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Résumé

Cette étude vise a suivre de pres la récente évolution du systeme d'enseignement des
langues vivantes (LV) en France a I'école primaire, au college et au lycée. Dans I'Europe
actuelle qui avance a un rythme de plus en plus accéléré vers l'unification dans tous les
domaines ainsi que vers la mondialisation, la France s’efforce d’'adapter ses systemes
d’enseignement des langues vivantes a cette réalité en modifiant les programmes
d’enseignement de tous les niveaux et les textes législatifs qui s’y rapportent. La présente
recherche met en lumiere notamment la période a partir de 2005, année ot la nouvelle
loi d'orientation et de programme pour l'avenir de I'école («loi Fillon») a été promulguée.
Cette loi met en place un plan ambitieux pour renforcer I'apprentissage des langues vivantes
étrangeres et suggere de nombreux moyens dans son rapport annexé intitulé «Assurer la

maitrise des langues vivantes étrangeres ».
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75 Y ADEERILIZHEZ &> TORKREP RA YR ELEFRED, HAREFRBICHR
R Z L 5TV B ETAHAVFHETH B, LIeh > TEROBE NG 2 ERAEIC X
D, BRME, ZFEMED programme LWV I L THEREN TV S, T D programme 7 HA DY
BIREEHICHY T 2D T, LUF TCER) 15EEH] LR LIcT %, T OEEEHIE,
& O BARINZZ DO NAE OFIHP BM IR RICE AA A TE accompagnement (F5[F) & —1k
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RN100%IC 75> 7z DIFI9T0HET A, 4KIEIZ80FET A, LT 3mILIFINTETH %, HE
2RO ) MR 2 > TV B A, TNIF20004E87E35.7% CH % (Auduc 1998 :
24-31, Auduc 2003 : 44),
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FEOHMIHAL 3HEZ D FHCHEAE TRE 6K 69 »oipE0H. Ricn<icie-
TH S (5. H4Hk (49, H3 M 3. 2k ) 5 18k (13, Z L TREK
(terminale) &7%2%, Fi/VERE, 1 FHIE%EK (CP : cours préparatoire) . KICHIHK 1
£ (CE1 : cours élémentaire 1% année), ##k 24 (CE2 : cours élémentaire 2¢ année),
M 14 (CMI : cours moyen 1% année), H1fk 24 (CM2 : cours moyen 2¢ année) & M-I
N2M, R TEBEISCTHONORTWHIRZMHT 2 LIicd %,

& TEBAE OBRIERD N E D, SEBEREICHET T 2103 iR, Aol

EVIRBRICERE L AT NIER S B, TNETEEEE 7ER & mERE AN LB
B EFERGOIUFIRAR CH %, NARLTIE—RhuL 7 B sanL 7, £ U Tz
NAuL7 O IEND B, — M - FfiNhm L7 3FEHY £ (ER) DOFFERHIC, BN
AT LT E A EFIHEEY £ ORI TN T NZBR UG %,

NG 3DDONARLT ZENTNORKDERD X SICE>TWVD, —RSAB LT IERE
ANDOEEI—AThH 5,

s —fRNAm LT 3R (L), B - 2R (ES). BEAER (S)

cHANAT LT TR, BERERER RRRERSARAN (STAE), EEVIINTRE

i (STPA)

CWEENAT LT TR, BEEFER. RHEER

NATL T OERRIE, 1985FED Y 27U = X< VUK, I Ofb b £ TICFEER
DEHE D% 2 BIFT & ENTeh. 1995FLIR62% L0 S BIFITHE D E VTV B,

T VAIETOMIc T — FEKRDISDD ST FEI—)V (grandes écoles) L1154
BEDN DB, TTICABICIIHMLWAERABRA D O ZDTHIT Y L ORKIRIE T 2 4£/H
DU ER (classe préparatoire) il THEfiid %, THESDIVRICHRENTV S,

1.3. T713Vi& LNEERE
T Iy AE BUNLANVTO TRBELANC 2 DD FFEDOER] L5 Bz IAATE
BhH 2, TNET TV AGEICHT 2 THEREOXRICHRE) MHORIRZRT 2 & THIS
N5 [19944E 8 H 4 HEE94-6655 7 T > AGBMEMIC T 2154, Wbhbwa by —R k]
(Thw—R> ) LIdNKEOXI L « 75 Y AGEEHEYREOY) THd, TOTLEHEDLHS
NTWERWD, ZOFEIEETHIRDE S CHEMN TS
1. 19894 7 F10H89-486 5#EHEAZE (loi d'orientation sur I'éducation)® 55 1 &0
F2RIEDRIC, ROBRERTFAT D, 17TV AEERENTIRT L, BRUZOM
DEBZ2DOMAZELIICTET LEHBEORE GO 2T, ]
TO by —RUEICIIE1IC 7 5 ADHEGEE (langues régionales) ¥ IZDWT DX E & H
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B, KEmDEBEN5END D THIET %,

LTATHARD THERE] CHIET %575 Y ATOBERAE, BRI MEEXT05 508
(langue vivante) ] (BHEH) &MEEN, LV EE SN TE T/, Thidvwbw s HERE] ©
HTWELS, ENO THEE ) 28 adffi LIeRaDTH B, LA L, 2002FIC UG € nied)
FHEOAEIREEHIC BV TE, B [HVERE) (langue étrangere) &5 HIEEMMERA SN
TW5, ENZOEE, THERHD 2 WI3HIEEE ] v koI, THEGE ] AHERE LRI T A
TARZATHEBENT VB ENFEREZGI, TR LT, HEHE TRERAIFHLD S
9 THRMGEE] ERE SN TED, TS 1HEAGE (LVD. #2B1MRGEE (Lv2). # 3B
i (LV3) DIAH O, LVIE LTI THHERE] Z@#R L a0 nidas 9, THEEE] 3
LV2, LV3& LT UMERIGIC AS B0, LUMAGFR CRAEIISCT TLV] LIRS 5, &%
FTIMHRETNE, TEETWE] OFIE [FEATWS] THSH 5, langue vivante DX
WiE [FEA TS FEE=5E3E] (langue morte) &7%5%, e LMICHRF Y 27 3ER T 7 ik
BIEFETH B, TNHOFFHEFERORES & L Tid I #EE] (langues anciennes) &5,

ETC, 7TV ABUNIEEMER (codification) Z#E—MICHED TH D FEEIDIRET L
7z 22 OFEIDERfFENT WS, [HHEZEM] Code de I'éducation (32000 ICHiEE S Nz
W TNRBEMHROER (o) % décret () BREZTEDICELHIELDT, kic%
Y a Z8VikEE COBBEFMOEBE B K TTH TRAET N TS,

AEMICEEBIR S 2 15413 20054F 4 H23H2005-380% [ERD AR D 7z & DEE I A
i (loi d’orientation et de programme pour l'avenir de 1'école) ] TH D, URDOEREFRE
DHFTIZES>THHR T 7 4 AVEI L0bN %, COERE EREEFRMOE T, I, 0, V,
VI, VI, XKBRICEBEZE ST THIEINTVWS, EET TV A TEHBEOBEIILINT
AUWA, T OERNZ20034F 9 HIc MEROARKICE T % EFEEZES (commission nationale
sur l'avenir de 'école) | 7Z7%iE U, KEft]Z i) CE RV Z Wk U T RRBIC REZ A
bflEENIzEwbhd, £ TERDIDMEILHREL TN, HERFEEUEREZZDOS 50
UCEDTHB,

(1) FRTOEREDFFEER
(2) HHEFEEE OBLIRA
(B)  FEEMMHIE DU

HEREHB B L TIE19% (BERIXICHEREABZERRIE) L255% (HIFHEN LD
NEFEBE) OFRUEEN T ENT, TOEFRICEL TE M1 5CE ] (rapport annexé) &
ERFICIEH S NIz, Z2iciE THL»I—a v ROERICHAN» > T 13OHEMEF SN T
% (Chauvet, 2005, ZDUEDTH% [HEFERESI DML (Assurer la maitrise des langues
vivantes étrangeres) | DEMCIE LLFDO X S BSCEEDRA ¥ F IR ENT WS, T O
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NEFAL LR, —~EHEEE UTRIRENZD, Z0D%, 20054 4 H OFEEROHRT
BEHSIN TR M REETE E S, LN ST, TOE XD TRIENIIIEE 2k
WA, ZORBEL BEBRER R EDETHESNBEE LY, TNFNCONTIE 2
LIBEOBIEE T CREIRd 2 T &1 d %,

C BBBEOMC T TV AFELINC 2 SR EET B T &,

 WNEFEHE RYHERED S Tld s < CEL (B 14E) » b5 & T %,

NS T L— Y a NOEEH O R AL T B 72 DICHENIRN Y T ADEZ R EAT B,

c 2OHONEGBERINETAL—YVaDE AN S TH-o M, Fllh%E | FHR® B 50T

HD 5,

C)ETEAAABL Y O—X - {HiiNAu L 7 a—RICBWT, H2WMTELEMN V2

ZfgIEd %,

) RIEBWTOD N T AZFHT %,

cFENICBWTHEKRHZ EHT 5,

CPEBERE UTHINFRERRED [Fi2H - &6 - fHliO 2 d OB Ibmsian: (DUF

CEFR)J" %Mt d %,

- INFREER AR RBRIRNC 351 2 SV EREI5HR 2 20064 & 0 FEhEd %,

- FEEHE CHERBUNOERHHY OBED, 7T ¥ AGBELS LB R 2 H % BHeh %D

BT L EHEET S,

2. IEHE

2.1. TzEidnh LERFRE

PIHHE 20024 1 H25EMESY CH¥FFIEEEEMURI N, FAE9H X v Eiick
INTED, TEIODORKETEHED, ZLOHLWEZANEVIAENTZ, ZDO0V EDIFFFE
HEZENT 258 Th %, FHEEFIGER AR EFEEAEAD 2 DICnd THREA T
M, WIE TR, [TEIZDBE. 752 AFEDEE | GH 9 K~ 101 1< 2 R o T3
B EBE (EXEREIEEEL) ] BTIR2E0, 2H Y F 2T LEBRR ORI (11HE
A~ 120 ) DEREOEFICATONSFIRICE S, FBE T, 37 G 4K
~5HERRE) ® (75 REEORISE CUE - 15 - IEZTE - 358D ) GA 1 FFRE~ 2 1) A
BAI NS, REBKIC [C2E0BE - 75 Y AFEOER] IEIC13MER (N 2 ki
FIEHFH - BEID) BRTCRCEEEIND, 72T OFEEEIIC BT (F307 M
ARG B TRARBGE) IKARTONTWS, Y EDX ST, INER TR RER 28 U T DO
HEZIIHOMEMNEIEEN TV B D, TN/ ERAEERITHI20% DO RED FiHE X 1K
BEZZ TV LV EREHFIUL &5 LT 2ATH 5 CCRHER 2003) ), T,
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NEREEEE Tl OBBTHIZN, TOFEMIE2. 2.120 T 5,

RIC20054ED T 4 AVIEL BV THISABEL X UHEABICHET 2 H 2 H T2 L Th
X, “socle commun” AR T) ] LW HEBMRLEETH A 5, TNIEPEZERK
L. ABELTHEANE LTHETHEFLTWIT % 7221 O%IEE (connaissances) & HETT
(compétences) DT E&EFFEL, 1.3. THI T ¢ AVEICEIT S 3 DOEEFED(1)ICH
Y%, COMEARMENEEFEHEOMIC TR TOEFEICHICDOITELS T ENEZEEE
N3Ckiczolc, TORMBENCEENZ DT TV AGEOMHRES. B - BFOHEBS
CLE BARICE AR [FiAHEEY 0NV ICHIET 2), fiRAETEZIES DI B N
(8 & RIAIHIER. ICT OFIAEN. 7 L TIRIRIRO & DONEFEOMHEEN SN T EN
%',

2.2. NEEZE: FF - BEK - BE

2002FE DFPE BT EAE T, EREEION 1 £ H. I hbBYMEOEEMAN S THE
FEEIIHEEE | BMEE EnTz, LA LZORBRD THELE>TDT, Eiik TIci
AN 5, FEMTIZ2005FEE. CP (CEfHER) Tid20064EE, CEl (M 14 T
F20074EEHIEMI D B FZNF NS NB T L Tz, L TAN, FEMHTHBRENS T
D2005FFICHI TSN T ¢ AVETREH T OHFHMREIENTLE>T2DTH %, HHIET L
ST CHEWNEEICH 2", ZOFBR, Hizlc HIEE L TERES NI, 2007THEEH 5
CEIN LT 205 THB, TLTC, TNETIKET I TV ALLTD CE2 (WK
24F) hHOREOE K E BIFT T Lick b,

R B LA A T IdOE 1 R~ 2 e TR B T 1 KRR~ 2 FER T
%, BIE CIEESHE - BUEWIGREN OBWBEN L E D, BE TR TREKRNZSEIIa
Zr—varviehoBERZBIET LT 5, EEEEOPEERE LTI, CEFR O AILAN
VD FEEN=Va V] PDERENT VS, £, 20024E 6 HOEDIIIERE (R viE &
FE. 7T TR, HERE. ARA VER, ARV TEE. KV R HIVEE, v YT EE) . 200340 2
DOEFFHIHGE ONAZFE, TV b VEE, WX T VR TIVY R - B— U )VHIERERE, Ay
ZE8) DZFNThDOSHEIC OV TIEENEZED TV 5,

/o7 4 AVEBEETORETL I NEE ST DORETEBE., INERAED A
ARBRBFIC N EREDO R 2 Z U 2RI N B 55 R>7T & THD, TNIF2006EHED S
BUCIFATICBENT VB, ZEREIE P+ VEE, HaE, 7 I BT AXA VEh, A %V 735
FR)V R ANVEED 6 FEEOEMNS | FiBZEIRTE %, alBRRERIE200 M T, W30/ F
HEEXN320/71F EDOHNEFBOLFICDOWVT, £9 50MTZOEHNERR, RICHBRE I
IRENTREFTEETT 5. T L TREICERIE & ZOSHETHERILEMTDbN, B4 S5ETD
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HEERD EDERITIRENDEME NS, ZBEICTERENS L)L EE, FEd CEFR © B2
LjLeEnz'?,

2.3. 7S VRICHIIZRBPNEFZHEOEE

HARDNILARIC BN T, NEFENMRIICER L LTEATNZ DEH 1 FETH B0,
75 VA TE/INRTONEFAEDN ML EN D X TR, AMIENEFEEENIEE 2D
L=V 2l Ao 7FE 6 Mo Thole, /NS ONEREAE I TR SHEFEA
BLMENS T EMNZVM, TR 205 0™ LT TR Y] oTh b, o [,
DEDHUEL 25> TVBDIBT T VADFE AL~V 26 |EDTH %,

HHEEEEN T S NI LIEE 7 5V AT O TRINERBRLE ) L5 D cE#Em
HZIZWD, TTICES T Tlct HEE% sensibilisation (7% - 2 SEEXXALANDEZ %2 F
T3C &) KELDN, T & d apprentissage (AIEAYRETR) ITE < D &V o FigamD
HbE N, ZNUTH SRR GBFREDRMITHERN S DIRENTE Tz, ZLTHIE > T DAKN
BER. TNEA TNV EER L AN ENERE AE 2 HIET D LEDT5N5 T i
TofcbWid, TTTHBICINETOEDD ZIRVE->THI 5,

FHANEREBE 1E £ IRUC1954FE~19TEICEAA DN LMD D L VSN H 5, LA
LBITEDTRNIC DI 2 IRA DA G 13, 1989FIC ¥ 3 ARV ERBEKRIC & > TH
fhE iz THVEREAMEGE | (Enseignement d'initiation aux langues étrangeres : EILE) Td %,
TNIE 3HEETE O EERIVEAA TH > 728, CM1E CM2OEFEICHE 2 ~ 3 R OV EFED T1F
EEZTBHENIBDT, AL =T a5 OHNEGRAE QWM & VS MEDT Th - T,

FICHUFICH LWRENA IV —DNEET 2 &, BOBENSHLWHIEOEANEST I N
feo TOEERFAVF2TLLEE 7TV AFE) ORFED S BEAK 1KY EEAEED. &
Z00F 1 EERRE GBS & THVERE] IR TR T ENTEZEWVIETH -T2 CCR
& 2003 1 81-82)c T DNAN—F U THEFEANDFE L Z ] (Initiation a une langue
vivante) &WIHAFRT, WEDKRA > M, BAFEZ CEIZ T RS ec & Th b, CELE
CE2 5., HEEEAM ZFH U THEH1509 DYWEREICHN 202 ES T Lic Lz, e
BBHEFEI6DT. RAVEE JEhE. 7T, AXRA VER, A XV TEE. RV NAIIVEET
Holeo TORDITHEDHFND TETAT—TEAERE N, WEEICHME Nz,

0%, EREEREE 7 LI IVICED D BEMKMN S /28 LnEZ BT BHE NI,
7L IWiE T—fgft) (généralisation) &5 FIET, RIANEREATZ2HICENT % C
EEETREREZERE LTEIT R, TN 2/ NERORIFEFED CM2h5MED S, &0 D
DTHB, &WVIDE, FHEENA IV —DIED Tz N1 ) —750&. 95FEIC CEL, 96FEIC
CE2. ZTUTCITHEEICIZF CMITHEETNZICE > Tz, T LU TISERICIEI CM2E %1
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FTHoENETHB, LALTLIIVAREVNS DR, NAIL—HREZEIET L AHD
LR&E%, Fhid TAF &b TFEEE] Tidhad, IAEIENEREYYE ] #HIEL TV
BLTATHD, ZLTHEANPIFOHEAL VWS DEHLVWEETH >/, L3V ->TET L
ZViE, SUFICEIAE Nz Y 3 RSV RO EILE TAFA] & 3/ V—HRD [FiFLE] &
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10



TSV ADHE « MEHEICE T BHNEREREBCE
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7T ET R BV TR,
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< B 248k V2, LV3OHE2 5K D 5 B0.5K . F oo B 1Ak & R O RS - HER,

YR, BHEROIVIE V2T, WSNEZOND 1R 9E 75 2] L&hb,

CHNF I TR ZZREILTTHFFETD 5,
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7z. Note d'information (n0.00.40 : 5) ICIZRD LS H B, [HFHIFIE L A LT NTDERK
TR T E %, RAVEERARS ViBlE, EIFQEDERTIV2E LTH¥RN%, KA VB
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LDRIEMND > T AT 0nEEN(DT, RAEHANY—Ya VABZITH> L TERL
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HEALING, CULTURE,
AND LANGUAGE TEACHING:
A REVIEW OF AN ENGLISH SKILLS CLASS

Thomas Hardy

Abstract

Until recently, most health care professionals concentrated on defining and curing diseases.
Healing is an attempt to move beyond traditional concepts of medical curing, beyond acting
mechanistically on the patient as an object and toward treating people as empowered agents.
The concepts and practices of healing may seem self-evident, but are, in fact, deeply shaped
by the learned, shared behaviors of those who give and receive care, by their cultures, a core
anthropological concept.

This paper, based on ethnographic action research over a three-year period, describes a
course in the Faculty of Nursing and Medical Care at the SFC campus of Keio University.
In this course, students use the precepts of anthropology as they read short passages in
English dealing with aspects of healing. In these passages they learn about and practice
some of the basics of healing (including self-disclosure, respect, and empathy) and research
complementary and alternative medical and healing techniques.

After outlining the course, the paper focuses on one class: its anthropological, linguistic,
and care-giving foci; selected student productions in which they engage with the material; as
well as student responses to the process. The paper ends with a critique of the use and utility

of anthropology in the language classroom.
Key words: healing, EFL/ESL, critical thinking, culture
Acknowledgements: I thank the students and staff at the NMC for their patience while I did

the research. Special thanks goes to the two anonymous reviewers whose comments helped

sharpen and shape both the language and the argument.
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Terms and issues

Until recently, most health care professionals concentrated on defining and curing
diseases while the medical profession concentrated on creating and consolidating their
cultural authority (Starr 1982). These professionals used a powerful set of tools, including
the emerging sciences of biology and chemistry (Nuland 1988) to construct a vast sovereign
profession and, eventually, a vast industry that impacted nearly every aspect of life in the
developed world. In most cases it was for the better, as even the most cursory review of
morbidity and mortality tables will demonstrate.

But in the rush to scientize and cure, an equally important aspect of health care, namely
healing, was eclipsed. Recently, however, health care practitioners and theorists have come
to refocus on healing in its manifold aspects and requirements. Healing is an attempt to move
beyond the now traditional concepts of medical curing, beyond acting mechanistically on an
object, the patient, and toward treating people as empowered agents. It seeks to integrate
body, mind, and sprit (Dossey 1995: 88). Healing recognizes human subjects, not objects;
it works with clients who are fully engaged in the relationship, in a partnership that can
transform both parties. This approach can be seen in works as diverse as Bill Moyer’s popular
television show and book, Healing and the mind (1993) to reflections by physicians on the
transformation from doctor to patient (Brio 2000), to the elegant reflections of Joan Didion on
death, recovery, and healing (2005).

The concepts and practices of healing may seem self-evident. In fact, they are deeply
shaped by culture, a core anthropological concept. To teach about healing is necessarily to
engage in the core anthropological practice of thinking and teaching about culture.

The concept of culture, more than most such concepts, is open to many interpretations.
In fact, as Williams (1979: 174), one of its leading theorists noted, “I don’t know now many
times I've wished that I'd never heard the damned word.” The fraught concept, once a term
of art for anthropologists, is now so widespread as to be almost without content, as corporate
executives, literary critics, political commentators, and fashion commentators use it vaguely
and loosely (Morita quoted in Buruma 2000: 235; Williams 1977: 11-20; Huntington 1966:
29; Menkes 2006: 9).

Upon examination however, one can discern a set of shared meanings in these various and
varied usages. One is that culture is learned; it is not something inherent in the biological
make up of humanity (though humans may have a predisposition to culture and may have

evolved in such a way as to now need it to be fully human). Another is that culture is shared;
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there is a sense of community and collectivity in the use of culture that no other term seems
to capture. And yet another common feature is that culture is an active, constructive and
constitutive part of the human experience, culture is making and doing, culture is behavior.

This catches one essence of the anthropologists’ culture: learned, shared behavior. Though
there are many definitions of culture among anthropologists, and the meanings of the term
are hotly contested (for a sampling of the discourse, see Kuper 1999; Goodenough 2003;
Diamond 1981; and Sahlins 1972) these essentials can be found in most definitions, whether
the practitioner is interested in evolution (physical or cultural), environmental and material
issues, critical reflection, or close grained ethnographic observation.

The anthropological concern with culture leads, in my thinking, to an inherently
comparative and critical endeavor.

Anthropologists take the detailed ethnographic information developed from fieldwork, and
look closely at it. Using the ethnographic material, they examine particular relationships and
practices and beliefs within the culture. They compare this information with that of the same
people over time (diachronic or historical anthropology) and they compare it with that of other
cultures around the world, including their own.

Having compared the material with a range of cultures, many anthropologists take the next
step. They reflect critically on what the comparisons reveal about human culture, their own
culture and their own learned and shared values and beliefs and practices in the here and
now as well as historically.

Of course, a comparative and critical approach to social reflection and research is in no
way new or exclusively the preserve of anthropology. Montaigne (1991), who wrote in 1590
in Renaissance France, practiced it in his essay “Of cannibals.” In this work he started from
the particular knowledge gained in the early voyages of European exploration, an emerging
knowledge of the exotic Other. This allowed Montaigne to compare it with life in Europe at
the time and to make critical sense of his own life and culture.

Where do these notions of healing and culture place me in the language classroom?

To begin with, they place me firmly in the camp of content-based instruction. The course is
based on the notion that language learning can profitably be organized around the specialized
topics and information that future nurses and care-givers will need in their classes and
professional lives (Krahnke 1987; Hutchison & Waters 1987). It does this by focusing on
materials that connect with healing, the powerful (if until, as noted earlier, recently secondary)

tradition in health care. This reviving, powerful, and alternative tradition has long valued
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holistic treatment. In recent years in the United States it has gained influence as patients
have become clients and as clients have empowered themselves. It focuses on the social and
cultural aspects of health and illness in addition to caring and healing that transcend the
scientistic concepts of the human body (Nuland 2000).

Teaching English to future caregivers has usually focused on the very real and important,
rigorous and precise linguistic formulations for transactional and instrumental medical
purposes. These are not to be underestimated, as they are necessary for complex medical
treatments and their specific regimens of medications. A thorough grounding in and control
of such language helps to ensure that such treatments and regimens are understood and
followed.

In the class under discussion, however, the focus is on healing and hence a slightly
different set of criteria applies. Under these conditions, the pedagogical emphasis draws
on the cultural learning theory of writers such as Bourdieu (1973) and critical discourse
theorists such as Fairclough (1992) and Lantolf (2000). The focus of these thinkers is on
the expressive functions of language and on the socio-cultural interactions (ranging from the
intimate, such as to the larger social and cultural structures) shape the ways language leads us
to express thoughts and feelings and insights and ideas and experiences.

By drawing on these diverse strands of thought, anthropological and pedagogical, the
students will leave doubly enriched. First, they will have a better grasp of the language of
healing in English. This includes growth in the specific language as well as the metalinguistic
skills and knowledge necessary for effective communication leading up to healing. Second,
and much harder to measure, they will come to better recognize the ways culture can

influence and shape the very notion of healing, as well as its processes and procedures.

Research methods

Doing the research for a project like this requires a certain methodological fluidity
since, in the research process, | must move among several roles. In one, 1 adopt the role
of anthropologist and assume the social research perspective of that role, along with the
distance and intellectual baggage that go with it. In another role, | am a language researcher
with the appropriate interests in understanding and applying the relevant ESL/SFL language
acquisition literature to the classroom. And a third role is that of practicing teacher, which
brings with it the issues of time management, material development, and the transmission of

learning skills and language that this role implies. This multiplicity of roles, though typical, is
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not without problems (Crotty 1998).

