine of the ten participant
parents hold above 50% of AIS where as only one parent hold 46% positive attitudes towards
Sinhala language and its maintenance. They maintain mean AlS of 63%, which means that even
Sinhalese parents do not have strong positive attitudes towards their mother tongue and its
maintenance. But the statistical analysis confirms that the AIS for two groups are significantly
different. A paired samples t-test was conducted to evaluate the difference of the AIS of two
groups. There was a statistically significant difference between the parents’ group (M= 63, SD=
9.73) and Children’s group (M=34.01, SD=19.71), t (9) =5.12, p=.00 (two tiled) (Appendix 4:3).
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Participant ~ Score %
1 34 60
2 33 59
3 43 76
4 41 74
5 26 46
6 41 74
7 36 64
8 32 57
9 30 54

10 37 66

Table.02 Parental Attitude Indicator Scores

Osaka, Japan

Even Graph 01 clearly suggests that there is no significant effect of the parental attitudes towards
language on their children’s language attitudes as 60% of the participant families (1, 2, 3, 7, 9,
and 10) report at least 49% of difference in AIS. For example, parent 3 had the highest AIS of
76% where as his child scored only 23% which is the fourth lowest score in the group. Only the
families 4, 5 and 6 maintain the minimum gaps between attitudes of parents and children.
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Graph 01. Parents and children’s Percentage Attitude Indicator Scores
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Results for the GJT reveal that 50% of the participant children scored 50% or more scores at the

task (Table. 03). One child reported 20 % and another child scored 30%.
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Table.03 Grammaticality Judgment Test scores

At the OPT, however, scores were higher than at GJT for all participants (Table. 04).Two
participants reported the maximum accuracy (100%) in the task where as only one participant
scored below 50% (P8-42%). A paired samples t-test was conducted to evaluate the impact of
instruction on the performance of the children on two tasks. Statistical analysis shows that there
is a significant differences between the scores of GJT (M= 51.00, SD=21.833) and OPT (M=
70.90, SD=20.130), t (9) =6.613, p=.000 (two tiled) (Appendix 4:1).Performance of the
participants at the two language proficiency tasks. These results suggest that the Sinhala heritage
learners are more proficient in oral language than the writing.

Participant Score %
1 6 85
2 5 83
3 4 57
4 7 100
5 4 57
6 7 100
7 5 71
8 3 42
9 4 57
10 5 57

Table.04 Oral Proficiency Task

Graph 02 reveals, however, that there is corelation between attitudes and the language profeciecy
for three particiants. Participants 6, 4 report the two highest AIS respectively they out perfomed
the other participants at the Language proficeincy tasks as well. Participant 8 reports almost
similar scores across three tasks, and AIS for participant 10 is higher than her GJT scores.
Overall socres suggest ,however, that the children’s attitudes lag behind their performance.
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At the sametime, statistical analysis reveals that there is a correlation between parents’ attitudes
and the children’s performance on the two language proficiency tasks. Paired sample t-test that
was carried out to evaluate the correlation between parental attitudes and children’s overall
language performance. There is no significant difference between parental attitudinal scores
(M=61.5, SD=20.47) and Children’s mean percentage scores of language proficiency tasks
(M=61.20, SD=11.09), t(9)=.05, p=.96 (Two tailed)( Appendix 4:4), but there is a significant
difference between children’s attitude scores (M=34.10, SD=19.70) and mean scores of their
language performance (M=61.5, SD=20.47), t(9)=4.891, p=.001 (Two tailed)( Appendix
4:2).These results mean that the Sinhalese children’s language performance is motivated |,
among other factors, by the parental attitudes rather than their own interests in the language.

English is the most important language for the majority of parents (70%) and children
(80%).Reason is that it is the language of the majority in society.40% of the parents belive that
their children would be able to communicate with the relations in home country if they learn
Sinhala language and 30% belive that their children should learn it because it is their first
language. Majority of the Children (60%), on the other hand, learn Sinhala language because
their parents want them to learn the language. Only majority of the parents (80%) belive that the
maintenance of their language is the most important matter for their community where as 60% of
the children do not agree with the suggestion.Both parents and children, however, believe that
language maintenance is a very difficult task.

Both parents (80%) and Children (70%) think that they can not maintain their culture and
identity without learning their mother tongue, but only the parents (80%) belive that the main
purpose of teaching of sinhala language is to give their children a Sinhalese or Sri Lankan
identity. In contrast, children (60%) learn Sinhala language inorder to be able to study their
heritage knowledge in Buddhism, indeginiuos medicine, literature, ect.Being more profecienct in
Sinhala language is belived to be an obstacle for children (70%) to find a good job. 40% of their
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parents think that there is no any disadvantage their children being profecient in Sinhala. Two
parents thought that it would be a challege for their children to find a job, and four parentas think
that their children will be subjected to humiliation by there peers if they are more profecient in
mother tongue.

Most of the children preffer American as an ethnic identity over Sri Lankan identity though,
majority(80%) of them identify them self as Sri Lankan American. Their parents (70%) prefer
Sinhala as an ethinicity and they (60%) want their children to be identified Sri Lankan American
as well.30% consider that they should be Sinhalese and one parent belives in Sri Lankan
identity.None of the groups belive that their language and culture are valued in the US but both
goups are glad that they can speak and write in Sinhala language.

4.2 Language practices

Language practices in the families and community may be the reason for the children’s higher
profeciency level in OPT than GJT. All parents reported that they use Sinhala only or mostly
Sinhala language to communicate with the children. Participant children also confirm the parents
language practice. Children use Sinhala language as much as possible to communicate with their
parents even though their language out side the family is Englsh. At the same time, they preffer
entertanment in Sinhala. 50% of participant children watch Sinhala films 60% of them watch
either TV news in Sinhala or teledramas.Frequent visit to home country might also have effected
their higher profeciency in oral language.Five articipant children visit their home country once a
year and four children visit once for two years. The more exposure to oral language might have
effected the greater fluency in Children’s oral language.

On the other hand, 70% of children read books or news papers in Sinhala only once a month. The
rest are not quiet certain about their reading frequency in Sinhala.Most importantly 80% report
that their weeker reading and wirting skills is the major difficulty for them to develop their
Sinhala language skills.Even though most of the parents report that they allow their children read
news papetrs (40%), books (50%), magazines (40%), and internet(40%), children seem to be
reluctant to use those resources.Only one child reads news papers and five children read books in
Sinhala while no one reads magazines and four use internet resources in Sinhala. This tendency
contradicts with their language learning purposes because the majority reported that they want to
read subject knowledge in Sinhala language.In adquate family and comminity support to develop
their reading and writing skills may be the reason.Only three children are strongly satisfied with
the family support to develop their language skills and two children are strongly unsatisfied with
the family support while another two unsatisfied.Five children are neither unsatisfied nor
strongly unsatisfied with the community support they receive inorder to develop language skills;
therefore, majority of the children (70%) suggest that community should initiate formal heritage
language immersion classes. They further suggest that the suday school and other cultural events
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may be benifiecial to improve their language skills.Five children propose that the US
government sould initiate such heritage language classes while the other five children oppose to
the proposal.

Eventhough parents are satisfied with the family instruction for their children, they are not
interested in the community support they have. They do not think that supplimentary schools are
sufficent alternative for heritage language immersion classes. They also do not belive in the US
governmantal support towards formal Sinhala language classes, instead, they belive in special
Sinhala language classes for their children such as heritage language immersion class. In addition
they think that more opportunities for their children to engage in cultural events in the
community might improve their language skills.

5. Implications

Findings of this research confirm the idea that language attitudes have greater effects on heritage
language maintenance (Fishman 1972; 1980). Both statistical analysis and qualitative analysis of
the findings show that positive attitudes of the parents have a significant role in improving
language skills in the heritage language learners. These results lie parallel to the findings of the
other heritage communities (Yang 2005; Park and Sarkar 2007; Zhang and Slaughter-Defoe
2009). It has also found evidence that attitudes of the heritage language learners lag behind those
of their parents.

Most importantly, as oppose to the findings of many previous studies, this study reveals that the
heritage learners and their parents do not rely on their language competence as an identity
marker of their ethnicity even though they believe that their language should be maintained in
the US. Majority of the Sinhalese in Southern California prefer hybrid identity as Sri Lankan
Americans rather than Sinhalese or the Sri Lankans. This is an important indicator of the
tendency to accommodate new language, culture and society.

The findings of this study also support the idea that the exposure to the language in improving
heritage language has a greater importance. Home language of the participant families , frequent
visits to home country and access to heritage language through media have been the key
practices that keeps heritage language learners oral skills improving. On the other hand, the
findings of this study confirm the ideas of Myers-Scotton (2006, p.103) who claims that minority
languages rarely can survive in all domains. For instance, Sinhalese heritage learners are at a risk
of losing their language in writing and reading because of lack of opportunities, motivation and
mechanisms to develop those skills; therefore, this stduy implies that members of the community
should take the appropriate measures to develop their childrens’ writing profeciency in order to
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be able them to acess to the heritage knowledge that they preffered the most. As the most of the
particpants sugested for a formal heritage immersion class , that would be a possible solution.

In addtion this study suggest that the Sinhala cummunity in Southern California should take
necessary measures to preserve their cultural heritage by implementing community orientated
activitis which their children could engage in. Otherwise Sinhala language is at a risk of extiction
across generations.

6. Limitations

Smaller sample is the major limitation in this study.Apporpriate sample in a future research will
justfify the claims made in this study. At the same time,whithin the limits of this study, | did not
investigate the attitudes and practices of the both parents in particpant families. Therefore, some
findings of the research may have limitations, as the language performance of the children may
be influenced differently by each parent. In addition, more ethnographic data is required for more
nuenced analysis of the language practices in the family and in the community.Such an indepth
investigation will draw much clearer picture of what is happening in Sinhala community in
Southern California in regard to their language and its maintenance.
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Abstracts

This Second Language Acquisition (SLA) investigation aims to provide key concepts
and insights related to the specific pedagogic situation of the subject. The case study
approach, a qualitative research method, has been employed to look at a non-native
speaking young adult’s English language learning situated within a non-native
English-speaking environment. Apart from the case study approach, this paper has
employed an ethnographic orientation with retrospective journal entries to capture in
detail the subject’s learning activities. More specifically, this paper seeks to provide
relevant SLA and English Language Teaching (ELT) theories and reflections
attendant to the subject’s learning experience. Because of the very nature of a case
study, the findings in this paper do not attempt to provide conclusive remarks. Rather,
it is hoped that such information be of help to both language teachers and learners
eventually helping minimize whatever gaps there are between the language teacher’s
scheme of teaching and the language learner’s scheme of learning.

Key words: SLA, ELT, second language acquisition and learning

iafor
The International Academic Forum

www.iafor.org

90



The Asian Conference on Education 2012
Official Conference Proceedings Osaka, Japan

Introduction

The field of Second Language Acquisition (SLA) has always been a fascinating area to explore
primarily because of the nature of language learning itself and the whole myriad of complexities
that comes with it. Along this line, Vivian Cook (1991) underscored the significance of having
teachers understand the reasons behind people's wanting to learn languages and the process how
such knowledge is absorbed and learned. Rod Ellis (1985) stated that

...unless we know for certain that the teacher’s scheme of things really does match the learner’s
way of going about things, we cannot be sure that the teaching content will contribute directly to
language learning. (p. 4)

Hence, when studying SLA cases, it is imperative that not only the nature of the target language
be considered, but also the milieu within which said learning takes place dovetailed with L1
learning. This does not perfunctorily presuppose that L1 learning directly influences the L2
learning paradigm or that L1 acquisition and learning will yield exactly the same developmental
stages as the L2 experience. However, because of the very rich resource correlating the L1 to L2
acquisition and learning routes, the complexity of the entire process offers a number of
possibilities concerning the L1 and L2 interface. Moreover, in a typical non-native-speaking
(NNS) learning context where L2 students constantly grapple with the intricacies of learning a
second or a foreign language, learning from a non-native speaking learner’s experience proves
significant.

Lastly, this paper subscribes to Widdowson’s (2010) “mediation,” taking the “linguist’s abstract
version of reality” and referring it “back to the actualities of the language classroom” (p. 12).

Conceptual Framework
Below are relevant theories and discussion meant to help situate this research in context.

The first hypothesis is anchored on Stephen D. Krashen and Tracy D. Terrell’s (1996) the Natural
Approach. It centers on the distinction between acquisition and learning. It states that adults who
are learning a second language employ two different means of developing language skills and
knowledge. To acquire a language means to 'pick it up' allowing him to develop the ability to use
it naturally and communicatively. To learn a language, on the other hand, means to be more
aware of the grammar rules that govern a certain linguistic structure via language teaching or
guidance from a language teacher. In short, exposing a language learner to the target language
(TL) is not enough. One has to study formally the language, its rules, and conventions to fit
himself in.

The Affective Filter is another hypothesis this study corroborates. This hypothesis focuses on the
language learner's emotional state while actively learning. The Affective Filter is "an adjustable
filter that freely impedes, passes, or blocks input needed for acquisition™ (Krashen, 1988, p. 133).
Built around SLA research, it identifies three forms of affective variables: motivation, self-
confidence, and anxiety. This hypothesis states that language learners who have low affective
filter are deemed more "open” to the input that "sinks™ more deeply as opposed to language
learners whose affective filter is high and are, therefore, less willing to absorb the lessons taught
them (Richards & Rodgers, 2001). In return, learners who have lower affective filter are more
capable of knowing more about the language rules and conventions and using/ producing the
language more satisfactorily.
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While Stephen Krashen’s theories are considered a landmark on which this study is hinged, said
principles left some gap. This study explores and offers the possibility to either narrow or close
that gap. In so doing, it also anchors its framework on the importance of output and interaction
theories. The gap resulted from Krashen’s theories arguing that it is only input that matters in L2
learning (Krashen, 1981). Output and interaction theorists are keen to note that a successful L2
learning happens not only because of a learner’s exposure to comprehensible input, but also
because of his output brought about by interactions with other speakers. With Krashen’s only-
input-matters tenet, output theorists believe “that the act of producing language (speaking or
writing) constitutes, under certain circumstances, part of the process of second language
learning” (Swain in Hinkel, 2005, p. 471). Interactionists, on the other hand, argue that learners
are given the chance at seeing, exploring, and using whatever differences there are between their
own production of the language and that of others (Gass & Mackey, 2006). In effect, the
interactionists claim that being able to identify one’s differences from others” allows him to learn
how to modify relevant language performance when needed.

Materials and Methods

Research Questions

This case study aims to address the following research questions:

1. What are the typical developmental stages that one goes through within a second language
acquisition and learning context?

2 What approaches to and issues in language teaching are most relevant and/ or observed to
have played key roles in this particular study?

3. What implications/notes of experience do these language teaching approaches have which
both language learners and teachers can draw knowledge from?

Data-gathering Instruments

The case study approach, a qualitative kind of research, was chosen to capture the details
surrounding the subject’s L2 acquisition and learning experience inside and outside the classroom.
Such approach allowed the author to catch the unique features inherent in the gathering of data in
this study (Nisbet & Watt, 1984). It also permitted the author to have a lengthened engagement
with the subject and other participants through interviews and detailed accounts leading to
obtaining a better perspective of the entire investigation. Coupled with this was the author’s use
of retrospective journal entries to further substantiate the data gathered. Through such journal
entries, an ethnographic orientation was utilized as well. Such a method afforded the author to
collect comprehensive information about behavior, events, and other facets of the subject’s
attitude and activities, providing an ethnographic orientation and standpoint. One key strength of
the case study approach, as used in this investigation, was the author’s use of multiple sources in
pertinent data. The tools used to collect data were the following: interviews, documentation
review, and observation. This case study involved two separate learning contexts, that is, the
subject’s learning of the English language in a formal school setting and during the tutorial
sessions the subject had with the author.

Participant
The subject, a 15- year old boy, was originally from Ho Chi Minh City, Vietnam. After having
spent his first year in high school in his mother country, Quang' transferred to a private Catholic

high school in Manila, Philippines to join his mother. Quang was admitted as a second year high
school student in a Catholic school where he had to attend weekday classes. It was an
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arrangement different from his former classes in Vietnam where he attended daily classes on a
half-day basis, with afternoons spent doing group studies and tutorial sessions. In Vietnam, all his
subjects were taught in his native language. English was taught as an elective course. His other
language, however, was French. In the Philippines, on the other hand, he had to use English in
most other subjects, except for some compulsory ones, such as Filipino.

Data collection

Data gathering and observation, lasting for 15 months via 185 two-hour sessions, began when
this author tutored Quang. The author witnessed from the very beginning Quang's L2 acquisition
and learning, enabling her to conduct an ethnographic observation crucial to formulating many
relevant research questions. In this study, language acquisition should be taken to mean "gaining
knowledge or ability through a more natural and informal means,” whereas learning means
"gaining knowledge or ability through being taught in a deliberate, usually formal, manner" (Lin,
2004, p. iii).

The period of study correlating to the subject’s language development was divided into three: (1)
The Regulation/ Hesitation Stage, (2) The Transition/ Repetition Stage, and; (3) The Semi-
Spontaneous to Spontaneous Speech Stage. Discussion of the subject's language developmental
stages vis-a-vis the findings are provided as well.

Results and Discussion
The Regulation/ Hesitation Stage

The author gathered significant amount of data from her conferences with Quang’s classmates
and teachers. Duc, Quang’s fellow Vietnamese classmate and friend, was instrumental as well as
the author was able to use him as her point of reference for Quang’s own development. Quang
and Duc both lived in the same residential compound. Since Duc started studying in the
Philippines a year earlier, interviews and voluntary inputs from him proved very helpful in this
investigation.

The first three months of the author’s tutorial sessions with Quang can be described as The
Regulation/ Hesitation Stage. Having been in the Philippines for only a few months, Quang did
not feel ready to converse spontaneously especially with strangers. He had been with a language
teacher who always communicated with him in English, a language he did not use back home. At
this stage, Quang went through what is called the silent period, a phase in language learning
when a learner typically chooses not to talk and verbalize his thoughts. During this time, Quang
was assumed to be processing his own thoughts and trying to assimilate whatever input he got
from his current learning context. Short responses, nods, facial expressions, and gestures
dominated the initial conversations between him and this author. Earlier in the sessions, Quang
would give one-word replies such as “yes,” “hmmmm,” “maybe,” “aha...,” and “no.” Quang, at
this stage, was going through the stage of learning formulaic chunks of his target language. On
this note, it can be said that one’s silent period does not mean complete silence. Quang’s silent
period experience, however, cannot be considered an isolated or a unique case. Various studies
prove that different learners vary in this regard. While it is seen as an important phase that allows
learners “to discover what language is and what it does... it is not obligatory” (Ellis, 1994, p. 82).

The author, resorting to Total Physical Response (TPR), did not force him to speak in English,

but acted out words, phrases, and other utterances that he could not understand verbally. TPR, a
language teaching approach developed by James Asher, refers to a language teaching method that
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requires synchronization between one’s speech and action teaching the target language (TL)
through physical or motor tasks (Richards & Rodgers, 2001). During this first stage, the author
often directed her speech by giving some commands to which he responded physically before
attempting to answer verbally. This pattern lasted for three months. During this period, Quang
slowly grew more at ease with the author, seeing her as his companion in his journey to language
learning, rather than as a threatening presence to his language learning ability. Despite Quang’s
inability to string out complete sentences, he generally understood the author’s instructions as
evidenced by his corresponding answers.

However, amidst said changes happening to Quang, he distanced himself from others.
Remarkably, he was attentive to any of his classmates who recited in class. Duc mentioned that
Quang occasionally would ask him for word meanings. During said conversations, Quang used
his L1. It was also at this time when Quang showed interest in his classmates' activities,
particularly in seeing other boys fight. He often made personal remarks about such fights, albeit
in his own language. This behavior marked his slow, but steady show of interest in the people
around him although he was clearly avoiding conversations with anyone using the English
language.

Within the confines of his own home, Quang was warm, friendly, and often animated with Duc,
quite the opposite when he was at school. Some changes were seen, though, when he was on his
third month of studying. Quang showed strong interest in his frequent conversations with one
official, Mr. Nguyen, who often dropped by the study area where he and this author met for
tutorials. Mr. Nguyen would speak to him in English, but Quang would typically hesitate to talk.
If he did, he responded sparingly. At one point, however, Quang started becoming more engaged
in their conversations. He started responding to Mr. Nguyen's questions although his replies were
in Vietnamese. This happened towards almost the end of this stage, the Regulation/ Hesitation
Period.

The Transition/ Repetition Stage

When it was Quang's fourth month in school, he went through some noticeable social changes.
Whereas Quang was hesitant in mingling with his classmates in the beginning of the second stage
of his L2 learning, this time he started becoming overtly interested in listening to them. He
started becoming more sensitive to the activities of the people around him, watching them speak
and engage in various activities. He also opened up by playing outdoor games with them and by
having some conversations with his classmates through chunking. Below is a sample
conversation between him and a classmate:

Classmate: So where do you come from?
Quang: Vietnam.

Classmate: How are you called?

Quang: Me? Called? Vu Quang.

Classmate: | mean, your nickname.
Quang: Oh, nickname? [long pause] Quang.

Quang's development became more noticeable, but alarming at the same time, especially when
one of his classmates cracked a joke that he could not relate to. His attitude of indifference
toward such a classmate turned out very pronounced that, at one point, he became utterly angry.
Believing he was the subject of his classmates' conversation, he reacted by inflicting harm.
Although his language development was already advancing at this point, he still could not fully
comprehend conversations.
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Finding the situation as an opportunity to get Quang to open up and be comfortable in using the
language, the author used this event for him to vent out his emotions, making the situation a
meaningful exercise. This author allowed him to talk freely about his feelings regardless of the
language production errors he committed. Quang, in return, unhesitatingly let out his feelings
about what happened. From their conversations, the author also learned that Quang was feeling
homesick. He missed the company of his friends in Vietnam. He said he did not really like to
come to the Philippines, but only did so because his mother obliged him. Interestingly, during
this conversation and in the succeeding ones, Quang already used some English words more
frequently than before. However, at home, he only used English during tutorial sessions. When
conversing with his mother and others from his country, he spoke in his L1. This could be
explained by the fact that everybody in the neighborhood spoke in the L1, except for a few
diplomats who would occasionally drop by to exchange a few words with the author.

With the author's encouragement, Quang started getting himself familiar with the English sounds
by imitating her. The author would model out to him how to pronounce a prepared set of words
every meeting. Given Quang's approximations of the sounds he listened to, he arrived at a
number of phonological variations. The author initially thought of them as a result of an L1 and
L2 interface, such that the influence of the Vietnamese syllable structure on his attempts at
pronouncing the words was very noticeable.

His choice of substitutes showed how the consonant cluster /ch/ turned out to be /ts/ and the
consonant /s/ came out as //I. The /ds/ sound for 'margarine’ became //a:/. He also doubled the /h/
sound in 'household' producing /hawsh-hold /. A study of the Vietnamese alphabet shows that
Quang's substitution of the /s/ sound for /sh/ and //ai/ reflected his prior pronunciation knowledge
in his native language. His /s/ sound was such because the Vietnamese alphabet, composed of 12
vowels and 17 consonants, includes the letter 's' but is sounded out either as /sh/ or //ail. On the
other hand, the Vietnamese alphabet's letter 'x' is pronounced as /s/. Thus, what Quang did was to
apply the rules of pronunciation in his L1 and applied it in his L2 speech context.

In the latter part of the Transition/ Repetition Period, Quang started making attempts at stringing
out short but complete sentences. There were times, however, when he would code switch
between English and Vietnamese.

STANDARD ENGLISH QUANG'S CODE SWITCHING
| don't like it. | khong thi‘ch.
No. Just fine. Khong. Just fine.

Table 1. A sample of Quang’s code switching

The Semi-Spontaneous to Spontaneous Stage

Quang, at this stage, seemed to have reached another phase in his L2 development. Instead of
simply repeating either the questions or the last few words in the question, he would go back and
forth from hesitating to speak to speaking spontaneously. His repetitions usually happened
whenever he would ask for clarification concerning word meanings. As things turned out, Quang
already had a very clear concept of the sentence structures he was using at this point. However,
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despite such knowledge, he continuously dropped the linking verbs (LVs or copular verbs) in
actual conversations as shown below.

STANDARD ENGLISH QUANG'S SIMPLIFICATION
Where are you going now? Where you going now?
What is this, Miss? What this, Miss?

Table 2. A sample of Quang’s semantic simplification

Together with this, he would say was in place of the question word what and the verb does.

STANDARD ENGLISH QUANG'S SIMPLIFICATION

What does it mean? Was mean?

Table 3. A sample of Quang’s structural simplification

When uttering sentences in the declarative form, he would also drop the linking verb. A sentence
below, expressing his opinion about a classmate, shows an example of the missing linking verb,
are.

STANDARD ENGLISH QUANG'S SIMPLIFICATION

You are very bad. 'You very bad.

Table 4. A sample of Quang’s semantic simplification

In the next sentence, however, Quang used the linking verb is despite the presence of another
verb have. He dropped a significant part of the speech though, the subject of the sentence: I.

STANDARD ENGLISH QUANG'S SIMPLIFICATION

| have. Is have.

Table 5. A sample of Quang’s simplification

When asked, Quang said that he deliberately dropped the linking verbs in his sentences because
he was still confused about the subject-verb agreement rule. In effect, he felt that dropping the
linking verbs allowed him some space to move about without having to worry which verb to use.
As regards his is have pattern, Quang over-generalized the rule thinking that singular subjects,
whether he, she, it, or I, are always followed by singular verbs.

Analysis
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The discussion that follows looks at how Quang's case validates Stephen Krashen’s theories.
Recognizing, however, the gap left by Stephen Krashen's theories, a discussion of relevant
principles on output and interaction theories is provided to shed more light on the subject’s L2
acquisition and learning experience.

Findings of this study show that Quang’s experience is in keeping the Natural Approach by
Stephen Krashen. While Quang was learning the English language within a formal school context
and informal tutorial sessions, he was also acquiring it from his classmates and peers. This
typically happened when he was using the language naturally and communicatively during school
recesses. This also happened whenever his tutor would deliberately turn their meetings into more
informal sessions. Conversations were freewheeling, but more meaningful. In this case, Quang
dealt with his TL both formally and informally, giving himself the necessary language skills to
reach his learning goals.

The Affective Filter is the second hypothesis this study validates. Quang’s unwillingness to join
his mother in the Philippines made his affective filter high, making his intrinsic motivation to
learn either low or absent. Being away from a familiar ground made him emotionally unprepared
for all the new experiences he had. Knowing he could not go back to Vietnam soon made him
even more reluctant to embrace a very new experience. He admitted to being homesick, missing
his father and his younger sister, his close friends, and anything that was Vietnamese. Because of
that, he subconsciously put up a psychological barrier, extending its adverse effects on his studies
and language learning. Because of the kind of relationship Quang had with his present social
context—he was with strangers, in a new country, and in a new learning environment—nhe had to
reconstruct his motivation and attitude, if only to make his learning experience positive (Lin,
2004). Various studies have shown that positive attitudes and motivation are typically linked to
success in second language learning. Lightbown and Spada (1999) remarked that

[i]f the speaker’s only reason for learning the second language is external pressure,
internal motivation may be minimal and general attitudes towards learning may be
negative.

Apart from being able to establish the correlation between Quang’s L2 acquisition and learning
difficulties, Krashen and Terrell’s (1996) and Krashen’s (1988) language learning theories, the
author found issues that only unfolded during the observation period. These issues had led her to
trace Quang’s learning experience to many other factors that she did not account for in the initial
conduct of this study. Additionally, these issues eventually had led this author to consider other
SLA theories such as the output and interaction theories. Quang never had English, the official
medium of instruction in his new school, as his L2 in his own country. He instead had French, the
language of his country's former colonial master. The only time he studied English was when he
arrived in the Philippines. He barely had three weeks prior to joining the private Catholic high
school his mother chose for him to be acquainted with the English language. It is no wonder that
in his first attempts to learn and produce various language patterns, he produced the coarsest
contrasts. Undeniably, it took him great lengths to learn and produce other finer sub-contrasts
before he was finally able to assimilate his spontaneous language productions into the complex
structural mechanisms of his target language (TL). The same reason propelled him to avoid
socializing with his classmates, confessing that he would rather not talk, lest the people around
him laugh at and make him the subject of their jokes for mistakes he said he was sure to commit.

Corollary to the previous discussion was Quang’s lack of support system in his struggle to

enhance his English language skills. The people in the official residence where he and his mother
stayed spoke only in their native tongue. English was used exclusively for business transactions.
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The only time Quang could use English for communication was when he was in school. After
school hours and during weekends and holidays, Quang's chances at using the English language
for practice, which he badly needed, were either low or totally absent. Neither did he have access
to desired input through watching English cable channels, listening to English- anchored radio
shows, reading an assortment of English materials, and the like. Quang also lacked the chance to
produce desired outputs (Skehan, 1998) which could have resulted from conversational
interactions. Interaction theorists like Evelyn Hatch (1978), Teresa Pica (1996), and Michael
Long (2003) argued that desired outputs ushered in by conversational interactions are the key to
acquisition.

Part of Quang’s difficulty can also be traced to the fact that his initial language productions and
learning process operated not on the phonemic patterns and semantics. Rod Ellis (1994) referred
to Quang’s language production, as shown in Tables 2 to 5, as structural and semantic
simplifications done through dropping and/ or omitting some words. First, Quang resorted to
structural simplification when he omitted grammatical functors, e.g., auxiliary verbs and articles.
He also committed semantic simplification, leaving out content words such as nouns and copular
verbs. In the process of Quang’s learning, he needed to understand the syntactic relationships
involved in manipulating and producing the language. Together with all this, Quang initially
attempted to string out ideas by chunking or putting two, three or more words. His effort,
however, to put across his ideas before finally composing complete sentences may be considered
part of the normal process an L2 learner like him typically goes through. Fourth, as illustrated in
Table 5, Quang over-generalized rules for his target language thinking that singular subjects,
whether he, she, it or I, are always followed by singular verbs. Thus, he produced “Is have” rather
than “I have.”

Chunking, referred to as the learning of formulaic language, is characteristic of L2 learning
known as interlanguage (Selinker, 1972). Susan Gass and Larry Selinker (2008) further defined it
as the language system that takes shape in the mind of a second language learner, one which
should not be viewed as a poor or incomplete account of the target language. It may be full of
errors; nevertheless, the errors should not be seen as an influence of the learner’s first language. It
should instead be considered as a language that has its own methodical conventions.

Long (2003) maintained that an interaction adapted to the level of the learner allows modification
of the speech thereby promoting acquisition. Jianwei Xu (2011) said that L2 learners’ self-
confidence in using the TL is dictated heavily by outside factors underscoring the need for
interaction. Lack or absence of the chance to interact with other speakers of the English language
could have also slowed down Quang’s development.

Conclusions/ Recommendations

This case study reveals a number of concerns with regard to the subject’s L2 acquisition and
learning. For one, it demonstrates an L2 learner’s need to both acquire and learn the TL, if only to
allow him to use it in both natural and communicative ways. Second, findings show how one’s
affective state heavily influences the learning condition. Thirdly, a support system or a scheme
that allows an L2 learner to interact with other speakers of the TL are much needed, if only to
further one’s developmental stages. Lastly, in Quang’s case, interlanguage in the form of
simplifications is a natural coping mechanism which L2 learners resort to, at times, to help them
in their learning process.
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To conclude, the author offers a few recommendations, which she hopes, would help both
learners and teachers to have a better understanding of a learner's language acquisition and
learning experience.

1. That language learners not only learn and memorize the grammatical rules and conventions
governing the TL. They should also be constantly using their TL for most of their waking hours.

2. That errors produced be viewed not as errors per se, but, most likely, part of the process L2
learners typically go through.

3. That language learners use the TL not only for the sake of using it. It should be done in ways
meaningful both to them and to other speakers who are using the language when communicating.

4. That language learners will usually find the learning process complete only when they are
able to associate and infer a meaningful relationship between the TL and their own experiences.

5. That language teaching that involves L2 learners like Quang be designed in light of the
above-mentioned recommendations.

6. That further investigations within the specific context of other L2 learners’ own learning
environment be explored. As Quang’s case does not necessarily represent every L2 learner’s
experience, the author does not attempt to make the findings in this study conclusive in respect of
learners’ individual differences and other external factors that come into play.
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Leadership means different things to different people. When people are asked to define what
leadership is they often cite past heroes or political figures as example. The most common are
John F. Kennedy, Nelson Mandela, Ghandi, Winston Churchill, Martin Luther King and the
leaders of the 21°' century. Very rarely do people mention themselves as a powerful or influential
leader. We are all leaders. We are all put in situations daily where everyone is leading. It can be
as a teacher, principal, office worker, camp counselor or the guy who makes your coffee at
Starbucks on the way to the work. Leadership is an everyday phenomenon. It occurs every time
an individual directs or encourages people to take a direction or a specific route.

Leadership is perceived as something only educated or powerful people do. If you are a normal
everyday individual you do not see yourself as being all powerful and directive, yet you are. The
power of influence is at hand and is easily dispensed.

In understanding leadership one must put it in a perspective that is very similar to understanding
early childhood behaviors. Children often will seek out things that are fun to do, or else they find
a way to have fun at what they are doing. They jump from one interest to another. They are
curious and usually eager to try anything once .They smile and laugh a lot.

They experience and express emotion freely. They are creative, passionate and innocent

They are physically active. They are constantly growing mentally and physically. They will risk
often, not afraid to fail. They rest when their body tells them to. They learn enthusiastically.
They dream and imagine. They believe in the impossible. They don’t worry or feel guilty.
( Katzenbach & Smith, 2003)

Adults often forget to do the following things when they become leaders. It is almost like a part
of the brain ceases to have fun and is overtaken with seriousness, planning and manipulation.
The fun is soon abandoned and replaced with a sense of duty and obligation. Effective leaders
never lose their ability to think and act like children! They relinquish the constraint and
substitute them with a freedom to explore and a sense of adventure. The power of early
childhood thinking allows the individual to think freely and divergently.

Leaders must be aware of what is going on in their organizations to have clear understanding of
what needs to be accomplished and begun. A leader who does not have an accurate evidence
based evaluation of the inner working of the team or the existing structures of their organization
plans to fail if wanting to implement any type of course of action.

The leader in his/her ongoing evaluation of his/her organization quickly comes to the realization
that there is a need for change. Once the need has been identified the path to change must include
the following:

1. Input from a wide variety of sources. Evaluation teams must be given the time to give
their opinions and fact finding expeditions must be ongoing during these discussions. Individuals
who will be affected by the decisions and /or changes must be part of the process. The lens that
these individuals are looking through can seriously affect the success or failure of the change.

2. A focus on results. The discussions have occurred, the existing plan or structure has been
clearly articulated as needing change and people are ready to look at attaining different results.
At this stage of the change the question that needs to be asked is “ What do we want to
accomplish and what is the best way to do so?” This will focus the efforts of the team and will
produce the needed results to make the change successful.

3. Communicate a vision and reinforce it repeatedly. The leader must be clear and articulate
how these new changes will improve the lives of the individuals it will affect but also is for the
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betterment of the organization. This vision must be clear and ambiguous enough that there is
room for development and change as it evolves.

4. Show dedication by enthusiasm, persistence and problem solving. Change does not occur
overnight, it is a slow sustained turtle like approach. The individual who is leading must be able
to progress at the speed that the team readiness for change dictates. Trying to integrate change at
a pace that is not aligned with people’s ability to accept the change will be disastrous in the long
run.

5. Motivate by building on their team strengths. To build an organization there must be a
team. If a leader wants to effect change he or she must surround themselves with individuals that
have a variety of skills, dispositions and temperaments. You want random global thinkers for the
idea development and some very concrete sequential thinkers for the details and the precision
thinking that is needed to implement change or to build something new. The combination of
individuals is crucial to a successful change.

Change is a process that is often very fearful and people are not interested in change if what they
are doing is working for them. Change becomes an issue when production, lifestyle, individual
productivity, destructive behaviors or inefficiency prevents an individual or organization from
being successful or innovative.

How people affect change is measured in their behaviors. There are five categories of individuals
when looking at how people accept change. The first group is the Innovators: 1-3% try new ideas,
risk takers, new ventures.

Second group are the Early Adopters: 13% communicators, part of the informal power structures,
are respected for their judgment. They will be more cautious than innovators. They are the key
group in instilling new innovations.

The third group are the Early Majority-34%: They are usually joiners, follow the lead of the
early adopters, but are reluctant to accept a new idea too quickly.

The fourth group are the Late Majority-34%: This group of individual is usually skeptical and
usually adopts an innovation only after social or peer pressure is applied.

The final group is the Laggards 16%: Last to adopt an innovation. This group is very dependent
on the past, is not receptive to change or those who advocate change. ( Rogers, 1983).

The key formula here is in understanding human behavior in that all groups are needed to be part
of an effective organization. Each group plays a pivotal role in the creative process to the
pragmatic logistical implementation of change within an organization. They are all needed for
success. The responsibility of the leader is to know how much power to give to each group and
when to intervene to have the group move forward on the vision and its full development and
implementation.

The children’s book Who Moved My Cheese? By Spencer Johnson is a wonderful example of
what an individual or organization must experience to affect or invite change. The book
summarizes ten life lessons.

1. When you choose to change, you gain.

2 Change imposed is change opposed.

3. Simplicity conquers complexity.

4, Life is a maze.

5 When you change what you believe you change what you do.
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6. Smell the cheese often. (Cheese being the metaphor for what we want in life, job,
relationship, money, freedom, health, recognition, spiritual peace, etc.)

7. Savor the adventure.

8. If you don’t change you can become extinct.

9. New cheese is always out there.

10.  Change and move beyond your fear to feel free.

Who knew that out of a child’s book could develop such a variety of important life lessons. Each
one of these life lessons can create a chain reaction that could forever change the direction of
one’s life, one’s interactions with people on a daily basis and one’s ability to leave a legacy. The
power of children’s literature!

Vision is often cited and touted as a necessary component of effective leadership. How does one
define vision? What is the difference between vision and powerful vision? Is vision uniquely
individualistic or a collaborative effort?

Marjorie Parker in her book Creating Shared Vision speaks of vision as having to have several
key components to be effective. She describes vision as something that is described as a
preferred and meaningful future state. It has to have a purpose. The vision must be something
that can be articulated.

Vision must evoke images in the mind of others. People need to see what this vision entails. Is it
described in measurable and observerable outcomes? Can individuals wrap their thinking
around what the vision will accomplish or change? The answer must be yes.

Powerful visions will give people a better understanding of how their purpose could be
manifested. Being part of the planning and execution of the vision empowers people to be better
engaged and supportive of the vision.