Doing such research requires regular reflection on precisely where I am and what 1 am
doing. It also requires that I consider the ways these matters impinge on my research,
my teaching, and the students / informants. These are not unusual issues in qualitative
research and in ethnography in particular; such issues have bedeviled the anthropological
discipline since its very beginnings. From Radcliffe-Brown’s (1968) reflections on method,
to Malinowski’s (2001) reflections on fieldwork, to Crapanzano’s (1977) discussion of the
ways that fieldwork changes the fieldworker’'s own sense of self, to more recently Lewin and
Leap’s (1996) edited collection of gay and lesbian anthropologists’ reflections on sex, sexuality,
and the fieldwork experience, there has been a continuous interest in the shifting practices,
experiences, and ethics of fieldwork.

Furthermore, methods of research shift as I move from section to section in this paper. In
one section I take the role of participant observer. In this role, while I am teaching students
and negotiating classroom practices and materials with them as expected in a student-
centered class, I am also collecting data about the students and their responses to these
practices and materials. For another section, I collect data from students via end-of-the-
term questionnaires. These questionnaires are administered anonymously and collected
by students who know nothing about the class or the students involved. In fact, I do not
even open the questionnaires until the course is finished and grades are submitted. In yet
another section, when I describe, examine, and critique my own teaching, I am engaging in
a reflective practice that could be described as a personal narrative (Clandinin & Connelly
2000) or authoethnography (Ellis & Bochner 2000).

The methodologies used in this project bring together an array of qualitative research
methods common to the practice of anthropology and the language classroom. The practices,

in terms of method, are messy, but not unexpectedly or exceptionally so (Reason 2004).

Course description

The course under consideration, Healing in English, is an elective course open to second,
third, and fourth year students. There is no standing English level requirement, but students
are given to understand that the course will be conducted in English and that they will use
English when talking to the instructor, if not when negotiating with each other. The course is
designed for students in a nursing program.

The course has three parts.
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The first part deals with the basics of healing (caring, helping, and communicating) and
some healing skills (asserting, self-disclosure, and specificity). As a class, students select,
read, and discuss two passages on these topics. After completing the readings, they select a
healing skill that interests them, do the reading, exercises, and reflective tasks, and finally
turn their thinking into a short (three to four) page essay, and discuss their findings with other
students.

The second part of the course deals with healing qualities (warmth, respect, genuineness,
empathy, humor, and spirituality). Again students select, read and discuss two passages on
these qualities. After completing the readings, they select a healing quality that interests
them, do the exercise and reflective tasks, turn their thinking into a short (three to four) page
essay, and discuss their findings with other students.

The third part of the course deals with healing techniques. Students are briefly introduced
to a range of complementary and alternative medical and healing techniques available to
health care providers. Each student then selects one that appears interesting, researches it,
and gives a brief presentation and demonstration of it (if appropriate). Students then write a
short (three to four) page essay on it and discuss their findings with other students.

The objectives, as | make clear to students, are: (a) to help them become better at healing
in English by becoming more aware of some of the cultural issues and practices involved, (b)
to develop their consciousness about the processes of healing, and (¢) to help them improve
their language skills through a variety of exercises (including reading, discussion, and role
plays).

Each chapter (aside from introductory chapter 1) has four parts: a short reading passage
of about 500 words (one page); reading skills exercises (to develop students’ ability to
note content, determine vocabulary from context, and discern organization; one page); an
exercise encouraging discussion and application of ideas in the reading passage (one page);
and a reflections page to help students think about what they have learned, the cultural
factors shaping the skill, and one final page on how they might use it in their personal and
professional lives.

The course is inherently, if not explicitly, cross-cultural and comparative. It gives students
readings and exercises and reflection tasks based on American health care provider materials,
experiences, and notions of healing and asks Japanese learners to reflect on the materials.
This is intended to start students thinking about similar or related practices in Japan and the

ways these practices are shaped by cultural and social notions.
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Students receive a textbook (A-4 size, about 70 pages) of my construction (see Appendix
1 for a sample lesson) at the first class. It contains 18 chapters of four pages each. 1 briefly
describe each passage in this part of the course (such as warmth, respect, genuineness, etc.)
and ask students to spend a few minutes previewing and discussing them. I leave the room to
facilitate the discussion. When I return, T field questions. I then ask students to vote (a semi-
secret ballot) for the passages that most interest them. The results are tallied and the content
for the next few weeks of classes is set. Students seem to enjoy this menu approach as it lets
them select topics that they are interested in.

Depending on the students’ language skills and the degree to which they get involved in
discussion, 1 have that found one passage and its associated exercises are usually enough
for a 90-minute class. In a semester, in which there are about nine or ten actual reading /
discussion classes, we can cover nine or ten passages.

Most passages are self-contained. That is, aside from the first chapter, which does a bit
of scene setting, and the last chapter, which tries to bring together the various concepts of
healing discussed, there is no particular order to the passages. This means the passage on
warmth could be followed by the passage on humor and then by the passage on respect,
depending on the teachers’ and their students’ needs and interests. The chapters don’t “build”
on one another in that sense.

Self-contained chapters have the benefit of giving students and teachers maximum
flexibility in the use and selection of passages, and doing so without penalizing students
who have to miss a class or two. The disadvantage is that the teacher has to provide the
momentum and sense of direction on his or her own.

This is not to say that there is no organization. Lessons, as noted above, are grouped
together in four loose categories -- healing basics, skills, qualities, and techniques -- to give
some cohesion to the course as a whole. And, as noted above, there is development within
each lesson from relatively concrete work on comprehension and vocabulary to more reflective

and applied exercises.

Ethnography of a class

To observe the specifics of the general matters noted above, it might be useful to use
ethnographic action research to more closely study one class dealing with healing, specifically
the passage on respect. This ethnographic material is to provide context for student responses

to the course and my analysis of these comments. A detailed analysis and critique of
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pedagogical practices must await another paper.

The class was held on Friday, third period (1:00 to 2:30) during the spring semester.
Approximately 25 students were enrolled in the course, and 22 attended the class under
discussion, a representative rate of attendance. Of the students attending, 19 were female and
three were male, also representative of the sex ratio of the students in the department. The
class took place in a standard flat (not raked) classroom capable of holding about 35 students.
Chairs and desks are arranged in rows, which we shift into small circles as the activities and
discussion demand.

The class started shortly after one o'clock. Greetings were exchanged and attendance
was taken. I very briefly reviewed the materials from the previous class on warmth and then
directed the attention of the students to the next passage that they had selected, “respect.” (See
Appendix [ for a complete copy of the lesson materials.)

After briefly introducing the topic of respect, I ask them to write down two or three words
they think of when they hear the word, “respect.” I circulate and after two or three minutes,
note some of the most common and interesting observations on the whiteboard: “admire,”
“like,” “want to be like,” “considerate,” and “face,” (from the Chinese and Japanese concept).
This is a common EFL teaching strategy to activate learners’ existing knowledge and to engage
them in the upcoming topic.

I quickly review a few of the reading skills they have already encountered in the course,
including reading for goals (think about why they are reading [see the Reading Skills questions
in Appendix 1]), and the importance of skimming and scanning, including marginal notes.
[ also mention the importance of recognizing organization as something that skilled readers
often do, as a way of directing their attention to the reading skills that they will encounter in
this lesson.

“OK. And remember, skilled readers read quickly. If they don’t catch something, they move
on to the next sentence, the next paragraph. You don't have time to worry about single words.”

Ayumi and Kayoko roll their eyes. This could either be because this is the third or fourth
time that they have heard me say something similar and they want to just get on with it or
because they don't believe it.

In any case, I continue, “Ready? Let’s begin. You have about twenty minutes. That should
be enough to read the passage and get a good start on the reading skills questions. Go.”

The students focus on the reading. A couple of students itch to pull out their dictionaries.

Maiko does. 1 wander past her desk and encourage her to try and read without it. It is a
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reading skill, 1 tell her, and she needs to learn to cope with text without word-by-word
assistance. | walk her through the sentence, and she moves on. In my wanderings | keep track
of who is doing what, which questions are causing difficulties, and how far along the class as
a whole is.

“OK. Now turn to the people around you and check your answers. Get help. Or give help.
Find out what other people think. Explain your answers. Work out differences. Try and speak
English.”

Students form small groups and soon the class is buzzing. Mie and Misako ask me over to
arbitrate between their answers. 1 get the answer from Mie and then the answer from Misako.
“Where in the passage is your support for this?” I ask Mie. “Where is your support?” I ask
them. “Work it out between you.” Most of the other groups do work it out among themselves.

After about ten minutes, I ask them to tell me the answers to the "Reading for content”
questions. They can respond fairly easily to questions 2, 3, 4, and 5, which ask for key
arguments made in the passage. Question 1, “What is the main idea of the passage?” proves
to be a little more difficult. The first suggestions are “respect” and “respect for patients.” I ask
them, again, the difference between a topic and an idea. They seem to get the point, which
has been often repeated.

“OK. Work with the person next to you and come up with the main idea of the passage. Of
course, you will include the topic. And then also include the main ideas of the passage, what
they are and how they relate.”

After about five minutes of work, they seem to have a handle on the matter. | ask three
teams, at random, to write their answers on the whiteboard. All of the answers approach the
matter seriously. All of them have minor grammar errors. All of them, with a bit of massage
and manipulation, are acceptable.

“Excellent. Now, without using your dictionary, see if you can figure out the meaning of
the underlined words in the passage. Remember, people writing essays in English will often
explain difficult words, or use a word with a similar meaning around it to help readers. To
better communicate the point the writer is making. Keep working with your partner. You have
five minutes. One word, one minute. Go.”

[ again circulate. In fact the exercise takes closer to ten minutes, and then we go through
word-by-word, examining where in the surrounding sentences the meaning of the word was
lodged. By the end of fifteen minutes or so, the vocabulary in context portion of the class is

over.
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[ briefly point out the reading point: the use of comparison and contrast organization in the
passage. | start by mentioning the importance of balance when writing such an essay. | note
the writer’s use of cue words (“in contrast”) to help readers. I end this five-minute lecture with
a reminder that skillful readers are aware of such things which helps them read with greater
comprehension and speed.

With this, the reading skills portion of the course is done. It has taken about 45 to 50
minutes, about half the ninety-minute class.

“All right. The reading portion is done. Next we do the exercises. We will start with ‘Practice
it. You get to talk. Change partners. Do the ‘Practice it exercise. Person A can talk for four
minutes about anything. Person B listens disrespectfully.” Here I mime several typical acts
that can show disrespect when another person is speaking: a girl examining the split ends of
her hair, looking at a watch to check the time, tapping out a short text message on a mobile
phone, glancing at a pocket calendar, and folded arms and eyes firmly on the ceiling.

Shoko laughs.

“Yes,” I say, “It is funny now. But you try it and see how you feel. Get started.”

They practice listening disrespectfully for four minutes. Then they briefly talk about the
feelings involved, of both the speaker who was shown disrespect, and the person showing
disrespect.

After five minutes of discussion, they change roles and practice showing disrespect again.
After four minutes, they again stop and analyze their feelings. The general consensus is that
respect is important.

“So you can see that respect is important for healing. Without respect, it is just that much
harder for the processes of healing to take place. Show respect. Now, look at the first ‘“Talk
about it topic. Let's change partners. Then talk about these questions. Why do you think a
person acts disrespectfully? Do you think they are usually aware of what they are doing? Do
you think they are aware of the affect they have on others? What can you do to let them know
that their disrespect is harming your relationship? Use your own experiences to illustrate your
talking points. Try to talk in English.”

With that I move out of the way and let students speak. I spend some of the time doing
class housekeeping, tidying the class file, catching up on class-related paperwork. But at all
times | keep an eye on the discussions. Every minute or two I quietly walk about the room,
checking on issues which students are wrestling with, trying to clarify questions they have,

helping with a vocabulary word or expression.
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After about ten minutes, | get the students’ attention. “Now turn to the person on your
other side. Go over the questions again. See if you reach different conclusions. See if you find
the examples more powerful. Go.” Again | move out of the way and let them get on with their
discussion for ten minutes.

“Time’s up. I'd like to know what you have discovered about respect and disrespect and
healing. Does anyone have something to say about what you and your discussion partners
have learned?” There is silence. A couple of students try to melt into their chairs. “Chiaki.
Your discussion was full of energy. What did you and Shiroi learn?”

Chiaki goes into a brief huddle with Shiroi. “I learned that communications with respect
were very important and interesting to us. Now we know that nurse acting respectful really
affects patients. Disrespectful too. I want to be careful about my acting in front of patients.”
[Note: These and the student statements that follow in the section presenting and analyzing
student comments were all originally in English. I have retained any errors that occurred and
at the same time refrain from marking them with a “sic.” The effort at communicating was in
good faith and deserves respect.]

“Excellent observation. And you could see it and feel it in the exercise. My next question is
about showing respect in Japan. The passage is about respect in the United States, some ways
of showing respect, and the effects of respect to Americans. What about Japan? Is respect
also important in Japan? Do Japanese show it in the same ways as in the US? Turn to the
person next to you and talk about these matters for a few minutes.”

I get the discussions started and get out of the way. | interrupt only to help refocus a
discussion that has moved to the movies seen last weekend and to supply an occasional
vocabulary word. As in the previous exercise, 1 call a break after ten minutes and have
students change partners. This pattern of speak and then speak again serves several
pedagogical functions: it increases the chance for students to talk, it gives students a chance
to increase fluency by letting them recycle material they are familiar with, and it expands their
circle of knowledge, experience, and story telling.

In the last few minutes of class I review the linguistic, healing, and cultural matters
covered. I then ask the students to write short journal entries reflecting on three things: what
they have learned from the passage; how this knowledge will impact their health-care practice

or personal life; and how they will put the new knowledge or skills to use in their lives.

29



Student responses

I collected student responses to specific lessons and the course in general in a number of
different ways. The following student responses are based on comments students made in
class while doing the readings, exercises, and discussions. They also come from anonymous
end-of-term questionnaires, both one administered by the university and one that I composed
and administered.

I explained to students that I was doing action research as part of an ethnographic project
and explained the ideas and methods and goals. I promised that if they agreed to let me do
it, their real names will not be used, that their responses will not affect their grades, in part
because I would not access the comments until end of the term, and grades were submitted.
I also asked for and received oral permission from them to use the comments made in their
written comments, again with the proviso that names would be changed.

Again | note that all the student comments used in this report were originally in English.
[ retain errors of spelling, grammar, and usage in them and at the same time refrain from
marking the errors with a “sic.” The students communicated in good faith and the effort
deserves respect.

After reviewing the material, | have arranged student comments in three broad categories:
those dealing with language matters; those dealing with healing; and those dealing with

cultural matters.

Language matters

The following are representative of student responses that concerned English matters and
issues of language acquisition. Some, like Erika, focused on the general pleasure they had
from learning English in a relaxed classroom environment. She wrote, “I like speaking English.
I had many times to speak English in this class and it was good. I like healing English.”

Others made a connection between the language and language skills being taught and
some of the qualities and aspects of healing that were dealt with in the class. For some,
like Moe, this is a general proposition, “I could learn English how to make relationship
between clients and medical stuff and how to develop it.” Others, like Kayoko, made a tighter
connection between the content of healing and the practices of English communication,
“Show respect and communication with Eye-contact is necessary. I learned this many English
communication skills at this class. It is very good for me. I want English skill more and

more.” Yukiko makes a similar point when she writes, “I've learned English ways of human
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communication. One of the ways we learned is specificity. And respect. And empathy. It must
be a standard way of English and the most of important way to make good human relations in

English.”

Healing matters

About a third of the students focus on the content of the class when reviewing it. For some
this was a general proposition. For instance, Kayoko notes, “I think everyone can be someone’s
healer. Just listen to his [her] friend, he [she] can be healed. But I want to be a healer not
only for my friends, but also my clients. So I studies technical knowledge and help and heal
my surrounding people.”

Others were concerned with specific aspects of healing that interested them. Of the
comments dealing with respect, two are representative. Saori notes, “Especially, T think that
it is important for us (caregivers) to show respect. Without respect, I think the care to clients
has little effect.” Ryoko’s comments echoes aspects of this when she writes, “When I become
caregiver | would like to be respect for patients and nursing teammates. To be respect, [ will
use skills that I learned in this class, like listening other people and looking them. So I will

create nice relationship and heal with clients and other caregivers.”

Culture and healing

A third set of comments concerned the link between culture and healing that students had
discovered in the course. For some, this was a fairly simple proposition, with a link simply
being a link. As Risako notes, “I think I want to be a nurse who can think about patients. And
[ think it is important to do this not only in Japan but also other countries. Because healing
is country by country.” Risako develops this idea when she notes, “Heal has many means. If
out cultures are different, we feel different king of feelings. So I think every culture must
understand it is to heal.”

Other students recognized the impact of specific cultures and cultural practices on healing.
Some, like Masami, focused on the cultural influences she saw reflected in the reading
passages, “American thinking is very straight and direct. It is very good for me to heal like
this in English for American people. Many American ways to heal. T will try them in my
practice.” Others, like Yukiko, shifted the ground and reflected on the impact of Japanese
cultural practices on healing, “Not just American passages, Japanese also have healing. It is

sometimes the same ways, it is sometimes the different way. Japan has Japanese culture so we
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have Japanese healing. It is interesting for me to think.”

The most sophisticated responses lead students to the beginnings of a comparative and
critical stance on matters of healing and culture. For example, Misako wrote, “Healing is a
difficult thing to do. So we must think deeply. | want to use this in my dayly life. Also in the
future to be one kind of caregiver. To see the US healing way and the Japanese healing way
means think deeply about the US living way and the Japanese living way. What is good? What
is changing? What are we doing? Healing means deep thinking.” This concern with critical
issues, and the impact of such matters beyond the immediate concerns of caregivers is also
evident Shoko's observation, “What is healing? In this class thinking about to heal is my basic
theme. I could know to heal in the US and US culture. I could know to heal in Japan and
Japanese culture. But I could not know the right way to heal. Can I do it? This class makes

me thinking about healing and human life.”

Analysis and conclusion

It might seem impossible to bring together the critical and reflective musing of Montaigne
(1991) with the responses of Japanese college students. But read sympathetically, the
comments of the students share certain features with the French essayist.

First, both exercise the basic anthropological skill of comparative thinking. They take the
particulars of one society and use them to develop a sense of social diversity and constants
both within their own culture and in comparing these constants to those of other cultures.

Second, both the students and Montaigne exercise the anthropological skill of critical and
empathetic thinking. They use what they have learned about the healing practices of the
exotic Other (in this case, the United States) to reflect on their own culture and their places
in it.

Still, I am less than wholly satisfied with the course and there are things about it that
disturb me. As a teacher of English classes at a Japanese university, | am resigned to the
structural limits on what [ can do in a course and what | can with fairness expect from
students. Thirteen 90-minute class meetings spread out over four months, with limited
homework possible, given students” competing activities and classes, strongly shape what |
can teach and expect students’ to learn. Nevertheless, I want to find a way to start students
thinking more concretely about the diversity of life in Japan. They know, intellectually,
that they are privileged in many ways and hence not representative of the broader Japanese

population. But this, so far as I can tell, is seldom felt or discussed. | want them to recognize
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more of the diversity that does, in fact, characterize Japanese society in terms of ethnicity, as
Lie (2001) notes, and in terms of social class, as Robertson (2005) delineates in her edited
overview of Japanese society and as Stevens (1997) makes clear in her intimate ethnography
of an urban underclass near Tokyo.

I would like to reshape the course to help students become more aware of the shared
experiences and beliefs of these less privileged and less powerful groups, and the ways in
which the values of these groups have, in many cases, been constructed in opposition to the
values and perceptions and experiences of dominant cultural groups in Japan. This might
require shifting the course to focus more on learning about these groups and their needs and
experiences in healing and less on healing in English. It might require a course in power,
culture, and healing. It might require a course on social theories of health care and healing.
But this is getting far away from a mandated course on Healing in English.

A second source of dissatisfaction with the course is harder for me to pin down. I believe
students when they write that they have come to recognize the importance of healing, some
of the sources of healing practices in the learned and shared behaviors and values of people,
and, in some cases, their own culturally based constructions of healing. T would like students
to take the next step and have this recognition lead to action of some sort in their lives. |
realize this is a very American response: knowledge is for action. And it is a response based
on my cultural beliefs and experience that much of social structure is based on conflict and
confrontation. It is a response based on notions of individual autonomy and responsibility.
I realize that these assumptions may play very badly in a society based on smoothly running
functional relations and in-group cooperation.

These concerns notwithstanding, I would like to teach these matters, and it raises an
underlying question I have about the course: to what extent can | teach these matters
of critical and comparative anthropology and still engage the students imaginatively and
creatively in learning about healing and English, the basic purposes of the course? I take what
comfort | can from the hope that what students learn in the course may, someday, help them
to make sense of things happening to and around them and to make them healers who, in the
future, will be more sensitive to their own values and those of the people they help.

As it stands, the class is a beginning, if only tangentially, in the basic anthropological skills
of self-reflection and the practices of the empathetic ethnographic imagination. Students tell
me that the structure of the class, explicitly combining English structure with anthropological

content, no matter how attenuated, frees them to think about their lives and it allows them to
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respond to their own experiences and those of others in ways that they might not have. They
tell me that the process of dealing with cross-cultural materials, in a non-threatening way,
brings the materials closer to their own lives and practices. Hopefully, this can help students
bring together a personal response with critical cognitive analytic and empathic healing

skills — skills they can use in other classes and in their future professional lives.
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Appendix I

9. Respect

® Reading Passage

Respect is communicating your acceptance of another’s ideas, feelings, and experiences (Haber et
al 1997). When we show respect to clients and colleagues we are sending them the message, “I value
you. You are important to me.” Together, warmth and respect form what Carl Rogers (1961) calls
unconditional positive regard. As a caregiver, doing this means showing that you accept others for
what they are, not on condition that they behave in a certain way or possess certain characteristics or
have certain qualities.

Respect makes people feel important, cared for, and worthwhile. For example, your friend might
tell you, “I love going to my new physician. Besides being a good clinician, she makes me feel so
important. She’s on time for my appointments, her receptionist remembers my name, and she follows
up on all my requests.” In another case, your neighbor might tell you about her recent experiences
with nurses at a hospital where her husband is a patient. “The nurses are busy, of course, but they
seem to have time to say ‘Hello’. They made me feel cared for.”

In contrast, when people do not receive respect, they feel hurt and ignored. For instance, this
woman talks about her experience at the reception desk of the hospital, “The nurse didn’t even have
the courtesy to raise her head to speak to me when T asked her where Dad’s room was. All she did
was point!”

You can show respect to clients and colleagues in many ways. A list of some ways follows. Look
at your clients. Offer them your undivided attention. Maintain eye contact with them. Determine
how clients like to be addressed. Introduce yourself. Make contact with a handshake or by gently
touching clients. Ask what the clients want or need. Be clear about how you can be of help. Ensure
the clients that you will respect their privacy and confidentiality. Make certain that the environment
is as comfortable as possible. Avoid barriers, such as desks, that come between you and the clients
and might block communication.

Experience shows that there is a positive correlation between respect and successful outcomes in
health care; the greater the respect, the more clients work with you to improve their care. Indirect
evidence supports the notion that respect for clients increases their compliance with therapeutic
regimens and helps them agree to them. The simple act of respecting and recognizing your clients
and colleagues, their needs and hopes and interests as individuals is not just good manners. Respect

your clients; it is common sense, good health care, and aids in healing.

References
Rogers, C. 1961). On becoming a person. Boston: Houghton Mifflin.
Haber, K., et al (1997). Comprehensive psychiatric nursing. St. Louis: Mosby.

*Vocabulary: unconditional (JFEGEED), courtesy (FL1#), make certain (HUD FF5 5), correlation (FHEY).
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Reading skills

e Reading for content -- answer the following questions in your own words.

1. What is the main idea of the passage?
2. How do people feel when they receive respect?
3. How do people feel they do not receive respect?

4. What are three ways you can show respect?

5. Why is respect important in caring for clients?

® Vocabulary in context

Without using your dictionaries, find the meaning of the following words based on the use and

position of each in the passage.

1. they behave in a certain way or possess certain characteristics

2. Ensure the clients that you will respect their privacy

3. you will respect their privacy and confidentiality

4. Avoid barriers such as desks

5. respect for clients increases their compliance with

e Point — comparison and contrast
This passage compares the way clients feel and respond when they receive respect and contrasts

the different responses when they receive it and don't receive it.

With your partner(s) come up with a list of three more words that help you, as skillful readers, to

catch that the writer is comparing and contrasting cases to help make her or his point.
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Exercises

® Practice it --

Find a partner. Let Person A talk for four minutes about any topic that is of interest (a club
or circle activity, a television show, etc.) and Person B listens. While A is speaking, B listens
disrespectfully: B does not acknowledge A; B forgets A's name; B reads something while A is

speaking; B interrupts A; B refuses to look at A; B checks messages on a cell-phone; and so forth.

When the four minutes are up, tell each other how you felt. How does A feel to receive

disrespectful communication? How does B feel being disrespectful?

Now change roles, B talks and A listens disrespectfully. After four minutes, again discuss your

feelings.

e Talk about it --

1. With the person sitting next to you, discuss the following questions. Why do you think a person
acts disrespectfully? Do you think they are usually aware of what they are doing? Do you think
they are aware of the affect they have on others? What can you do to let them know that their

disrespect is harming your relationship?

2. The passage discusses showing the importance of respect in the United States. In what ways is

this similar to Japan? In what ways is it different?

® ook for it --

Observe and reflect on your social encounters over the next few days and focus on the respect and
disrespect you receive from others you meet at work, in the stores, on the street, or in professional
relationships. What specific behaviors make you feel worthwhile and which ones humiliate or
anger you? In receiving respect, does it make any difference whether the relationship is a one-time

encounter or an ongoing one?

Reflect

Consider what you have read in this passage to answer these questions.

What is one thing you learned from this passage?
How could this impact your health-care practice or personal life?