If a leader possesses a vision that can motivate even in hard economic times and in times of
conflict, people will pay attention. Organizations and the individuals within these systems want
to know that they will be protected, and /or taken care of financially during these troubling times.
The vision must be about hope but also be realistic and achievable in a reasonable amount of
time.

Leaders must develop a vision that is achievable, genuine and comes from the heart. A vision
based solely on economic financial growth may forget a key ingredient, the people who work
within that organization. The success of any vision depends on people’s willingness to be part of
the change but also to do the work towards effecting change.

A vision must be lofty, challenging and compelling for it to be effective. Setting the bar too low
never achieves great results. It does achieve changes, it does produce results, though sometime
mediocre and these changes are measurable. Powerful visions must not settle for the tried and
true and must challenge all individuals and systems within the organizational structure that it
lives in. It is imperative that a leader have a vision that will create movement towards change.
Otherwise is it really a powerful vision, or is it just good management?

Leaders must have some very specific traits and dispositions to be effective and effect change.
Stephen Seay and Stephen Macchia both agree leaders must possess the following attributes to
be fully successful as effective leaders of change:

Honesty - Displays sincerity and honesty in all actions. Deceptive behavior does not inspire trust.
Competent - Bases actions on reason and moral principles.

Forward-looking - Sets goals and has a vision of the future. Effective leaders envision what they
want and how to get it.

Inspiring - Displays confidence. Takes charge when necessary.
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Intelligent - Reads, studies, and seeks challenging assignments.

Fair-minded Broad-minded - Seeks out diversity.

Courageous - Has the perseverance to accomplish a goal, regardless of the obstacles. Displays a
confident calmness when under stress!

Straightforwardness - Uses sound judgment to make a good decision.

Imaginative - Makes timely and appropriate changes.

Shows fair treatment of others.

Many leaders if they are truly reflective are able to use this list as guiding principles towards
becoming effective leaders. Being able to be honest in one’s self analysis and evaluation is key
towards having people perceive you as the leader. The dispositions listed above are the starting
point to becoming and evolving as a present or future leader. Leadership is both transformative
for the individual as well as the organization.

Douglas Fisher and Nancy Frey in their research and writings have indicated that there are five
key lessons that an effective leader must learn early on to be successful.

Lesson 1: Spend time doing things you care about.

Lesson 2: Be the teacher/worker you want to hire.

Lesson3: Talk with the students/staff often, and talk about things that matter.

Lesson 4: Surround yourself with good people, then get out of their way.

Lesson 5: Nurture partnerships, especially those that benefit school/preschool/organization

Following these guiding principles allows a future leader to gauge their performance and their
abilities. It allows an individual leader whether new or veteran to be reflective about what they
are bringing to the organization. It encourages the leader to build relationships through their own
self-awareness. Leaders who are not self-aware are missing an opportunity to see themselves in
action. The lack of self-awareness will often lead to increase conflict and migration to positions
that are opposite to what the leaders wants to achieve.

Leaders who are able to develop synergy with groups of people are often able to effect change.
Leaders must have an excellent understanding that the energy of a group is always potentially
greater than the sum of the combined energies of its members. If the leader is able to create an
environment when the team concepts are applied to group formation, the result is not only
effective use of energy but also the creation of new energy. Change does not occur without new
energy.

Choosing the right team is key to the success of change within an organization. The leader must
be diligent in understanding that the focus of the team efforts is on combining rather than on
coordinating resources. ( University of Wisconsin, 2012). Interdependence in today’s
organization is a simple reality. Most services and products are so complex and the skills needed
to produce them successfully are so specialized, that it is impossible for any individual to
accomplish them alone. Leaders no matter how gifted they are cannot do it alone. They must
have teams of people who are willing to follow and do the work.

Teams that are directed and focused by an effective leader will achieve more organizational
objectives from a position of strength and creativity. If the team is an effective one where the
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team members share a common goal, objective or vision the support that is given to and within
the team achieves results.

Any leader worth his or her weight must be very strategic about picking their teams to move
forward their vision or their agenda. It is crucial that when a group of people are thrown together
that team building occurs. Through team building members gain a better understanding of the
team’s purpose. The team has increased communication and greater mutual support. They are
able to generate a clearer understanding of the group process and how people can and should
work together. One of the major benefits to team building is that there is more effectiveness in
working through team problems. They are able to develop the ability to constructively use
conflict for development, implementation and/or creativity.

Members of a team who have had shared experiences and have had the opportunity to develop a
sense of interdependence are more likely to be invested in the success of the group and
themselves. Interdependent teams are less likely to be ego-centric as the function of their
behavior or the motivations for their actions.

Leaders who are interested in creating new and vital teams must be cognizant of the following
areas:

1 Relationships: These relationships must be based on interpersonal trust, open
communication and risk taking.

2. Mission: It must be articulated as the team’s purpose and formulated by them.

3. Vision: What is the end result once the team’s purpose is fulfilled

4. Goals: There are very specific statements of desired results to which the team is
committed.

5. Roles: The roles are clearly assigned with stated expectations.

6. Procedures: Guidelines and procedures for the team’s effective functioning are articulated

and understood by all team members. ( University of Wisconsin, 2012)

The task of leading teams is not a simple process. It requires very specific skills and dispositions.
The leader must be calculated in their approach to choosing the team, developing the team ,
monitoring the team for effectiveness and productivity and evaluating the results and otucomes.
Effective ongoing feedback is required to guide a team to achieve the desired results.

Leadership strategies are plentiful. There is a new book every year that professes to be the new
truth. This author has read many books and articles over the years and has found the following
leadership strategies and guiding principles when in a leadership role or having leadership
responsibilities to be best practices.

Strong leaders delegate. As a leader you cannot do it all by yourself, create an effective team and
have them work hard to achieve.

Lead during transitions. If the organization is experiencing lots of upheaval or change, make sure
that you the leader are visible and directive. Take charge, ask questions, and make decisions.
Honesty: The Best Policy for Uncertainty. Don’t lie to people. Don’t sugar coat the results. It
will only come back later to haunt you as people will feel misled or fooled.

The Right questions lead to the right vision. Ask many questions, talk it out. Ask people to weigh
in with their comments and additional questions. Let people explore through a variety of open
ended questions and discussions.
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Star performers enhance value. Find your superstars, your innovators who will be able to be
creative. Find the people who have the creative genius and the work ethic to develop.

Hire better people. Find the excellent workers who are going to jump on board and do the work.
Through effective team building assemble the right group of individuals. If there is a specific
skill set missing from the group go out and find it. Bring this individual on the team to balance
out and be productive and produce products or procedures.

Effective recruitment and retention tools. Develop ways to find the people you need for
innovation and development. Once you find them make it worth their while to stay. Look for
committed individuals who are willing to work hard and strive for excellence. Reward them in
ways that works to developed ongoing loyalty and commitment to the organization.

Continuous clarity for team success Make the objectives and goals realistic and measurable.
State the expectations in a way that indicate success and what is ongoing. What still needing
work or ongoing development.

Overcome undermining staff who are sarcastic-joking. Being honest and making team members
accountable and responsible for their words and actions will empower individuals to be part of
the solution rather than constantly being the negative nag.

Make your staff want to change. As a leader you need to be a role model of change. You need to
demonstrate and emulate the dispositions and characteristics you want your team to have. You
must lead by example.

Capitalize on experience and wisdom of your team members. As the leader you need to
recognize the skills and abilities of the people in the organization. These skills must be
celebrated and encouraged. There must no jealousy or envy, just recognition of what the
individual is bringing to the process.

Courage under fire: good ways to deliver bad news (Forewarn, in person, be brief, firm and fair).
In difficult times a leader must face the facts and stand strong. The storm will pass. The conflict
will end. The key is how the leader manages her/ his own behavior and sincerity during these
times. Will people remember a solid honest individual or a rat who was all about self-
preservation?

Know how to frame an argument (support and cooperation). Change never comes without
argument and discussion. An effective leader is able to frame all discussion on facts and all
decisions are evidence based, keeping the personal out of the discussion is paramount to having
enlightened decision making processes.

How to admit your mistakes (apologize —past-present-future)- don’t apologize if only regrets are
called for. A great leader knows when to be humble and admit a mistake. We are human beings
and perfection is not a realizable attribute. We need to be honest with ourselves and others when
we mess up. Accepting responsibility in a mature way is crucial to effective leadership.

In conclusion, leadership is made up of several components that must be present for an
individual to be successful at this concept. Leadership is a work in progress. It is never fully
achieved as there are always new challenges or situations just around the corner. An effective
leader knows that he or she must continue to learn and practice this abstract construct called
leadership.

As the journey of leadership begins for all of us in one way or another, it will be fundamental
that we understand that we are all leaders, we are all able to effect change and we are all able to
make a difference in someone’s else life every single day.
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Introduction

In 2009, Sultan Hassanal Bolkiah Institute of Education launched a new Master’s Degree
Program in Education as part of its efforts to upgrade and promote the teaching profession in
Brunei Darussalam. The Master of Teaching (MTeach) degree is a professional qualification for
entry into the teaching profession and is designed to provide a comprehensive understanding of
teaching and learning and to develop effective professional skills. Partnerships with schools
allow for student teachers to undergo practical experience throughout the program; 2 days per
week in schools for observation and/or teaching, a series of Professional Practice blocks whereby
they are to teach assigned classes and a mentor-mentee arrangement of which students teachers
receive mentorship by experienced teachers in the partner schools. An important feature in the
MTeach program has to be a strong emphasis on reflective practice as a source for creating
awareness, evaluating and decision making for classroom instructional and managerial decisions
with trainee teachers especially during the practicum. However, while reflective practice have
been synonymous with teacher training, the concept of the reflective practitioner (Schon, 1983)
points to the problem that reflective inquiry in student teachers' learning can remain tacit and lead
to idiosyncratic knowledge that is not open for scrutiny and development (Goodson &
Hargreaves, 1996). Reflective practice in teacher training programs are more often than not
denigrated to records of observations in journals — mere pieces of descriptive writing. As such,
new approaches using reflection and self-regulation as vehicles for student teacher learning, need
to be considered carefully. How does reflective practice for teacher preparation account for what
Shuell (1990) calls "active meaningful learning’, denoting a constructive, cumulative and goal-
directed learning process in which the student teachers build new knowledge upon existing
conceptions and beliefs (Halliday, 1996)? In addition, student teachers' beliefs, lay theories, and
observations of the school and its community teachers have to be considered of relevance as
these form Funds of Knowledge (FoK) (Gonzalez, Moll and Amanti, 2005) that provide a more
authentic context for student teacher learning, which in turn contributes to their sense self
efficacy as they begin to evaluate teaching and learning and make decisions for classroom
instructional and managerial decisions. In order to account for ‘active meaningful learning’
(Shuell, 1990), this paper focuses on one aspect of reflective practice - illustrates dialoguing
reflections to help and challenge student teachers to direct their gaze at students’ lives and
consider how they may develop and build their knowledge base in order for best practices for
teaching and learning.

A framework for the underlying theoretical rationale and methodology

The underlying rationale for ‘active meaningful learning’ stems from the assumption that the
educational process can be greatly enhanced when teachers learn about the everyday lived
contexts of their students' lives otherwise known as the funds of knowledge (Gonzalez & Moll,
2002). For this module, student teacher venture as 'anthropological learners' or ‘teacher-
ethnographers’, they acquainted themselves with their students’, familiarised with the whole
school community and sought to understand the ways in which the school community makes
sense of their everyday lives.

The Funds of Knowledge (FoK)

“Funds of knowledge (FoK) is based on a simple premise; that people are competent and have
knowledge, and their life experiences have given them that knowledge (Gonzalez & Moll, 2002,
p. 625). It is centered on the principle that the best way to learn about lives and backgrounds is
through a focus on households’ everyday practices, by learning about “what people do and what
they say about what they do” (Gonzalez, 2005, p. 40).Diverse definitions suggest the importance
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of consideration of various FoK, with notions of FOK each highlighting and/or excluding
different factors. For this paper, | make reference to FoK as the fluid collection of knowledge
base, mainly derived from observations. FoK provides the basis for understanding/making sense
of their beliefs, teaching philosophies in the development and building of knowledge base as they
began to develop their own personal understanding of teaching and learning which contributes
towards enabling them to be informed on best practices. This in turn could potentially help
student teachers achieve self-efficacy which Bandura (1986) defines as “as people’s judgments of
their capabilities to organize and execute courses of action required to attain designated types of
performance” (p. 391).

The concept of reflection

John Dewey (1933) defined the term reflection as *“active, persistent and careful consideration of
any belief or supposed form of knowledge” taking into consideration its origins and effects (as
cited in Richards & Ho, 1998:153). Reflection, is today established as a key concept in
discussions of teacher learning and involves teachers in thinking about their work, understanding
what they and their learners do, and considering ways of improving the quality of teaching and
learning. Research on effective teaching over the past two decades indicate that effective practice
is linked to inquiry, reflection, and continuous professional growth (Harris, 1998). Teachers can
improve their effectiveness in the classroom by gaining a better understanding of their own
individual teaching styles through reflection on practice (Calderhead, 1989). However, reflection
is also considered difficult due to a lack of understanding of reflection (Boud & Walker, 1998),
thus, a range of methods for identifying the nature and quality of reflection have been developed
to mitigate these concerns.

Typically used and studied in the context of pre-service teacher education programmes (Borg,
2006), reflective writing frequently takes the form of reflective journals (Hatton & Smith, 1995).
Reflection can also be understood as a process of internal dialogue facilitated by thinking or
writing and through an external dialogue and reflection together with others (Clarke, 2003).
However, reflective dialogues are used to facilitate and support group learning whereby
participants are responsible for personal reflections and committed to active participation. This
paper looks at the benefits of dialoguing that participating student teachers derived from, over
one semester of practicum and classes in session and reports on the learning outcomes through
the construction of stories of three student teachers, gathered during the student teachers’
reflective dialogues.

The dialogue sessions

The module in context had a primary focus, to provide support be it professional or otherwise,
vis-a-vis dialoguing sessions, to student teachers as they underwent practicum for a 14 weeks (1
semester) in schools. The body of research on student stress in the practicum identifies and
describes sources of practicum stress to be plenty as “teaching is considered to be among the
professions in which employees are subject to high levels of stress...and is capable of exposing
student teachers to situations that are similarly, if not more stressful than those experienced by
practicing teachers” (Black-Branch & Lamont, 1998, p. 183 cited by Murray-Harvey, 1999).
With reflective practice as the module’s approach for teaching and learning, student teachers
were required to observe, note down in their reflective journals, reflect on what they have
observed and then share these reflections when they attended classes weekly on campus. The goal
was to create a climate of dialogue where student teachers professional (and sometimes personal)
questions and thoughts were given due respect and attention and collectively explored. To
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facilitate the development of their reflections systematically, a semi-structured check-list was
provided, they were required to do the following:

i. Observe moments (critical, significant, spontaneous) and describe them in their
notebooks

ii.  Approach and become acquainted with the students (this could be after a class, recess, etc)

iii.  Become familiar with the school (in their notebook, they should describe the school’s
physical environment, teachers, principal, understand the school’s policies, culture)

From the very start of these classes, trust and privacy were main priorities, a safe environment
had to be ensured. There was very little, if at all, interference from the lecturer who had to be
flexible with the structure of the classes — although lectures had been prepared, these had to be
postponed if it was noticed that the student teachers required prolonged period of talk-time.
Among questions/topics suggested for reflective purposes were questions that covered an array of
topics that included perceptions and beliefs about teaching, classroom management, pedagogical
decisions, these topics were usually based on their experiences/critical moments/incidents. The
student teachers were encouraged to pursue the selected topics in whatever direction seemed most
fitting and to diverge from the initial questions whenever necessary. Sometimes, digressions
ensued, these may include, a rough day at school, class management problems, teaching methods
that did not work, work relationship problems; however not all digressions were negative in
nature.

During each of the reflection sessions, the student teachers were asked to identify and discuss
successes and problems.The dialogue sessions appeared most helpful as the student teachers
learned to reflect and talk through on their reflections and experiences, they also began
understand see other perspectives. This resonates with Game & Metcalfe (2009) who said that
people in dialogue, are able to hear the differences offered by others, because they are not
personally affronted. They can imagine the experience of others and therefore understand how
different perspectives can co-exist.

The following section presents case examples of 3 student teachers, Ros, Nana and Rina and the
stories gathered from the dialogue sessions.

Student teacher 1:- Ros

Ros has been a trained speech therapist for more than 10 years and presents an image of the very
committed professional with a strong sense of professional identity. Among her most rewarding
instances are when the children she’s helping are able to communicate coherently. When she
decided on a mid-career change, she chose to become an early childhood educator. Ros wears
many hats, she is a mother of 4 young boys, wife, part time actress and full time student. Ros is
confident and unafraid to speak her mind, she very seldom allows herself to be ‘bullied’ into
situations. However, she is also very soft hearted and compassionate, sometimes during class, she
has been known to shed a few tears albeit tears of frustration, anger, sadness.

Ros’ Story:- The supervisor — supervisee tension

During the initially stages of her practicum, conflicts arose between Ros and her practicum
supervisor due to differences in teaching practices and/or perspectives. Ros’s supervisor was
trained in Primary Education while Ros was undergoing training as an Early Childhood
practitioner. As pedagogical and methodological differed for the two areas of specialisation, Ros
found herself in constant conflict with her supervisor. For example, during a class on campus,
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Ros appeared quite upset. It seemed that she had been awarded a grade which to her opinion, was
not justifiable and she was very frustrated and she talked about it. As she dialogued on her
reflections on that incident, she had the opportunity to understand and retain her self efficacy;
by the end of the semester, she had actually begun to see eye to eye with her supervisor. If she
hadn’t been able to dialogue with the rest of the student teachers and the lecturer, she could have
eventually ended up being more frustrated and disheartened. Throughout the dialogue sessions,
she grew increasingly aware of where to draw the middle-line — when to agree and when to
disagree with her supervisor, she also reflected on ways to structure her lessons, so while she still
stayed true to her training as an Early Childhood educator, she could still present lessons which
met the necessary structures and requirements of a ‘good’ lesson. All these decisions eventually
contributed to an improved supervisor-supervisee relationship by the end of the semester, and she
even received a very good grade for her practicum.

Student teacher 2:- Nana

Nana is a young teacher who has been teaching the General Paper to pre-university students for 3
years. Educated abroad in English Language and Linguistics, she did not receive any formal
teacher training, thus her admission into the Master of Teaching program. As most of Nana’s
students are about her age, she has always assumed that she has good rapport with them. While
she is a highly motivated teacher and is constantly making every effort to ensure best practices in
teaching, she does have some set ideas and beliefs which she has been “collecting and building’
in the 3 years of her teaching, particularly in the area of classroom management.