How will you put this new knowledge or skill to use in your professional and personal life?
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Abstract

A goal of Japanese foreign language education, especially of English one, should be
to establish equal human relations among people having different cultural backgrounds,
based on Cultural Relativitism. In order to realize this long-term goal, college language
instructors should design their classes, adding these three elements: teaching materials on
Japanese culture, an easily understandable communication style for English speakers, and
opportunities to use English in a classroom. [ myself have two cooperative, task-based classes
for 66 freshmen at Keio University. Here I discuss my 12 lessons and activities 1 did in the
first semester of 2006, students’ reactions to them, and my analysis. I found that students are
inclined to regard the culture of English speakers, even in a moral sense, as superior to that
of Japanese. The student survey shows not only students’ favorite activities, but also some
unexpected facts; for example, 1/3 of the students predict Japan will become a kind of US
state in 20 years and only 1/5 of them wish to have more output activities rather than input
ones. Although my six month experimental teaching is not enough to get rid of their tendency
of “Ethno-peripheism”, the class activities have improved their English and 80% of them think

the class is profitable and (will) upgrade(s) their English skills.
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BeA)i3 & U<, Easy True Stories -A Picture-Based Beginning Reader * OFE%ZEH, T
DERFAAE LD D 50, BHIN0ARIEEOBEZE L, P EEZ 0z RENb
D HiOYEEZ / — McE L (dictation) o RIS T OYREOIE 2 T, FENF WX Z
Frv 9%, 7IABKTEHGL CORBENKDS THDE, KNS TORVBETIZTOT
Y RRBEWERT ANE, XFNTV Y 2FEDORY BICA M=V —%ZiE5, HBEYY
(cooperatlve learning) TH 205, X7 AW ST 5RXT BT TE, LZHITRDFE
Dofeb, RCHEEDFHLTHRILXIICED B D,
CDT7ITET A @FNo TAHNRBH LI BV, B Y MIHFETHE ko L Licalizin A
57z (narration) T & THEEFEREEZHRA 5, —HIHOREZD T, FI0HDFER
AL BEZDY, £, SOV IRADROHIBENTE S SMRNH S,
CHEHIEROIA Y T THMAFE RO, HRICEBEL 7] BE, FMET5EE
ABND ST 72— TR BRI ZRENRS A =) =239 DR IHnD &l
el TRERICT2OMNENEH L, ERTERIETHENDW ] 7% EXRZFTMN L 7%
o6, HERICHIRM ] 19%, TRIRM) 9% T, GbET28, TFIRELI 15%E P57k
WIEDI DD 282 HDETIT, DED28: 17=1.6555 (T OFTE TH7HT T 0l D7
JERZH L TWwWad) Ty 12807 5 A THEER—FMSFME L7z BMDPES LT ER, &
WO ARY B oI, BEBA, FHEDIGRIDHESIND > TT > — b TRl L <
HoTe LR ENBD, NFRRTOPEDIGES ORI ED 8 2 FHRE B[RO HIE
HIAAYMIRRENT N %,
¥ O B§H20001& £ 28— b F— D NGB L. ZNZHEET % yes/no question 2 5D
FEZTEMT 2ERIC Lc, (RHOEET1 D07 IATE PN A7) Bbfiiazs o
Zr—va v TERREDIE T BIE, R (confirm) Z#EDIRL TITS T EMNRAIRTH
%0 TOTITET A TZOFEND T EZH> TS, BEVZEHSICE, HAEN VDI
HHCIRAE THFIC what % how THIS DL ELS RV, £9, HFOBFAZTHIL., ThZz
yes/no question DL THEN® 2 T L3, HI NGRS THli> THE L e NE 258 L THTF
K5 ceThh, 3322 —varye LT B EOFEHROTH S,
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No.2 [aziEs] 3fi (12.54)

HAGE M AR T ICRIER 2D 3 07 7 78T 212id. Ao wv 2 Bifliniaz (g5
DKV, FEFHEAL VA —DIenEBA AT TMUH L, EKELEBA22L, &)
I What is the theme of the picture? IKEZ 2>y T U AZEL L, Ric3DLU LDy T
VATHROFEETZC L, EOLYT Y AERTHDTOENZRADT —< (theme) & B
HI BT e, ZPEICRERU,

LU, 75 RADNEERN T, 8HHDERAIZ Lz, EB5D7 FRAICHBNTE, AT
TN THZONZRT FEY 72y TV RICHET 28 ONEFEN TR >, BTEXT
DR=N=%F v 7 LM, BRI TH>7, TXEREWIEL &L, 2R TEZE
Z BN, A —IEDRNBHAEAARNTLOMAITH > /2,

No.3 [HVTH~)—fATY~U—] 2 (15.25)

A% IE, HARNDEZE LIC DWW TIRARIZKEADEN B VGRBIC, AT
T EREF I, B 3EFES, 1EEBRBAICOVWTE > TNE00, RNz DR
Fhe, BLBHIOL Y7o AL LTEL T, 2EHICHEMIFORICET vy 7V AT
LicflzEBhoF—T—REESFERBEMI L, BEINFAKZ LD, 15~207T. K
AEEVIHL, FEETY <) —2EL L, 3SEBIEEPFTORME AN S TNETERT
BTl RCTOHALDOTY Y M EEECE DT, ZWEFAT, HLIHIY—230%
EETELT L, TERADLRHITA2DTHE->TL 3T &,

EBEA A, BRI LA ST T TS TRRTORFEII 2 =r—>a Y AXA ),/ )v—
WEFEEEZHNTH S, BLAOHBXPAEMTENRKEL, £z, 75— OFEHEAHR
i TECTHCHERREHE VN TH A HFEDOEICE N TV XAV TN RED IR - Tz
I 8RR AR 2 DO TA - EHIROE N 2R Bk Lt &k 5 72,

No.4, No.5 [FEFTHWT, HETiEL, FEVTEH5, BROKRTITIV—TT—7]
9fii (3.64). 8fiL (3.77)

COTITET 4 THRINDEIEIA =V —BHARBELANVEDE[S T L TH B, SR
[EEETHU ARG hOIEEORHK, [DoR51FES | Zffiol, JIL—TD 1 ADWEE
DOHNTHE W 2DDE YT VA (BRFIDOIEHTOFOBFED NOTE, XOXXHHEANDOHELE)
ZME, TNZHZATARZOZIV—TICRD, BROHGLRZR > T NBE AN —ICFED,
Z2VTCEH55, ThEZIV—T 3 NCIEFICITS .

FHERKCR > THB L, FNV—TAVN—ORT ICNHEH U » 5T, HRE»EVD, &
JEBHIOHRE A, CTDETAILBVTHRNK] HE, ARkt bEMISCECHE-> e TV
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AZEBNTVWENZHENCTF v 7 L, BRO XD S WEEE (BAETH L Z 5 2555
BEiTE > TRRICEWTEWZL, BT THRAKEE, FIHLIMATVED) ZHFNTW
TOVIPHEDEFHRIIZ LA LHAGETCH > e, JTGEOAMEH L VWS IV— IV 2T EE 5 &
D, HEREF v 7 (monitor) THRENZEDDIES WAEVWERW, FREEGA G-
Teo FEBLICOT V7T 45 NTIV—T, ANTNV—TTLHA LI HHB, 3A
BEEb EDW, 2L, 4 NBLERE, HABETHNGS Lo XD 2T 52E 6 5728,
HATHANE3IANTIToTee THUE THLWF ER LW THEERZ £d4) &7 T AT
FElZofeDic, 72— P TOFEIE EE 5 < Ry,

No.6 [HiERET~EOFEZHPODEET] 117 (3.06)

[DoXBIES | ZHEMIC LRKR, FRETP->/E AT, CD THFZENME 5T
EM, BRAME 2 TRETD RS B C IR o Te, BiEITA BT R CRAD AL 2 8 v T
A OB IIRED TV VM el TREICE S, 5 A—HD T )V—TTEh=iFiHk
BRI R RPN, BIFHEDOA A —DIC DV T T IV— TN T, AT
DIFERH DY T, ARICHIRADIRVGE-REZRO, BIEAZRBICEA T E 5,
ZNENHEZELUENE, V=7 O TIACHEHANEET S, KT NV—THNTRE
1 ANRD, RED T T ADHICHTENZTNEDRD [D->XEIFS | BFHFED,

TTIFENTEH N TV RYEERD T, NAFRIETE TV R Lo T, FU Y bR
LTHBE, CopAefpirs| &, Frld THIRL LS & LTW e, 2AEREECEWVE
TEMNEWeDH, JEETHW T D& bicanaholc k572, #EEE, o7 0T
CT 4 THi 2[00 I ANENEE L, ZENANOMEA 3 SHETYREeESEI LT, &
VYFN LRI, THD TENZEE] 215, IR L TV, ZED, &5 0h b5
<, B0 EHHLFED W EWIHICRIC K> T, HEEKHE & ODHEINEEAEE % &> Tn
Too UMD LEBRICIE, FVUTFINVED BEWYREMNMENZ DI TlE 7R < ZAEICITEARE DR
BN Z U oDEA 5, 7 27— R 110 & KWV,

No. 7 [Sleeping on the floor] 517 (9.33)

3EDOHARDAEFEULIC DWW THEANICERE N EARICE > BEZ 20, O—FH, myld
HBETOVE - T2ERDFH D T > BT, Do the Japanese sleep on the floor? Is it comfortable to
sleep on the floor? Why do you sleep on the floor? ® 3 DOEZ HE T, TOHMICE 5%
A BN HOBEEFHAT 5, RICHEANT SV HMZ T 2ERZFELTHL, Thid
HAANDC 2B <HSGEWHEAN. FHICEAD. HARNGENZEEZ L TABREEN
ATV BMNS 2, 20, HANDOAETFICIE o SURE I > e G E N D 2, THAD
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AUk RE 2, NENCHUNCHATHFEL LS )
FRONEADHERICH T 2 HAEADEZ NENTHZHIOEFNVIDOTY >k ZEHY,
FnEMioTET, RTHETHEA L HAARZE LR TR > TREEHE . K71 1K -
FERORENTHZ 7)Y MCEDEERELESEZ S, ANbTEIREZEZENE
%o TEIERTNETTATHE, TOBRTEEOFENREZZT %,
ETINIDSDMERAN B> TEARNTE B TEALEZAZEL LT, BEOYDOERFETK
. BN DEZRRADIODIFEILE>THL, EEATDTIVTET 4 THB, LiFW
Z. Ny RTUMELRBROBLWERZT TR, DPENMEAREDNET VT ¥ M EFA
T, AR BETTE 3, RO THLAMOMZIEEZADONS, & EDOFFCHID TK
DNONT W, Bl bOEEXtEZNETERFIOHTRZ Z ENTE DI,

DX BEFERT 7T €T 4 CRAENCHAAD [RIchELTH TS| 5 TH 5,
TLTE5 5 FX OB TS, TBMIZE] O NEEIHLT V., 77 T7ET 1 %
EZBGE, TOVIEEEEOLHNHEEEE TS LERETHS I,

No. 8 [Japanese Homes] 417 (11.6)

What are Japanese houses like? What about apartments and condominiums? Why do
Japanese people live in small homes? ® 3 DDOERZ R T, fiEEFUTCKLS1c{r5, TTT
BREADOHENTHBHEFORHBELIHDOTY > T, HADELDET % 4% L TFEF 1£13%.
EFEHIE 3% VI BFEZENTHB W, ZHICFEENENTD | KO, HANDEIETX
WATEE L TW S FENZ NS I DN THOFAEICH N TV E b HARAZT THoric Bt
Mgy I ALlE>TLE T, BlE LTIE No. 7 EFRIUADIC, No.8DIEI WD D &
A 2 22BN 2 A2 o Tee TNREZDENTHZ TV > b THI- e HARBHDHET
BT TIEH BT,

No.9 [A Japanese Bath] 717 (7.83)

A2 e DL R FEIEHAOEBICH T 2NEANDR S22 2 2 RFE X O BT
PHEANDR=RICBEZAENT, E5FRL TN, TFiF] BERETH S, HAIC
{ETHEAD Do Japanese take a bath every day? It's hard to believe. TUiE % =ih% HARA
EZDOHENEDFEINDRD &b D%, F&iZICEDIEAIC Now I should change my bad
habits and take a bath every day. EEHLH 2 LWV DIFTH S, MEHDR D & D DOERFER
0% EMEB N EHERE L G TS, TTBEMDIE-THDT ) > h OREEE T THE
T %, SLE AN How do you Japanese take a bath? 12, HAANDEEOIN THRZTEN, JEHE
Mo TchmzEbaniz A L. You mean other people use the same bath water? &4}

49



BEMESREA SNERREE IS 3 5

EADEZ N E. 21D How do you wash and rinse outside the tub? L &FEM RN, HA
N RES DFHZ %, #:1%5 Do men and women bathe together at the public bath? & i
MOBEM, ENEEEDPNEANEZ R —LAT A ERRBITRBLILDTH D, mBDEARMIC
EH TR, BEGDR EEZ K. —HOIRR TORBOF 2R 6 HE &, TORGEIN
EADZ N DMES HABIZHEEEE2 LHERLTHL,

C DRFEHREDED B L RANTHER U7 REEFRUCD #4050 & > b & U CEENdRER O,
NEADHAANZ BB > TRHEICHBHAS S LOZDLD LD S5, DF D RFZF N
MEBZTHB L, £le, NFFOHBANICES>TRWT & (incentive) TEIKE DN S,
HAREFNAEANCE > TOARDAY v M 2ZEF CHEZT 5 X3 F ol

UL LAEDNS, HHIDERRSC 22 LA EIC, HEDES NICTSEDNT TRV, £5TY
N EXZNETOBRBEEZEZZEA50. THHBIETERVOBABTREZVWD, LD
REFESHEWERBNE o7 W2, BEICALZVWEHRADH—LT LY Ricibnz
. RERTT, TOHEMBETENTVARW), LML, HFEHAASHRHZHR TN TEZE
Licod, SEEER TR HANC & > TARRBAEZIES O TRELGBCON S T L THhZIR
B, FNTMHRABEL G0, @EICELS, VIV I RWRNSZ, b5l 85T, LlE
ICRHBH, BN T & T 2 REFMMBRERE S hie,

No.10 [HEFIEEL 7+ 77— a>] 106 (3.50)

(i F#0k1E No. 3 T L 724D 6 2 Modesty'”, 3 AT 1 IO#E%Z [ L CHFEFEEL L
TOTA T T—>aY, THIRRUED, HBIIEYBFLELZT TR, o248 /— R
XD ELTVRINV—THEN 57, Hidrd | XTDR—XZ ANEZHE 2[E, HAREW
5 group-oriented culture DHIT modesty (FEHEE, 720, HATELEHE KD S modesty 2 #&
HT 2T EMNRYITHELE>TVE, EVINBTH 5,

No.11 [HiEIOFRHSICH S 2 HoOEREH] 641 (8.14)

HIEIDT 4 77— a Vb ot TAT, BMOTY Y b Z2E LI V-7 TThEnE
Wb DRZEE T, R, TV Y P ERERRSGiH, NEZ X SHBELTHS, L ATT
D3 DDHEMICEL THPDEZ ZHRNDE KSR LT, MEONRETETAREDT
MHERRIZEEIETH B, WO LAk, HEOMMEFF, MmHENEEZMES 5 L HT
TH<, & &, 1. Write briefly what is written about? 2. Do you agree with this article?
3. Why do you agree / disagree with it? Give at least three reasons.

T O X DEZFDERICH U, RITERT, K114, A, FEEDNEVZDOIE, &
I & 9 EMNC B % SUUAHIERY N A 7 A TH o Teo XL Z LIRS 256G, ED XL LAt
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ENEA TV, LS e R BE b/ 2 NBEOmEIC & 5 597
PREFBBAEOWMRTH 2T TH2, BKE COREBIMAT" 2L clhilzc Lt
LTHABN TV BTV, LIAWEST, ThEHREHLEE (ethnocentrism)
DWT, BXEEL> TV B EMETITTOEONRTENTT, Mt XDOEHEHEH X group-
oriented @ culture % society Z AL FETH LTV 2, TN DIC, ZEDHFIFHAD
HEERXOEFEEDO L TH 2 MAEE (individualism) DITHRVEBFICHERL TEZ Z
EFNVTWVWBEDTH %,

BIAE (LTFEEDOEIIFELDE ). H5ZF¥41d The author wrote indirectly that
English speakers are more honest than Japanese speakers. £ H &, ChIcEEZEL, A
73 DR 5 T was amazed by how honest the English teachers were. They don’t hide their
thoughts like we Japanese do. &, HFEFHFFIEHAALD L IEETH D, LFRL TV, £
TepD#EDE D Tld They don't tell a lie. (They & English speakers) &5 fliufiZz & D &
Th-olo HAHBZEBHARNIEGERA T+ 7 A= —ICHART, EETAWV, UV
ZOLRIREEES>T0B D7, T 5 UMfEN /A7 ARG KRB TEA T I AD
TLRVDZENFEN2EDIC, KDIE->EDELEETAONTDOTH D, 2L, Filh
L 721540 1 4413 Japanese is agricultural people. To succeed agriculture without fights, they
needed coordination. &, WEICBVWTHABEER TH TS| ERTHE N EARIZ
I OHFZFIC L TH O T\,

/e, Dih 5FEZHZLDDNT, ZEITEREL TVt 59, English speaker
* foreigner ZEI77 AV N LU, HREOHEKRE LT 2F2ENSREITE 280, %
EDRCKDAN D N2 ZREFICAND T 77 8T « 2B TR UZTF R, iU T,

No.12 [ZEEX/ER. B oWREZIES] 141 (15.5)

CNEMEANT — 7 THEERHMEN S, 22 1 EHE T v /S RO, SIS E I HAT
HMEEMD TEE S LVSHEAL HAANE ORFEOMER, AAEEORBNA XA -V %ED
NEANCH L, ZOADPMBICHARBRICZI ANSGNZ DI ES LIz Xnoh, &ic
VORERT B LW BYLIETH B,

—HBEZh o BT BNA ZEARANOK T2 B 2T U 0id iz (18%=27%).
2HEHIBEBDON L RERE LD (115=1T%), HEBEOmSERTLEOMN DS 5
8%, LA LAMNOEZEOTFTHICK L, BHAHAELZZTZI WV, &, BEEEHVEE
W, & BAFEEEICHET 2 REE K66/ THIN 3% (5%5) Thole, FEDH
AFRICH S 2 FERIMELN D, HARICW B HWEAD HAGEZ AL E 0D 272 i & BniA i
TWaBHHEM, TTTE bR FERR] IciEEy TESUEEEER ] BHTWS, fiic, B
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ETNR=T 4 ZEVTEOTIEWIEWw, II0OHZMEZ 2%, ABZBHLA, WDOEK
EHTHL A, gL 2@ ZiN, NADZWHIKICHED, WiE - (Leziin, Klzsrh, K
FIMTEHRLA, RED T N A TRIFICHER | ZH—SFTHN TS T,
TOFAAE U TRWEEAED 2 0z,

F7z. HAAD You shouldn’t say anything straight. It will break harmony. £ 55 &, 41
AM T understand that. EEEIC)N>TLE D, KEEHEOH S RIFINAENEANZE
LTW3 L UMEAGWMERPWLDEH o Tz, Bt SRIEMNEANZE EPTH
AND harmony BEZMW 0% LIZBAZNL, BHE IS F>TLE->%R. HAANZESH
FCHAL RN G550 DTH S, FEIFERO B SULEZEZ M5 750,

2EBRIHLONY FITHEENT 7222 NFB 1 NDBA RO BB Z LT % LW
5D, AdFAMRIITORDLL EICENTH 2 E DMK =64%IC T, KB DN EH
THO TR eMMEbo TET, 2L, Kl ORELICIIE e (10%=15%). SCE/EM
K KL H2BEDVEERICE D > TR ZH T &0 SRR OZH TR A< HICfE,
ELTORROBEETH 2, PEkzdEh 5 & T, BfE(k U7, £7z. brother & 15 HA
HEEz, fikzea At DED siblings LFRfEL TV FAEMN 544072, a brother and (two)
sisters L HELNETH B, AAFLZHEFZH THNRD  LZEIDIV,

AERE VD DIRFEFEN D B D, T ORMIMEBKIED > Fe DD, ZTOFE SR, TDT A b
WWEEDREEVIHMEDT 7 78T 1 Tho Iz,

EERHIE IS a2 hT 4 T - AT )y v a OFMET, 9, NAREMH, KCEEE - YIEE
ELTORRE, a3a2r—ravyiho—ife LTOSED@EYIE, SUERES), flifE#R
FHETHRV, ElEWVA, ARBIELETERVEDDRETH D, 21210055 1 [F T 2
DAF 2 FEERTAN SIS 3 2 DB O FBI DS E 2 572 TL H 5,

5. KFEHEEHTIOVTOEEDEZS

TUr—1r0 1 REORIEEZRET 5, 1 OLDIREIEIKEFEDOHARZREL, LOE
ENH->TTZTOFEEB->TOEMTH B, 1./ 3LUE (26%) BWARRICE-1T e 5B,
IRHOT7 > — MERTREZBHN BN REFET S LB oT0eh, (a) RRICHK
BN EMNE ST BN EWVS DN, ZERREZHH 7 N IFZEREILH 34, HiEZ
& o TRBEEERBO TV BENZHHDIE S ICZ 0, (57 v 7] BT, KAWTE
T ENDDLEICRIL > T2 L3I 2 DIE £ B 5 & 1800, ZEELTH G1%). FEZEREE
Br#E33418% (54%). & LA LA,

M. o (7) 13206E% DO AR T « Fi%H T EDL BVOKREEAEEA TV B H DT,
6682244, 1/ 3H, B EEEWA, KEO—IMND XS HIKEICZ>T0VE EBFEAZTH
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%o HEBNTHZ, TThH, HED MY TLRVDOKZEIFEED I NS T AW, [FNTE
W EE TS, EOMRMDAIEETENEFTA TN DTH S,

M. () TREGECEILG EHARDEHULPHBEMENSE RSN TV S0z
Slce VBEZT, EED BTN E0E L 38% (58%) x274 (42%). (7) T
E28WEAT, e, WNEANCHARDER UL # AT 2 0B8RI S L0 EE S &
EZT=OMN5% (T0%). Z 5 Ebmnid19% (30%).

PE3DOEMADEEN S, HADKE(EDOW - Z 5 OhiE, XEMEHOT b ZHE
ok, BHRZEZTIEDZZEN, B2V, ST, Thz, ESBIRT2NEh,

RON. 7 Z Z0OFHii & UTHDOFFEIIMN (a) U7z, LEHKT 2 DI1E66%H19% (29%.
5 BRBREIBEHN T %=21%), (b) HUTEE#HTEHRNIZIZE 0%, 5> BbZBRES &L=
24%) (c) BEILWD, SBMTZEDOLEMENT LES DI334% (52%. 5 B3%
BRE19%=58%), (a) & (c) ZAbE THENTME L 5 £19+34=53 B0%. 5B
BRE25%=T6%) . ZERIRERE 334D 7 T IR U CTIFZERIRERE 3344 & DRV, 325
SRR D GRS - BRK, BIMFETL] L VS BB S % 120725 5 o

HEANEDII 2=y —y a3 VICRELFENERS V- 2RV T 3 D0REIRE (a)
TREMRT 2ZE0. (b)) BNFHRIEZREF-EN (c) boRE M2 1235, &
Hzteh, &% (c) & (b) O—FThs, (a) OREREIL (b) & (c) DFRIEHE
DEL LI HEBEWIGEAE 2R, EHRNTERZ EEZ 28T 2 ERHbd 5 0
T, —0hb Uiz, TOEMTREICAEZEZBE N>, (a) PR MIIC<Zb>c>a
Lc>b>al3REENEHE -ICEAT WS, 65HDOREIZKED S BHi#HE 5 4. %E 8 4.
BEM3% Q0%), 1.5, 5, ZENE—FEDa>b>cka>c>boHEEi&El3
%, BEIK. BEl2E B4%). 1/ 3ThHh3, EBLONCKDTET LR TERVELD
b>a>ckc>a>blk. TNZTN20% GB1%) &10% (16%). FEHDOEK & F KA
20 : 34T, FAERZERENOHZEHRLTWS, 2ED 1/ 5HRENZ, 1./ 302EH
DERZEL LT 252w LIzDz,

W, ERCTOMREFELLERIGEHE D, REDN. 3DT)V—T T =707 J—
JICDVWT ORI TH %, TIUIFEED 2D DI EE (cooperative learning) 1 DWW T
DHEDRIGEH L EDTH B, BIEFEESEH, FHPGRLETRDIES BN W14, [
MEEV] 2% (18%). TIERICHIE] 2748 (42%). THE] 25% (38%) TH &I
BEt52% (80%) ICEL Tz, HEMARDH % EDN45% (68%)e [KEMNTEE LT,
WUhol) [HENE A a=r—ya v HEMUELE] T-ATEELTVR L, BHOD
EIARTINZLADI2DDHEOHENFERZINE, TJIV—TOoXRTTHEEIT R LT, VA
WABREBEZIRT AT 4T IR ENERSZHEIFFICHRIZ RS | [DABTOINV—TT—2
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FEHEEOBRZE GO B TDICBIEFICAERIZ LR ] BE, VIRCEATBML TS L
MEb > TL BEZARNY (65%)0 [RDIIFINVV] ZERLIZ1IHET7 7 —F3
KETEIN =TT =0 0RT7 T =7 FFE2EEMNCEFEL Tz, £z, WEE 1ERO T
SNT T U I AT, BN ANMBROME T V45 2EN] OFENHEN Tz, T
FEDT T ATSEDHEN [AIZENTEVDLD D3| FEEERZEED XS IckoTzT kI
MA. TOXSBEFEDUENIGT, (ZEREERERND EL 5 DHRGEHBF 2L N T
EEEDIES & DOD). i IR BRI K —FEDIFENERICEN TH 5 LIHETE %,

L. FEAFGL DKL 5T T ADMERZR > TWd, FPHEOHRMEDEE TH 52
JEHN=LTWVBW, IN—TT=70XT7 T =TTk, AVN—OEAEMENEETDE
THRETERVEEDNHETLE S, BERAMVESRNVE 7T ANORNEIH 2,

6. BbYll, KFEEHESHROFRE

(5% COMBEFEDAOE T ORI S, CORETIZENEZEN L THAT S L2H
& LTWD T EWNDno i, HEMTHRZFEDIAT T2 TIIIMOEEKHNTHh Db, TNzl
HEVRO BRI RVWER S, FBIHOET, BIGICAFZ T THLRBEENTE S LE ST
WIEEMIT, ALOBERTOFZBEOMIRDO UH T EHZTE LS IEENT 5| LENEN
Wieo FADZ S ADRD EBIRL, KL T NTWV5,

G CREDOHREZELRT 2 EEIAREH > T, 604 %I HERLEOREIE—HERIC IEA
ARETH %, IZN, TN HEDOREC AR ZDEE 5L EHTETH B, 7T ADERILDN
TRANCET N E v, e, Vv a—% « SREFFATREEZHID 7210,

TCIRT7 7= hDO IREHOFHER TR LS Ic, FRUEICEZL OEEDN, HARDT XU %
LIRBEROBENE LB X TED, 2503 FERICHA BB 2 LA TV S,

FEOKRDZEDOEHEIOEME 1Z, WODMTEFEU TIdAWV, HEIdmWD, EEHITEHD
DEZTZED UL £ OIS THR B O LR EZBD, G5, oL, *
NBVDDHD SAEAN &S NEBIRZMEET 51752 2 L 2> T 5,
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B

D) TEsUuEI T Lvdarid TEbdunT# (ethnocentrism) | &0 5 HRRICHEL L CHE DS
LTz, L LT OEZTAREEHAEZROEZETICD 2, $IARIEKIED RIEHEE L 3RO [EFEE
B LT, TRERE LTO T &} @ RO OEBERY. Frfitt, 1985, p.179, Z&¥. 19901 K
fe—0 THGEA TARF =205 Wul, Rkl LdmEEE0 MG OMGE—HARN & 5%
baza=r—ar) i BEEENRE N, TTEEEFE RG] L LTRBRZTAL, Th
WL, THREEIERERETE ) LD REDIRS —RICH 20 FRRILRIEHAAND TEEE & L TOHEE
2o THFEDVHTVARICE> TV EED SICELZHT %, FHHE THARAND IS DHFE] 7
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Curriculum and English Language Education

at a Tertiary level Institution

Yoko Ichiyama

Introduction

In an attempt to respond to the changing educational contexts of Japanese universities,
the Ministry of Education, Culture, Sports, Science and Technology (MEXT), has proposed
several educational reforms that appear to have a significant impact on curriculum
development.” The deregulation of “the Standards for the Establishment of Universities”
and the enactment of the National University Corporation Law 2003 appear to be the
two manifestations of the reforms. Research on the impact of the legislation on private
universities, however, seems to be curiously limited. In fact recent research on the
incorporation of national universities in Japan is largely, and sometimes exclusively, drawn
from national universities in spite of the fact that private universities educate approximately
80% of 18-24-year-olds in higher education and they account for 74% of all universities.
Researchers need to investigate the curriculum in private universities.