Nana’s Story:-Through the reflective glass

Nana considered herself to be ‘young, hip’, and seemed to have no issues identifying with her
young students. ...however, during one of the dialoguing sessions, as reflected on an incident
during a classroom observation, she realised that she was not as approachable as she thought she
was and that she had very set ideas on (un)acceptable behavior in a classroom. For example, she
said “the funny thing | encountered today was when the teacher was taking the students’
attendance, the teacher asked the students to respond with animal sounds. To my surprise, none
of them were reluctant... they were rather responsive and jolly.” From her comment, Nana
appeared to be unaware of the types of activities her students would consider as fun, she said “I
didn’t know they liked that sort of thing, | thought they would find it silly to make animal sounds
cause they’re you know, seventeen.” She later admitted that she seemed to be an ‘old’ person
with little tolerance and had very little patience for ‘young people’s habits or behaviour, thus
explaining her reaction to the students’ enjoying the activity above. This ‘revelation’ proved
quite surprising to her as she had always thought that she understood her students’ Funds of
Knowledge,

Nana also discovered that she never actually built relationships with her students. In one session,
she talked about her observation of her mentor, and she said, “...when the teacher mentioned
smoking, the boys in the class gave a funny look to the teacher, and both (teacher + student)
laughed. To be honest, | do not know what was funny about this. I could see that the teacher and
students understood each other perfectly. They had a rule — we do not laugh at the person, we
laugh with the person. Knowing that I once taught this class before, | could clearly tell that the
students’ performance have improved since the teacher took over. She remarked of her reflection
“I liked the fact that the students were able to communicate easily with the teacher. Students
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were more responsive and not entirely scared or shy.” A stickler for rules, Nana, through
reflection, began to see how other teachers’ implemented rules which empowered the students
instead of disempowering. Also her dialogues helped her see that she was indeed not as flexible
and approachable as she had always assumed to be. She once said, ““ | have a younger sister in
the school... and I’'m very close to her... so | get along well with my students because they’re like
my sister.” By the end of the semester, she admitted... * yeah, | never saw myself as strict or
fussy.. I did wonder, why they never seemed to laugh during my classes, but they always seemed
to have a good time with Mr Ravi.”” Nana’s reflective dialogues do not mean that she undergoes a
total professional and personal transformation, rather, these reflections of authentic teaching
experiences provide her the feedback from peers and the lecturer, which can potentially can help
in her development of a decision-making schema. Farell’s (2001) description of reflective
teaching explains that teachers learn to subject their own beliefs of teaching and learning to a
critical analysis, and thus, take more responsibility for their actions in the classroom (p. 23).

Student teacher 3:- Noni

Noni is another young teacher, educated abroad in the area of Applied Linguistics, however, she
never received any formal teacher training. Having taught General Paper for A-Levels since
graduation, she has had 3 years teaching experience. Self-admitting, she ‘envies’ her colleagues
who appear to have close bonds with their students, she feels that she is ‘not the kind to be
friendly or close. I just do my work, that doesn’t mean | don’t like my students, I’m just incapable
of being close to them’.

Noni’s Story: The ‘s’mothering mentor

For her practicum, Noni was sent to an all girls’ school which is well known for its Language
Arts Program. Unlike Noni who claimed that she was unable to be personable with her students,
her mentor on the other hand, was very learner centred and his students’” wellbeing was
considered above everything else, he referred to his students as “my girls.”

Being a very hands-on teacher and mentor, he observed all her classes, tracked her pace during
class, pre-set her activities, she was kept on very ‘short leash’. To illustrate, he felt that one of her
weakness was the ‘incapability’ to keep track of time so she was asked to write a script which she
was to read aloud in class, so instead of spending time preparing her lesson, she was kept busy
writing the script. Although she had the highest regards for him as the mentor and teacher, she
felt very frustrated and unable to be herself. Often during the dialogue sessions, she would
comment that ‘if he wasn’t there, | would not have done that...”” For Noni, the dialogue sessions
appeared to have helped her go through the entire practicum, these session were almost akin to
therapy sessions and as she shared her frustrations, she began to make sense of who she had
become and why she was like that. She remarked... * | know many times | don’t want to do what
he suggests, and now | won’t even look at him as he taps his watch. But | just keep quiet
whenever he suggests something, | disagree inside but outwardly, | don’t. In my mind though,
I’m just not listening to him.” When Noni made this comment, her peer at the dialogue session
remarked, ‘why don’t you just tell him, why do you let him think you don’t have an opinion?’
This comment actually helped Noni re-think her reactions towards her mentor, although at the
initial stages, Noni was unable to answer her peer, she had become too wrapped up in the bubble
of incompetency which had been growing since the beginning of her practicum. Many of the
sessions were filled with Noni venting her frustrations, however, being able to reflect on the
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different incidents, for example, not being to make her own professional decisions, she eventually
understood that she was in fact a teacher who have had 3 years teaching experience, and she was
empowered to make professional decisions which in the best interest of her students. The
dialogue sessions were not just for reflective purposes, they were sessions where she received
support and validation from her other colleagues who spurred her on with encouraging words
and courage to stand up for what she thought were good pedagogical decisions.

Conclusion : The Reflection Model

Reflection is today, established as a key concept in discussions of teacher learning. Reflection can
be understood as a process of internal dialogue facilitated by thinking or writing and through an
external dialogue and reflection together with others (Clarke, 2003) However, reflection is
considered difficult due to a lack of understanding of reflection (Boud & Walker, 1998), thus a
range of methods for identifying the nature and quality of reflection have been developed to
mitigate these concerns. In the context of this module, it was pertinent to make sense of the
process of reflective practice and consider its reliability and validity as an approach in teacher
education. From the outcomes of the dialoguing sessions, a model of reflection is proposed
below to illustrate the key elements necessary for meaningful reflection.

THE REFLECTION MODEL

The Reflection Model

Through the sessions, it was apparent that in order for meaningful reflection instead of mere tacit
practice to have the potential to develop and build an effective knowledge base for teaching and
learning, the funds of knowledge which is extrapolated from ethnographical observations, written
records of the observations (reflective writing) which is then turned into reflective dialogues were
essential. These three elements collectively contribute towards self efficacy of the student
teachers as they began to “belief in their capacity to organize and execute the courses of action
required to produce given attainments’” (Bandura, 1997, p. 3).

The stories in this paper highlight the role of collaborative dialogue as a key element in reflective
practice. To reiterate Black-Branch and Lamont’s (1998) point that “teaching is considered to
be among the professions in which employees are subject to high levels of stress”, reflective
dialogues appear to encourage and enable teachers to operate in the affective domain. While
reflecting alone may be beneficial, reflection may be "enhanced by communication and dialogue
with others™ Zeichner and Liston (1996 p. 22). Working with others to inquire has several
benefits as described by Kasl and York (2002), a dialogical process can support teachers to see
other perspectives and people in dialogue, are able to hear the differences offered by others,

116



The Asian Conference on Education 2012
Official Conference Proceedings Osaka, Japan

because they are not personally affronted (Game & Metcalfe, 2009). They can imagine the
experience of others and therefore understand how different perspectives can co-exist.

In conclusion, teacher educators must think of ways to incorporate all three elements, should
they choose the reflective approach in their teaching and learning as these elements
systematically present a structure for reflection of which neither should be indispensable.
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Abstracts

The research purposes were to study about local wisdom learning management of an
ASEAN Focus School in Chachoengsao province in Thailand, to develop the local
wisdom learning management model of ASEAN Focus School and to study the
results of the model which considered from the result of local wisdom learning units
integrated to ASEAN developed by teachers, asking teachers’ opinions and students’
opinions. It found that, teachers in each department of the school have taught local
wisdom learning in different types and times in a semester. There were only two of
eight departments (Thai language department and foreign language department) could
be able to teach all ten types of local wisdom. The four models of local wisdom
learning management of ASEAN Focus School were developed in this research and
they were in a high level of consistency and appropriateness. It also found that
teachers and students were satisfied in a high level of teaching and learning from the
learning unit designed by the model, and they also revealed that every school in
Thailand should implement the models for preparing students and other stakeholders
to facing the ASEAN community by the year 2015.
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Introduction

In October 2003 the Association of South East Asian Nations (ASEAN) announced its
intention to create an ASEAN Community based upon three pillars: 1) ASEAN Security
Community 2) ASEAN Economic Community and 3)ASEAN Socio-Cultural Community.
A year later ASEAN established the Vientiane Action Programme to realise this goal. The
process of ASEAN community building is a result of the considerable change in the
association’s mission in the recent two decades. The end of the Cold War, the advance of
globalization, the rise of China and India in economic size and political influence as well as
the Asian financial crisis have forced ASEAN to shift from its original preventive diplomacy
of maintaining peace and harmony among its members and in the region to the constructive
diplomacy of community building to cope with increasing political and economic
competition in a globalised world. In more details, one of the most notable threats to ASEAN
members is China, whose robust economy is in direct competition with those of its Southeast
Asian neighbours, especially in trade and foreign direct investment. Meanwhile, in recent
years, China has also tried to enhance its economic and political influence and presence in the
region, particularly in Myanmar, Laos, Vietnam and Cambodia. This important change has
increasingly drawn ASEAN states, which share the common fear of intrusive outside powers,
into the long-term strategic competition between the United States and China in Asia Pacific.
In order to cope with China and avoid external intervention, Southeast Asian countries feel
the need to act collectively and to lean on each other, so that they can have combined
strengths as well as better bargaining power in both economic and political issues. The same
will work when dealing with an amalgamated or regional community such as the United
States and the European Union, or with international organizations such as the United
Nations and the World Trade Organization. Besides, in the time of economic globalization
and after it was hit hard by the Asian financial crisis, forming an economic community will
help Southeast Asia boost its economic competitiveness and attractiveness to investors inside
and outside the region (Almonte, 2006 cited in Wikipedia, 2012). In 2005, member countries
agreed to establish an ASEAN Charter, which would serve as the legal and institutional
framework for the regional organization and the ASEAN Community. Although it will not
take on any supranational functions, with its ambitious goals, the ASEAN Community is
believed to have far-reaching and important impacts on the lives of the people in Southeast
Asia (Wikipedia, 2012). To response to the globalization and the regional economic and
political development, in less than three short years the ASEAN 2015 will become a reality
bringing with it enormous new opportunities for Thai companies to expand in the region and
exploit the unprecedented new freedoms that the 10-country ASEAN Economic community
will offer.

From the mentioned above influenced Thailand to enhance people to be educated and ready
for facing the changed situation not only formal education but also informal and non-formal
education as well. According to the Office of Basic Education Commission revealed that the
office has been conducted a project called Spirit of ASEAN to prepare Thai students since
2011, there are three types of school model in the project which are Buffer School, Sister
School and ASEAN Focus School.

Thailand should beware and also necessary to consider our role as one of the main founders
of ASEAN. As a core leader in the ASEAN Community Thailand is aiming at the prosperity
of its people through developing resources and economy building under the strategic vision
of, “One Vision, One Identity and One Community”. The main purpose of the Ministry of
Education on educational readiness preparation is as follows: (Nipa Yamwagee.2010)
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1. To build an ASEAN Community through education: Thailand will be an
Education Hub with crucial concepts which focus on equipping Thai people with the
essential awareness of being part of the ASEAN Community, through having the
capacity to be able to live harmoniously in a multi-society, also in showing the
ability to establish educational cooperation in the region. The latter will emphasize
educational quality development, educational opportunity expansion and
participatory enhancement on educational services and educational management.

2. To reinforce ASEAN Community building through education: This process will
be highlighted through the understanding of inculcation regarding ASEAN
neighboring countries, ethnic differences, human rights principles. Moreover, a high
emphasis will also be given to teaching foreign languages. This is in order to
develop efficient communication amongst ASEAN citizens. The Ministry will also
allow English teachers to integrate the English language at every level. The aim is to
encourage Thai students to communicate creatively. In addition, the private sector
will assist in the support of volunteer teachers to teach foreign languages. In addition
foreign languages volunteers should also teach cultural awareness in order for all to
reach better understanding. With regards to ICT for education, development of this
will be through 3 Ns principles, namely the Ned Net- National Education Networks,
the NEIS- National Education Information System —A Center for gathering,
collecting and linking educational information and data, and NLC — National
Learning Center for life-long learning. The significant objectives embedded are to
develop Thai students to become good ASEAN citizens. To develop Thai citizens
who can live together with all other citizens of ASEAN in harmony, in a happy,
caring and sharing atmosphere. Furthermore, students who graduate from vocational
and technical colleges will be ready to enter the workplace as efficient staff
members who are coupled with sufficient abilities to work in multicultural societies.

Finally, the Ministry of Education will set out to promote Thailand as being an education
center of ASEAN in the areas of religion and culture. This policy will be implemented under
the 6 months - 6 qualities strategy. This is in order to continually develop Thailand’s move
forward to both ASEAN and International Communities.

In addition to considering the change towards the ASEAN Community, Thailand Educational
Act is another factor to consider, especially, chapter 4 : National Education Guidelines
Section 23 : “Education through formal, non-formal, and informal approaches shall give
emphases to knowledge, morality, learning process and integration of the following,
depending on the appropriateness of each level of education”. Especially, (3) Knowledge
about religion, art, culture, sports, Thai wisdom, and the application of wisdom. (Office of the
National Education Commission. 1999 : 10-11). As a role of a lecturer in the Faculty of
Education, Rajabhat Rajanagarindra University (RRU), Chachoengsao Province Thailand,
influenced the researcher to be interested in studying the ongoing of the Spirit of ASEAN
project in Chachoengsao Province in the area of local wisdom learning management in school
of the Spirit of ASEAN project. The researcher found from the preliminary study showed that
a school in the project which is in ASEAN Focus School type model and located near by
RRU is Wat Sothonwararam Worawiharn School. It is one of fourteen schools in ASEAN
Focus School project, therefore this school was selected into this study. The aim of the
research was to study the local wisdom learning management of an ASEAN Focus School in
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Chachoengsao province in Thailand then develop the local wisdom learning management
model of ASEAN Focus School and study the results of the model.

Research objectives
The research objectives were:
1. to study the local wisdom learning management of Wat Sothornwararam
Worawiharn School teachers.

2. to develop the local wisdom learning management model of ASEAN Focus
School.

3. to study the results of the local wisdom learning management model, which
considered from
3.1) the result of local wisdom learning management unit integrated to
ASEAN
3.2) teachers’ opinion toward using of the local wisdom learning
management model.
3.3) students’ opinion toward learning by the local wisdom learning integrated to
ASEAN learning unit.

Research Procedure

1. Sample

Purposive selection was used in this research. The samples were school administrators,
teachers, and students of Wat Sothonwararam Worawiharn School which selected according
to the research process which consisted of ;1) 97 teachers in the process of studying the local
wisdom learning management, 2) 10 teachers in the process of using the model and 3) 29
students in the process of studying the opinion of learning from local wisdom learning
integrated to ASEAN learning unit.

2. Method

This research operated according to the following stages

Stage 1 : study the local wisdom learning management in school, this stage set up during
September — October, 2011.

Stage 2 : develop and evaluate the local wisdom learning management model of ASEAN
Focus School, this stage set up during November — December, 2011.

Stage 3 : study the results of using the local wisdom learning management model, this stage
set up during January — April, 2012.

3. Research tools
Research tools consisted of :

1) questionnaire asking teachers about the local wisdom learning
management of Wat Sothonwararam Worawiharn School

2) local wisdom learning management model assessment form

3) Semi structure interview

4) questionnaire asking students about learning of local wisdom learning
integrated to ASEAN.
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5.

Data collection
Data collection were as following :

1) The researcher surveyed and analyzed local wisdom learning management of the
teachers in Wat Sothonwararam Worawiharn School after the process of documentary
studied.

2) The researcher set up focus group together with school administrators and teachers then
analyzed and constructed method of local wisdom learning management in school.

3) The re searcher developed local wisdom learning management together with the
school teachers and curriculum and instruction experts.

4) The researcher evaluated the results of the model by interviewing the teachers in the
project and asking opinion of students who learned the local wisdom integrated to
ASEAN learning unit.

Data analysis
1) Descriptive statistics were used to analyze the data collection which were

mean ( x ), standard deviation (SD) and percentage (%).

2) For analyze satisfaction questionnaires data, rating scale of means were

interpreted as follow :

451-5.00 mean satisfaction at the highest level
3.51-450 mean satisfaction at a high level
2.51-3.50 mean satisfaction at a medium level
1.51-2.50 mean satisfaction at a low level
1.00-1.50 mean satisfaction at the lowest level
3) Content analysis was used to analyze the interview data collection.

Research Results

1. Kindergarten teachers and teachers in each department which were Thai language,
Mathematics, Science, Social studies Religion and Culture, Health and Physical
Education, Art, Occupations and Technology, and Foreign languages departments have
taught local wisdom essential learning in different types and times in a semester.
Teachers in Thai language department and foreign language department could be able
to teach all of ten types of local wisdom which consist of (1) local wisdom of religion
and belief, (2) local wisdom of tradition and rituals, (3) local wisdom of folk art, (4)
local wisdom of food and vegetables, (5) local wisdom of folk dance, (6) local wisdom
of cultural arts, (7) local wisdom of folk songs, (8) local wisdom of herbs and medicine,
(9) local wisdom of fabrication, and (10) local wisdom of living under natural
conditions. On the other hand teachers in health and physical education department
could be able to teach two types of local wisdom which were local wisdom of folk art
and local wisdom of folk dance.

2. There were four types of local wisdom learning management model of ASEAN
Focus School, which were 1) local wisdom integrated to ASEAN learning management
model in fundamental subjects group, 2) local wisdom integrated to ASEAN learning
management model in selective subjects group, 3) local wisdom integrated to ASEAN
learning management model in students activities and 4) local wisdom integrated to
ASEAN learning management model in school special project. All four types model
were in high level of consistency and appropriateness evaluated by the specialist in
curriculum and instruction area as the following figure 1-4.
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Thailand and others ASEAN countries

v

Creating unit of learning; - > classroom
1. set and named local wisdom learning unit.
2. analyze and select learning standards and indicators '
3. specify learning concept
4. prescribe contents including Thai local wisdom and other
countries learning contents.
5. prescribe tasks and work pieces
6. prescribe essential criterion for evaluation o
7. determine and organize teaching learning activities
8. create learning materials
9. determine allocated time
10. complete lesson plan '

v

' A
v o ' o v
: Quality check Improve according to the Improve for the next
y - > suggestions implementation
4 -

Figure 1 : local wisdom integrated to ASEAN learning management model
in fundamental subjects group
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Survey and study local wisdom learning information of
Thailand and others ASEAN countries

v
o o
a Implementation in
Creating unit of learning; - > classroom

1. set and named local wisdom learning unit.
2. analyze and prescribe learning outcomes and learning
objectives
3. specify learning concept
4. prescribe contents including Thai local wisdom and other v
countries learning contents. o
5. prescribe tasks and work pieces
6. prescribe essential criterion for evaluation
7. determine and organize teaching learning activities
8. create learning materials '
9. determine allocated time
10. complete lesson plan

Assessment the unit
learning outcomes

' A v
' [=]
a _ o b Improve for the next
Quality check o Improve according to the implementation

suggestions

Figure 2 : local wisdom integrated to ASEAN learning management model
in selective subjects group

a
Survey and study local wisdom learning information of
Thailand and others ASEAN countries

o v 3 .
Implement learning

Creating integrated learning package; 3 > activities
1. set and named local wisdom integrated learning package.
2. prescribe learning outcomes and learning objectives ,
3. specify learning concept
4. prescribe contents including Thai local wisdom and other

countries learning contents. v

5. determine and organize teaching learning activities : Evaluation the package
6. create learning materials learning outcomes
7. prescribe tasks work pieces and essential criterion for

evaluation '

8. determine allocated time
9. complete lesson plan

v
' A
a v - ' : Improve for the next
: - Improve according to the b :
Quality check > P g < implementation

suggestions

Figure 3 : local wisdom integrated to ASEAN learning management model
in students activities
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Survey and study local wisdom learning information of
Thailand and others ASEAN countries

v

o o
Implement project
Creating integrated local wisdom integrated to ASEAN project; ~ > activities
1. prescribe local wisdom of learning .
2. prescribe project objectives
3. prescribe contents including Thai local wisdom and other
countries learning contents. v
4. determine and organize learning activities o

5. create learning materials Evaluate the activities

6. prescribe activities evaluation project
7. determine allocated time of the project
1 A v
v '
=] a o
Quality check . Improve according to the Improve for the next

suggestions implementation

Figure 4 : local wisdom integrated to ASEAN learning management model
in school special project

3. The results of implementing the model were as followed,

3.1 In this research there were 9 learning units developed according to the local
wisdom integrated to ASEAN learning management model in fundamental
subjects group; Unit 1 : Religion and Belief in ASEAN, Unit 2 : Tradition and
Worship in ASEAN, Unit 3 : Thai and ASEAN Music, Unit 4 : Local Food in
ASEAN, Unit 5 : Thai and ASEAN Folk Dances, Unit 6 : Enjoy in Literature,
Unit 7 : Thai and ASEAN Herbs. Unit 8 : Thai and ASEAN Fabrication, Unit
9 : Wisdom in Living Naturally in ASEAN.