Curricula cannot be the “neutral assemblage of knowledge” (Apple 222) but rather “the site
of a battleground” (Kliebard 250), because curricula are “always part of a selective tradition,
someone’s selection, some group’s vision of legitimate knowledge” (Apple 222). Kliebard also
argues that curricula are not arbitrary but are the outcome of the dialectics between nations,
politics, ideology, the economy, and social theory. Curricula, therefore, reflect the views and
values of a certain group that has the power to decide what students should learn or how
they should learn. Moreover, the contents and their hierarchical order inevitably show what
subjects or contents are defined as the most legitimate as official knowledge.

This study critically examines legislation on the English language education curriculum
and its impact on a tertiary level institution curriculum, to explore how the government and
the tertiary level institution in question have fought to reconfigure codes of power, and in
whose interests. To address this question, I used Bernstein’s theory of codes of power in

curriculum. Bernstein (1975) suggested that codes of power could be identified by examining
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how curriculum is classified and framed. Analysis suggests that the recent reforms and the
curriculum in question fit within a political movement to reconfigure power relations. This is
not simply about trying to improve student learning, but more importantly, about reasserting

who has the right to define what schools are for, and whose knowledge has most legitimacy.

Theoretical Framework

Bernstein (1975) stated that curriculum could be examined by two concepts: classification
and frame. Classification refers to the level of isolation between the curriculum contents. It
focuses on “the strength of boundary between contents” (Bernstein 49). Therefore, strong
classification means that the boundaries between contents are strong and the structure of
knowledge is hierarchical.

Using this theory, Bernstein proposes two types of curricula: collection code and integrated
code curriculum. A collection code curriculum has strong boundaries among subjects,
disciplines, and contents while an integrated code curriculum tends to be weak in its
classification. In his view, a move towards an integrated code curriculum implies an attempt
to “alter power standards and principles of control” while a move towards a collection code
curriculum connotes an attempt to “re-establish traditional power hierarchy” (Bernstein 111).

Frame refers to “the degree of control teacher and pupil possess over the selection,
organization, pacing of the knowledge transmitted and received in the pedagogical
relationship” (Bernstein 50). Teachers and students identify “their place in hierarchical power
relationships through the degree of power they have over selecting, organizing and teaching
or learning curriculum” (Sleeter et al. 29). Strong frame curriculum means that teachers or
students have less power on making decisions on what should be taught, when it should be
taught, and how it should be taught; on the other hand, weak frame curriculum facilitates
them to make decisions.

Bernstein also says, “School is a primary regulator of society and classification and framing
as tools for examining how regulation is imposed and, at times disrupted” (29). Bernstein’s
theory has provided concepts to analyse curriculum in social contexts and the interpretations
may be used to improve the contexts where learners are conscious of their curriculum and its
relationship to power and their learning.

Before analysing the curriculum documents of the institution, the writer will outline the
recent government reports and regulations that seem to have influenced the formation and

the development of the curriculum in general, and that of English language education, in
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particular, in order to gain an overview of the power relation in larger contexts surrounding

the institution concerned.

An Overview of the University Reform

Unlike primary and secondary level curricula, where the government exerts a strong
degree of control over the formation and the development of curriculum (e.g., the selection
of content areas, highly detailed and sequenced standards of learning, or the introduction
of standardized tests), MEXT appears to have respected the autonomy and individuality of
universities on this matter. This can be illustrated by MEXT’s official announcement that
they are not concerned with controlling curriculum development at the tertiary level.

The statement above can also be exemplified by the deregulation in higher education.
In the June 1991, “the Standards for the Establishment of Universities” was substantially
relaxed. Before the deregulation, the universities needed to provide a curriculum that had
clear classification. Article 9 of the pre-1991 version stated that a university level curriculum
should categorize all the subjects into “ipann kyouiku kamoku” (liberal arts subjects), “senmon
kamoku” (major-specific subjects), “gaikokugo kamoku” (foreign language subjects), “hoken
taiiku kamoku” (health and physical education subjects). Universities needed to provide
liberal arts subjects that equated to 24 credits, foreign language subjects that equated to
12 credits, health and physical education subjects that equated to 4 credits and major-
specific subjects that equated to 84 credits. The organization of universities exemplified this
categorization, with each having four independent sections: a liberal arts section, a major-
specific section, a foreign languages section, and a health and physical education section.
These sections exerted power on curriculum development as well as budget distribution.

The 1991 deregulation especially dealt with this matter. According to the new legislation,
universities must provide learners with: 1) subjects that reflect the university’s educational
objectives and that show systematic relationships between the liberal arts subjects and major-
specific subjects and 2) a curriculum that enables the learners to attain not only major-
specific knowledge but also a wide range of knowledge and analytical thinking skills in order
to become desirable citizens in society. Most importantly, what the 1991 version of the
Standard connoted was that each university could develop a curriculum within 124 credits
as long as the university was responsible for introducing a valid and reliable self-evaluation
system in order to maintain the quality of education. This illustrates that the boundaries

between the liberal arts subjects, major-specific subjects, health and physical education and
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foreign language subjects were blurred, because universities could provide any kind of subject
as long as it fitted the university’s educational objective. MEXT, in support of the revision,
argued that because universities had different social, economic, and cultural contexts, they
needed to meet various and differing expectations and demands. In order to fulfil their roles,
the development of a curriculum should be left to the decisions of each university.

The deregulation of “the Standards for the Establishment of Universities” in 1991 can be
seen as the genesis of the reforms that took place in Japan at the end of the twentieth century
because it appears to have facilitated the formation of subsequent curriculum reforms (Hayashi
2003). In 1997, the University Council presented a final report on “the Future Vision for
Higher Education” to MEXT at its 69th general meeting. This report sets out the prospect
that, “Diversified institutions would competitively, and independently, improve their quality
and responsiveness to the ever-growing social expectation where changing needs of economy,
society and academics are intensified.” The argument above can be partially supported by
the fact that 553 universities (80%) adopted new curricula that reflected the June 1991
amendment of “the Standards for the Establishment of Universities”.

The claim against deregulation, however, has also been raised during these decades.
Hayashi (2003) suggests that the universities are now downsizing the number of liberal arts
and foreign language subjects, such as philosophy, literature, German, or Latin and they
have adopted major-specific subjects instead. Kodama (2005) states that the deregulation of
“the Standards for the Establishment of Universities” in 1991 has blurred the content of the
curriculum and thus has led to the deterioration of the level of education provided at tertiary
level institutions. The arguments against the deregulation intensified because there was also a
qualitative change surrounding higher education.

For example, prior to the start of the Koizumi administration in 2001, which has launched
several structural reforms, there had already been a slight shift in the relationship between
MEXT and the tertiary level institutions. In the 1990s, the government began to construct
structures in order to improve the “quality” of tertiary level education and to introduce a more
government-centred approach. For example, the University Council had proposed “A Vision
of Universities in the 21st Century and Reform Measures: to be Distinctive Universities in a

Competitive Environment” in 1998. In the report, MEXT argued that:

“Higher education will be urged to advance its structural reform to further strengthen

intellectual activities in preparation for the new era of ‘intelligence’ restructuring. In
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the last decade, higher education institutions have taken reform measures in response
to this council’s reports and have certainly made progress. They are now required to
take more drastic measures promptly in order to meet the social expectations in the

early 21st century.”

The report states that technological advancement and global restructuring were changing
the nature of work and the people and that Japan would need to develop human capital that
would meet the demands of this new economy.

In 2000, the government established the National Commission on Education Reform
(NCER), which later submitted the “Report by the National Commission on Education
Reform-17 Proposals for Changing Education.” Based on the report, MEXT released an

)

“Education Reform Plan for the 215t Century” in 2001. The report suggests “the Seven
Priority Strategies” which include the reinforcement of “university education and research
functions in order to create leaders of the next generation...[and] establish a competitive
environment in university education.”

In 2005, the Central Council for Education, responsible for deliberations on matters
regarding promotion of education, lifelong learning, sports and other matters, submitted a
report on higher education “The Future of Higher Education in Japan.” In the report, the
council argues that universities should guarantee the quality of education they provide while
meeting the diverse expectations. They need to reconsider their role in society and reconstruct
the forms of liberal arts education. In order to materialize the preceding regulations and
reports, the 1998 council report mandates that universities receiving a subsidy should
implement an accountability system, which obliges annual evaluation by a third party from
20147

Along with the report, MEXT released subsequent reports regarding higher education. “A
New Image of National University Corporation” (2002) led to the legislation of the National
University Corporation Law 2003 and the launch of “the 215 Century Center of Excellence
(COE) Program.” The legislation materialized the proportional distribution of budget to
universities that succeeded in proposing innovative research. Moreover, in response to the
request to build more distinctive universities and other institutions of higher education,
MEXT submitted two more programmes: “Good Practice (GP) University Educational
Support Program (Tokusyoku GP)” in 2003 and “Good Practice (GP) Current Need Support
Program (Gendai GP)” in 2004.Y
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The introduction of the proportional budget and the incorporated national university has
brought about several reforms in monetary aspects. MEXT proposed the reduction of the
subsidy of education by 1% every year across the board until the year 2020. This implies that
the total reduction of subsidy in 2020 will be estimated up to a 20% reduction compared
to that of 2000. Moreover, MEXT provides the presidents of universities with discretion
regarding budget allocation and finance. For example, national universities are now free
to raise or lower tuition fees so that each university can compensate for the decrease in
government budget.

With regard to English language curriculum, “Eigo sidou houhou kaizenn no suisinn ni
kannsuru konnsinnkai” (the Improvement Committee on English Teaching Method) reported
in 2001 that each university puts too much emphasis on teaching reading comprehension
skills and neglects to teach listening and speaking skills. Students are not only unable to read
properly, but also unable to listen and speak. Moreover, each university should develop an
English language teaching curriculum that targets “learning in English.” The report appears
to propose that the English class should focus more attention on listening and speaking with
teachers and students using English in the classroom.

In 2003, MEXT proposed “an Action Plan to Cultivate Japanese with English Abilities.” In

the report, it argues:

“For children living in the 21% century, it is essential for them to acquire
communication abilities in English as a common international language... (but) due
to the lack of sufficient ability, many Japanese are restricted in their exchanges with
foreigners and their ideas or opinions are not evaluated appropriately... in order to
make such improvements bear fruit, it is necessary to carry out simultaneously a

number of different measures.”

These include improving teaching methods, improving the teaching ability of teachers,
improving the selection system for university applicants as well as creating better curricula.
The action plan states that the goal of English education at the higher level is that “graduates
can use English in their work.” In order to do so, it states that “each university should
establish attainment targets from the viewpoint of fostering personnel who can use English in
their work.”

MEXT has submitted a report “Daigaku niokeru kyouiku-naiyou / houhou no kaizenn
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nituite” (The Improvement of Teaching Contents and Methodology at University) which
describes the number of universities that adopt streamed classes, TOEIC or TOEFL as the
placement test, native speakers, and Language Learning (LL) classrooms, etc. To be more
specific, the research reports on whether the classes are: classified by their purposes (e.g.,
conversation classes, extensive reading classes); streamed classes; LL classrooms or using
visual aids; have native speakers as teachers, and are provided with test preparation classes.
Moreover, the report describes the universities that have achieved unique English teaching
classes as an example. To illustrate, some examples are given, such as the ability to retrieve
information from references, the ability to use appropriate major-specific vocabulary, the
ability to understand English without translating into Japanese, and describe or present the
content in English.”

Interestingly, the report shows that the provision that had increased the most during the
years 2002-2004 is the use of native speakers as teachers (from 588 universities to 634). This
increase, however, contradicted the fact that the number of the universities adopting English
as a major medium of communication classes had actually decreased during the same years
(from 318 universities to 306). Moreover, the number of universities that provide classes
according to purposes had also decreased. At the same time, the number of institutions that
give streamlined classes and test preparation classes had increased. This appears to suggest
that the initial enthusiasm of the institutions that supported the government initiatives to
provide classes with English as a major medium of communication classes had resulted in the
use of native English speakers, streamed classes, and test preparation classes in order to meet
the university’s educational accountability.

The matter of accountability has become the focus of educational concerns in that
Japanese educational institutions appear to place more emphasis on the importance of
testing. Although educators claim that they do not want to teach to test, the reality is that
every educator wants their students to be successful. Decision-makers, teachers and students
equate this success with high test scores, resulting in classroom instruction that is reflective
of test practice and expectation.

Moreover, the report fails to provide information on the method of measurement of the
English language education curriculum. While the report shows the government’s preference
on certain contents and methods of learning and teaching, such as the ability to use English
in future work, the use of native speakers, LL classrooms, streamed classes, test preparation

classes and classes with English as a major medium of communication, there are no
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statements on the standards or criteria for evaluating a curriculum.

The regulation and reports described above appear to suggest that MEXT has shifted
towards taking more control over the development of the English curriculum, which implies
that teachers and students have less control over what to learn and how to learn.

Regarding the English language education at a tertiary level, MEXT apparently wants the
students to focus on acquiring listening and speaking skills as opposed to learning grammar,
or reading classic novels. Teachers need to expose students to listening or speaking activities
by using English as the major language in the classroom so that students can practise
speaking as well as develop their listening skills by using English in the classroom. Kodama
(2005) argues that foreign language education at higher levels is exclusively concerned with
developing programmes that facilitate skills rather than acquiring knowledge.

Below is the summary of what MEXT has proposed as better contents and pedagogical

practices at a tertiary level English language education:

* Introduce contents that are related to real-life foreign language skills that can be used
for the students’ future work

¢ Increase the number of listening and speaking activities

¢ Introduce a class that exclusively uses English in the classroom

* Introduce streamlined classes

e Utilize official testing in order to assess the students’ progress in learning and teachers’

teaching practices.

Subject of Research

The research was done in a private tertiary level institution, Faculty of Science and
Engineering, which is situated in the heart of Tokyo. The university is categorized as one of
the top four “highly selective universities” (Obata et. al. 51) in Japan. Founded as a college
with three departments under the old system of Japanese higher education, it has grown to
become a university that has eleven faculties with an affiliated junior high school, two senior
high schools and an art and architecture school. The Faculty of Science and Engineering
is the oldest faculty of science and engineering of all the private universities in Japan,
sending more than 85,000 graduates out since its establishment in 1908. The faculty had
undergone a change in the English curriculum and standardized a English language course

in 2004. The new curriculum seems to be an appropriate sample to explore the impact of the
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recent legislations and reports on education and English language curricula of tertiary level
institutions.

Before 2004, there seemed to be no unified curriculum or syllabus and teachers were
entitled to make up their own syllabus as long as it was related to “English.” Therefore, some
lectured on British contemporary poetry while others assigned intensive reading of British
and American novels, journals, essays, or newspapers. This type of instruction was viewed
as fundamentally “traditional” practices while a small number of teachers adopted a more
communicative approach where speaking and listening activities were partially adopted.
Intensive reading was, however, the most frequent and popular way of teaching in most
classes.

Although the classes attracted some highly motivated English learners with diverse
interests, many appeared to lose interest in English altogether in major-specific subject areas.
Obata et. al. (2006) argues that this appears to be a typical attitude among university students
where high absenteeism and engagement in off-campus activities, such as working part-time
as a shop assistant or a private tutor to earn money, or playing in tennis tournaments are the
norm. As a result, not only the faculty but the university has gained the reputation of being
tolerant of the students’ high absenteeism. The president of the faculty has announced a shift
towards the strengthening of an administrative system to deal with the high absenteeism.

With the direct and indirect demands for the innovation of the English curriculum, the
faculty has established the Centre for English Language Education. Moreover, it requested
the Centre for English Language Education to introduce drastic measures to build an
effective and efficient programme that is geared towards the students’ needs and interests.

In order to develop an English learning programme that is compatible with an I'T society
and to increase the amount of students’ exposure to English, the Centre for English Language
Education has designed a unified English course and a system of interactive multimedia
programme for English self-study, beginning in 2005. The basic aim of the introduction
of the interactive multimedia programme for English self-study is not only to develop
students’ listening and reading skills but also to improve students’ speaking ability and
enhance vocabulary while cultivating students’ learning habits that will be sustainable after
graduation.

At the beginning of the semester, each student receives a user name and password so
that they can be connected to the programme’s Internet homepage. As long as the student’s

computer has Internet Explorer 6.0, they can access the programme off-campus. The
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introductory session encourages the students to actively engage in self-study in order to be
well-prepared for classroom participation. Through self-study, students are exposed to English
by repeated listening, vocalization of words and phrases by shadowing which enables the
learner’s passive vocabulary to be activated, and thus they are provided with the opportunity
to engage in phased learning. In the classroom, they can demonstrate their achievement of
self-study through advanced communication activities, such as exchanging their views on the
topic with pair work and group work. It is deemed that the interactive multimedia programme
for English self-study will enable the students to participate in the classroom activities with
ease and comfort, with extensive knowledge and understanding as a result of self-study at
home.

Grades are based on the completion of the interactive multimedia programme for English
self-study, classroom participation (which includes attendance, quizzes, presentations), and
four progress achievement tests. If students fail to pass in any of these three components,
they have to register for each of them the next academic year. For example, if a student
fails to pass “the third progress achievement test” but has completed other components,
he/she is entitled to move up to the next grade while retaking “the third achievement test”
the next academic year. Teachers are responsible for evaluating classroom participation
while operations on the interactive multimedia programme for English self-study and four
standardized tests are administered and managed by the senior staff.

To measure how much progress the students have made, the Centre for English Language
Learning requires students to take two TOEFL-ITPs, which is comprised of listening,
structure (or grammar) and reading components,® at the beginning and the end of academic
year. If they fail to get a pass mark on these tests, their grade will be “fail,” even if they get
a passing grade from their class teacher. If this happens, a student will have to take two
TOEFL-ITPs.”

The Centre for English Language Learning adopted a standardized textbook for classroom
use, titled “Talking about America.” The textbook is composed in accordance with the
interactive multimedia programme for English self-study, and conversation activities in pairs
and groups are encouraged. Students study each unit of the textbook in two class sessions.
The spring semester covers Unit 1 to Unit 6 and the fall semester Unit 7 to Unit 12.

The standardization of a syllabus, a textbook, four achievement examinations, two TOEFL-
ITPs and a class schedule are just part of the newly introduced disciplines. Along with

the standardization of teaching materials, teachers are also encouraged to shift towards
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more communicative modes of teaching, which tend to prioritize speaking and listening
activities. In the view of the Centre for English Language Learning, because students are
prepared for the topic and for the vocabulary, a teacher can and should spend more time on
practising students’ speaking skills. This can be done by discussion or debate, or training their
information processing skills through the use of the Internet in the classroom by showing
web pages relevant to the topic being discussed. The explanation of the use of an interactive
multimedia programme for English self-study and the English course are given at a one-hour

meeting carried out twice at the beginning of the course.

Methodology

The writer conducted a content analysis on the syllabus and the textbook of the faculty’s
standardized English language course. To analyse the documents, the writer read them with
the following criteria in mind: the contents reflecting real life knowledge that can be used
for future jobs; the four language skills areas (reading listening, writing and speaking) and
pedagogical approaches (such as, a communicative approach, a lecture-centred approach, the
use of English in classroom practices, streamed classes, standardized tests), keeping notes on

each item.

Results of Analysis
Below is the description of how the curriculum is classified and framed, according to

Bernstein's analytical framework.

Classification

The analysis of classification addresses how knowledge of boundaries and hierarchies are
established. The syllabus states that the purpose of the course is to cultivate the students’
practical communication skills in English. In order to increase the exposure to authentic
English, the textbook covered a wide range of “real-world topics they feel are relevant to
their own lives,” so that the learners can learn English more effectively. According to the
syllabus, real-life topics are as follows: community college as an alternative route to getting
an education in America, hospice as a better way to spend final days, recycling and the
community effort, an African burial ground which contributed to the history of early African-
American life, “twister” detection and practical science in action, manufacturing and

productivity in America with regards to the changes in attitudes and practices, extreme sports,
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alternative sentencing, cloning, religion in America, consumer product safety, and Henry
Ford who is “the father of modern America.” The use of phrases, such as “real-life topics,”
“exposure to English,” and “relevance to their own lives” in the syllabus and the textbook
seems to show the efforts to connote MEXT’s views that prioritize real-life knowledge that
can be used for future jobs. MEXT’s view, however, appears to be slightly flawed because:
1) mere exposure does not always motivate the students to relate the topic to their real life,
and 2) real-world topics are not always a familiar topic to the Japanese tertiary level students,
and 3) the textbook exclusively uses reports from American news media. Most importantly,
while the textbook claims that the news covers “interesting and sometimes controversial topics
in American society,” it shows strong classification by prioritizing American perspectives. As
listed above, the topics are all related to America. The problems with the prioritization of
American issues are that some of the topics are too local to the Japanese context while others
are less interesting. For example, the topic of the community college has less relevance to
tertiary level institution students, not only because the topics are less discussed in actual life
but also that there appears to be no equivalent institution in the Japanese context. It is very
difficult for the students to imagine what life would be if there was such an institution. The
conversation practice activity asks questions, such as, “In [the] Edo [period], do you think
farmers were slaves to the samurai?” or “Henry Ford wanted every American to drive a car.
How did the realization of his dream change people’s lifestyle in the United States?” These
questions require the learners to use imagination and there is a question of the relevance
to real-life knowledge. Moreover, it does not explicitly show why the knowledge and the
information about American society would be beneficial for them in the future.

To summarize, the documents set up considerable strength of classification, solidifying
collection code. The emphasis on American topics could discourage the development of other
integrated code curricula. Most importantly, the privileging of American issues in the name
of “real-world topics” rather than Asian, European, or Japanese issues seems to show the
influence of the end-of-the-year TOEFL-ITP. Because TOEFL is for students who want to

study in an American university, the test only uses American issues.

Framing
Framing refers to the degree to which teachers and students have power to decide which
contents to be taught and in what order. With regard to the four skill areas, the syllabus states

that students participate in discussion, presentation, and pair-work along with the use of
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the textbook. Listening, shadowing, and content comprehension are done in the interactive
multimedia programme for English self-study. Moreover, the syllabus strongly encourages
the teachers to use English in the classroom. This can be exemplified by the fact that the
textbook and additional materials do not use Japanese translation. The textbook appears to
suggest that the preferred pedagogical practices should be on training students with listening
and speaking by using English exclusively in the classroom, which again shows consistency
with what MEXT has proposed.

The analysis of the textbook and materials, such as the transcripts of the listening tasks,
however, appears to offer a different interpretation. The textbook states that the language
used in the textbook is “authentic” and thus can be “fast, confusing, and overly difficult” for
the students to understand in the first listening. In order to “bridge the gap,” it advises to
use the “simplified version of the news report” in the earlier part of the textbook activities
and interactive multimedia programme for English self-study and then move on to the real
transcripts. The writer has measured scores of readability of the simplified transcripts. The

"® of all the units is approximately 48 points, which

average score of “Flesch Reading Ease
is suitable for graduates of American high schools, and the Flesch-Kinkade Grade Level® is
9.3 points, which is equivalent to grade ten in America. The result seems to suggest that the
simplified script is still very difficult for the learners of English at tertiary level institutions in
Japan to understand in the listening activities. This seems to suggest that the reality of the
teaching and learning practices in and out of the classrooms would engage largely on intensive
reading using dictionaries on one hand and the textbook on the other. If this is the case, the
underlying purpose of the syllabus is to encourage intensive reading rather than engaging in
listening and speaking activities, which seems to be incompatible with MEXT’s view.

With the strong frame in the syllabus and the textbook, the teacher or students appear
to have less power on deciding what and how to teach/learn. Moreover, the sequencing of
the four skill areas, starting from intensive reading, simplified listening, controlled speaking,
authentic listening to finally engaging in speaking, might give the impression that intensive
reading is the prerequisite to take part in other activities.

To summarize, the syllabus strongly frames the teaching and learning in the English
language classroom. Students might receive the impression that they have no control over
deciding which activities to engage in until they are at the “satisfactory level of reading” where
they can choose what to learn and how to learn. In the syllabus, the implicit emphasis of the

reading activities, the prescriptive nature and the strict compliance enforced by the end-of-
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the-year TOEFL-ITPs and teacher evaluation appear to discourage straying from or expanding
upon the curriculum even in the interest of meeting the needs of individual learners.

The reason for the disproportion in both classification and framing is partly on the
“washback” of the TOEFL-ITP. The term “washback” is referred to as “the effect of tests
on teaching and learning” (Wall 291). The effect of “washback” operates on two levels;
from micro, where the test operates on teachers and individual students in classrooms, to
macro, where it operates on the educational system and society. As a whole, the nature of
the “washback” is divided into two categories: negative and positive. Negative washback is
commonly described as the phenomenon in which teachers drop a curriculum and teach
towards tests. The higher the stakes of the test, the more the teachers distort the curriculum
in order to gain high scores in the test. As described earlier, the TOEFL-ITP explicitly
deals with American issues and categorizes the test into three areas: listening, reading, and
structure (grammar). Thus, it can be said that the use of TOEFL-ITP as the end-of-the-
year achievement test has served to strengthen the classification and the framing of the

curriculum.

Discussion and Implication

Given the context of Japanese universities and recent reforms over curricula, how has
English language education reconfigured codes of power, and in whose interests? The analysis
of the way MEXT and the university classify curriculum shows discrepancies between their
attitudes towards what to teach and how they want to teach.

Concerning the classification, MEXT prioritizes the acquisition of real-life English
language skills in order to educate people who can compete in the ever-growing economy.
The university, on the surface, seems to embrace the government discipline by adopting “real-
world topics they feel are relevant to their own lives.” However, the textbook exclusively deals
with American issues, paying less attention to the Japanese context. It appears to suggest
that the institution values the traditional power relation to be restored with regard to English
education, where “traditional pedagogy,” such as intensive reading, and lecture-centred
approach and learning about America are given a superior position than real-life topics and
English language skills, while, MEXT is trying to alter such power relations and the hierarchy.

Framing examines how far teachers and students have power on making decisions on what
and how should be taught, in the classroom. The syllabus and the textbook appear to show

obedience to the legislation and the reform by locating the listening activities as the central
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issue. Analysis of the textbook, however, reveals that the syllabus and the textbook implicitly
encourage the learners and the teachers to associate with “traditional” activities, such as
reading intensively, where they can reassert supremacy of academic knowledge. Compliance
is enforced by the end-of-the-year TEOFL-ITPs and through the teacher evaluation.

While the subject of the research is limited to a private university, the findings appear
to reveal the impact of the recent shift in the legislation and the reforms of tertiary level
institutions regarding English language education. The analysis suggests that the curriculum
appears to fit within a political movement where a battle continues between the government
and the tertiary level institutions for dominance in order to restore or alter the existing values

and powers.
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Notes

1) For further details regarding the educational reforms administered by the Ministry of Education,
Culture, Sports, Science and Technology, see the Ministry’'s website (accessed 19 September 2006)
<http://www.mext.go.jp/english/org/f_formal_22.htm>.

2) There are three evaluation bodies; NIAD, which evaluates national universities, Japan Accreditation
Board for Engineering Education (JABEE), which evaluates and accredits the level of engineers, and
a private organization called Japan University Accreditation Association (JUAA). As a result of the
revision of the School Law in 2001, the government required the introduction of an evaluation system
for all the universities including private institutions. National universities will be evaluated on mid-term
goals and plans.

3) For the discussions on the legislation of “the National University Incorporation Law 2003,” see,
for example, “The Impact Brought about by the Final Report on Concerning the Image of ‘the

New Corporate National University.” Research Institute of Economy, Trade and Industry (REIT).

19 Sep. 2006 <http://www.rieti.go.jp/en/columns/a01_0033 html>. A close look at the process

that facilitated the legislation of the Act, however, shows another facet of the legislation. The long
depression that resulted in the excessive debt in the national economy is behind the enforcement of
the NUCL 2003. In order to compensate the diminution of tax income from the private sectors the
Koizumi Administration declared the reduction of personnel costs by 20% in all the ministries and
the departments in 1999 (Fujita, 1999). The legislation was, therefore, the inevitable consequence
of the reconstitution of the ministries and government. Before this, the educational sectors had long
been protected by MEXT; for example, the employees including researchers, lecturers and staff
received the benefits and the status of civil servants, such as, excessively abundant welfare, permanent
employment, and seniority. The patronage of the educational sector is well described in the word “sei-iki
(sanctuary)”. The second aspect that contributed to the enactment of the NUCL 2003 was the decline
in population. While a drop in the birth rate is one of the most controversial issues in Japan, the
number of universities has been increasing since 1991. This is mainly the result of the legislation of the
University Establishment Act in 1991 which deregulated the law on higher education enterprises. As a
result, the government estimates that in 2008, the capacity of all the universities in Japan becomes the
number of applicants for universities. This is named “zennyu-jidai (all entrance era)” which means that
anyone can enter a university as long as he/she is not particular about which university to enter. It has
been announced that 29.1% of private universities are already under strength in 2004.

4) Tokusyoku GP provides additional subsidy to the universities and faculties that introduce unique
educational practices while Genndai GP provides additional subsidy for universities and faculties that
respond well to more current needs and demands. Total expense of COE, Tokusyoku GP, and Genndai
GP is estimated to be 53 billion Japanese yen in 2005.

5) See “karikyuramu-kaikaku no jissi-jyokyo.” 2004. The Ministry of Education, Culture, Sports, Science
and Technology. 19 Sep. 2006. <http://www.mext.go.jp/b_menu/houdou/18/06/06060504/001.htm >
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As has been suggested in the essay, the major focus of the research seems to be on whether the
universities have adopted certain ways of teaching in the classroom or not.

6) For the details of the TOEFL-ITP and its scoring criteria, <http://www.ets.org/portal/site/ets/
menuitem.1488512ecfd5b8849a77b13bc3921509/?vgnextoid=efc32d3631df4010VgnVCM 10000022
f95190RCRD&vgnextchannel=eb817f95494f4010VgnVCM10000022f95190RCRDG-TELP>

7)  The faculty has changed the assessment criteria in 2006. The students no longer need to retake any
standardized test or TOEFL-ITPs as long as they pass the classroom participation grade. The rationale
for the change has not been explained from the Center for English Language Learning.

8) According to Wikipedia, the definition of “Flesch Reading Ease” is as follows:

In the Flesch Reading Ease test, higher scores indicate material that is easier to read; lower
numbers mark harder-to-read passages. The formula for the Flesch Reading Ease Score (FRES)

test is

total sentences

total words total syllables

206.835—-1.015( ————— | =84 6| ——————
total words

where total syllables/total words = average number of syllables per word (ASW) and total words/
total sentences = average sentence length (ASL).
As a rule of thumb, scores of 90—100 are considered easily understandable by an average 5th
grader. 8th and 9th grade students could easily understand passages with a score of 60—70,
and passages with results of 0—30 are best understood by college graduates. Reader’s Digest

magazine has a readability index of about 65, Time magazine scores about 52, and the Harvard

Law Review has a general readability score in the low 30s.

9) For the details of “Flesch-Kinkade Grade Level”, see the following explanation of Wikipedia:
The “Flesch—Kincaid Grade Level Formula” translates the 0—100 score to a U.S. grade level,
making it easier for teachers, parents, librarians, and others to judge the readability level
of various books and texts. It can also mean the number of years of education required to
understand this text, relevant when the formula results in a number greater than 12.[1] The

grade level is calculated with the following formula:

total words total syllables
039\ ————— | +11.8| ————— | —15.59

total sentences total words

The result is a number that corresponds with a grade level. For example, a score of 6.1 would

indicate that the text is understandable by an average student in 6th grade.

7






Test Review: CASEC as a Measurement of
Students’ English Ability
at a Japanese Lower Secondary School

Masaaki Okubo

I Introduction

Keio Futsubu School (hereafter referred to as “Futsubu”) started to employ Computer
Assessment System for English Communication (CASEC) in 2002 in order to measure the
English ability of the second and the third year students. One of the reasons why standardised
testing was introduced to Futsubu stemmed from the needs to assess students” English ability
by a highly objective measure in addition to rather subjective term tests prepared by English
teachers (Mori, 2006).

Recently in Japan, CASEC has been attracting great attention from English teachers and
students at various levels, from beginner to advanced. More than 400 companies and schools
have employed CASEC and approximately 90,000 English learners take the test each year
(The Japan Institute for Educational Measurement, Inc. [JIEM], 2006). Various advantages
of CASEC have been reported by its developer, [IEM. They have reported that the reliability
and practicality of the test are among CASEC's strongest points, with the aid of their highly
elaborated computer adaptive testing system.

However, what has been hardly reported or discussed is the extent to which CASEC
measures the kind of English learners’ ability that test users (e.g. English teachers) aim to
measure in each school, language institute, or company. Especially the situations in lower
secondary schools, where students have just started learning English, need to be carefully
investigated. The test takers in this test review were, at the time of their first CASEC test,
as young as 13 or 14 years of age. Many of them had only learnt English for just over a year.
Whether CASEC is able to assess the English ability of beginner or lower-intermediate level
learners is one of the concerns involved in the use of CASEC at Futsubu. There are also
other concerns about the implementation of CASEC at Futsubu. In order to address those
concerns, this test review aims to broadly discuss the strengths and weaknesses of CASEC

when it is used at Futsubu, instead of focusing on one particular section or one specific
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aspect of the test. The views of the test takers and test users (i.e. students and teachers at
Futsubu) on CASEC are also reported. The following discussion section explores how we deal
with the weaknesses of CASEC to make a better interpretation of Futsubu students’ CASEC

scores.

IT Synopsis of CASEC
1 Test Purpose

To measure test takers’ English communicative ability that is necessary in the situations of

daily life, school life, business, etc (JIEM, 2006).

2 Primary Uses
Five uses of CASEC are suggested by JIEM (JIEM, 2006).
* To write down the score in the CV in order to prove test takers’ English ability
¢ To prepare for TOEIC, *EIKEN and TOEFL
¢ 'To regularly check English skills
e For (Japanese) students studying overseas to check their English ability
e (To check the improvement, it can be used) before and after test takers complete
textbooks or distance education learning materials
Notes: Words in the parentheses were added; EIKEN is one of the most widely recognised

and administered English tests in Japan.

3 Test Delivery, Registration and Payment

The whole test, as well as each question, is delivered via the Internet. Test takers do not
have to go to a test centre to take this Internet-based test. 24 hours a day, 7 days a week, they
can take the CASEC test anywhere in the world (even outside of Japan) as long as a computer
connected to the World Wide Web is available. Registration process has to be undertaken
online through CASEC’s homepage. Payment can be made fairly simply if test takers have
one of the major credit cards. All they need to do is to put in their credit card information on
the screen. Other payment methods include paying through banks and convenience stores.
The test fee is 3,500 yen regardless of the payment methods. When a group registration
is arranged for test takers at educational institutions or companies, they do not have to go

through this payment process.
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4 Score Report

After completing the test, the result is displayed on the computer screen. It includes the
scores for each section, the overall score (i.e. the score for all the four sections combined),
“advice” for each test taker, the predicted score for Test of English for International
Communication (TOEIC) and the predicted grade for EIKEN on the basis of the test takers’
CASEC performance. The band of 5-point “Proficiency Scale,” where A is the highest and E

is the lowest, is also reported. Those reports can also be printed out and viewed on paper.

S Author and Publisher
The Japan Institute for Educational Measurement, Inc. (JIEM), Shinjuku-Ku, Tokyo

6 Contact Information
E-learning Division, The Japan Institute for Educational Measurement, Inc., 55

Yokoteracho Shinjuku-Ku, Tokyo 162-8680; phone 03-3266-9364; ¢-mail casec@evidus.com

7 General Description

CASEC consists of four sections, all of which employ a computer adaptive system. Based
upon the performance in the previous questions, the computer chooses from the item bank
the next question that is most suitable for the test takers’ level. It normally takes about 25 to
35 minutes to complete all the sections depending on how fast each test taker answers the

questions. Table 1 below summarises the features of each section.

Table 1 Test specifications of CASEC

2: Knowledge of - - \
) nowiedge o 3: Listening 4: Ability to Grasp
Section 1: Vocabulary Knowledge Expressions for o g :
Communication Comprehension Ability Concrete Information
Measures the listening Measures the ability to
. e o rasp concrete information
Measures the knowledge | comprehension ability in grasp )
Measures the knowledge B . . working as a key expression
. . and usage of expressions | conversations occurring T
. of vocabulary frequently ; S oo e > to communication and
Contents TS K frequently used in daily in daily life, school )
used in daily life, school . ; S . . comprehension, from a
" M life, school life, business, life, business as well - .
life, business, etc. . large amount of information
etc. as news and airplane . . a1
AnnOUNCements in the settings of daily life,
’ ’ school life, and business.
Question Type Fill in the blanks Fill in the blanks Listening Listening
Answer Format | Multiple Choice Question | Multiple Choice Question | Multiple Choice Question Dictation
Number of Qs 15 15 15 10
Possible Points 250 250 250 250

Note:

The table is adopted and translated from CASEC’s official website (JTEM, 2006).

81




[T The use of CASEC at Futsubu

CASEC has been administered at Futsubu since 2002 as a means to assess students’
English ability. One of the main reasons why the school started to employ a standardised
English test is that the teachers wanted students to keep track of their English ability or
improvement over time by a highly objective measurement instead of rather subjective term
tests prepared by English teachers. It was also hoped that a criterion referenced test like
CASEC would give students a better idea of what they can and cannot do in English (Mori,
2006).

Futsubu is one of the three lower secondary schools run by Keio Gijyuku. The other two
schools are co-educational, whereas Futsubu is a boys” school with a total of approximately
720 boys (i.e. 1st, 2nd and 3rd year students combined). The test results, questionnaires and
other reports presented in this article are from the 235 third year students enrolled in the
2006-07 academic year. Some students have lived in English speaking countries or have learnt
English at their primary schools. However, the vast majority of them have similar English
learning background. Their official English learning starts at Futsubu.

The third year students took the CASEC test three times before the end of Term 1 of the
2006-07 academic year; the first and the third terms of the 2005-06 academic year (when
they were in the second year) and the first term of the 2006-07 academic year. The numbers
of students who took the CASEC test each time were 158, 223 and 231, respectively (see
Table 2 below).

Table 2 Occasions when CASEC was administered for the 200607 third year students

Academic Year Term 1 (Apr-July) Term 2 (Sep-Dec) Term 3 (Jan-Mar)
Ist Year 2004-05
) X X
2nd Year 2005-06 (N=158) (N=223)
X
3rd Year 200607 (N=231)

At Futsubu, CASEC is not administered on a special day but it takes place in the usual,
45-minute class time. A full time Japanese teacher of English makes instructions to lead the
students to the first question of the test. Usually one or two computer specialists are present

to help the students. Depending on each year’s teacher allocations, another English teacher is
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also at the computer room for assistance. The students are told that their scores would not be
included in their academic grades. Thus the test is not very high stake for Futsubu students.
They are not necessarily encouraged to study hard to prepare for the test, but they are told
to take it seriously since this is one of the few opportunities that they can learn about their

English ability by an assessment developed outside Futsubu.

IV Strengths
I Reliability

The developer of CASEC, JIEM reports the reliability of the test through an experimental
research. It has been found that the reliability of CASEC is superbly high (Hayashi, 2001).
They conducted an experiment, where 48 participants took the test three times on the same
day. The correlation coefficients obtained through the study were all over .96. The correlation
between the first time and the second time was .975. Also, .969 and .964 were obtained for
the correlations between the first time and the second time, and the second time and the
third time, respectively. For a 55-question test, the reliability of over .96 is exceptionally high
(Hayashi, 2001).

Such a high reliability of CASEC is made possible, not solely but largely due to its use of
computer technology. As far as the rating process of this Internet-based testing is concerned,
there are absolutely no human errors involved. Inter-rater and intra-rater reliabilities can
never be an issue for tests marked by a computer like CASEC because only one rater (i.e. a
computer) is involved and a computer itself does not make any errors. Both reliabilities are
1.000 all the time. The utilisation of computer rating may have largely influenced on such a
high reliability of CASEC.

In addition, it seems that carefully conducted studies in the test item piloting process
further strengthen the reliability of CASEC. Each of the newly developed questions is tested
through approximately 2000 English learners. The results of the pilot tests are then analysed
based upon Item Response Theory (IRT) before the items are actually put into the item bank
(Hayashi, 2001).

It is necessary, however, to investigate whether the high reliability of CASEC (i.e. over .96)
is also applicable to a lower secondary school situation where most students are at beginner
or lower-intermediate levels. The information on the age group and the learning history of the
48 participants in JIEM study above is not reported. It may be that the high reliability is only

applicable to learners who have been learning English for a fairly long time. The applicability
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of the high reliability to beginner and lower-intermediate levels is unknown. The ideal way
to do research into this is to have students take the CASEC test twice or more in a very
short interval as the participants in JIEM study did so that no or little learning may occur
during that period. However, that kind of experimental research was not (and should not be)
carried out at Futsubu. As has been seen above, the main use of CASEC was to let students
know how much they improved their English ability from the previous test to the current
test. Giving students two tests consecutively in a very short time would not have had a good
educational influence on them when they did not see the significance of the immediately
followed second test.

Inferred from the data of the third year student, the high reliability of CASEC seems
to be also applicable to students at Futsubu. A Pearson’s r correlation was run for the
CASEC scores of the third term in the 2005-06 academic year and the first term of the
following academic year. Students took CASEC in February in the third term of the 2005-06
academic year and in June in the first term of the 2006-07 academic year. During the four-
month interval, their average scores rose by approximately 60 points (see Table 3 below).
The correlation coefficient obtained for these two tests was a remarkably high .83 (p<.01,
df <221, £=22.21). It is true that .83 is lower than .96, which was obtained by JIEM
through their own study. However, considering the fact that the students took the test four
months after the previous one, .83 should be interpreted as a good enough number to argue

that CASEC has a very high reliability in the case of lower secondary level test takers as well.

Table 3 Descriptive statistics

N Mean SD
3rd term, 2nd year *223 272.6 118.0
Ist term, 3rd year *223 332.2 113.1

*Only the students who took the test on both occasions are included.

2 Concurrent Validity

Concurrent validity is another quality of tests that deals with the extent to which the
scores of a test are correlated to the ones of other, usually more reliable tests. It is reported
that CASEC shows a significantly high correlation with TOEIC (JIEM, 2006). Comprising
the writing sections and the listening sections, both TOEIC and CASEC aim to measure

the English ability of English learners, especially their communicative English ability. One
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major difference between them lies in TOEIC putting more emphasis on communications
in business settings as opposed to CASEC’s more balanced contents; daily life, school life
and business, etc. Because of the similarities between the two tests, the correlation between
CASEC and TOEIC reported by JIEM is a considerably high .83. The figure was obtained
through the data collected for a duration of 18 months from 3767 participants. When they
took the CASEC test, they self-reported their past TOEIC scores, which were then used to
run correlation with their CASEC scores.

It was also found that the concurrent validity of CASEC was moderately high when
the correlation coefficient between CASEC and an English test at Futsubu was obtained,
showing its strength in concurrent validity at Futsubu. The issue of the concurrent validity in
the situation of Futsubu could not be fully explored due to lack of data. Not many students
had taken other major standardised English tests, such as EIKEN, TOEIC, etc. Simply, there
is not enough data available at this stage. Instead, a Person’s correlation was run for students’
CASEC scores and their test scores of English 11 class, where students learnt communicative
English, with more emphasis on listening and speaking than writing and reading. The English
II final exam was conducted in June in the first term of 2006-07 academic year, one month
after the third year students took the CASEC test. There were two sections (i.e. listening
and writing) in either multiple choice or “True or False” question formats. The statistics
demonstrates a fairly high correlation coefficient of .69 (n=234, p<.01, df =232, t=
14.69). Even though the concurrent validity of a test is normally examined with other more
reliable tests, this result also shows a strength of CASEC in its concurrent validity at lower

secondary level.

3 Practicality

At Futsubu, the CASEC test is normally administered in the middle of each term, three
times a year. The practicality of CASEC is a crucial factor in order to keep the test in the
school’s curriculum for years. The current situation of Futsubu will be looked at in terms of
teachers, students and the school’s resources.

For the English teachers, it is a very convenient test, considering the efforts and time
required to administer the test and the test length, which is not too long for the school’s time
frame of each period. Neither do they need to make the test nor do they have to mark it. One
of the few important roles for teachers, when running the test, is to ensure that students’

computers and headsets are working properly throughout the test. Teachers may not even
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have to do this because computer specialists are usually present to help them in the case
of computer troubles. In addition, the test length of 25-35 minutes just fits into the time of
one period at Futsubu (i.e. 45 minutes). Thus the teachers can complete the test within the
school’s regular class time.

CASEC is also highly practical for students at Futsubu. First of all, cost-wise, CASEC
is relatively inexpensive as a major standardised English test. 3,500 yen is quite reasonable
and competitive, whereas other major standardised tests that are well recognised in Japan
generally cost much more (e.g. TOEFL, US$ 140; TOEIC, 6,615 yen; TOEIC Bridge, 4200
yen; EIKEN, 1400 yen to 7500 yen.).

In addition, the potential practicality concern of test takers’ computer familiarity may not
be applicable to Futsubu students. The computer familiarity of test takers and the extent to
which the test scores are affected by their computer skills, etc. were issues that attracted
great attention (e.g. Kirsch, Jamieson, Taylor and Eignor, 1998; Choi, Sung and Boo, 2003).
It is a concern whether young test takers manage to use a computer to complete the CASEC
test. However, it is not too big a deal for Futsubu students. Under Futsubu’s curriculum, it
is required for students to take computer classes in the first two years. They learn far more
difficult computer skills than required in the CASEC test, where they have to be able to
click, type in the English alphabet, and occasionally scroll up and down. At the time of Term
1, 2006-07, only 1 out of 235 third year students seemed to have trouble using a computer
during the course of the test. Nonetheless, everyone was able to complete the test. As far as
Futsubu students are concerned, it can be arguably said that they are able to complete the
computer-based test without having serious problems in the use of computers.

The computer facilities and resources of Futsubu also make it possible for teachers and
students to use Internet-based CASEC test. The feasibility of CASEC at Futsubu largely
depends upon the school’s computer room and computer network system. The delivery of the
whole test, from the application process to the final score reports, is all carried out through
the Internet. The computer room at Futsubu equipped with Windows XP operated machines
and a high speed broadband Internet connection is updated enough to allow students to take
the test. Outdated PCs and narrowband Internet connection would make it impossible for

Internet-based testing like CASEC to be administered.
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V Issues and Weaknesses
1 Test Content and English Education at Futsubu

The content validity of a test forms an important aspect of test qualities. This section,
however, will not look at the content validity of CASEC itself. It is of course important to
investigate content related issues. This section will look at a content-related issue, especially
focusing on the extent to which students are tested on what they learnt in the past years
at Futsubu. If the contents or topics of English conversations that appear in the CASEC
test are totally different from what they heard or read in English class, their scores would
be significantly underrated. This is a great concern, considering the fact that, for most of
them, what they learn in English classes at Futsubu is almost all their knowledge of English
vocabulary, expressions and grammar. It is thus important to investigate how much of their
knowledge of English from English classes at Futsubu is reflected or not reflected in the texts
and questions of the CASEC test.

In order to learn about what is taught in English classes, first, the contents of the English
textbook used at Futsubu were analysed. The English textbooks, “TOTAL” series have been
used in recent years throughout the three years at Futsubu. In each year, TOTAL, which is
authorised by Ministry of Education, Culture, Sports, Science and Technology (MEXT), is
used as the main textbook in English I courses. In English I courses, the authorised English
textbooks are used two or three days a week for all the first, second and third year students.

It has been revealed that the textbooks used at Futsubu do not cover all the major
contents in CASEC through an investigation of the textbook contents, with conversations in
business settings most uncovered. There are three major categories in CASEC’s contents:
conversations in daily life, school life and business situations (see Table 1 above for detailed
information on the test content). It was found that TOTAL English textbooks mostly dealt
with conversational English rather than story-type materials. TOTAL ENGLISH 1 (for the
first year students) comprises twelve conversation-oriented lessons and only one reading
section. TOTAL ENGLISH 2 (for the second year students) has eleven lessons and one
reading section. Out of the eleven lessons, as many as nine lessons deal with conversations
with only two lessons and one reading section included as reading materials. TOTAL
ENGLISH 3 (for the third year students) contains seven lessons and one reading section with
four lessons related to daily conversations. As the year proceeds, the authorised textbooks
comprise less conversation related materials and more for reading. A further investigation

of the conversation-oriented lessons in the textbooks has revealed that none of the lessons
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explicitly involves conversations in business settings, not covering one of the three major
contents in CASEC.