3.2 Teachers’ opinion revealed that to prepare effective lesson plans it was
necessary to consider and set up learning objectives which aligned to the
curriculum indicators, selected suitable content, essential learning, teaching and
learning materials and prepared alternative assessments. Besides learning
objectives should be comprehensive altogether cognitive domain, psychomotor
or process domain and effective domain which mainly enhancing local wisdom
appreciation, tenacious, and conservation altogether with learning ASEAN local
wisdom.

3.3 Students’ satisfaction toward learning local wisdom integrated to ASEAN

unit 6 : Enjoy in Literature as a whole and aspects were in high level of
satisfaction as the following table 1 and table 2.
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Table 1: Mean, standard deviation and level of satisfaction of students (n=29)

Aspect (X) (SD) Level of
satisfaction
Learning materials 443 |0.50 High
Learning activities and environment 447 |0.50 High
Assessments 431 |0.49 High
Learning Benefits 426 | 0.46 High
Average 4.37 0.49 High

Table 1 showed the students’ satisfaction towards learning the local wisdom
integrated to ASEAN unit 6 : Enjoy in Literature as a whole was in high level of satisfaction
(x = 4.37). Classify by aspect it was found that the satisfaction towards learning materials,
learning activities and environment, assessments and learning benefits were also in high level
of satisfaction (x =4.43, x =4.47,x =4.31,x =4.26 in order).

Table 2 Mean, standard deviation and level of satisfaction of students in aspects and items
(n=29)

Aspects / Items X SD Level of

satisfaction

Learning materials

1. interesting 448 |051 High

2. difficulty 441 | 050 High

3. suitable for activities 438 | 0.49 High

average 443 10.50 High

Learning activities and environment

4. learning objective informed 441 |0.50 High

5. duration of learning activities 445 1051 High

6. active participation by learners 441 |0.50 High

7. learning activities are interesting 452 051 Very High

8. enjoy participated in learning activities 455 1051 Very High

average 447 10.50 High

Assessments

9. alternative assessment 441 1050 High

10. suitability assessment and aligned to objectives 431 |0.54 High

11. benefit of feedback to improve learning 421 1041 High

average 431 ]0.49 High

Learning Benefits

12. enhanced understanding of local wisdom 431 |0.47 High

13. enhanced appreciation of local wisdom 434 |0.48 High

14. valued Thai local wisdom and other countries | 421 | 0.49 High

knowledge

15. applied knowledge to daily life 417 10.38 High

Table 2 showed the satisfaction in items it was found that the two highest satisfaction average
score were 4.52 and 4.55 in items; the learning activities are interesting and, students enjoy
participated in learning activities. The lowest average score item was 4.17 showed in item of
applying knowledge to daily life, nevertheless it still meant in high level of satisfaction.
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Conclusion and discussion

1. It found in the research that, teachers in each department of the school have taught
local wisdom learning in different types and times in a semester. There were only two
of eight departments (Thai language department and foreign language department)
could be able to teach all ten types of local wisdom. This because of according to
Thailand Educational Act which is an important factor for the educators especially
teachers to consider the way to prepare their lessons, especially, chapter 4 : National
Education Guidelines Section 23 (3) Knowledge about religion, art, culture, sports,
Thai wisdom, and the application of wisdom. (Office of the National Education
Commission. 1999 : 10-11). It is a main factor to influence teacher in the school
prepared their lesson with local wisdom integration. And it can be explained by
analysis the learning standard criterion in the curriculum, because of the learning
standards of the two disciplines Thai discipline and foreign languages discipline are
focus on the language skills, and grammar focus then the teachers in the two
departments can be able to choose any content freely to teach their students including
ten types of local wisdom learning contents.

2. The four models of local wisdom learning management of ASEAN Focus School
were developed in this research and it was found from the implementation of one
model which was local wisdom integrated to ASEAN learning management model in
fundamental subjects group, the teachers’ opinion revealed that to prepare effective
lesson plans it was necessary to consider and set up learning objectives which aligned
to the curriculum standard and curriculum indicators, selected suitable content,
essential learning, teaching and learning materials and prepared alternative
assessments. Besides learning objectives should be comprehensive altogether
cognitive domain, psychomotor or process domain and effective domain which
mainly enhancing local wisdom appreciation, tenacious, and conservation altogether
with learning ASEAN local wisdom. And they also revealed that every school in
Thailand should implement the models for preparing students and other stakeholders
to facing the ASEAN community by the year 2015. From the founding it can be
explain that because of the implemented model was for fundamental subject group so
the teachers had to focus of the curriculum standard and curriculum indicators then
they prepared the lesson. Also in Thailand teachers must prepare the objectives which
covered all type of cognitive domain, psychomotor domain and affective domain so
the teachers always remind themselves to set the learning objectives comprehensively
of those three domains.

3. Students were satisfied in a high level of teaching and learning from the local
wisdom learning unit integrated to ASEAN which designed by the model especially in
the items of the learning activities are interesting, and students enjoy participated in
learning activities were in very high satisfaction. It meant that students enjoyed their
learning, this because the teacher had been prepared a valuable lessons for them, not
only emphasized on the curriculum standard but also focus on the local wisdom and
expanding to ASEAN knowledge, this design made students realized that they were
the students of ASEAN Focus School which focus on preparing students in ASEAN
knowledge, knowledge in science and technology, thinking skills, leadership and
multicultural understanding to be ready for adjust themselves in any changed situation
in the future. Anyway it was found that the lowest satisfaction was showed in item of
applying knowledge to daily life, nevertheless it still meant in high level of
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satisfaction. This probably because the students felt that the local wisdom which was
immersed in the unit of Enjoy in Literature cannot be applied directly to daily life.

Recommendations

1. Recommendation for implementing the local wisdom integrated to ASEAN

learning management model were as follow :
1) Teachers and administrators should prepare themselves to know and have

enough information about local wisdom not only about Thai but also of other
countries.

2) Teachers should be skillfully on design curriculum and instruction and the lesson
should be appropriate with students’ age and be able to activate students interesting.
3) Not only teachers should skillful on knowledge and information retrieval but also
necessary to be skillful on preparing learning materials for students to enhance the
successfulness.

2. Recommendation for further research were as followed :
1) There should be a variety study of dependent variable to confirm the
efficiency reliable of the local wisdom integrated to ASEAN both in learner dimension
and management dimension
2) The results of implementation on other two models ; local wisdom integrated to
ASEAN learning management model in students activities and local wisdom integrated
to ASEAN learning management model in school special project should be studied.
3) There should be a comparison study between or among local wisdom learning
management in Thailand and those other countries.
4)  Should research and develop the suitable local wisdom bank for Thai students
according to curriculum and instruction research methodology design.
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Abstracts

The research purposes are to 1) find out suitable factors for indicating desirable
characteristics of guidance teachers and 2) propose indicators of undergraduate
students’ desirable characteristics by Eastern cultural principle. Survey research was
conducted with 194 Chachoengsoa’s guidance teachers, spread all school levels
(elementary, secondary and high school). The participants were arranged to the study
by purposive selected from teachers who attend in Thai Teacher Professional
Development Program. Research instrument was a desirable characteristics of
guidance teachers questionnaire developed from 7 factors of Kanlayanamitradham (7
qualities of a good friend) compound with 10 desirable characteristics of
undergraduate student of Faculty of Education, Rajabhat Rajanagarindra University.
Questionnaire content there were 2 parts included 4 items of general data and 25
items of desirable characteristics of guidance teacher. Reliability of questionnaire was
0.686. Data were analyzed by Principal Component Factor Analysis with orthogonal
rotation, varimax technique.

The research results indicated that in the original 17 factors such as: lovable,
respectable, adorable, being a counselor, being a patient listener, able to deliver deep
discourses, never exhorting groundlessly. Those could group into new 6 factors
include 1) Teaching competencies, with 8 indicators, factor loading between 0.71-0.77,
2) Good behave, with 9 indicators, factor loading between 0.61-0.68, 3) Teaching
spiritual, with 5 indicators, factor loading between 0.50-0.59, 4) Democratism, with 1
indicator, factor loading was 0.60, 5) In-depth communication ability, with 1 indicator,
factor loading was 0.72, and 6) Knowledge acquisition ability, with 1 indicator, factor
loading was 0.58.
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Introduction

The first wave of educational reform in Thailand had begun in 1999 with the obligation of the
National Education Act, which had been revised in 2002 (Office of the National Education
Commission, 2002). This reform impacted students, teachers, administrators, faculty staff,
and educational personal throughout the country. It yielded some gratifying outcomes
regarding education system, administration structures, and education qualify assurance.
Inevitably, several concerns were raised particularly on: "qualify of learners, teachers, faculty
staff, and educational personal; efficiency of administration and management; and need for
increased educational opportunities™ (Office of the Education Council, 2009). To deal with
such concerns, Thailand has initiated the second wave of educational reform with the
Proposals for the Second Decade of Educational Reform (2009-2018) (Office of the
Education Council, 2009). The vision of the forthcoming reform is that "All Thai people are
able to access high quality lifelong learning”. Seven frameworks of the reform were proposed
to the government; one of these explicitly deals with quality of teachers.

Teachers appear as an essential component of education. Teacher characteristics and teaching
styles are related to the diversity of teaching and learning and, ultimately, the presence of
effective classroom practice (Opdenakker & Damme, 2006). Teachers with effective
characteristics and teaching styles indeed contribute to the success of educational reform in
general and co student learning gains in particular (Stronge, Ward, Tueker, & Hindman,
2007). Thus, promoting effective teachers, or cultivating the characteristics of effective
teachers in extant teachers, is a major responsibility of the government in the educational
reform era.

Defining characteristics of effective teachers is not an easy task because several factors can
be brought into consideration such as aim, focus, scope, policy, culture, and context. In the
Thai literature, most of the teacher characteristic studies focused on the desirable
characteristics of teachers in general rather than in specific area (i.e., school psychology,
guidance) and circumstance (i.e., educational reform) (Boontapuan, 2005; Jogsatit, 2004;
Kaneperm, 2002; Kompetpanee, 2005; Limprawat, 2002; Sawetnai, 1999; Suphatnanon,
2002; Watewong, 2002).

The present study aims to explore perspectives of teachers, and school administrators
regarding the characteristics of guidance teachers for educational reform by using
Kanlayanamitradham (7 qualities of a good friend) and 10 characteristics of undergraduate
student of Faculty of Education, Rajabhat Rajanagarindra University. The combination of
diverse perspectives taken from persons involved in educational reform may provide some
useful and valid insights to potentially serve the government, policy makers, curriculum
developers, and guidance teacher educators in improving guidance teaching and learning as
well as guidance teacher education and professional development for educational reform.

Research Question
What are factors and indicators of guidance pre-service teacher’s desirable characteristics?

Objectives

Research objectives were 1) find out suitable factors for indicating desirable characteristics of
guidance teachers and 2) propose indicators of undergraduate students’ desirable
characteristics of pre-service teacher student, department of Psychology and guidance,
Rajabhat Rajanagarindra University by eastern cultural principle (7 factors of
Kanlayanamitradham)
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Methodology

Research procedure

The documentary research was the first step for indicated good characteristics of guidance
teacher. Researcher found 7 factors of Kanlayanamitradham (15 items) and 10 characteristics
of undergraduate student, Faculty of Education, Rajabhat Rajanagarindra University were
merged into good characteristics of guidance teacher (GCGT). Then, the researcher decided
factor analysis criteria and determined by exploratory factor analysis (EFA) tested by
performing a Principal Component Factor Analysis with orthogonal rotation, varimax
technique. Finally, improved the desirable characteristics of guidance teachers indicators
from expert’s recommendations data for high efficiency items.

Participants

Survey research was conducted with representativeness 194 Chachoengsoa’s guidance
teachers, spread all school levels (elementary, secondary, and high school) and office of
Chachoengsoa educational service areas (primary service area 1, primary service area 2, and
secondary service area 6).The participants were arranged to the study by purposive selected
from all Chachoengsoa guidance teachers who attend in 2011 Thai Teacher Professional
Development Program, the government project.

Research Instrument

Research instrument was a desirable characteristics of guidance teachers questionnaire
developed from 7 factors of Kanlayanamitradham (7 qualities of a good friend) compound
with 10 desirable characteristics of undergraduate student of Faculty of Education, Rajabhat
Rajanagarindra University. The questionnaire total consists of 29 items in the two parts of
general data (4 items) and desirable characteristics of guidance teacher (25 items). The
internal consistency reliability of questionnaire determined by Cronbach’s alpha was 0.686.
That’s has been well above an acceptable alpha value of 0.60 in most studies (Hair et al.,
1998). In administering the questionnaire, respondents are asked to answer their
characteristics in five-point Likert-scale items from “(1) never or almost never true of me” to
“(5) always or almost always true of me”
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Data collection and Analysis

The data were collected at the end of 2011 Thai Teacher Professional Development Program,
the government project. When data collection was finished, a research assistant examined all
the data, screened out missing data, and coded the data into the SPSS program for analysis.
Then, researcher analyzed the general data by descriptive statistics, for instance, frequency,
mean, standard deviation, and percentage. For the desirable characteristics of guidance
teacher data correlations among the constructs were investigated by calculating Pearson
product-moment correlations. Finally, the researcher determined exploratory factor analysis
(EFA) tested by performing a Principal Component Factor Analysis with orthogonal rotation,
varimax technique.

Results

The results of general data analysis shown 90% of the participants were female. Range of age
were over 50 years old mostly (about 60%), inferior to 40-49 years old (about 20%). All
participants are from schools in Chachoengsoa Province that there were amount of students
between 67 in minimum and 3915 maximum (x = 761.17, SD = 877.33) and amount of
teachers were 6 minimum to 170 maximum (x = 37.61, SD = 38.50).

For the desirable characteristics of guidance teacher data correlations among the item were
investigated by calculating Pearson product-moment correlations. As shown in table 1, the
characteristics data correlations between .009 to .709

Table 1 Pearson product-moment correlations, means, and standard deviation

Q1 Q@ a3 Q4 Qs Q6 Q7 Qs Q@ QI QI Q12 QI3 QI QIS Q16 Q17 QI8 Q19 Q20 Q1 Q2 Q23 QM Qf
Q1 1000

Q2 405 1000

Q3 064 -021 1000

Q4 A438%* AT4* 079 1000

Q5 Al0°* S516%%  -1l4 5T2%% 1000

Q6 277 346 026 .389%* 450 1.000

Q7 347°% 283%% 011 4S9%*  S65%% .624°* 1000

Qs AT9%%  418%*  -010  409%*  579%*  473%% 543 1.000

Q9 397°%  356%%  -I38  .343%%  338%%  473%%  350°* 373%* 1000

Q10 383°%  428%* - 145 415 558%¢ 1.000

QI 412%% 604 028 20% 709**  1.000

Q12 39%0** 407 170 565* 600° 603 1.000

Q13 077 051 009 .18 144 -018 145 1.000

Q4 199* 304 129 5 369 91 428 112 1.000

Q15 403** 267 040 260%* 2¢ 30: 1 155 092 163 1.000

Q16 346** 313 05. o 326 98 80 047 304 393 1.000

Q17 3l4* 3% 170 77* 2 401 419 380 030 347 362* A68' 1.000

Q18 523* 481 066 34% 7 5; 548 4 043 461%%  361** 504 549 1.000

Q19 38I** 294 09: 18* 36 33 3720 442% 396 4 3 107 48 503* 1 19: 23 1.000

Q20 384 370¢ 013 34 A49 36 386%* 494 318 366 Al 40; 011 339 345¢ 38 314 1.000
Q2 44 A4 036 A4 526 349 540%% 4200 2T2% 405 a1l 485 017 428 46 40 343 439%* 1000

Q22 A469%*  548%% - 103 S48%*  622%%  425%%  4R7** 465**  463%%  4T0**  506%*  419%* 050  225% 486°* A455%*  502%% .532%%  434°%%  502** 667** 1.000

281%% 304%%  379°*  -026 IS8 300%%  440%*  443%%  304%%  335%%  646%*  405°*  546%*  1.000

Q24 310°*  269%%  -0I5  31T** 443%%  38I%%  441%% 405%%  215% 462°%  345%%  374%% 118 A1I** 356%%  300°*  A4S9%%  424%%  464%%  428%%  440%%  395% 57°¢ 1000

Qs 131 214% -075 -077 110 102 1m 243¢ 192 167 133 094 097 223 205%¢ 398°*  320%* 204%  281°* 302*¢ 190 303% 278%%  458**  1.000

M 4019 4629 4811 4252 4425 4261 4420 4542 4296 4523 4502 4546 4654 4425 4069 4611 4448 4196  3BI3 4333 4398 4308 4429 4527 4607

sD 733 539 3797 016 6726 6776 6005 5710 6733 6493 5643 6322 4004 6863 7100 5773 5865 7195 7413 6697 6256 6786 6311 5873 5049

The results of exploratory factor analysis by determined KMO (Kaiser — Meyer-Olkin) was
0.882 higher than 0.5 and tend to 1.00 that mean the data are appropriate to analyze by factor
analysis. Bartlett’s of sphericity shown statistic significant that mean the data have high
correlation enough to analyze by factor analysis either. The research results found 25
appropriate indicators and merged into new 6 factors by considered of the eigen value.