What has been found from the analysis of the textbook contents in the previous paragraph
is also observed in Teacher Questionnaire. The questionnaire was conducted in order to
learn about the relevance of the contents taught in English T and II courses to the three
main categories of the contents in CASEC. All Futsubu students enroll in both English 1
and II courses in each year (i.e. a total of six English courses before they graduate). English
teachers were asked about how often students learnt or teachers dealt with each of the three
categories. The teachers answered it by choosing one letter from A to E (A “almost every
time,” B “more than half of the times,” C “approximately half of the times,” D “less than half
of the times” and E “almost never”). Table 4 below illustrates the summary of the results. The
figures in the table were obtained by averaging teachers’ responses, which were translated

from letters to numbers in the following way; Ato 1, B to 2, C to 3, D to 4 and E to 5.

Table 4 Teachers’ perception on the contents taught in English I and II courses

English I English 11
Daily Life | School Life Business Daily Life | School Life Business
Year 1 1 1 5 1 1 5
Year 2 2.5 3 4.5 3 2.7 5
Year 3 1.5 1.5 5 1.5 2 4

The table shows that conversations in daily life and school life are dealt with fairly
frequently throughout the three years, almost regardless of the courses and the years, and
that conversations in business settings are mostly neglected. The results are clear-cut. Every
number in Table 4 on daily life and school life is three and under, whilst the numbers for
business are all four and over.

It is important for the English teachers at Futsubu to keep in mind that students’ scores are
likely to be significantly influenced due to the lack of instruction in business-related contents.
As has been seen above, the content-related issue has been found from both the investigation
of the textbooks used at Futsubu and teachers’ perception through the questionnaire.
Students see a number of questions whose topics are related to what is talked about at
workplace. Because business contents are among the three major categories stated in the test

specifications of CASEC, the impact on the test scores can be very significant.
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2 Construct Validity
Construct Validity, Authenticity and Interactiveness

The construct validity of a second language test deals with how well it measures the ability
of test takers’ second language that is intended to be measured (i.e. the construct). In other
words, tasks in the test should elicit the kind of test takers” ability that the test is supposed
to measure and they should not elicit the kind of their ability that the test is not supposed to
measure.

The construct validity of a test is often discussed in terms of authenticity and
interactiveness of the test (Bachman & Palmer, 1996). The way in which each of the two
test qualities is related to construct validity is out of the scope of this article (see Bachman &
Palmer’s (1996) discussion for details). The construct validity of CASEC is discussed below

in terms of authenticity and interactiveness.

Authenticity and interactiveness of Standardised English Tests

In this section, some of the major standardised English tests on the Japanese market today
will be overviewed, in terms of authenticity and interactiveness: TOEFL iBT (Internet-based
test), TOEIC, and STEP BULATS (The Society for Testing English Proficiency) (Business
Language Testing Service).

When Educational Testing Service (ETS) replaced the former version of the test called
TOEFL CBT (Computer-based test), TOEFL iBT made a great improvement in its
interactiveness and authenticity. In September 2004, TOEFL made a drastic change from
a computer-adaptive, more of a skills test to a non computer-adaptive, more interactive and
authentic test. Two of the new features, among others, that had not been accomplished in the
former computer-based version are the inclusion of a speaking section and the development
of integrated tasks.

The new TOEFL has achieved a greater interactiveness, for test takers are required to
exert more of test takers’ skills to answer the questions than in the previous computer-
based version. It is a great advance that the test has started to include a speaking section,
considering the difficulty of scoring it. Thus the test has been able to assess another
important skill (i.e. speaking) in addition to already included three other skills (i.e. listening,
writing and reading). Moreover, the integrated tasks also help TOEFL achieve an even greater
interactiveness of TOEFL in that it requires more than one skill (e.g. listening and speaking)

simultaneously. For instance, test takers read a text and listen to what a lecturer is talking
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about, and then respond to it by writing or speaking (ETS, 2006a). The new TOEFL has
shifted away from a skills test that measure each of test takers’ skills individually

In addition, the authenticity of the test has been found to be one of the strengths in the
new TOEFL. In order to assess the English ability of prospective university students, the
contents of TOEFL iBT are consistent with academic settings. ETS reports that the test
content is derived from 2.7 million word corpus of spoken and written English collected from
US educational institutions (ETS, 2006a).

TOEIC, one of the major business English tests, is also shifting in the same direction,
pursuing higher authenticity and interactiveness. ETS recently made changes on TOEIC in
its variety of English used in the listening section. In the previous version of TOEIC, even
though ETS claims that it measures the English ability required in conversations at workplace
in international business settings, American English used to be the only variety of English
that test takers listened to in the listening section. American English is certainly one of the
most influential and important varieties of English in business. Nevertheless, the varieties
of English spoken in other parts of the world are as important, for there are a number of
international companies where native English speakers from different countries and non
native English speakers use English as a means of communication. Even though non native
speakers’ English was not included in the new version of the TOEIC test, test takers now
hear a wider variety of English than in the former TOEIC; American, British, Canadian,
Australian, and New Zealand English (ETS, 2006b). TOEIC has now attained a greater
degree of authenticity in that the listening section better reflects the real business situations.

In addition to authenticity, the interactiveness of TOEIC will also be strengthened, owing
to the introduction of speaking and writing sections in January 2007. TOEIC is now being
further developed and is going to offer speaking and writing sections. The current paper-and-
pencil English communication test that assesses reading and listening abilities will enable test
takers to learn about their levels in all the four skills, with the options of speaking and writing
sections. Even though the speaking and writing sections are optional, TOEIC will soon be
able to assess English learners’ productive skills as well as their receptive skills. Engaging
more types of test takers’ skills, TOTEC will make an improvement in its interactiveness.

STEP BULATS is another test of business English recently introduced to Japan. STEP
BULATS, developed by STEP in collaboration with the University of Cambridge ESOL
(English for Speakers of Other Languages) Examinations, is also following the same

English testing trend, emphasizing its authenticity and interactiveness. STEP BULATS was
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introduced to the Japanese market in September 2004 with the aim to measure the English
ability that is necessary at workplace where English is used as a means of communication
(STEP, 2006). As CASEC aims to measure the English communicative ability, so does STEP
BULATS. In addition, both CASEC and STEP BULATS are computer adaptive testing.
However, STEP BULATS gives test takers options for the speaking and writing tests. In its
speaking test, test takers are required to perform three different tasks; interview, presentation
and communicative activities. The contents and the kind of tasks in the speaking test are
representative of what they need to perform in English in real business settings. STEP
BULATS, as well as TOEFL and TOEIC, involves test takers” productive skills, which has

contributed greatly to its interactiveness.

The Construct Validity of CASEC

Unlike the English tests seen above, the authenticity and interactiveness of CASEC are
in doubt, raising a serious issue in its construct validity. CASEC neither reflects the kind
of tasks test takers would face in real-life settings nor engages the kind of students’ abilities
required in those settings. Even though CASEC intends to measure the ability of English
in oral communications, the fact that the items in CASEC do not involve students’ ability
to speak should be regarded as construct under-representation. Both speaking and listening
constitute important and essential aspects of oral communication. Thus, the influence on the
test score caused by the lack of speaking sections is so immense that it is difficult to make
good inferences of test takers’ communicative ability on the basis of the obtained score. Test
takers” knowledge of vocabulary and expressions are tested in Sections 1 and 2. Their listening
ability is assessed in Sections 3 and 4. However, hardly any sections are dedicated to assess

test takers’ productive skills, especially their speaking skills.

The Construct Validity of Section 4

There is another issue found in Section 4 in relation to CASEC’s construct validity. The
high scores in this section may not guarantee students’ ability to grasp concrete information in
oral communication, as is clamed in the test specifications of CASEC by the test developer.
Section 4 is a dictation section, in which test takers listen to a few sentences three times
and fill in the given blanks. According to the test specifications by JIEM (see Table 1 above),
the aim of this section is to measure the ability to grasp concrete information. If so, how

does writing words correctly in the dictation section affect the ability to grasp concrete
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information? This section seems to require test takers to perform tasks that are irrelevant to
the aim of the section. In the real life situation, it is rare that we need to spell correctly each
word we hear. On the phone, for instance, we often write down important information such
as the caller’s contact address, someone’s phone number or e-mail address, the name of a
restaurant or a meeting place, etc. Even in those cases, correct spelling is often not required.
It is important to justify that the construct a test aims to measure is fully reflected in the tasks
of the test and that no or little other language abilities are required in the tasks (Bachman
& Palmer, 1996). In this case, it seems that the tasks requiring students to do dictation are
irrelevant to the construct that is intended to be measured in this section. If it is difficult to
justify the construct validity of a section, it would be hard to make an adequate interpretation
from the obtained section scores.

Statistical results also support the speculated weakness of Section 4 in its construct validity
(see Tables 5 and 6). The test results of the third year students (n=234) in June 2006 were
used to run correlations for the scores of all the combinations of the four sections. As Table
6 illustrates, Section 4 always shows the worst correlations with all the other sections. The
correlation between Section 1 and Section 4 (.48) is lower than the other two correlations
with Section 1 (.59 and .54, respectively). The correlation between Section 2 and Section
4 (.47) is also considerably lower than the ones between Section 2 and Section 1 (.59), and
Section 2 and Section 3 (.59). The correlation between Section 3 and Section 4 is slightly
higher (.51), possibly resulting from the fact that Sections 3 and 4 are both listening sections.
Similar statistical results are also observed in participants in Hayashi’s (2001) study (see
Tables 7 and 8) in a clearer way. This study also shows that the dictation section has a much
weaker correlation to the other three sections. The fact that the correlation matrix has
revealed lower correlations of Section 4 with all the other sections also brings up the issue of

construct irrelevant variance.

Table 5 Descriptive statistics
The results for the third year students (Term 1, 2006 —-2007)

N Mean SD
Section 1 234 73.3 34.9
Section 2 234 82.6 38.2
Section 3 234 94.6 39.8
Section 4 234 85.4 35.6
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Table 6 Correlation matrix

The results for the third year students (Term 1, 2006—2007)

Section 1 Section 2 Section 3 Section 4
Section 1 1 *.59 *.54 *.48
Section 2 — 1 *.59 * 47
Section 3 — — 1 *51
Section 4 — — _ 1
*p<.01
Table 7 Descriptive statistics
Study by JIEM (Hayashi, 2001)
N Mean SD
Section 1 168 100.2 18.2
Section 2 168 100.6 12.0
Section 3 168 107.7 12.2
Section 4 168 100.7 11.2
Table 8 Correlation matrix
Study by JIEM (Hayashi, 2001)
Section 1 Section 2 Section 3 Section 4
Section 1 1 .869 .831 744
Section 2 — 1 .807 .736
Section 3 — — 1 764
Section 4 — — — 1

3 Band Scale

Another issue that needs to be considered is whether the band scale CASEC uses in each
test taker’s score report is appropriate for lower secondary level students. One of the features
of CASEC is to give not only test takers’ section scores and overall scores but also “Proficiency
Scale,” which tells their band based upon their performance in the test. Students are then
able to learn about what they can and cannot do in English from the descriptive statements
on each band. CASEC’s proficiency band is a 5-point scale from A (highest) to E (lowest); A
(760 and above), B (600-759), C (450-599), D (390-449), E (below 390).

Considering Futsubu’s situation, the appropriateness of the band scale is questionable for
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such young English learners with limited English ability. As Table 9 shows, the vast majority
of the students are in E and only a handful of students are in D and higher even in their third
time taking CASEC. As is clearly seen from Table 9, the percentage of the students in D
and higher increases, as learning proceeds. However, a significant 69% of them still remain
in E, the lowest band, in even their third time. One of the most important points of CASEC
being introduced to Futsubu was for students to learn about what they can and cannot do in
English. Receiving the same band three consecutive times (over one year) by average students
suggests that it is not fulfilling the purpose of the introduction of the public standardised test

to Futsubu.

Table 9 The number of students in each band of CASEC’s “Proficiency Scale”

A B C D E Total
Term 1, 2nd Year | 0( 0%) 0 (0%) 4( 3%) 1(1%) | 153 (97%) 158
Term 3, 2rd Year | 0( 0%) 3(1%) 13(6%) | 15(7%) | 192 (86%) 223
Term 1, 3rd Year | 1 (0.4%) 4(2%) 32 (14%) | 34 (15%) | 160 (69%) 231

VI Students’ and Teachers’ views

Some results of Teacher Questionnaire and Student Questionnaire already appeared
earlier in this article. There were other items in the questionnaires in relation to the views
of the English teachers and the students on CASEC. What can be interpreted from the

questionnaires will be reported in this section.

I Teachers views on CASEC

As is mentioned earlier, the students’ CASEC scores are not reflected in their final grades.
The students are not necessarily told to prepare hard for the test. Thus it is seen as having
characteristics of more of a proficiency test rather than an achievement test as it is supposed
to be used. If English teachers are to use CASEC as a proficiency test, it is likely that they
do not teach to the test, without CASEC too much in mind while teaching. Dealing with the
questions in CASEC intensively in the usual classes by teachers would unexpectedly give
more achievement test like characteristics to CASEC. This particular point was asked through
the questionnaire. They were asked how much they had CASEC in mind in their teaching.
(Item: Are you teaching your students in such a way that they can obtain good scores in

CASEC?) Also, the same question was asked, but in a different condition: “if CASEC became
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a test with a higher stake for students.” (Item: Would you teach your students in such a way
that they could obtain good scores in CASEC if the scores accounted for 30% of their final
grades?)

Table 10 implies that English teachers at Futsubu may not see CASEC as completely
having achievement test like characteristics even though their views on CASEC significantly
vary from teacher to teacher. What can be interpreted from Table 10 is somewhat mixed.
Many of them answered B, but about the same number of them answered D or E. It is hard to
tell, in a dichotomous way, whether they see CASEC as more of a proficiency or achievement
type test. The only thing that is clear from the table is that no one answered A even though
there were two teachers who gave the answer E. In other words, none of them thinks that
CASEC is used completely as an achievement test, whereas two of them (in the case of the

third year students) possibly see it completely as a proficiency test.

Table 10 English teachers’ responses to the item below (Teacher Questionnaire)

Are you teaching your students in such a way that they can obtain good scores in CASEC?

To 1st Year Students
To 2nd Year Students
To 3rd Year Students

o|lo|o| >
s W | o

C
1
2
0

o ==

E
4
2
2

(A “very much,” B “to some extent,” C “neutral,” D “Hardly” and E “Never”)

Table 11 implies that English teachers at Futsubu would come to teach more to the test
due to the test’s higher stake for the students. In the item, “Would you teach your students
in such a way that they could obtain good scores in CASEC if the scores accounted for 30%
of their final grades?,” more teachers answered A and B compared to the previous item (see
Table 10), whereas answers of D and E are significantly reduced. Notably, there was one
teacher who gave the answer A (in the cases of “to the second year students” and “to the third
year students”), which did not receive any votes in the previous item in Table 10. This may
suggest that this teacher would teach their students with CASEC very much in mind if the
scores were included into 30% of their final grades.

Table 11 also implies that the purpose of the CASEC test as an objective assessment

could become no longer legitimate if English teachers started to teach to the test. As is stated
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above, Futsubu introduced CASEC so that the students are able to know how much they
improved their communicative English ability as a result of learning at Futsubu. Teaching
to the test as a result of reflecting the CASEC’s socres in the final grades could change
the test’s characteristics because CASEC would come to have more achievement test like

characteristics by the teachers’ instructions for the preparation for the test.

Table 11 English teachers’ response to the item below (Teacher Questionnaire)

Would you teach your students in such a way that they could obtain good scores in CASEC

if the scores accounted for 30% of their final grades?

A B C D E
To 1st Year Students 0 5 0 2 2
To 2st Year Students 1 5 0 2 1
To 3st Year Students 1 5 1 1 1

(A “very much,” B “to some extent,” C “neutral,” D “Hardly” and E “Never”)

2 Students’ views on CASEC

There were items in Student Questionnaire which asked about the students’ views on
CASEC. The results demonstrate that they tend to have positive views on CASEC and think
of it as giving them useful feedbacks, especially students enrolled in the higher level course
than in the lower level course offered at Futsubu. However, Student Questionnaire also
reveals a problem of noisiness in the listening sections.

In order to know how students think of CASEC, two items were included in Student
Questionnaire. (i.e. I can learn about my communicative English ability. / T can learn about
my weaknesses.) The students were required to answer them by choosing “Strongly Agree,”
“Agree,” “Neutral,” “Disagree” or “Strongly Disagree.”

As Table 12 shows, for the item “I can learn about my communicative English ability,”
40.8% of the students answered either “Strongly Agree” or “Agree,” whereas 28.1% answered
either “Disagree” or “Strongly Disagree.” The numbers in positive answers rise significantly
when only students in the high level course are included. Half of the students (50%)
answered positively. The high level course is called “Challenge Course,” in which a native
English speaker teaches students generally with good grades and the motivation to learn

English from a native speaker. In the lower course called “Regular Course,” students are less
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confident in English and taught English by a Japanese teacher of English and they generally
have lower grades.

Table 12 Students’ responses to the item below (Student Questionnaire)

I can learn about my communicative English ability.

All students “Challenge Course”
(N =228) (N=100)
Strongly Agree 9.2% 13%

Agree 31.6% 37%
Neutral 31.1% 28%
Disagree 20.6% 16%

Strongly Disagree 7.5% 6%

As Table 13 shows, for the item “I can learn about my weaknesses,” 52.1% of the students
answered either “Strongly Agree” or “Agree,” whereas 26.8% answered either “Disagree”
or “Strongly Disagree.” As well as the previous table, this table shows that the numbers in
positive answers rise significantly when only students in Challenge Course are included. 58%

of Challenge Course students answered positively, whereas only 17% gave negative answers.

Table 13 Students’ responses to the item below (Student Questionnaire)

I can learn about my weaknesses.

All students

“Challenge Course”

(N =228) (N =100)
Strongly Agree 8.3% 9%
Agree 43.9% 49%
Neutral 21.1% 25%
Disagree 20.2% 12%
Strongly Disagree 6.6% 5%

Student Questionnaire has also revealed a problem in the use of CASEC at Futsubu. It was
observed that there was talking and chatting by fast test takers and the noise was bothering
other students who were still answering the listening questions. Student Questionnaire

confirms that the noisiness from students’ talking in the listening sections does bother a
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number of students. In this all computer adaptive test, the length of the test varies from
student to student. Some of the fastest students finish the test more than ten minutes before
the slowest students. Students who completed the test early often get excited about their
scores and their friends” high scores. They then begin talking and chatting with other students
nearby. Even if teachers, right before the beginning of the test, warn them not to talk after the
test until every one of them finishes, the issue of nosiness seems to persist to some extent.
Table 14 shows students’ responses in relation to this issue. To the item, “Other students were
noisy while you were answering questions in the listening sections,” 47.0% of the students
answered either “Strongly Agree” or “Agree,” whereas only 27.6% disagreed (either “Strongly

Disagree” or “Disagree”).

Table 14 Students’ responses to the item below (Student’s Questionnaire)

Other students were noisy while you were answering questions in the listening sections.

Number Percentage
Strongly Agree 61 26.8
Agree 46 20.2
Neutral 58 25.4
Disagree 37 16.2
Strongly Disagree 26 114
Total 228 100

VII Discussion

In the previous sections, it is argued that the reliability, concurrent validity and practicality
of CASEC are all very high. These qualities of the test are among CASEC’s strongest points.
CASECs reliability and concurrent validity have been supported by the study conducted by
its developer JIEM. In addition, the data gathered from the third students at Futsubu have
suggested that the high reliability and concurrent validity of CASEC are to a large extent
applicable to the school’s situation.

At the same time, however, several issues have been raised as to CASEC’s weakness in its
construct validity as well as issues resulting from its uses at Futsubu. The following issues

have been identified.
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* the test content irrelevant to what is taught in English classes at Futsubu

* the omission of the section to measure speaking skills (construct under-representation)

* the tasks that involve skills irrelevant to the construct (Section 4) (construct irrelevant
variance)

* the band scale that is unable to differentiate low levels in a way that is suitable for

beginner level students at Futsubu

Among the four issues above, the issues of the construct under-representation and the
construct irrelevant variance should be taken into special consideration due to their serious
influence on the interpretation teachers and students make on the basis of students” CASEC
scores. The former applies to the test as a whole and the latter is an issue found in only
Section 4, the dictation section. As for the other two issues (i.e. the content-related issue
and the band scale issue), even though there is some influence on the test scores, there is
not much the teachers can do about them. There is no special reason to cover at Futsubu
the kind of English spoken at workplace or in business settings. There is also no standardised
English test that is similar to CASEC and that can give more useful feedbacks to the test
takers. Besides, considering the students’ positive views found out from the questionnaire
(see Tables 12 and 13) on the feedbacks that CASEC gives, the band scale and feedback
comments of CASEC seem to work fine for the students.

Even though there are issues found in the first three sections of CASEC, Sections 1, 2 and
3 are quite reliable as measurements of what each section intends to measure. In Sections 1,
2 and 3, the only concern pointed out is the relevance of the test contents to the contents of
the English classes at Futsubu. It is of course likely that the fact that the third year students
have hardly been taught business-related contents in the English classes at Futsubu affects
their scores in every section and hence the overall scores. A number of adult English learners
in Japan are keen to learn business English. Compared with them, teenage English learners
with little knowledge of business and workplace and a limited amount of English vocabulary
on business may be somewhat underrated. However, since Sections 1, 2 and 3 do not have
other major weaknesses and they have such a high reliability, the English teachers at Futsubu
are able to see these three sections as fairly good indicators of what is supposed be measured
by CASEC (i.e. the knowledge of vocabulary and expressions for communication and the
listening comprehension ability).

However, Section 4 needs careful consideration before the teachers and students interpret
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the scores of this section due to the issue as to the construct irrelevant variance. As is
discussed above, it can not be justified that assessing the dictation ability of test takers is
assessing the construct that is intended to be measured in Section 4 (i.e. the ability to grasp
concrete information). Being able to write words correctly requires students to exert more
than the ability to grasp concrete information. Thus it is necessary that English teachers
and students should interpret Section 4 scores carefully or should not use the scores as they
are because the tasks may not involve the kind of students’ ability that Section 4 claims to
measure. Section 4, of course, measures some kind of listening ability but perhaps more else.
In addition to the issues on each section, there was an issue found on the construct of the
whole CASEC test. The construct under-representation issue identified earlier in this article
makes it difficult to make inferences about students’ communicative ability from the overall
scores. If we are to make a better interpretation of students’ communicative ability from the
scores obtained from CASEC, it would be essential to give some kind of speaking assessment
in the light of second language and testing literature. The development of the concept of
communicative language ability by second language learning and testing researchers (e.g.
Canale and Swain, 1980; Canale, 1983a, b; Bachman, 1990; Bachman & Palmer 1996;
McNamara 1996) inform language test developers of theoretical bases on communicative
language tests. Communicative language tests have been understood as performance-based
tests (McNamara, 2000). CASEC, without any section that assesses test takers’ productive
skills, is not a performance-based test and may not engage what, researchers argue, constitutes

» o«

the communicative language ability (e.g. “Model of Knowledge,” “Model of Performance,”
and “Actual use” according to McNamara's (1996) terms). Since it is impossible to change
or improve the test by test users, one of the things that can be done at the school is to have
students engage in communicative activities or speaking tasks so that teachers can assess one
of the essential skills of the communicative ability, the speaking skills. The combination of the

scores obtained by CASEC and the assessment of speaking skills at school may give students

and teachers a better idea of students’ communicative English ability.

VIIT Conclusion and future research

The strong points of CASEC as a measurement of the students’ communicative English
ability at Futsubu cannot be stressed enough. There will always be some weaknesses when
a school employs a standardised test since it is not designed only for the school. Depending

upon the uses of the test, different kinds of issues may arise. Instead of quickly looking for
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another standardised, it is important for the test users to review the test, taking the use of the
test into special consideration.

In order to use CASEC for more meaningful information for both teachers and students at
Futsubu, one way of overcoming an issue was suggested (i.e. giving some kind of assessment
of speaking skills). However, there were things that needed to be investigated more to get the
most out of the use of CASEC at Futsubu. For example, the views of the English teachers
were not fully investigated. They were only asked about the contents they teach and the
extent to which they have CASEC in mind while teaching. It was necessary to have a wider
variety of questions in Teacher Questionnaire, such as the ones about the practicality of
CASEC and the difficulties involved in the use of computers, etc. There also needed to be
more direct questions as to “teach to the test” issue. On this issue, it may be better to have
interviews with the teachers because how they feel about CASEC could be quite complicated
and it may be too difficult to be examined through just a questionnaire. By clarifying these
through research, the teachers will be able to adjust CASEC to better suit the use of the test

at Futsubu.
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A Mountain or a Mole Hill?
Recent attitudes and remedial responses toward
plagiarism at higher education institutions
in the West and Japan

William Snell

Abstract

This paper examines attitudes toward plagiarism at institutes of higher education and the
responses that have been made to curb the phenomenon among students and academics
alike. It includes survey data taken from Japanese students regarding their awareness of
plagiarism and attitudes toward it, as well as guidelines and an overview of manuals and other
recent materials that have produced useful strategies to promote intellectual and academic
honesty. The paper also discusses such issues as how the very act of highlighting the problem
of plagiarism (one which has been referred to in the U.S. as a “plague”; indeed the topic is
often alluded to in apocalyptic terms such as the “war against plagiarism”, etc.) may as a result

effectively exacerbate it.

1. Introduction
One of the great virtues of the Japanese, their prodigious “lust for knowledge” has
historically --- and paradoxically --- laid the Japanese open to charges of intellectual

property theft and plagiarism. (Dryden, 1999, p.81)

Recent accusations of plagiarism made against the artist Yoshihiko Wada (May, June
2006), so prominently highlighted by the media, have brought an awareness of its incidence
in Japan, where there has always been an ambivalent attitude towards the subject; ambivalent
in the sense that there has been very little consideration or study of plagiarism in this country,

indicative perhaps of an unwillingness to recognize and confront a problem which has been
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around for some time in the U.S. and threatens to, at some point, produce the same backlash
that has been witnessed there. High profile court cases like that surrounding the popular
novel The DaVinci Code and exposés such as that of New York Times reporter Jayson Blair
in 2003 have served to keep the topic in the public consciousness in the States. The U.S.
is, of course, a litigious society which may in some way go to explain the attention given to
the matter. At American and also British Higher Education (hereafter referred to as HE)
institutions, steps have been made to try to curb what many see as a contagion, a growing
problem with plagiarism at undergraduate, graduate and also faculty level, and strenuous
efforts have been made to combat it. The result has been a large output of publications and
websites devoted to the topic as well as practical guides.

But what of the situation in Japan? What can Japanese higher education establishments
learn from the experience outside Asia, to what extent is the problem and attitude toward it
different here, and do cultural differences play any role in this regard; that is if, indeed, a real
or potential problem exists? It would seem a worthwhile exercise to look at these questions,

which is the principle aim of this paper.

2. History
... for talent, as Picasso once observed, borrows where genius steals. Indeed, Picasso
probably stole this celebrated maxim from Stravinsky, though claims that Stravinsky
filched it in turn from Rimsky-Korsakov, who stole it from his mother at gunpoint, are

as yet unverified. (Dyson, 2004)

The term plagiarism derives from the Latin plagium. It means kidnapping. The
Romans, however, did not invent it. They nicked it from the Greeks... I do not know
where the Greeks nicked it [from], but it is more or less self-evident that the first
person to have it nicked from him, i.c., its inventor, failed to pay the ransom, and
the rest is semantic history. Had there been a High Court around, its inventor would
have sued, but those were primitive times; my theory is that the kidnapper, when the

inventor refused to cough up, hit him with a rock. (Coren, 2006)
The above quotation is from British journalist and humorist Alan Coren commenting on the

legal case that followed the publication of Dan Brown’s novel The Da Vinci Code, and is not

far off the mark in his explanation of the derivation of the term, first used by the poet Martial
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(Marcus Valerius Martialis — ¢.40-103 BC) regarding someone who had “kidnapped” some of
his poems by copying and circulating them under the copier’'s name. But while copying so as
to take credit for another’s work was deemed wrong, use of another’s work to create something
of one’s own was not. The goal was to take an idea that someone else might have had first,
but to improve on it, or its execution. Classical writers, such has Martial, Aristotle, Socrates,
Aristophanes and Plato borrowed heavily from earlier works; it was considered orthodox.
Plagiarists and plagiarism are nothing new. Indeed it has even been linked (inextricably) to the
rise of the novel, with renowned novelists such as H.G. Wells being accused of it. Artists have
always made excuses for taking other peoples’ ideas and adapting them to their own ends.

Literary or artistic plagiarism in the past was assessed as either “good” or “bad”:

There is a vast difference between imaginative and unimaginative borrowing; between
the borrower who makes poetry of the first order from his borrowings and the derivative
artist; and between the derivative artist and the plain thief. And this difference between
the successful and the unsuccessful borrowers, is the difference between the artist and

the plagiarist. The plagiarist is simply the bad borrower. (Edwards, 1933, p.115)

Outside of literary piracy, scholars reviewing Martin Luther King Jr.’s papers have found
evidence of plagiarism in his doctoral dissertation and other papers which has brought his
academic integrity into question, although this has done little to diminish the man’s stature
or his achievement. However, the form of transgression that King has been accused of is one
that mortals of much lesser social standing have been vigorously condemned for and one that

has been observed, certainly in the West, to be spreading.

3. The Present Situation

Until very recently HE institutions were reluctant to discuss plagiarism on campus. Past
policy was to brush it under the carpet rather than confront the problem. However, the
advent of the Internet forced a sea change. Increased reliance on the Internet has lead to a
phenomenon known as “Cyber plagiarism”, sometimes incurred inadvertently through the
process of so-called “dropping” and “dragging” (see Lipson, 2004, pp.12-13). “Inevitably,
the old mail-order term-paper mills have given way to their cyber counterparts” (Mallon,
1989;1991, p.246). Automatic/ automated translation functions have further muddied the

situation.
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Much as effort has gone into warning against plagiarism, so a great deal of research has
been conducted into methods of combating it. In Japan, however, little attention has been
paid to the matter, as is evidenced by the very few studies produced in the country in
comparison with those on the subject of Copyright. So does this mean that no problem exists?

In Japanese the terms tousaku C(&{E) and hyousetsu (31%7) denote stealing a piece of
work or robbing someone of their work. In a society associated with honesty and diligence,
however, neither word properly conveys the same meaning that “plagiarism” evokes. Dryden
(1999) carried out student surveys and interviews with a number of Japanese professors (many
of them English-speaking) as well as native-English-speaking foreigners at “half a dozen
universities in Japan” and “frequently heard echoes that plagiarism is ‘no big deal™ (p.76).
He perceives a “mutual disorientation” between the Japanese and Western perspectives on
plagiarism and remarks that the Japanese work “in a very different epistemological tradition”
and that they regard moralizing on the matter “with bewilderment”(p.75). Concerning his
student survey he found the responses were so similar that he wondered if the students were
simply writing what they thought or were expected to say (my own findings in a survey |
carried out on a smaller scale provided strikingly similar results — see below). Dryden observes
that attitudes at secondary education level in Japan can be traced back to methods used
earlier in the system: the fact that “debate and discussion are rarely undertaken” (p.77) with
students generally keeping opinions to themselves: he quotes Thomas P. Rohlen (author
of Japan's High Schools, 1983), “By implication, Japanese high school education provides
no intellectual roots, it turns out students long on information and short on intellectual
reasoning.” Dryden states that “teachers who try to observe such Western conventions as the
authorial ownership of words and ideas find themselves at odds with an academic culture that
does not value those conventions very highly” (p.79). He also notes the tendency of Japanese
undergraduate essays to be a “patchwork”.

Diekhoff et al. (1999) reported data obtained from a sample of 286 students of
undergraduate level at three Japanese universities over three months in 1995 in a survey on
cheating in examinations (p.345). Their results showed that “Japanese students reported
significantly more cheating on exams than did American students...” (p.347). “Overall,
American students rated social stigma as more deterring than did Japanese students, but this
cross-reference was found to be significant only among noncheaters.” Regarding the deterrent
effectiveness of guilt, “Our Japanese students ranked guilt most effective, followed by fear

and then social stigma” however American students placed fear as most effective. “Japanese
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cheaters were less deterred than their American counterparts by both social stigma and fear
of punishment.” (p.351)

It must be stated here that in my personal experience, cases of plagiarism have been
mainly restricted to students on the correspondence course here at Keio, although in my
undergraduate Academic Writing courses I have occasionally come across it for reasons
comparable to those of students caught in Western universities discussed below.

Let me cite two examples that I have encountered since | have been involved in marking
reports for the advanced Academic Writing course. The opening of this first essay was copied
directly from eNotes.com which purports to make “quality study guides available online” and

was found in a matter of seconds using a Google search:

The End of the Affair Summary & Study Guide by Graham Greene:

Graham Greene's novel The End of the Affair was first published in 1951 in England.
The events of the novel concern an adulterous affair in England during World War
I1. With the war and the affair over, Maurice Bendrix seeks an explanation of why his
lover, Sarah Miles, broke off their relationship so suddenly. Greene’s contemporaries
could relate to the setting of the story, as the war was fresh in their memories and they
were living in the same postwar period as the characters. Within this setting, Greene
explores themes of love and hate, faithfulness, and the presence of the divine in human

lives.

Student version:
Graham Greene’s novel “The End of the Affair” was first published in 1951 in England.
The events of the novel concern an adulterous affair in England during World War I1.
With the war and the affair over, Maurice Bendix secks an explanation of why his lover,
Sarah Miles, broke off their relationship so suddenly. Greene explores themes of love

and hate, faithfulness, and the presence of the divine in human lives.

The rest of the essay was of a similar vein and the culprit most probably paid the one-time
charge for downloading the paper ($7.95). Another, on George Orwell’s novel Nineteen
Eighty-Four, was downloaded entirely from BookRags.com. In one further case where I

made an official complaint, the student in question was made to tender a written apology and

109



BEMESREA SNERREE IS 3 5

forbidden from submitting any further essay for the credit, whereas in the U.K. or U.S. he
would likely have been expelled. This leniency, also observed by Dryden (1999), is indicative
of the clemency shown for perceived mitigating circumstances such as simple ignorance of
the correct conduct.

For the purposes of this paper I conducted my own survey amongst students from
undergraduate to graduate level at two notable HE institutions in Japan, Keio and Hosei
universities, from different faculties in a rough survey carried out in 2005 and 2006 covering
some 76 students. Admittedly this was modest in scale, but the results are nevertheless
significant.

Those who responded to the question (discounting non-respondents) “Do you know
what plagiarism is?” answered Yes: (56.5%) No: (21.05%). “Have you ever copied from the
Internet?” Yes: (23.68%) No: (23.68%) (probably because the question was miss-termed; “Have
you ever copied from the Internet with the intent to mislead the reader into thinking that
the words were your own?” would, in hindsight, have been a better question). “Have you ever
copied from all or part of an assignment from others?” Yes: (21.05%) No: (40.7%). Of those
who answered “Yes” to the latter their reasons were mainly “Because it's convenient” / “Because

”

I couldn’t say ‘No” / “Give and take policy” / “T couldn’t deny my work to be copied by my
friend” / “T was not able to keep track of the deadline because of having multiple assignments/
finish faster”. On the question “Have you ever discussed the topic of plagiarism with your

teacher/ other students?” 18.4% answered Yes, and significantly 59.2% No; “Have you ever

taken a writing course?” Yes 35.5%, No 40.7%. On “What do you initially do when assigned
a written report” comments were: “Search the Internet library” / “Use Internet” ; “Internet
(because going to the library takes too much time).” Only one student remarked “Go find a
book about it”, which is symptomatic of a general international trend (see Bowman, 2004,

pp-6-7) to rely on internet sources, also remarked upon by Stubbings and Brine, 2003.

4. Racial profiling

Student plagiarism tends to take two main forms: 1) deliberately considered (i.e.
intentional, flagrant) sometimes due to pressure to achieve good grades (see Stubbings and
Brine, 2003, p.42) and 2) inadvertent (unconscious, i.e. “subliminally reproducing something
already digested”) or unintentional: due to poor study skills, poor time management, poor
research and citation skills, or a lack of understanding of what plagiarism is. Lackie and

D’Angelo-Long (2004) cite Robert Harris (Harris, 2002) who states that students are “natural
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economizers” and links their resorting to plagiarism as due to “poor time management and
planning skills”. They add that this is a “cultural variable that enters into the equation...in
many Asian, Middle eastern, African and First Nation cultures, ideas and words expressing
those ideas are not considered the sole property of the originators.” (p.36) Harris also observes
that “plagiarism is a relatively new concept.”

One of the consequences of the focus of attention on student plagiarism in the U.S. has
been a tendency to see the problem in terms of cultural background. Pecorari (1998) asserts
that “In western universities there has been a popular belief that international students
(foreign) are particularly prone to copying,” Some lecturers at English-speaking countries
believe that international students are especially likely to plagiarize.

It has been determined that definitions of plagiarism differ according to the culture.
Paraphrasing Yamada (2003) it is very difficult for native speakers of English, let alone ESL
students, to grasp a proper understanding of when it is necessary to acknowledge a source.
Considerable cultural differences also exist in the student-teacher relationship. The degree of
respect shown to the teacher and how this respect is shown varies enormously from culture to
culture (Ninnes et al., 1999). International students tend to be more reluctant to question the
opinions of a teacher/lecture as this is a position of authority.

Robertson et al. (2000) suggest that this reluctance is stronger in particular groups such as
Japanese students and female international students. Furthermore, these students often take
the opinions of a book or lecturer as the truth without question as the knowledge has come
from someone of superior authority. It is therefore unsurprising that this information is then

reproduced verbatim.

5. Remedies

Several years ago the British LTSN-ICS (Learning and Teaching Support Network —
Information and Computer Science) and Loughborough University Library in England carried
out a project to find out why individuals plagiarize, to “identify student practices in relation
to their assignments; current citation practices, determine the level of student undergraduate
understanding of plagiarism; help students work out their own level of knowledge; provide
online resources that improve their understanding of plagiarism and avoid being a plagiarist”
(Stubbings and Brine, 2003, p.42). The survey revealed that students said they did not receive
enough tuition on citing and referencing, that their tutors were also ignorant on the matter,

and that this resulted in anxiety about citing from electronic sources. One student remarked
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that “I am terrified to cite an electronic site any more as the last time I was marked down
for it.” (p.42) Regarding information-seeking behavior, 84% responded that they use Internet
sites, only 3% that they used journals. Noticeable was a tendency to use quotation rather than
paraphrase: only 7% said they copied in whole or part or allowed their work to be copied by
friends. “The reasons by students for copying part or all of an assignment were that they did
not understand what was required or that they ran out of time.” (p.43)

The usual recourse has been punishment for plagiarism in the West, usually consisting of
failure (and therefore repetition) of a course or expulsion of the student, yet there is a need
for caution in acting in too draconian a manner, in being careful not to cross the narrow line
between cautioning and threatening punishment, although in certain circles academic piracy
is equated with crime. This, for example, is a quotation from “The Student Style Manual” at

Morris Knolls High School Library, Rockaway, New Jersey:

We in the Morris Hills Regional District consider plagiarism, whether it be accidental

or deliberate, so serious an offense that you will receive a grade of zero on any
assignment that is plagiarized.

(See http://www.mhrd.k12.nj.us/mk/library/stylemanual.htm)

[emphasis added]

Given that students, particularly undergraduates, often do not know how to cite, there
seems little point in simply preaching, as practical advice would be more efficacious. Words
associated with “plagiarism” are of course such terms as “piracy”, “theft”, “stealing”, etc. which
have helped to encourage and reinforce an image of criminality. But at the student level we
need to treat the subject with kid gloves. In some instances the same pitfalls encountered
by students are also encountered by academics. As Bowman (2004) notes “if a professional
writer can get into trouble via technology, how much more vulnerable to mistakes is the
student researcher?” (p.7) In addition, Stubbings and Brine (2003) point to “many shades of

grey in relation to plagiarism, including the definition and severity of the offence”. (p.42)

5.1 Pre-emptive plagiarism education
In my experience prevention is vastly preferable to detection, which is both time consuming
and unprofitable in the long run. We should not have to police our classrooms. What is

required is to set a proper example and lay out the notions of proper academic conduct at an
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early stage, particularly among freshmen, to instill an understanding of intellectual property
and a sense of ‘dishonesty’ before the friendship/peer-pressure begins.

There also seems to be a definite need for greater cooperation between media resource
centers and teaching staff, not so much as to conquer what may or may not be a growing
problem, but to prevent it from happening. Collaboration between library staff and teachers
can have positive results. One recent example of this is Vibiana Bowman’s 2004 resource
guide and CD-Rom “Tutorial for Educators and Librarians” (see Bibliography below).

Students should not be confused by style manuals but informed about the basics: citation
systems do not matter as long as acknowledgement is made for using someone else’s writing
or research (the MLA Handbook for Writers or Researchers, for example, is regrettably
long, perhaps indicative of an American tendency toward invective and verbalism). In the
classroom the practicing of summarizing and paraphrasing are essential as is guidance as to
how and when to quote. Explaining such matters as when is it necessary to acknowledge a
source, or permissible to resort to translation software and encouraging the use of printed
sources along with the Internet, together with emphasis on the dangers of misinformation and
error likely to be incurred when citing electronic sources as opposed to printed ones should
also be a priority, especially given that the Japanese university curriculum does not encourage
independent writing or critical thought. We might also consider, here in Japan, making
“study skills” and information literacy a required subject for all freshmen, even if only for one
semester.

Plagiarism will never be eradicated, but we can take positive measures toward preventing it

and instilling a sense of intellectual integrity among our students.

5.2 Recursive writing
Mallon (1989; 1991) offers some useful pedagogical strategies as proposed by academics
in the States, although he feels that they are only “further instances of the general dumbing-

down and infantilzation of American college life.”

Bruce Leland of Western Illinois University recommends that professors ‘Watch [their]
students write. Ask them to bring notes or drafts to class, have short conferences about
the assignment, use peer groups to comment on drafts, ask for drafts to be submitted
with the final paper.” Even worse, Mary Hricko, the Kent state librarian, suggests that

‘we can lessen the temptation to plagiarize in the way we organize our assignments’.
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On her campus, ‘several instructors provide students with a list of required web sites
to examine. Although this procedure may appear restrictive, students learn how to use
specific reference materials and compare ways in which their classmates incorporated

the same sources into their assignment.” (Mallon, 1989; 1991, p. 247)

Mallon, however, caustically comments that “instead of being asked to take all knowledge
for their province, students past voting age must have their hands held while crossing the
information superhighway” (p.247) and adds: “some of the pedagogical strategies now being
advocated to keep students from plagiarizing seem like further instances of the general
dumbing-down and infantilization of American college life” (p.247). He goes on to cite
recommendations from certain college professors that students be watched as they write, that
they bring notes to class, and ask for final drafts to be submitted.

This latter strategy, the present author has found, is effective in the Japanese case,
whereas peer-marking, whereby fellow students comment on and correct text, usually
proves unproductive. Mallon quotes the librarian at Kent State University who suggests that
tutors “place specific items on reserve for student research and provide students with a list
of required web sites to examine. Although this procedure may appear restrictive, students
learn how to use specific reference materials and compare ways in which their classmates
incorporated the same sources into their assignment” (p.247). Again this is an approach

which, despite Mallon’s rather jaundiced view of it, the author agrees with.

5.3 Resources rather than recourses

Educators should be encouraged to refer to the extensive resources available giving
advice on plagiarism, its detection and how to respond. In this connection, a useful list of
resources is available on the Central Queensland University Homepage: [http://ahe.cqu.edu.
au/plagiarism.htm.] including Anti-Plagiarism sites. Some important resources include: The
Center for Intellectual Property (University of Maryland College) "

The Professional Development Collection [Educators] “Provides a highly specialized
collection of electronic information especially for professional educators, professional
librarians and education researchers.” The collection includes abstract and index coverage for
over 585 well-known professional development titles, and searchable full text for 504 journals
covering the most current topics in the field of education.”?

Among the plethora of books being produced to turn the tide which, judging from the
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number of recent publications addressing the matter has turned into an industry in itself, are
handbooks like Charles Lipson’s 2004 manual Doing Honest Work in College. Yet however
well-intended such manuals are, there is also a danger that they can also serve to exacerbate
the problem by presenting the temptation to plagiarize. For example, Lipson states at the start
of his book that in a Google search of “Catcher in the Rye’ + phony” the top two results were

ready-to-use term papers on the topic.

6 Conclusion

From an Asian perspective, the problem of plagiarism on campus may appear symptomatic
of the American propensity to see everything on a large scale and proclivity for hyperbole.
But the problem (if there is one) may be deeper than that: Buranen (1999) makes the cutting
observation that in the U.S., while proclaiming a belief in the value of education “... a look
at the relative amount of money spent on it or the lack of positive media images suggests
that maybe we [American people] do not value teaching and learning as highly as we tell
ourselves.” (pp.68-9) This might also apply to Japan or any other developed country for that

matter. She goes on to say:

. our frequent inability to recognize our own cultural values and biases may also be
at work in our beliefs about plagiarism Rather than stemming from our own morally
impeccable, confident proclamations about the value of education, the importance
of doing one’s own work and not stealing the fruit of someone else’s labor, and so
on, many of our own attitudes as well as our indignation at perceived instances of
plagiarism may instead betray a deep suspicion of students themselves, especially,
perhaps, students from backgrounds and cultures very different from our own. Our
reaction may merely be anger and embarrassment masquerading as moral indignation,
because we have been “had on” by our students: we may have been taken in by a
student’s lovely essay and the evidence of growth this demonstrates (no doubt because
the students had such splendid guidance!) only to discover that it is not the student’s

own work after all. (Buranen, 1999, p.71)
In addition, as stated earlier, an over zealous reaction can have retrograde results, as witnessed

by the 2004 case of the sophomore student at McGill University in Montreal, who challenged

the university policy on the issue of requiring students to submit essays to the Internet-based
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program called Turnitin, which compares type against every last document on the Internet,
with a database of some 15 million other documents (see Appendix). Any similarities to that
vast content show up within minutes on the system, side-by-side with the source material.,
that verifies originality by comparing documents to thousands of others. He appealed to the
university senate committee and won. Respect for students’ rights is also imperative, as is the
need to strike a balance between creating an awareness of the problem and a tactful response
that does not serve to aggravate it; it is now a molehill--- above all, here in Japan we must
prevent it from becoming, as it has in the U.S., a mountain. However, this does not preclude
further discussion of the topic.

Ttalian artist Alberto Sughi, by the way, whose work Yoshihiko Wada has been accused of
copying, has said that he does not intend to sue the Japanese artist, taking the view that he “will

suffer enough social backlash”.
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Notes
1) [http://www.umuc.edu/distance/odell/cip/links_plagiarism.html]
2)  [http://search.ebscohost.com/login.asp?profile=web&defaultdb=ehh]
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Appendix

By Emanuella Grinberg. Student wins battle against plagiarism-detection requirement CNN Court TV
Wednesday, January 21, 2004

[http://www.cnn.com/2004/LAW/01/21/ctv.plagiarism/]

CNN (Court TV) -- After refusing to submit his class work to a plagiarism-detection Web site, a 19-year-
old sophomore has become the first college student to challenge university policy on the issue -- and win.
The senate committee at McGill University in Montreal sided last Thursday with sophomore Jesse
Rosenfeld, who argued that he should not be required to submit his essays to Turnitin.com, a Web site
that verifies originality by comparing documents to thousands of others.

Though the ruling was a boon to student organizations across Canada and the United States who have
protested use of the plagiarism-detection site, Turnitin.com insists it is in compliance with all related
copyright laws.

The conflict began in October, when Rosenfeld refused to hand in essays for his international
development studies class through the Web site. He received failing grades for his assignments.
Rosenfeld filed an appeal with the university senate committee. Afterward, his professor “reluctantly”
agreed to grade his papers without submitting them through the online plagiarism-detection program --
giving him Bs and Cs for his work.

Rosenfeld said he had “an ethical and political problem” with the university’s policy of submitting student
work to Turnitin.com.

“T was having to prove I didn't plagiarize even before my paper was looked at by my professor,” Rosenfeld
said, according to the Globe and Mail.

Rosenfeld wasn't the only one concerned. Several on-campus groups have voiced opposition to the site,
and the national body representing all Canadian student organizations, the Canadian Federation of
Students, recently took up a policy position against it.

“Of the 20 Canadian universities currently using the site, not one consulted with students in the decision-
making process when signing on with Turnitin.com,” said Tan Boyko, national chairman of the CFS. “That
in itself shows a lack of respect for students’ rights.”

Boyko also believes universities should not be permitted to turn over essays to sites like Turnitin.com,
which he said makes money off students’ work without their consent.

“The student is the author of the work, and deserves to be part of the decision as to where his work goes,”
Boyko said.

John Barrie, founder and president of Turnitin.com, said such accusations are groundless and made
without due diligence.

“This is the first time since our inception in 1998, since millions of papers have gone through our site,
that this issue has come up,” Barrie said. “We are following the letter of the law, and not one of the 3,000

universities who use our service would have signed contracts with us if we weren't.”
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Because student work exists in Turnitin.com’s database solely as digital fingerprints and not as collections
of essays, Barrie disputes accusations that the company makes unfair use of students work.

“The value to our company is not in the collection of words and characters in an essay, but in the series of
numbers derived from the essay once we transform those words and characters into digital fingerprints,”
Barrie said. “In short, the value to us is not derived from the student’s actual work.”

Barrie says in this way, Turnitin.com does not violate students’ copyrights to their work, adding that
students retain control over their copy.

“We don't harm the free-market value of the work --a student can take their Macbeth essay to the market
and make millions,” he said.

But, according to CFS, sites like Turnitin.com present an even broader political issue.

“We see the use of sites like Turnitin.com as means of cutting corners,” Boyko said. “We think they are a
poor substitute for trained individuals.”

A former professor who launched the site after students complained of the proliferation of plagiarism
because of the Internet, Barrie sees little merit in that argument.

“Human beings can't detect plagiarism,” he said, and referred to a Rutgers University study that found 40
percent of students polled admitted they plagiarized at least once.

“Unless you apply a digital solution, it's impossible. We have 13 seven-foot, computer racks to determine

if' a student has lifted one line in an essay from the Internet.”

Acknowledgement: I am grateful to my colleague Nicholas Henck for his comments on an earlier draft of

this paper.
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Assessment in English Oral Communication for
Keio Senior High School:
Working toward Improving Reliability and Validity

Jonathan Harrison

Namiko Mochihara

Abstract

Reliability and validity are important issues in language testing. This paper analyzes
the reliability and validity of the 2005 first semester Keio Senior High School Oral
Communication test. The items for this type of test are prepared individually by the part-
time native English teachers and the full-time Japanese teachers who teach the Oral
Communication classes. Item analysis provides a basis to open a discussion on ways to
improve future test items, future tests, and methods used to create such evaluations.
Improving the quality of evaluation procedures is paramount to continuing program

development. Piloting is recommended to improve reliability and validity.

1. Rationale

At Keio Senior High School, the freshmen are tested twice a year as part of the evaluation
process for Oral Communication I, OCI, using tests similar to this test. The tests are created
each term by a team of teachers aiming to cover the topics from the Departure textbook. The
other portion of the evaluation process is the individual student assessments done by the
respective teachers on speaking tasks in the classroom. The Common European Framework
of Reference (CEFR), which is a practical tool created by the Council of Europe for setting
clear standards to be attained at successive stages of language learning, was adopted by the
English Department as a reference by which students of various levels of language proficiency
who are studying with a variety of teachers, books, and learning materials could be judged.
This test is a measure of student listening comprehension written to reflect the lower levels of

the CEFR.
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For administrative reasons, the test is prepared in a multiple choice format. This format
is practical as it allows for large numbers of students to be assessed in a short time. Each
question has four answers to choose from, and students are allowed to take notes throughout
the test. Students are given a test paper and a marksheet for this listening test which takes
50 minutes. The test consists of four parts divided into twelve sections: Section I evaluates
knowledge of vocabulary; Section 11 tests the students’ abilities to respond to short statements
and questions; Sections I to VI each consist of a short listening exercise with written
questions following; and sections VII to XII are each a listening text followed by spoken
questions which are not written on the test paper. The test being analyzed here consisted of
62 items.