1. High academic achievement

2. High responsibility even on yourself and others
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3 Be a good thinker and able to find new knowledge
4. Systematic working, planning, and managing
5. Able to motivate students and colleagues
6 Excellence in teaching and inspiring students
7 Able to impress the students in the school and community
8. Has a respected personality

9. Belief in potential of student and reduce inequality in society

10.  Warmly and easy to communicate

11.  Able to communicate with students, colleagues, and the general public

12. Be a good listener and adviser

13.  Able to explain the difficult things easier

14, Was not induced in the unreasonable to student

15.  Able to lead others

16. Faith in the teaching profession

17.  Has ability to work in education field

18.  Analysis, synthesis, critical thinking and creativity

19.  Able to use of foreign languages, computers and technology in education as well
20.  Exemplary moral values and to others

21.  Assertive and reasonable solution

22.  Able to adapt environment for benefit of the student learning

23. Balance of knowledge, mental, and health

24.  Good personality

25. Behave as an effective democratic monarchy

The new 6 factors:

factor 1: Teaching competencies, with 8 indicators, factor loading between 0.71-0.77
factor 2: Good behave, with 9 indicators, factor loading between 0.61-0.68

factor 3: Teaching spiritual, with 5 indicators, factor loading between 0.50-0.59
factor 4: Democratism, with 1 indicator, factor loading was 0.60

factor 5: In-depth communication ability, with 1 indicator, factor loading was 0.72
factor 6: Knowledge acquisition ability, with 1 indicator, factor loading was 0.58.
The eigen value, % of variance, and Cumulative % of variance as shown in table 2

Table 2 Eigen value, % of variance, and Cumulative % of variance

Factor Eigenvalue % of variance Cumulative % of variance
1 9.921 39.683 39.683
2 1.587 6.348 46.031
3 1.449 5.794 51.825
4 1.297 5.190 57.015
5 1.164 4.655 61.670
6 1.017 4.067 65.736
Implications

The perspectives of stakeholders involved in pre-service teacher institute are indeed an
important indicator that may drive the efficiency teacher. This study revealed indicators
regarding desirable characteristics of guidance teacher. The perspectives emerged from this
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study maybe beneficial for guidance teacher educators, curriculum developers, and policy
maker in designing, planning, and implementing pre-service teacher education, professional
development, and so on.
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Abstracts

Research and theories in Second Language Acquisition and Applied Linguistics
abound, but many language teachers find it difficult to apply research and theories to
practice. To address this issue, the present paper proposes The Pedagogical Activity
Design Model (PAD-Model) Prototype which is theoretically grounded and readily
accessible to second language teachers. The model follows three steps: setting
learning objective setting, choosing teaching materials, choosing a teaching
framework. In the second part of the paper, the author proposes The Communication-
Centered Pedagogical Activity Design Model (CC-Model), which is based on the
PAD-model prototype. The CC-model sets communicative competence as its learning
objective, uses conversation analysis as the resource of its teaching materials, and
finally utilizes Task-Based Instruction as its teaching framework. The PAD-model
aims to provide an easy plane on which second language teachers can design
pedagogical activities based on their knowledge base and philosophy so that the
disconnection from theory to practice can be bridged.

Keywords: Conversation Analysis, Task-Based Instruction, The Pedagogical Activity
Design Model (PAD-Model) Prototype, The Communication-Centered Pedagogical
Activity Design Model (CC-Model)
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1. Introduction

A great number of SLA theories have been proposed, attested, challenged, abandoned,
revised, revived, and applied to practice, and therefore we are supposed to have a great
synchronization and coordination of sound SLA theories and practice by now. However,
the disconnection of theories from practice is still a serious issue.(Gloria Lo, 2005;
Beaugrande,1997; Liu, 1999). Liu (1999) surveyed non-native English speakers with MA
TESOL degrees from English speaking countries, and only one third of the surveyed
participants considered the SLA theories they had learned in their MA TESOL programs
to be useful.

The author of the present paper has experienced this disconnect from theory to practice
prior to, during, and subsequent to her MA study in Applied Linguistics. Personal
experience as an EFL teacher has alerted her to the fact that most EFL teachers in Taiwan
lacking in SLA and Applied Linguistics knowledge tend to use teaching approaches and
materials that are theoretically unsound. She was also well aware that even teachers
familiar with Applied Linguistics and SLA theories find them very difficult to apply to
practice.

Therefore, to address these issues, the present paper aims to propose a model of designing
pedagogical activities that is not only theoretically grounded but also readily accessible to
second language teachers. In the first part of the paper, the author will give an overview
of the model prototype and a brief explanation of the model constructs. Since the model
encompasses multiple theoretical arguments and pedagogical practice as its constructs,
the second part of the paper will give a brief account of each theoretical argument and
pedagogical practice. In the third part of the paper, the author will provide a detail
account of how these elements are logically connected and bounded, and then suggest a
sample activity whose design is based on this model.
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2. The Communication-Centered Pedagogical Activity Design Model (CC-Model)
2.1 The model prototype and its constructs

Setting the
Learning Objective

4 N
Choosing/making the
teaching material and Choosing the
making necessary Teaching framework
adaptations
7

Theoretical Theoretical
support for the support for the
materials framework

Figure 1. The Pedagogical Activity Design Model (PAD-Model) Prototype

First of all, setting the learning objective is the first step in every pedagogical activity
design. Questions like, “What is the ultimate goal of this pedagogical activity?” and,
“What do | want my students to learn?”” are questions that teachers often ask when they
plan their teaching, and this is the “objective setting”.

Secondly, teachers need to know what materials to use in the framework. Some questions
asked are, “Where can | get the materials?”, “Do | buy or make the materials?”, “What
format should the materials be?”, and “How can | tailor the materials to fit the learning
objectives?”. Not only should teachers have access to materials, they also need to know
how to tailor the materials to address the particular classes they are teaching.

Thirdly, teachers need to choose a teaching plan that can materialize the learning
objectives, and also can accommodate the teaching materials we have chosen. Teachers
need to be familiarized with different teaching frameworks/approaches in order to know
which works with the learning objective that has been set.
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At the bottom of the model are “theoretical supports”. It is very important to choose the
framework and materials supported by theories and research that fit the teachers’ teaching
philosophy and the local conditions (the set of conditions, concerns, and limits in the
local, immediate environment). It is dangerous for teachers to design class activities
(syllabus and courses alike) without theoretical support, since they may lag behind the
current research and employ a teaching framework and materials that are unfit. Not
keeping up with the research and theories may also cause the teachers to reinvent the
wheels or repeat mistakes.

2.2 The Communication-Centered Pedagogical Activity Design Model (CC-Model)

The author of the present paper used the PAD-Model prototype to build a
Communication-Centered Pedagogical Activity Design Model, which is developed with
communication as its center. The following shows the plotting of the CC-model:

( _ , )

Communicative
Competence

Conversation analysis

as —_— Task-Based

Authentic material Instruction

Theoretical Theoretical
support for the support for the
materials framework

e

Figure 2. The Communication-Centered Pedagogical Activity Design Model (CC-Model)

First of all, we set the communicative competence as the learning objective. In the final
section of the paper in which a sample activity is shown, the author will show how to
evaluate and choose which competence to set as the learning objective.
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In the second step, the CC-model uses the method of Conversation Analysis to produce
authentic teaching materials. This choice is grounded in the desire to incorporate
authentic materials focused on daily conversation, an aspect overlooked in the wide
application of authentic materials. The author will again give a detail account of the
conversation analysis and how to utilize it to create authentic materials, as well as its
theoretical support in the next and the final section.

In the third step, the CC-model uses Task-Based Instruction (TBI) as its teaching
framework. TBI has been widely used in second language teaching because of its
capacity to stimulate genuine communication, believed to trigger acquisition and
cognitive development. Details in regard to TBI and its theoretical support will be
provided in the next section.

3. Conceptual framework and related literature in the CC-model

3.1 Communicative competence

Setting objectives should be prioritized whether designing an entity as large as a language
school or program, or as small as a single syllabus or pedagogical activity. Objectives (or
learning outcomes, or learning goals) set the directions and in turn set the steps. In many
syllabus or course design research, the first step is setting the objective and goals.
Likewise, checking the goals/objective has also been considered the first step in language
program evaluation (Griffee & Gevara, 2011). Even though the present paper focuses on
pedagogical activity design (as opposed to entire program or course syllabus), setting
learning objectives has to be the first step.

What to set as the learning objective, however, is another issue. Munby (1978) points out
that validly specifying the target communicative competence is the most crucial problem
facing a foreign language syllabus designer, and ultimately the one producing materials
(Munby 1978, page vi). It has been widely agreed upon that learning a language does not
only involve learning vocabulary and syntax (as previously believed), and in order to
successfully communicate in the target language, one needs to possess communicative
competence. Scholars in many fields have recognized the importance of communicative
competence, and thus much research has been done to investigate communicative
competence (e.g. Canale & Swain, 1980; Gumperz, 2000; Saville-Troike, 1989, 1996).
Though communicative competence is mainly employed in language testing and
assessment, it also works as a learning objective since tests and course contents should
inform each other to form a positive “washback” effect (the teach-to-the-test effect). (J.
Lee & VanPatten, 2003)

Many different categorizations and rationales of communicative competence have been
proposed and adopted, but they are essentially similar, with slightly different naming and
categorization systems. ' In short, communicative competence encompasses all

! Note that this is the case if we only look at the field of language teaching and learning, not other fields
that also investigate communicative competence such as communication studies, which takes a very
difference approach to probing communicative competence (e.g. Knapp & Antes, 2008).
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competences one needs in order to be engaged in meaningful and successful
communication in different social settings.

The following account of communicative competence is adopted and adapted from
Bachman and Palmer (1996) and Wong and Waring (2005) for their easy accessibility for
general language teachers.

a. Organization competence: knowledge of linguistic elements in communication

(A) Grammatical competence concerns the organization of individual utterances or
sentences and includes knowledge of vocabulary, syntax, morphology, graphology, and
phonology.

(B) Textual competence concerns the organization of utterances or sentences to form
texts and includes the cohesion and rhetoric of conversational organization.

b. Interactional competence: the ability to use the various interactional resources to
interact and communicate

(A) Socio-cultural competence enables interlocutors to create or interpret language that is
appropriate to a particular language use setting. It includes knowledge of dialects and
varieties, registers, natural or idiomatic expressions, cultural references, etc.

(B) Functional competence concerns how utterances and texts are related to the
communicative goals of language users.

(C) Strategic competence refers to the metacognitive ability to use verbal and non-verbal
communication strategies to compensate for breakdowns in communication or to improve
the effectiveness of communication. It is thought of as a higher order executive process
that provides a cognitive management function in language use.

It is crucial to know what types of communicative competence to set as the learning
objective of each pedagogical activity, since only then can we integrate the instruction
and the materials to serve one unified purpose.

3.2 Task-Based Instruction

3.2.1 Brief introduction of Task-Based Instruction (TBI)

The CC-Model is built on TBI as its pedagogical framework. TBI outweighs other
teaching approaches and methodologies because it fortifies important principles and
practices in language teaching. These principles and practices include (but are not limited
to): interaction-driven learning of communication in the target language, the use of
authentic texts in the classroom situation, how well L2ers’ learn the learning process
itself (besides the learning of the language), a wider application of the learners’” own
experiences as an important contributing element to classroom learning, linking
classroom language learning to the language used in real-life situations (Nunan, 2004,
p.1), and the learner-centered classroom design (Willis, 2003).

Definitions of tasks abound, and most of them emphasize the exchange of information,
the real purpose of communication, and the necessity of cooperation and interaction (e.g.
Richards, Platt, & Weber,1985; Long, 1985.) In Lee (1999), he reviews many definitions
of tasks and provides a well-rounded definition of a task as “a classroom activity or
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exercise that has (a) an objective attainable only by the interaction among participants,
(b) a mechanism for structuring and sequencing interaction, and (c) a focus on meaning
exchange; (2) a language learning endeavor that requires learners to comprehend,
manipulate, and/or produce the target language as they perform some set of workplans”
(Lee, 1999, p.32).

It is easy to see from the definition of task and the five criteria that a TBI aims for real-
time, genuine communication, which promotes learner’s communicative competence
beyond the lower level competence (i.e. grammatical and textual competence).

In the CC-model, we will adopt Lee’s (1999) criteria of structuring activities: (1) identify
a desired informational outcome, (2) breakdown the topic into subtopics, (3) create and
sequence concrete tasks for learners to do, and (4) build in linguistics support, either
lexical or grammatical or both.

The first step is to set a learning outcome, and an informational outcome here refers to
the end product of the learners’ discussion and collaboration, (e.g. a list, a chart, a spoken
summary). In the second step, we need to divide the activities into smaller sub-tasks that
are easier for learners to perform and will eventually add up to the completion of the
target informational outcome. Third, we need to order the sub-tasks in a reasonable
sequence. Finally, we need to provide the learners with linguistics support, which works
as a plane on which the learners can collaborate and interact.

3.2.2. Theoretical support for the TBI- Socio-cultural Theory and the Zone of Proximal
Development

As the PAD-Model suggests, all pedagogical decisions should be backed up by theories,
and the author will introduce the theoretical support for the choice of TBI, which is
Vygotsky’s Socio-cultural Theory (SCT).

Vygotsky’s (SCT), which originated as a psychological theory of learning and mental
development, has been borrowed in the second language acquisition (SLA) research, and
has created a broad line of research in SLA. Vygotsky maintains that humans use
physical and psychological tools (or cultural artifacts) to mediate their interactions with
the world. Language is considered the “most pervasive and powerful cultural artifact that
humans possess to mediate their connection to the world, to each other, and to
themselves”(Lantolf & Thorne, 2007). Through TBI, learners use language to connect to
the world, to each other and to themselves, since TBI is a social setting in which the
learners need to actively participate in the production of language for a social purpose.
Moreover, Vygotsky maintains that human beings do not react automatically and
mindlessly to stimuli, but rather are able to “consider possible actions (plan) on an ideal
plane before realizing them on the objective plane.” The process of completing a task in
TBI necessitates learners to engage themselves in the “planning” that Vygotskty
describes; they cannot respond mindlessly to the stimuli because then they cannot
complete the task. TBI provides a context for the learners to be involved in planning,
which entails “memories of previous actions, attention to relevant aspects of the situation,
rational thinking, and projected outcome” (Lantolf, 2008, p.205).
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What has been mostly applied to SLA is the notion of the Zone of Proximal Development
(ZPD) in the SCT. ZPD has been defined as “the distance between the actual
development level as determined by independent problem solving and the level of
potential development as determined through problem solving under adult guidance or in
collaboration with more capable peers” (Vygotsky, 1978, p. 86). ZPD has provided
justification for TBI because TBI creates a context in which the learners can explore that
difference and gain assistance from “more capable peers” or the instructor to reach their
upper limit in the ZPD. van Lier (1996, p. 193) expanded the resource for development
from only the “more capable peers” to also “interaction with equal peers”, “interaction
with less capable peers (e.g. peer teaching)”, and “the inner resources (e.g. knowledge,
experience, memory, strength)” which can all be realized in a well-designed TBI.

3.3 Authentic materials-Ties the framework and the materials into the CC-Model.

In TBI, the second crucial element besides interaction is authenticity. TBI not only
promotes authentic communication but also supports using authentic materials.

The use of authentic materials (also called realia) has been applauded in the field of
second language teaching because authentic materials are believed to abound with
precious cultural, linguistic, and pragmatic knowledge that cannot be easily duplicated in
pedagogically made materials; they are also believed to disabuse learners of stereotypes
of the target cultures (Berwald, 1987). Research has not only favored the use of authentic
materials in all level of L2 classrooms (e.g., Bacon & Finnemann, 1990; Tomlinson, Bao,
Masuhara, & Rubdy, 2001) but has also attested to the positive effects of authentic
materials. For example, Peacock (1997)reported the learners’ increased motivation.
Purcell-Gates, Degener, Jacobson, and Soler (2002) reported that participants engaged in
more reading and writing outside classes, and they were reading and writing more
complex texts as a result of using real-life materials and authentic activities in class.

However, there are some issues with authentic materials. First of all, when we talk about
authentic materials, most of us think of printed, written texts: news article, novels, stories,
magazine article, flyers, maps, menus, etc. Actually, even the definition of authentic
materials mostly includes examples of written and printed texts. For example, Berwald
(1987, p3) defines realia as “real objects, specimens or artifacts-not copies, models, or
representations- from a particular culture. Indeed, authentic materials, such as newspaper,
magazines, catalogs, timetables, files, etc., are designed for use in real-life situation, not
for use as instructional used...Other examples include telephone book, menus, tickets and
radio and television broadcast.” Moreover, Vaiciuniene and Uzpaliene’s (2010)
categorization of authentic materials has also manifested the inclination to printed and
written materials. The categorizations are as follows: “daily objects such as business
cards, bank leaflets, photographs, receipts, catalogues, currency, reports, financial
statements, instructions, bank accounts, application forms, pictures, registration forms,
letters/emails, diagrams, agreements, etc; broadcast texts such as newspapers, journals,
TV and radio programmes, films, documentaries, general or special literature, etc.; and
websites” (Vaiciuniene and Uzpaliene, 2010, p.95). Since written and printed texts are
the most common authentic materials, pedagogical activities designed with these
authentic materials are, unsurprisingly, mostly reading and writing activities.
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The gap that we have observed here is the lack of using genuine daily conversations as
authentic materials. Even though audio and video files have already been adopted (such
as movies, ESL podcast, songs, YouTube videos), these audio/visual materials are
usually made with pre-written scripts which eliminate much precious knowledge in
genuine daily conversation.

Despite the need to use genuine daily conversation as authentic material, genuine daily
conversation is not easy to adopt. The first problem is scarce resources. Unlike written
texts, which can be easily stored and accessed in many formats, audio files are harder to
store or access. Another potential issue is the difficulty of adapting daily conversations
due to the seeming messiness of such conversations.

To address the two issues of authentic materials (lack of daily conversation as authentic
materials and the difficulties of implementing daily conversation in the classroom), the
author proposes using Conversation Analysis (CA) as a solution. The author will discuss
CA briefly and justify the use of CA to address these issues in the next section.

3.4 Conversation Analysis

Conversation Analysis originated as a sociological research methodology and was later
borrowed by the field of Applied Linguistics since the core of CA is the study of
language. CA, in the most basic definition, is the “study of recorded,? naturally
occurring talk-in-action,” and the aim of CA is the to provide “the systematic analysis of
the talk produced in everyday situations of human interaction: talk-in-interaction” in
order to “discover how participants understand and respond to one another in their turns
of talk, with a central focus on how sequence of actions are generated” (Hutchby &
Wooffitt, 1988, p.14). Markee (2000) deems CA to be a great methodology that
complements the SLA research because CA helps us see how learners can gain
understanding of the use of new language through the on-line, socially constructed
conversation. Furthermore, CA analysis needs to be built upon contexts, including the
relationship or the interlocutors, the local and immediate environment, the nature of the
topic, etc.

The importance of CA can be revealed through the clarification of some misconceptions
about conversation. First of all, despite what general people (language teachers and
learners alike) believe, conversation is not easy or simple, and it does resemble textbook
dialogue. Wong and Waring (2010) argue that engaging in simple daily conversation can
be a very daunting task for second language learners. Many language teachers think that
once learners acquire enough syntax and vocabulary, they can synthesize their knowledge
and they can just go around talking to people. Such ignorance leads to insufficient
instruction and practice for learners.

2 In Conversation Analysis, naturally occurring conversation needs to be recorded and then transcribed for
further analysis. Recoded data can preserve all the important and minute details, as well as subconscious
interlocutory choices that the interlocutors made that cannot otherwise be attained or preserved (Wong &
Waring, 2010).
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The complex sociolinguistic knowledge embedded in the conversation is almost
inaccessible to second language learners without proper guidance. If we language
teachers do not know how conversation in the target language works, there is no way for
us to prepare our learners for daily conversation, which can be a key step in their
acculturation.

Second of all, most people think that conversation is messy and does not follow any rules,
and this fallacy has contributed to the marginalization of conversation in the field of
materials design. CA analyses have contributed to our knowledge that conversation
follows order at all points, and people in a certain cultural engage in conversations
following a set of rules that differ from culture to culture. (Hutchby & Wooffitt, 1988)

Wong and Waring (2010) summarized the steps to follow in CA data analysis as follows:
(1) collecting (recording) data; (2) transcribing data; and (3) analyzing data. Here the
author would like to add a fourth step, which is (4) transforming data and findings to
pedagogical activities, since the purpose of the PAD-model and the CC-model is to create
pedagogical activities.

In the CC-Model, we adopt CA to make the authentic materials because this allows
learners to be exposed to genuine daily conversation. Also, the systematic analysis can
provide ample data for teachers to draw from to form unified pedagogical activities, such
as “topic management strategies”, “repair strategies”, “how the invitations are given,
taken, and decline”, etc.

In a word, CA can address the aforementioned two problems because CA requires
naturally occurring conversation, and it also provides detailed and systematic analysis of
the authentic materials. From this detailed analysis, the teacher can choose the topics that
are adaptable and suit the needs of the class.

4. A sample activity from the CC- Model
In the final section of the paper, the author provides a sample pedagogical activity made
from the CC-Model.

4.1 Step one: Setting the target commutative competence

Following the CC-model, we first set our learning objectives from the communicative
competence. We will assume this is an intermediate Chinese class, and the teacher hopes
to promote her students’ strategic competence in carrying out a conversation in the target
language.

4.2 Step two: Choosing/making and adapting the materials

Here we use a recorded and transcribed talk between two native Mandarin Chinese
speakers. They are both female graduate students in their mid twenties, and they have
been friends for more than two years. The recording was done in T’s house, and they
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were chattin% about their schoolwork, weather, mutual friends, and some other common
daily topics.

Since the learning objective is “strategic competence”, the teacher decides to focus on
how native Chinese speaker deal with pauses and gaps®in their conversation. When
dealing with gaps and pauses, interlocutors need to employ their strategic competence to
continue the talk.

Before we move onto the next step to design a TBI activity, we will first look at sample
excerpts from the transcript to get a better understanding of how Chinese speaker deals
with gaps and pauses. We will focus on what triggers gaps and pauses during the talk,
how interlocutors buffer the gaps and silence, and most importantly, how they remedy the
gaps and silence.

1. What triggers gaps and pauses.

(T and S are talking about T’s PhD minor and her comprehension examinations)

7) T: (1.3) then can’t you finish that test and then come take this later? Can’t you?
8) S : It must be simultaneous

9) T:(1)oh

100 (1.3)

11) S : yeah::: | thought about it (...) forget it, doesn’t matter
12)  (5)

13) T : ridiculous:::::
14) S : ((pouring water)) (3) nah:: depends on what minor you take hhhhhh
15)  T:hhhhhh®

We can observe in line 9, 10, and 12 that the lack of “termination practice” (Wong &
Waring, 2010) from T has triggered the long series of pauses. Termination practice is a
response to recognize receiving the message and signal the desire to terminate the topic.
There are several similar excerpts in the original transcript that we can use as our
teaching materials.

2. How interlocutors buffer the gaps and pauses
We have found the following buffering devices that the native Chinese speakers use
when they are faced with gaps and pauses.
a. Laughter (hhhhhhh)
b. Sound prolonging (::::::2)
c. Response tokens (that does not add to real meaning)
i.  Yea, umm, anyways, really? Sure?
ii.  Oh, that’s right, good, for real?

® The recording and transcription were done in 2011 by the author of the present paper, and the language
was Chinese. We translated the excerpts into English in the present paper for the sake of serving language
teachers in general, regardless of the language. The complete transcript is not provided here.

‘A gap is defined as a between-turn silence, and a pause as a within-turn silence (Sacks, 2004).

® For a complete and detail explanation of the transcription symbols, please see Schegloff (2007).
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iii.  Phatic function terms (e.g. Yea, yes, but, don’t know)
d. On-topic comments that add minimum meaningful value. e.g. so funny, ridiculous

3. How interlocutors remedy of pauses and gaps:

a. Staying on the previous topic
133) T: I though he got into another school and then (...) why is he going to another
school at this time of the year?
134) S : yea it doesn't’t make sense
135) T :(0.5) yea

136) S:umm

137)  (3)

138) S :so::

139) (3)

140) T:yea

141) S:anyways
142) : that’s right

T
143) S : yea, | think
144) T : and also they left so suddenly

b. Change to a new topic
158) S : (1) some require more than just tests
159) T:oh I don’t know but I think he, don’t know::: yea::
160)  S: (2umm:::: (2) really::
161) T: (1) don’t know::
162) (3)
163) S : huh then you now you now you now go to school must be convenient isn’t

4.3 Step three: Plotting the materials onto the TBI framework.

In the third step, we will apply the CA transcript and analysis to the TBI framework
following Lee’s (1999) criteria of structuring activities:

(1) Identify a desired informational outcome: The learners need to come up with a list of
buffer devices that they use in their first language, and they need to make a list to
compare the buffer devices of their target language and first language.

(2) Break down the topic into subtopics: We will break down the topic into 3 subtopics:
pre-task, during-task, and post-task.

(3) Create and sequence concrete tasks for learners to do

(4) Build in linguistics support, either lexical, grammatical or both: We will list the
“buffers” that we identified in the transcript analysis in the previous section, and ask
learners to study them and guess their meaning. We will also provide the learners the
transcripts to read.

® The repetition of “you now” is original in the transcript.
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Sample Task: Rescue the awkward moments!

Pre-task: Awareness raising and world knowledge
Brainstorming:
Have you been caught in an awkward moment where no one can continue on the topic?
What has triggered the silence, and how did you to hang on to the conversation?
Step 1)
Work in groups of 2, make a list of things you said or would say to help the conversation
go on before you can come up with new topics or add meaningful comments to the topic.
Step 2) Work in a group of 2. Look at the list of words or phrases, and guess what
they mean and when Chinese speaker use them.

iv.  Yea, umm, anyways, really? Sure?

v.  Oh, that’s right, good, for real?
vi.  Yea, yes, but, don’t know (at the beginning of a new turn)
vii.  So funny, ridiculous

Step 3)

Read the following conversation excerpts and identify the strategies that native Chinese
speakers use to rescue the silent moment. Compare the techniques used in your L1 and
those in Chinese; list similar and different techniques (each group will get one different
excerpt).

158) S : (1) some require more than just tests

159) T:oh I don’t know but I think he, don’t know::: yea::

160) S: (2umm:::: (2) really::

161) T: (1) don’t know::

162) (3)

163) S : huh then you now you now you now go to school must be convenient isn’t

During task: Collaboration & communication

Step 4) Share what you found in step 3)

Step 5) Each group reads one excerpt and identifies the starting point of the silence, the
ending point of the silence, and what happened in between.

Step 6) Act out excerpts with your group mates. Pay attention to the gaps and pauses.
Step 7) Take notes of other groups’ acting and report what technique in saving
conversations you have identified from them.

Post-task: Reflection & Application

Homework:

Please record your conversation with your native speaker friend and report your analysis
to the class: Did the communication breakdown? Where? What did you or your native
speaker friends do to keep the conversation going?

4.4, Discussion:

The sample activity uses transcript and data in Chinese, and if a teacher wants to adopt
the CC-Model, it’s important to record conversation in their target language and analyze
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the recorded data to get the conversation features that are distinct to the target language
and culture. There is some data done in English, but not in many other languages. It is
suggested that language teachers initiate this work in the language that they teach. It is
important to know that every culture follows a different set of rules in communication,
and even though there are indeed similar practices employed in many different languages,
it is usually the very subtle features that make or break a conversation. It takes systematic
CA analysis to discern these subtle rules and apply them to teaching.

5. Conclusion:

The PAD-model that the present paper proposed is a model that can be easily adopted by
language teachers. Based on the teachers’ knowledge base and their philosophy, they can
set the learning objective and choose a framework and materials that can be woven into a
soundly designed pedagogical activity. On the other hand, the CC-Model, which is built
upon the PAD-model, reflects the importance of communication in SLA. The CC-model
incorporates communicative competence as its learning objective, and then employs TBI
as its framework, which emphasizes the communication, interaction, negotiation, and
collaboration among learners. Finally, the CC-Model utilizes CA to create authentic
materials because, on top of the conversation and interaction that TBI will make the
learner produce, they are explicitly studying the features of native talk that may be
otherwise overlooked by the learners. The author’s purpose is to offer language teachers
an easily understood and readily accessible model, and to demonstrate how to apply the
PAD-Model to create a pedagogical activity.
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Abstracts

The purposes of this research were to study and compare participation levels of the
general public in the Pharmaceutical Development Project in Community. The
samples were 152 students studied in the Diploma of the Public Health Program
(Technical Pharmacy). Data was collected in April to May 2012 by using a
questionnaire with 5 rating scales and open-ended questionnaires. The reliability of
this study was 0.79 (cronbach’s alpha). The statistics employed to analyze the data
were percentage, standard deviation, t-test and F-test.

The research findings revealed that:

1. Overall, public participation in the Pharmaceutical Development Community
Project in Community was at a high level and the participation levels
consisted of five components: participation in problem finding, project
planning, project conduction, also project evaluation and project receiving
benefits. Each component showed a high participation level.

2. By comparison with the participation levels via several kinds of personal
factors such as gender, age, education level, administrative position in the
community, the periods of living time in the community, and the project
information obtaining. It can be seen that the samples’ participation was not
significantly different with those factors.

The suggestions from this students’ project were that people required an increase of a
health promotion project by cooperation with local organizations. Some people
suggested that students’ project should be more promoted widely to people in
community and be set an appropriate time with local people’s life style.
Key words: Participation, Pharmaceutical Development in Community
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1. Introduction

Sirindhorn College of Public Health, Yala is one of the public higher education institutions in
Thailand. The main missions of the college are five areas as the following; 1) producing
community health care workers for Thai health care system 2) developing health care worker’s
competencies 3) Researching and developing in health knowledge 4) Serving knowledge and
several equipments to social responsibility and 5) caring and conserving Thai art and culture. The
college aims to engross in quality learning system and improve straight forward to be a learning
organization to produce high quality products.

The Diploma of Public Health Program (Technical Pharmacy) is one of the study programs in
Sirindhorn College of Public health, Yala. This program aims to educate a pharmacy technician
to be an assistant of a pharmacist and a health care team for promoting rational drug use in health
care system, especially primary health care in community area. The teaching approaches in this
program emphasize the students’ experiences of working in a real situation and realize how to
participate community. Pharmaceutical Development Project in Community is one subject in
such program, which emphasizes to provide education for students by experiences and training to
work in the sense of a community management in terms of health problem as pharmacy side.
The study procedure is beneath participating of a community and a health team by using the
principle of research methodology, data collection, problem specification, problem arrangement,
project writing and conduction follow the project framework and systematically project
evaluation.

Comments from this subject between 2010 and2011 found that there were few people interested
in the health care promotion approaches and also a low response for being participated with
students provided the knowledge activities of chronic diseases for them in community. This study
was investigated that people’s participation and what factors has influenced this decision on this
community pharmaceutical development project, a subject in Technical Pharmacy Study Program,
Yala.

2. Research Methodology

This research was a survey study. The data from 152 samples was collected in April to May 2012
by using simple random sampling method from the label address of people lived in Ban-Nam-
Yen, the community in Mueng, Yala, southern of Thailand.The research tool was a questionnaire
consisting 3 parts as follows; 1) Independent variables 2) Dependents variables, and 3) Opened-
end questions.

The independent variables were personal factors such as gender, age, education level, occupation,
income, administrative position in community, a period of living time at the community and the
information acknowledgement about the students’ project.

The dependent variable was the people’s participation in students’ project. The questionnaire was
5 rating scales to collect data of the participation consisted of 5 components according to the
problem finding, the project planning, the project conduction also project evaluation and project
receiving benefits. The opened-end questionnaires were to explore any problem and suggest for
the students’ project.

The research tool was established by three experts for checking the validity of the questionnaires

and analyzing the accuracy of the accordance by using the value of IOC (Index of item-objective
concurrence). The questionnaires were used in accordance with at least 0.5 on average
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accordance index from the three experts, then were led to chang and check in order to try out with
some people were not involving in a purposive sample of 30 people of this study. The results of
reliability checking by accordance within the internal consistency method used Crinbach’s alpha
was 0.79.

Quantitative data was analysed by using a program. The statistics to describe personal factors
were frequency and percentage. The participation levels in student’s project were described by

mean ( X ) and standard deviation (S.D.). The mean value was separated in 5 levels followed Best
method (Best, 1977), presented in Table 1.

Tablel: The translation of people participation level in student’s project

The mean value The participation level
4.50 - 5.00 Very high

3.50-4.49 High

2.50-3.49 Moderate

1.50-2.49 Low

1.00-1.49 Very low

The inferential statistic was used by t-test to compare the average of participation levels between
the groups with two difference variables and was used by F-test to compare the average of
participating levels between the groups with more than two variables.

The opinions and suggestions from open-end questionnaires were determined by using content
analysis for finding the important project conduction of student project in community.
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3. Result

The research results were summarized as follows:

Osaka, Japan

1. Personal factors, the several variables of 152 samples were determined by frequency and
percentage. The results were presented in Table 2.

Table 2: The personal factors of samples N =152
Personal factors Frequency  Percent
1. Gender
1.1Male 71 46.7
1.2Female 81 53.3
2.Age
2.1 Less than 30years 40 26.3
2.2 30-39 years 34 22.4
2.3 40-49 years 40 26.3
2.4 50-59 years 23 15.1
2.5 More than60years 15 9.9
3. Education level
3.1 Lower the bachelor’s degree 132 86.8
3.2 Bachelor’s degree 20 13.2
3.3 Higher the bachelor’s degree - -
4. Occupation
4.1 General laborer 65 42.8
4.2 Farmer 55 36.2
4.3 Government servant 11 7.2
4.4 Private employee 4 2.6
4.5 Businessman 7 4.6
4.6 Others 10 6.6
5. Average income
5.1 Less than 5,001 baht 56 36.8
5.2 5,001 — 10,000 baht 88 57.9
5.3 10,001 — 15,000 baht 6 3.9
5.4 15,001 — 20,000 baht 2 1.3

5.5 20,001 — 25,000 baht

5.6 More than 25,000 baht
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Table 2: The personal factor of samples (Continuous)

Personal factors Frequency Percent
6. Position in community
6.1 Community leader 6 3.9
6.2 Community committee 4 2.6
6.3 General people 137 90.1
6.4 Others 5 3.3
7. Period of living time at community
7.1 Less than 1 year 1 0.7
7.2 1-3 years -
7.3 3-5 years - -
7.4 More than 5 years 151 99.3

8. Information receiving in the student project
8.1 Source of information

8.1.1 Printing medias such as local newspaper, journal 4 2.6
8.1.2 Electronic medias such as E-mail - -
8.1.3 Audiovisual medias such as community radio 12 7.9
8.1.4 Project medias such as information board, exhibition - -
8.1.5 Personal medias such as community health volunteer 136 89.5
8.2 Frequency of information receiving

8.2.1 Less thtan 2 times / week 17 11.2
8.2.2 2-3 times / week 117 77.0
8.2.3 More than3 times / week 18 11.8

According Table 2, the majority samples were female, age was between 40-49 years old,
education level of the samples was lower the bachelor’s degree, occupation was general laborer,
average income was 5,001 — 10,000 baht per month, administrative position in community was
general people, a period of living time at the community was more than 5 years, information
source providing a students projects was personal medias, and the frequency of information
obtaining was were 2-3 times per week.

2. Overall of the results, the level of public participation in Pharmaceutical Development Project
in Community was a high level, averaging on 3.63 + 0.71 (mean = S.D.). The participation was
separated into five components presented in Table 3.

Table 3: The participation levels in Pharmaceutical Development of a Community Project

The participation components mean  S.D. Participation level
1. Participation in community problem finding 3.67 .85 High
2. Participation in project planning 3.51 .86 High
3. Participation in project conduction 3.61 .79 High
4. Participation in project evaluation 3.50 .90 High
5. Participation in project receiving benefits 3.78 15 High
Overall 3.63 71 High

Data from Table 3 was determined that the people’s participation among 5 components was at
high level (3.63+0.71). The highest score of all components of participation level was
“participation in project receiving benefits”, this score was 3.78 = 0.75. In addition, the lowest
component was “participation in project evaluation”, averaging on 3.50 + 0.90.
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3. The comparisons of the levels of sample’s participation as Table 4 and 5, It indicated that the
participation of the informants with difference personal factors were not significantly different.

Table 4: The comparisons of participation level for the groups with two difference variables

Test variables mean  S.D. t Sig.
Gender
Male 3.19 .78 620 536
Female 3.27 .63
Education level
Lower the bachelor’s degree 3.23 72 022 983
Bachelor’s degree 3.23 .62

Table 5: The comparisons of participation levels for the groups with more than two variables

Test variables mean  S.D. F Sig.
Age
1 Less than 30years 3.32 .67 .848 497
2 30-39 years 3.36 .64
3 40-49 years 3.10 .79
4 50-59 years 3.17 .80
5 More than60years 3.19 55
Occupation
1 General laborer 3.26 61 3.108 .051
2 Farmer 3.39 A7
3 Government servant 3.34 .36
4 Private employee 2.75 1.21
5 Businessman 2.67 74
6 Others 2.72 .56
Average income
1 Less than 5,001 baht 3.04 .63 5.590 061
25,001 — 10,000 baht 3.41 .68
310,001 — 15,000 bhaht 2.57 99
4 15,001 — 20,000 baht 2.90 .00

520,001 — 25,000 baht . -

6 More than 25,000 baht - -

Administrative position in community

1 Community leader 3.77 51 1.623 187
2 Community committee 3.37 .62
3 General people 3.20 70

4 Others 3.53 1.08
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Table 5: The comparison of participation levels for the groups with more than two variables
(Continuous)

Test variables Mean  S.D. F Sig.

Information receiving in the student project
1. Source of information
1.1 Printing medias such as local newspaper,

: 3.51 28 513 .600
journal
_1.2 Audiovisual medias such as community 335 63
radio
1.3 Personal medias such as community 391 29
health volunteer
2. Frequency of information receiving
2.1 Less than 2 times / week 2.79 54 3.969 .052
2.2 2-3 times / week 3.30 74
2.3 More than 3 times / week 3.21 A7

4. Conclusion
The following research results were summarized the objectives of study.

1. The overall public participation in the pharmaceutical Development Project in
Community was at a high level and for each participation level among 5 different
components were also high levels.

2. By comparison with the participation levels via several kinds of personal factors such as
gender, age, education level, administrative position in the community, the periods of
living time in the community, and the project information obtaining. It can be seen that
the samples’ participation was not significantly different with those factors.

3. The suggestions from this students’ project were that people required an increase of a
health promotion project by cooperation with local organizations. Some people suggested
that students’ project should be more promoted widely to people in community and be set
an appropriate time with local people’s life style.
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Abstracts

The objectives of these studies were to describe the internal quality assurance
system and synthesize for self assessment report (SAR) of Thai teacher TV
project and to analyze the satisfaction of the project audiences in past two
years . The subject from 5 documents (SAR) and 1,370 samples from the project
target groups, the collecting data from questionnaire . The research found that the
satisfaction in general were at good levels. The most satisfaction is a worthiness of
watching , but the lowest satisfaction is channel to approach. Age of target groups
has a negative relation with satisfaction in channel to approach. Age of the target
group has a positive relation with satisfaction in the content of presentation. The
strength of this project was an effective website. The product of this project was
an important source for teacher and other educational staff, many channels to
approach, and the project has a good internal quality assurance system for
quality control. Finally, the main suggestion for proceeding project were emphasis
in website approach . Free TV should be fine suitable time for target groups and
activity of this project increate an encourage for more satisfaction .

Keywords: internal quality assurance, self assessment reports, Thai teacher TV
project

iafor
The International Academic Forum

www.iafor.org

160



The Asian Conference on Education 2012
Official Conference Proceedings Osaka, Japan

Introduction

Thai teacher TV project is the important project of Thai education. The aim for
teacher training and developing, to encourage a development vocation teacher
continuously. There are teacher vocation improving high class vocation actively by high
technology in high quality television programs . The production concern with the
instruction includes teaching technique of teacher by the best practice and to improve
or change teacher by high quality program television. This project can spread

variously to target group and throughout teachers.

Thai Teacher TV project has managed for over 2 years. We used an internal quality
assurance to guarantee the quality. We did project assessments continuously and self
assessment reports are 5 reports for more information. Next, we synthesized a self
assessment report to the overall image to show the development of the project from tangible
and continuous assessment. This research is important steps to get information for project
development. The result of this project had many advantages for project executive and
project inventor for the next steps.

Materials and Methods
This research used self assessment report (SAR) of project 1-5 ( April 2010 to September
2011) and the audiences of teacher TV projectin the Education International
Conference  EDUCA 2011 , the amount was 30,329 audience members. Data was collected
by implementing a questionnaire , the amount was 1,370 samples. The data was analyzed by
frequency distribution, percentage, mean(M) and standard deviation (SD). Then, we
compared the mean of teachers’ satisfaction by independent t-test, analysis of variance
(One-way ANOVA), Pearson's product moment correlation and content analysis.
Results of the studies
1. Internal Quality Assurance System (IQA)
1.1. system and mechanical internal quality assurance of teacher TV project
The system and mechanical internal quality assurance of teacher TV project
composed with quality control , quality audit , quality assessment such
as:
system of internal quality assurance
Quality control Consist of master plan , operating plan in project level,

and the action plan in function level .
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Quality audit Consist of actively checking by subcommittee to checks
each of the activities appointed by project director.

Quality assessment Are the assesses procedure follows by IQA plan by
assesses subcommittee , continuously 4 times per year.

mechanical of internal quality assurance

The process of internal quality assurance mechanical composted of the following :

IQA assessor subcommittee appointed 4 assessor per time by project director
for internal assessment, this procedure 4 time per year, each of group
assessors consist of 1 representative from the faction of 1QA project,
and 3 experts from outside.

IQA auditor subcommittee appointed 1 auditor by project director for
auditing , this procedure occurred 4 times per year and to coordinate
quality assessment within of the project.

1.2. Anevaluation of internal quality assurance of teacher TV project
An evaluation of internal quality assurance of teacher TV project was processed

by 1QA assessor subcommittee appointed 4 assessors per time by project
director for internal assessment. This procedure occurred 4 times per year their
role is as follows :

1) set a policy of internal quality assurance

2) teacher TV projects fix the trend of internal quality assurance process

3) teacher TV projects fix the system to audit and assess the 1QA sub

organizing.

4) to develop internal quality assurance for teacher TV projects.

5) to continue assessing internal quality assurance for teacher TV projects.
The 1QA project committee processing an internal quality assurance for teacher TV
projects coverage correctness , and lead the assessment to improve the system for
modernization , the effectiveness , long lasting continuity by trends to assessed as
follows:

1) standard of production

2) standard of expanding

3) standard of promoting

4) standard of public activity relations and participate

5) standard of IQA

6) standard of risk management system

7) standard of project impact
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1.3 The internal quality assurance for teacher TV projects(IQA)

The auditor and assessor committee of project was an important mechanism for
internal quality assurance (IQA) for teacher TV projects system, that was
appointed by director. Roles of the project auditor and assessor were internal
quality assessment checked each part of the project by themselves.

1.4 The internal quality assurance for teacher TV projects auditing
The auditor and assessor committee of project was the IQA auditing . The

objective of these were:
1) for listen to operating of IQA
2) for suggestion and advise , follow operating progress of IQA

3) for prepare the readiness of the project for external quality assurance (EQA).

1.5 The internal quality assurance for the partof teacher TV projects

The internal quality assurance for the part of teacher TV projects was processed
4 times per year. So, part of the project on processing IQA by
integrating the concept of PDCA with IQA concept has consisted of
quality control, quality audit, quality assessment and quality

improvement.
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2. Results of formative evaluation

Table 1 A comparison of teachers’ satisfaction for teacher TV project for two years in

different teachers’ education background by one-way ANOVA

Osaka, Japan

variable name source of SS df MS F Sig
variance
Satisfaction of approach Between 3.160 3 1.053 |1.879 131
channel Groups
Within 765.093 | 1365 .561
Groups
Total 768.252 | 1368
List of the presentations Between 6.246 3 2.082 | 6.396*** | .000
Groups
Within 444,650 | 1366 .326
Groups
Total 450.896 | 1369
Worthiness of watching Between 4.839 3 1.613 | 4.362** | .005
Groups
Within 505.172 | 1366 370
Groups
Total 510.012 | 1369
Activity of Teacher TV Between 8.607 3 2.869 | 6.165*** | .000
Network Groups
Within 635.186 | 1365 465
Groups
Total 643.793 | 1368
Impact by this project Between 6.068 3 2.023 | 3.576* .014
Groups
Within 772.192 | 1365 .566
Groups
Total 778.261 | 1368
totally satisfaction Between 4.919 3 1.640 | 5.976*** | .000
Groups
Within 374.786 1366 274
Groups
Total 379.705 | 1369

*P<.05, *P<.01 ,*P<.001
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Table 2 Mean (M) and standard deviation(SD) of Satisfaction of approach channel follow

with part of satisfaction and total

part of Statement M SD Satisfaction
satisfaction

1 Satisfaction of approach channel 3.6177 .74939 Good
2 List of the presentations 4.0055 57390 Good
3 Worthiness of watching 4.0975 .61036 Good
4 Activity of Teacher TV Network 4.0774 .68601 Good
5 Impact by this project 4.0368 715426 Good

total satisfaction 3.9518 .52665 Good

The satisfaction for the content of presentations from Teacher TV Project totally is
good levels (M =3.95, S.D. =0.53), by the worthiness of watching was the highest
satisfaction, (M =4.10, S.D. =0.61) , but by approach channel is the lowest (M = 3.62,
S.D.=0.75).

A comparison of presentation content of the audience differently by education in
totally finding that, the satisfaction of master's degree higher than bachelor's degree
and lower the bachelor's degree (.05 significance level) . The list of the presentations
finding that , person have the qualification lowers the bachelor's degree , there is the a little
satisfaction more than bachelor's degree , master's degree , doctorate , and master's degree
were higher than the bachelor's degree(.05 significance level) . The activity of Teacher
TV Network lowers the bachelor's degree , there is a lower satisfaction. The bachelor's
degree , master's degree was higher than the bachelor's degree (.05 significance level).
The worthiness of watching , the satisfaction of the lowers bachelor's degree is the a little
satisfaction more , bachelor's degree , master's degree , and master's  degree more
satisfaction than bachelor's degree(.05 significance level) .05 . The impact by this

project , the satisfaction of lowers bachelor's degree , and the bachelor's degree are the
little satisfaction more than master's degree(.05 significance level) .05 .The status
differently for impact by this project, the satisfaction of the executive higher than
undergraduate , teacher , and a parent(.05 significance level) .

The coefficient is related of the satisfaction with , age finding that , age of the target group
has the relation in approach channel in the minus (.05 significance level), and finding
that , age of the target group has the positive relation with satisfaction on the presentation

list (.05 significance level) .
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The concluding of internal quality assessment of Teacher TV project the past 2 year by
Self Assessment Report(SAR) finding that , the proceeding of Teacher TV project, it
has continue developed , inthe only first time was so fair level , after that the result be

between good to excellent in finally of past two years.

The strength of the project is the effective website , the product of the project is an
important knowledge source for a teacher and education staffs , there is the various
presents content , the project systematically of internal quality assurance was continual,
the project has many of readiness by input of project , there is administrative project
development is in high-level.

The weakness of this project in Self Assessment Report , the summarize the weakness of
the project in the following , the satisfaction of the project that still doesn't arrive at
excellent level , administration risk system of the project lacks the continuity in the activity
develops , the lower training to the staff in the project , and the satisfaction of a member
in attending activity of the Teacher TV project still not high satisfaction as expected ,
the data feed back a few development and still don't become visible , and still not continual
as expected.
Diagram 1

A development of self assessment result
of teacher TV project for two years

total very

5 4.67
4.63

very

2.5 neut

1 2 3 4 5 times

Discussion
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The total satisfaction was good. The worthiness of watching was the highest satisfaction ,
but the approach channel is the lowest because the presentation in project was worthwhile
to cause the idea or trend in the routine work for them ,but however still get into trouble
the lead presents by free TV which majority likes and can appreciate easy but the presents

while inappropriate suit is the cause of the lowest approach channel.

Every total satisfaction cause who have higher educate qualification will more satisfaction
than other, particularly the master's degree in education has higher satisfaction than other
because more Thai teachers get master's degree because of level master's degree education
has higher possibility master's degree can synthetic and analysis well. Teacher TV project
effect was good for audience should must have advanced stage skill in synthetic and
analysis about something for integrating or applying. Then, the project made many

advantages for teacher and teachers’ satisfaction.

In different status of audiences, the impact of this project found that the satisfaction of the
executive higher than  undergraduate teacher and parents  because
the executive is an advantage from the project most because of the list of Teacher TV
project emphasizes to develops a teacher throughout both of substance that covers every
substance group and limitation development teacher reduction and they can do all of
provincial time throughout no limited by local. This project can develop teachers. The
executive can go to one level. Moreover, the executive has still the trend or the substance or
the way from the list in the project can develop teachers. The results show that master's
degree qualification has more satisfaction teacher TV project than other because of the
executive has important property assembles a position must master's degree everybody
qualification before reaches a position that the official has noted for the confidence system
to administrates the education and a parents who use education of the school service that

who come to the executive of master's degree at least.

The coefficient is related of the satisfaction with age finding that age of target group has
relation in approach channel. In the minus show that old age are lower satisfied in
approach channel than the young age and the young age more satisfied than older
because of old people will more like from free the TV. They do not like high technology
such as , a television changes the artificial satellite or from the Internet but free TV cannot
finding because of don't wish the profit. Then the time for the presentation inappropriate

to suit as expected , such as late at night or present time everybody can not open can
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watch it so satisfaction is low but the lower old age higher easiness and convenient in
using technology assemble with the project has the completeness network , Internet ,and
so convenient in reaching or download can keep to study when they needs. So, the
younger get higher satisfaction than the another.

The result show that age of the target group positive relation with satisfaction on the
presentation list show than the old age higher satisfied the present than other and in
younger will lower satisfied because a younger audience tends that the qualification
is uneducated more and lack analysis or synthetic skill and without expertise applicability
hoping will apply immediately the substance that correspond the younger requirement
make to have the lower satisfaction for the older are higher correspond education and
advanced stage level ,so they high satisfied because of this project has already can induce
applied or analysis and synthetic more than other so it higher satisfaction than other ,
correspond with the result of the research above.

Suggestion

1. The revelation spreads the project should encourage appreciate with internet
or website too much because this way can accept everywhere and all time.

2. The public television should fine the time that the suitability to should for
ateacher that they can reach to see at a house or their residence .

3. The project should develop an administration risk system of the project
about passing on knowledge understanding and builds good attitude of the
project continuity in the activity develops the officer by the training. The
seminar to gives the knowledge to the staff within the project.

4. The project should to encourage the audience who attend Teacher TV
network for the higher satisfaction more and more .

Policy Suggestion
1. After , there is completed innovation by first already, an institute should
manage the next by where is responsible affiliated with education foundation
organization.
2. Teacher education foundation developments should fix to the policy , there is
the official letter from education foundation or local education to go to
still , secondary education , and due to the school .
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3. The public information should show in two ways. One is follow by
government service system. Another one is the privacy advertising.

4. The project should join with the institute produces an undergraduate , Science
of Education student , education science , and government officer institute
emphasizes undergraduate development , teacher student , have applying has
from the project.

5. The project should supposed affecting with the human developing in
primary education, by might apply it to claim as same as the part of staff
training and can apply to the property of a teacher who has training.

6. The project should bring to the part of school quality assurance for the
development of teacher .
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Introduction

Expanding and the development of the English language has been increased dramatically
while number of those who speak English as their mother tongue is far below who use it as a
foreign or second language. Experts like Crystal (2004) believe that the English language is
not belonged to English speaking countries anymore. As Kachru (1997) suggests, the
educational programmes must enjoy Inner Circles as well as Outer and Expanding Circles.
For the same reason, according to Alptekin (1984), teaching culture must initiate from
familiar to unfamiliar and not the other way around. Moreover, in teaching English as an
international language, it is very important to teach international culture or the world culture
instead of teaching culture of some particular countries. Latest experiments have shown that
increasing the intercultural competence is one of the main skills in learning a language.

This article is a report on a research that critically analysed one of the best sellers of English
Language Teaching books in Iran called Top Notch series which is being employed by a
good many institutes in Iran, according to cultural perspective based on latest research. It has
to be stated that the study was carried out by investigating from two angles: Behavioural
Aspect (which divides target culture into positive, neutral and negative) and Frequency
(which divides target culture into high, middle and less). It is recommended then that the
cultural matters which are within the negative aspect and less frequent should not be included
within textbooks or they should be taught cautiously or figuratively.

Culture

To date culture has been viewed from different vantage points, but the enigmatic nature of
culture has remained obscure. There is virtually no general consensus over the definition of
culture. According to some references, there are over 164 definitions of culture. Moreover,
there is a host of studies on culture, but these potpourris of studies the nature of culture is
disappearing. Since there is no consensus over it, its characteristics and impacts have
remained vague too.

To date, it might be argued that no one can define culture in a way that some criticisms are
not levelled at. To Chastain (1988) culture means different things to different walks of people.
She differentiates small ¢ culture from big C culture. The former refers to the culture the
students of language are dealing with and try to grasp while; the latter refers to major effect
of it.

In what follows, a few definitions of culture are listed.

Culture can be used to refer to the literature, arts, history and similar concepts of a certain
people (Hinkle, 2001).

Rivers (1981) in his book preferred to consider culture an umbrella concept which covers all
aspects of life in a society or community.

Culture is a distinctly human means of adapting to circumstances and transmitting this coping
skill and knowledge to subsequent generations. Culture gives people a sense of who they are,
of belonging, of how they should behave, and of what they should be doing. Culture impacts
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behaviour, morale, and productivity at work, and includes values and patterns that influence
company attitudes and actions. (Harris, Moran and Moran 2004, p. 4)

Allmeh Jafari who was one of the greatest Islamic scholars presented one of the most
comprehensive definitions of culture. According to him (2000),

Culture consists of a necessary and suitable quality or style for those kinds of
mundane and spiritual human activities based on right thinking and feeling in
a logical evolving life. (p. 10)

He (2000) further argues culture can be classified into four major groups:

The first one, remaining culture, refers to justification and manipulation of life behaviour and
manner with a number of fixed racial and psychological rules and customs. This kind of
culture tries to benefit from all changes or to remove them. It also tries to make stable its own
ideas and activities through the environmental forces and or through the psychological
inability of the society members.

The second one, liquid and colourless culture, refers to justifications and colouring of ideas
without basing on any well-established grounds. Of course, in those societies with long
history such a culture seldom happens.

The third one, pursuant culture, refers to activities and ideas which describe the real nature of
culture are in themselves important, and this kind of culture was prominent during 18" and
19" centuries.

The last one, pioneer culture, refers to those activities and ideas which are resistant to
transient social and environmental conditions. The reason lies in the fact that the ideas of this
culture stem from the frequent realities of nature and dimensions of noble humans. Its aim
consists of relative goals which motivate humans to go through the ultimate purpose of life.

It goes without saying that culture has an important role on thought and language. Fotos
(2001) suggests that there are four major views concerning the relation between thought and
language and thought. The first one is that of Sapir-Whorf suggesting that “both thought and
language are determined by culture (p. 269)”. This view is known as linguistic determinism.
Although the strong version of this view is not popular, the weak version, language relativity,
has an important role in intercultural communication. The second one, Piaget’s view, sheds
light on the fact that cognitive development in a child occurs in a predetermined way.
Moreover, it states that cognitive development precedes language. The third one, Chomsky’s
view, states that language and cognition are separate. The last one, Vygotsky’s view, states
that from scratch, thought and language are separate but become interdependent as people go
through communication and interaction.

The above classifications show the importance of culture. As it was mentioned in the first
view, culture determines thought and language.

Role of Culture in ESL/EFL

Culture has a significant role in language learning from three perspectives: sociolinguistic
theory, schema learning theory and cultivation theory. According to Swain and Canale
(1980), communicative competence comprises grammatical competence, discourse
competence, strategic competence and sociolinguistic competence. Sociolinguistic
competence stresses the appropriate use of language in specific cultural contexts. Likewise,
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schema learning theory highlights the appropriate culture schema as an essential factor in
language learning without which learning will be incomplete (Tseng 2002). Cultivation
theory focuses on the effect of culture on changes in individual perception which is of utmost
importance in expanding an individual’s perspective of the world, and according to this
theory, culture is crucial in language learning for at least two reasons: First, achieving
perspective consciousness and Second, cross-cultural awareness (Tseng 2002).

As Piller (2011) puts:

Culture is not something that exists outside of and precedes intercultural
communication. Instead, intercultural communication is one domain where
‘culture’ as concerned with the specific — and different — ways of life of
different national and ethnic group is constructed.

Culture is an ideological construct called into play by social actors to produce
and reproduce social categories and boundaries, and it must be the central
research aim of a critical approach to intercultural communication to
understand the reasons, forms and consequences of calling cultural difference
into play. (p. 16)

Guest (2002) argues that culture should be taught indirectly while emphasising pragmatic and
linguistic universals. Alptekin & Alptekin (1984) claim that there should be a balance
between the target culture and students’ native culture. According to Alptekin (1993),
teaching culture in EFL books should move from familiar to unfamiliar and in this case
unfamiliar could even be the international culture and not necessarily American or British
culture.

Caveats

As already mentioned, culture is a generic concept but Atkinson (1999) believes that this
overarching concept has been reduced to terms such as difference, identity, or some other
notions of that ilk. In a similar vein, Tseng (2002) states that culture is consigned to oblivion
while deserving to be one the highlighted elements in language.

Statement of the Problem

Nowadays, culture can be considered as the fifth skill in teaching a language. Many of
students from different country try to swallow it. They are not aware that this food can be
poisonous. They think it is tantamount to other skill and has to be committed to memory by a
hook or a crook. In this humdrum of learning, books play an important role.

Significance of the Project

Investigating the fifth skill in second language learning, the researchers try to examine Top
Notch series from a cultural perspective. That is to say this project is meant to uncover the
covering of the culture introduced in English as a Foreign Language (EFL) / English as a
Second Language (ESL) books. Furthermore, it is an attempt to introduce a new paradigm
based on which culture and its ethical effect could be measured.
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Research Design & Methodology

This is a qualitative based project which is complemented by quantitative data analyses. Put
another way, to strengthen the findings and to mitigate the subjectivity of the study,
quantitative data analyses have been employed.

The textbooks that were considered for the purpose of this study is called Top Notch and
have been developed by Pearson Longman in 6 levels mostly for EFL learners, composed of
Top Notch Fundamentals, Top Notch 1, Top Notch 2 and Top Notch 3. There are other books
for the advanced learners called Summit 1 and 2. Like any other EFL books, each level
includes a student book, a workbook, an audio CD and a Video DVD. So, the whole series of
Top Notch have been employed in this project. Moreover, this series has been investigated
from two angles, one ethical and the other cultural, in one new perspective.

The ethical view of the series is a qualitative, whereas the cultural view of the series is both
qualitative and quantitative.

Data Analysis and Discussion

The researchers employed an inductive, bottom up, approach for data collection and analysis.
Thus, the entire series of Top Notch, including the v