Although much work is put into making the test, there is little follow-up after the scoring
procedures are completed. This paper will focus on four research areas. Reliability of the
test will be discussed in section 5. Reliability will be determined using the Cronbach-alpha.
Section 6 will analyze the validity of the test. Face validity, construct validity, and the level
of criterion related validity with the TOEIC Bridge Test will be discussed. In section 7,
item analysis and sectional analysis will be given. Item facility and item discrimination will
be used to evaluate items for difficulty and discrimination, and distractors will be analyzed
for effectiveness. Finally, suggestions for creating a more effective and efficient measure of

student proficiency will be made in section 8.

2. The framework for the course

The OCI course focuses on developing oral and communication skills and promoting
interaction between students in the target language. Class sizes range from 15 to 25 students
for these classes, and students are tracked into beginner, intermediate, or advanced levels
according to the results of the TOEIC Bridge Test. The upper two levels are taught by native
speakers of the English language, and the beginner level is taught by Japanese teachers of
English. A MEXT (Ministry of Education, Culture, Sports, Science and Technology) approved
course book works as a notional /functional syllabus; the 2005 course book, which is currently
being used, is Departure. Instructors supplement this course book with activities and
materials focusing on reading, writing, speaking, listening, vocabulary building, pronunciation,
grammar, and other areas which are believed to benefit the students and enhance their
communicative abilities. Reading, writing, and grammar are also taught by Japanese teachers

of English in the English I classes.
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3. The purpose of the test

The purpose of this test is as an achievement test as well as a proficiency test on listening
skills. This test allows students to be assessed by the whole department, not just by a single
teacher, allowing students the opportunity to demonstrate their skills. By giving the same test
to all of the students, one aim is to raise the students” awareness of their learning processes.
A second aim is for the department to provide goals for the students based on the topics
discussed in the textbook, and, thirdly, to give the students a sense of achievement. This test,
which is administered twice a year at the end of each semester, is only a portion of the whole
evaluation process for the course; other elements, such as presentation and speaking skills,
ability to interact, attitude, and so on are evaluated in class by each instructor. The test will
be analyzed here as a norm-referenced test used to spread the students along a continuum
and as an achievement test covering functions and topics taught during the semester prior to

testing.

4. Overview of the results

Table 1. OCI Test Statistics

Central Tendency Dispersion
N M mode | median | midpoint low-high | ranges S SEM
746 42 45 42 31.5 4-59 96 6.21 2.8

In September of 2005, 746 students took the OCI test. The results for the test form a
normal distribution with a high of 59 and a low of 4 (See Table 1). The mid-point is 31.5 and
median and mean are 42 creating a positively skewed curve. The most frequent score was
45. As the standard deviation was 6 points, approximately 70% of the students scored within
one standard deviation of the mean between 36 and 48 points. Thirteen percent scored two
standard deviations above the mean between 49 and 54 points, or two standard deviations
below the mean between 24 and 30. The remaining 2% of the students fell at each of the tips

of the curve (See Figure 1).
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Figure 1. OCI Test Results
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Overall, the test curve is not well-centered, yet scores are dispersed effectively as should be
the case with a norm-reference test. Additionally, the curve has a positive skew which makes
it effective as an achievement test showing that the majority of students scored roughly one

and one half standard deviations above the mid-point.

5. Reliability
5.1 Reliability coefficient & SEM

Reliability is the extent to which the results of a given test can be considered consistent if
the test were to be administered again. Using the Cronbach-alpha, an internal-consistency
strategy, the reliability coefficient was determined as .785 (Brown, 2005, pp. 177-179).
The standard error of measurement (SEM) is 2.8 (Brown, 2005, p. 189). This means that a
student who scored 51 could be expected to score between 48.2 and 53.8 about 79% of the

time if the test were given repeatedly.

5.2 Discussion of factors affecting the reliability of this test
The large group of students and the large range of abilities of those students contributed to
the reliability of this test (Henning, 1987, p. 78). With sixty-two items, the test is long enough
to be sufficiently reliable. The overall test design is good as it includes 4 types of items.
However, the test has both carefully written and poorly written items. As the test is

covering all levels, it is assessing a wide variety of material and not similar language material;
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therefore, reliability suffers slightly. Item analysis led to an understanding of some of the
measurement error due to poorly written items and administrative factors, such as 2 items

being incorrectly marked on the key will be discussed in section 7.

6. Validity
6.1 Face validity

Face validity, the perception of the population who administer and take the test that it is
valid in some meaningful way, is fairly high for several reasons. The name of the school has
high name recognition and is known to have high-expectations and high-quality programs,
teachers, and students. Much time and energy is divested into coordinating all of the part-
time native speakers of English and involving them in the test making process. With a variety
of teachers from six different countries contributing to the test, it is created to test a variety
of skills, levels, and comprehension levels of various dialects and accents. This examination
is one of the students’ end of semester exams, and they know the test is used as part of their
course grade. Students also realize that the test will allow them to understand their level in
relation to their peers. Because the levels of students range from beginner to near native, the

test is made to test multiple levels which makes the test valid for this group of learners.

6.2 Content validity

The Departure course book fulfills the role of a functional/notional syllabus. The teachers
have agreed that these are the functions, topics, and vocabulary to be taught. Vocabulary also
is taken from the English I required vocabulary text, Database 3000. The vocabulary section
of the test is over material covered in multiple English classes throughout the semester. Ttems
of the test cover the following functions/topics which are included in the course book: daily
life, sports, travel, shopping, part-time jobs, restaurants and ordering food, talking on the

telephone, weather, hobbies, and asking and giving directions.

6.3 Criterion related validity with the TOEIC Bridge Test

The TOEIC Bridge Test was designed by Educational Testing Services to measure
emerging English Language competencies. Specifically designed for beginner to intermediate
level students, it is a written test with only listening and reading sections. The TOEIC Bridge
Test is administered in exactly the same fashion as the full TOEIC test. The OCI test is not

constructed with the same format; however, both are listening proficiency tests.
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Figure 2. Plot for Validity Coefficient
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The validity coefficient between the Keio High School OCI Test and the TOEIC Bridge
Test was .73. The scatter plot graph (Figure 2) illustrates the positive correlation between
the two tests. The percentage of overlap between the two measures, the coefficient of
determination, is .53. One possible reason for this weak positive correlation could be that the
functions and topics measured by the TOEIC Bridge Test are different than those of the OCI

Test. Suggestions for increasing the validity of future tests will be made in the conclusion.

7. Item and section analysis
7.1 Item facility and item discrimination

Table 2 summarizes the percentage of correct answers for the test items (item facility:
IF) as well as the ability of the test item to separate the better performing students from the
poorer performing ones (item discrimination: ID). For individual items values, see Appendix
A. Brown (2005, p.75) states the IF range of .3-.7 as good for norm-referenced tests. The
“Acceptable” values would not be acceptable on a normal norm-referenced test. However, as
this test is used for achievement purposes as well, “Acceptable (high and low)” and “Acceptable
(easy)” categories have been added. “Acceptable (easy and high)” allow for beginner level
students to correctly answer and feel confident about a number of items. The “Acceptable

(low)” area separates intermediate and advanced level students as the items are more

challenging.
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Table 2. Criteria for Item Analysis

Item Facility [tem Discrimination

Acceptable (easy) .90-1.00 Very Good >4
Acceptable (high) 71-.89 Good .30-.39

Good .30-.70 Acceptable .20-.29
Acceptable (low) .20-.29 Poor <.19

Poor: too difficult 0.0-.19 (Brown, 2005, p.75)

Table 3 summarizes the results of the items performance using the above criteria. This test

is comprised of a total of 62 items.

Table 3. Item Tallies According to Item Facility and Item Discrimination

Item Facility Item Discrimination

Performance Level Number of Items Performance Level Number of Items
Acceptable (easy) 18 Very Good 7
Acceptable (high) 16 Good 9

Good 21 Acceptable 17
Acceptable (low) 6 Poor 29

Poor: too difficult 1

[F analysis shows that approximately a third of the items were acceptable (easy), 16 items
were acceptable (high), about a third were good, and 6 were acceptable (low). The acceptable
(high and easy) items are created to function to show achievement in the beginner and
beginner-intermediate levels. Having these items on the test allows for student confidence.
Acceptable (high) items discriminate between beginner and intermediate levels. The good
items function, as items on a norm-reference test should, to separate all levels. When written
well, acceptable (low) questions separate the upper intermediate level students from the
advanced level students.

I[tem discrimination statistics show that roughly half of the items discriminate at acceptable
or higher levels, and just under half of the questions are poor discriminators. For a normal
norm-referenced test, items which discriminate poorly would be omitted or improved, and
having 29 of 62 items with poor discrimination would be terrible. As with norm-referenced
tests, one purpose of this test is to spread the students along a continuum; however, this

test also functions as a criterion referenced test. Items specific to level are included to show
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achievement for beginner level students are poor discriminators (Henning, 1987, p.50). 16
of the 29 poor discriminators are categorized as acceptable (easy) meaning that more than
90% of students understand these items. These items shift the ideal curve, with IF of .5, for
a norm-referenced test more toward our ideal of a bell-curve with the mean IF of .75. The
remaining 13 items had various item facility values; one of which was too difficult, yet analysis
revealed it was incorrectly keyed.

To locate items which perform poorly, item facility, item discrimination, and distractor
analysis were taken into account (See Table 4). There were 7 items, marked (**), which
proved to be poorly written, misleading, or which had the correct answer marked incorrectly
on the key. Items where distractors were more popular choices than the correct answer led to
the following discoveries. Q40 and Q51, 2 of the poor discriminators, were incorrectly marked
on the answer key. Q15, also a poor discriminator, was written poorly as it had multiple
correct answers. Poorly worded questions and answers on Q28, Q39, Q48, and Q52, led
students to choose distractors over the correct answers. This means that a minimum of 11%
of the 21% variance was due to poorly written, misleading, and incorrectly keyed items. If this

test had been piloted, variance could have been reduced to roughly 10%.

7.2 Section analysis

Section and item analysis reveal that many of the sections had a subtle positive skew or a
nearly normal skew which for the most part means the section was balanced with questions
of varying difficulty. As mentioned earlier, an average IF of .5 is ideal; an average IF between
.5 and .75 in each section would create a positively-skewed curve with a normal distribution.
Also if sectional TF averages were within that range, it would mean that item difficulty is
distributed well within each section and students are being challenged during every part of

the test. The average IF for this test at .68 was ideal for our purposes.
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Table 4. Individual Item Performance (**Incorrectly keyed or poorly written item)

Section |

@00\10301#(»1\)—‘\'0

Section Il 11

* 15
Section llI 16

Section IV 19

Section V 23

Section VI 28

Section VII 31

Section VIII 36

= 39
* 40
Section IX 41

Section X 44

** 48
Section X 49

T
B
Section XII 53

IE

acceptable (high)
acceptable(easy)
good

acceptable (high)
acceptable (high)
acceptable (high)
good
acceptable(easy)
good
acceptable (high
acceptable (high
acceptable(easy
acceptable(easy
acceptable (high)
acceptable (low)
acceptable(easy)
acceptable(easy)
acceptable (high)
acceptable(easy)
acceptable(easy)
acceptable (high)
acceptable(easy)
acceptable(easy)
acceptable(easy)
acceptable(easy)
acceptable(easy)
acceptable(easy)
acceptable (low)
good

good
acceptable(easy)
acceptable (high)
acceptable(easy)
acceptable(easy)
acceptable (high)
acceptable (high)
good

acceptable (high)
good

good
acceptable(easy)
acceptable (high)
good

good

good

good

good

good

good

good

poor: too difficult
acceptable (low)
good

acceptable (high)
acceptable (high)
good

good

acceptable (low)
good

acceptable (low)
acceptable (low)
good

)
)
)
)

ID and comments

good

poor

poor

acceptable

acceptable

acceptable

good

poor

good

poor

acceptable

poor

poor

good

poor (multiple answers possible: A,B,C)

poor

poor

poor

poor

poor

acceptable

poor

poor

poor

poor

poor

poor

poor (A,B distractors popular as question is misleading)
very good

acceptable

poor

poor

poor

poor

acceptable

good

good

acceptable

good (B distractor popular as correct answer is poorly worded)
poor (neg); (answer incorrect on key)

poor

acceptable

very good

very good

acceptable

very good

acceptable

good (B,C,D distractors popular as correct answer is poorly worded)
very good

very good

poor(zero); (answer incorrect on key)

poor (C distractor is popular as question and distractors poorly worded)
acceptable

good

acceptable

poor

very good

acceptable (D distractor is popular but question is well-written)
acceptable

poor (B distractor is popular but question is well-written)
acceptable (B distractor is popular but question is well-written)
acceptable
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Table 5. Section Analysis

Central Tendency Dispersion
SUBTESTS N k M mode median midpoint high-low  ranges S IF
I 746 | 10 | 7.75 8 8 6 10-2 9 1.51 | 0.77
r* 746 5 1379 4 4 3 5-1 5 0.77 | 0.76
111 746 3 | 282 3 3 1.5 3-0 4 0.46 | 0.94
v 746 4 |3.66 4 4 2 4-0 5 0.62 | 0.92
\% 746 5 | 473 5 5 2.5 5-0 6 0.65 | 0.95
VI* 746 3 | 1.34 1 1 1.5 3-0 4 0.83 | 0.45
VII 746 5 | 4.58 5 5 2.5 5-0 6 0.7 |0.92
VIIT* 746 5129 3 3 2.5 5-0 6 1.08 | 0.58
IX 746 3 | 2.26 2 2 1.5 3-0 4 0.74 | 0.75
X* 746 5 | 2.29 2 2 2.5 5-0 6 1.3 | 0.46
XT* 746 4 | 1.46 2 1 2 4-0 5 0.9 |0.36
XII 746 | 10 | 4.62 4 5 5 10-0 11 1.78 | 0.46

Referring to the data in Table 5, sections | and IX work very well for our purposes. Sections
IT1, TV, V, and VII were extremely positively skewed meaning that nearly all test-takers found
these sections easy. Sections II, VI, VIII, X and XI(*) had one or more items which were
incorrectly marked on the key or which were written poorly thus affecting students’ scores

and the reliability of the test.

7.3 Discussion of the effectiveness of each section
Section | = Vocabulary

In this section an audio clip of a phrase or a short sentence is played which is followed by
a question asking about the meaning of one of the words from the phrase or sentence. The
students choose from 4 choices on their answer sheet. The source of the vocabulary for this
test is levels 1 to 4 from the Database 3000 text, which is the required text for the first year
students in the English program.

Out of ten items the mean was 7.75. The range was 10-2 and the standard deviation was
high. The average IF for this section was 77%. This section functioned well to disperse
students, yet item analysis reveals that two of the questions were acceptably easy or

distractors were poor as more than 90% of the students answered them correctly.
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Section Il — Stimulus-Response

Section I1 consists of 5 stimulus-response items where students must choose the best
response to a short statement or question after an audio clip has been played.

With a mean of 3.79, most of the students did well here. Three of the questions were quite
easy. One was of medium difficulty, and one was difficult with only 21% on the students

answering it correctly. See item 15 below:

Q15 (Hi. Can I take your order?)
a) No, I'm busy.

b) I'll have the special.
c) Yes.

d) Why?

For this question, 68% of the students chose the simple answer of “Yes.” The more complex
answer was an actual order, answer b, which only 21% of the students chose. Ten percent
of the students chose answer a, which could also be correct. This item is poorly written and

should be reworded as all of the answers are acceptable under different circumstances.

Section 11, 1V, V and VI = Short Dialogue with Written Questions

For these sections, a short dialogue is played, and test takers then must answer three to
five questions. Students must read the questions from the test paper and choose an answer.
Sections I11 and IV are played twice, while sections V and VI are only heard once.

These sections were extremely easy for the students as the scores were high, and the mean
was less than a half of a point from a perfect score. For all of the questions in these sections,
the distractors did not perform or the questions were easy (See Q19 below). Only 2 of 12

questions had distractors that minimally functioned.

Q19 What sport does Bill like to play?
a) tennis

b) watching TV
c¢) baseball
d) golf
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The item analysis reveals that 98% of the test-takers answered with choice d. The other
answers received roughly 1 percent each. This question although quite simple could be
made more complex by using more challenging distractors, such as replacing the non-sport
of “watching TV” with “miniature golf.” Most items in these sections performed with similar
results.

Section VI had 3 questions which proved to be difficult as the mean score was 1.34.
This section spread the students out a little more than the previous three sections of the
test. There may be a few reasons for this. One reason for this is the recording was from a
professional source as the previous sections were created by Keio's native English teachers.
Although the quality of the recording was better and the speech clearer, the dialogue was
also faster and the items more detailed which seems to have affected the scores. Another
reason is that one item, Q28, may be considered misleading as the answer is given in the text,
but the answer in not part of the choices the students can choose from, the answer being
“None of the above.” This item has been labeled misleading because the 3 distractors are of
grammatical similarity leading students the answer a different question, “How long does Dave

work?”

028 What are Dave’s working hours?
a) 4 hours a day
b) 8 hours a day
¢) 11 hours a day
)

d) None of the above.

Sections VII, VIII, IX, X, XI, and XII — Dialogues with Spoken Questions

As in the previous three sections, a dialogue is played and three to five spoken questions are
asked. The listening texts for sections VII and VIII are repeated a second time, but students
only have a chance to hear Section IX once.

Similar to sections III, VI, and V, the mean of the students’ scores for Section VII was
nearly a perfect score as 80% of the questions were quite simple for the students.

The mean for section VIIT was 2.9 out of a range from 0 to 5. The standard deviation was
over one point which means this section did separate students; however, not for the right

reasons. There were a number of problems with this section. The recording of this section
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was difficult to understand due to poor reading of the text. Three of the questions were of
medium difficulty, IF between .3 and .7 . One of the remaining questions, Q39, could be
designed better as the distractors were written as specific details and the answer was an
unspecified action. The other, Q40, had a negative item discrimination. The answer on the

key was incorrect; therefore, students were mis-scored on this item.

Q39 (Why can'’t Parker come to the phone?)

a) He doesn’t want to

b) He is not at home

¢) He is busy doing something (suggested change: taking a bath)
)

d) He is asleep

As with section VI, section IX is a professionally made recording. However, as opposed
to section VI, the answers are well-written using parallel grammar structures with minimal
differences which are quicker for students to read. The mean was 2.26 out of three points.
This section is balanced perfectly with one easy, one medium, and one difficult item.

Section X is a long dialogue followed by questions which are spoken. This listening text is
repeated twice in this section. Out of a possible 5-items, this section had a mean of 2.29 and
a standard deviation of 1.30. This section did differentiate between students, and if graphed
would have a nearly normal distribution. This part was difficult for the students as on each of
the questions, less than 61 percent of the students answered them correctly.

Section XI is a monologue which is played for the students only once. This section had a
mean of 1.46 and a range of 0 to 4. Two of the four questions in this section were written
well with good distractors. However, Q51 had a negative item discrimination because it was
keyed incorrectly; therefore, students were mis-scored on this item. Out of 4 choices, 26% of
the students answered item 52 correctly, yet 41% of the students chose distractor “c”. As no
piloting is done, only upon review was this item found to be confusing as there was no clear
answer from the listening text.

The final section is a single reading of a magazine article by one teacher followed by ten
spoken questions. This section was one of the more difficult and one of the longest subtests
being 10-items. The distribution was quite normal with a mean of 4.6 and a standard
deviation of 1.78. This section separated students the most. The multiple-choice answers

were short for 9 of the 10 questions which allowed students to be able to read them quite
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easily. Although three of the questions in this section were answered correctly by less than
25% of the students, the items were well-written. One item which proved to be a very good
item in regard to difficult and discrimination was Q57 which had and IF of .41 and ID of
.40. Each distractor was chosen by roughly 20 percent of the test-takers, and 40 percent
of the students chose the correct answer. The question and the answer choices are easy to

understand, and the answers to choose from are short and easy to read quickly and efficiently.

Q57 (What is the profession of Jonathan Jones?)
a) Engineering.

b) Making TV commercials.

¢) Photography.

d) Gardening.

7.4 Overall distribution of correct answers

Analysis of the total percentages of answers out of 62 shows 24% were “a,” 18% were “b,”
34% were “c,” and 24% were “d.” For this test, the answers are distributed well. To insure
a good distribution, future tests should be analyzed before being administered to equally

distribute the answers between the choices at roughly 25% for each a, b, ¢, and d.

8. Suggestions for Improvement
8.1 Suggestions for Improving Reliability and Validity

Reliability is fair. To improve reliability, variance due to controllable factors should be
minimized. For example, 7 items (See Table 4 or Appendix A) were incorrectly keyed,
misleading, or poorly written. Items like these can easily be identified by creating a piloting
program. Piloting items on a different group of students with similar ability would be ideal;
however, this would call for a few major changes in the current program. A minor change
would be to first pilot the OCI tests on the groups of teachers which create the examinations.
Those who brought the tests into being would obtain first-hand knowledge of how well
their items function. This change could be initiated at the beginning of the school year by
adding an official two hour per year, paid or unpaid, test piloting duty for teachers involved
in this process. After test creation, teachers could pilot the test during free periods on their

individual schedules.
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Secondly, as nearly 30% of the items on the test were extremely easy for the students,
piloting the items early with groups of similar students might increase reliability as items with
higher item discrimination values could be stored in an item bank. In this way, items from the
90" percentile, the 80" percentile, the 70" percentile, etc., could be included in future tests
to vary the level of item difficulty. Piloting would also allow test makers to balance sections
with easy, medium level, and difficult questions. Each section could be designed to have 1F
averages between Brown’s ideal of .5 and our ideal of .75, and this would lead to the tests
having ideal average IF values as well.

Validity can also be improved as course content becomes more defined, and this, in turn,
would allow future test content to become more defined. If topics, situations, grammar, and
vocabulary are chosen as content to be mastered for different levels, then items for testing
can reflect these areas and future tests will have higher validity.

Threats to reliability are threats to validity; therefore, improved item writing should be a
priority. One method to improve item writing would be through workshops to educate part-
time teachers or by creating item writing guidelines which part-time teachers could refer to
when making test items. However, guidelines do not necessitate better item creation as the
causes for poor item writing may lie deeper. This only reiterates the importance of adding
piloting as it would both allow for discovery of poor items and motivate test item writers to

write quality items prior to piloting.

9. Conclusion

This test upon analysis proved to have high reliability (r=.79) as an evaluation tool for
students of various levels, and validity was demonstrated through a weak, positive correlation
with the TOEIC Bridge Test. Reliability and validity can be improved by instituting some
form of piloting program to avoid errors in item creation and administration, such as
incorrectly keyed, misleading, and poorly written items. However, without making changes to
the current method of test creation, simple errors which accounted for 11% of the variance on
this test will doubtfully be avoided. With more discussion, the program can develop avenues
for improvement with further defined roles for those participating in test creation and test
analysis.

Further analysis of tests is recommended as it will allow for a more thorough discussion of
reliability and validity for this type of test. In the future a more carefully planned study should

be done to measure validity of this type of test against more than one other measure. This will
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lead to a truer picture of validity. Other areas for further study include the most cost effective
means to develop a more reliable and valid testing program, if a speaking portion of the test
can be added to efficiently measure speaking performance in the target language, and how
can the existing testing program be adjusted to allow for piloting and continued analysis of

tests.
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Appendix A

Item Analysis: Item Facility, ltem Discrimination, Distractor Analysis
Incorrectly keyed or poorly written item

ok

Q1 | Q2 | Q3 Q4 Q5 Q6 Q7 Q8 Q9 Q10 [ Q11 | Q12 | Q13 | Q14 | Q15 | Q16
0.73 | 0.99 | 0.68 | 0.75 | 0.76 | 0.86 | 0.52 | 0.93 | 0.68 | 0.87 | 0.86 | 0.99 | 0.94 | 0.78 | 0.21 | 0.96
0.91 | 1.00 | 0.77 | 0.89 | 0.89 | 0.95 | 0.70 | 0.97 | 0.87 | 0.92 | 0.95 | 1.00 | 0.99 | 0.94 | 0.30 | 0.99
0.55 | 0.96 | 0.59 | 0.61 | 0.61 | 0.72 | 0.35 | 0.87 | 0.48 | 0.77 | 0.73 | 0.99 | 0.89 | 0.59 | 0.13 | 0.92
0.36 | 0.04 | 0.18 | 0.28 | 0.28 | 0.23 | 0.35 | 0.10 | 0.38 | 0.15 | 0.22 | 0.00 | 0.10 | 0.35 | 0.17 | 0.07
a b C d d b d d d a c a b c b a
73 0 2 1 12 1 4 4 12 87 1 99 3 3 10 96
10 99 6 13 4 86 12 1 13 2 4 1 94 7 21 1
7 1 68 11 7 10 32 2 7 9 86 0 0 78 68 2
11 0 25 75 76 4 52 93 68 2 8 0 2 12 1 1
Q17 | Q18 | Q19 | Q20 | Q21 | Q22 | Q23 | Q24 | Q25 | Q26 | Q27 | Q28 | Q29 | Q30 | Q31 | Q32
097 | 0.89 | 0.97 | 095 | 0.82 | 0.92 | 0.92 | 0.92 | 0.98 | 0.96 | 0.95 | 0.21 | 0.67 | 0.46 | 0.98 | 0.89
1.00 | 098 | 1.00 | 0.98 | 0.93 | 0.96 | 0.99 | 0.98 | 1.00 | 1.00 | 0.99 | 0.32 | 0.88 | 0.59 | 1.00 | 0.95
093 | 0.80 | 0.93 | 091 | 0.72 | 0.86 | 0.82 | 0.83 | 0.95 | 0.93 | 0.92 | 0.14 | 0.48 | 0.37 | 0.95 | 0.83
0.07 | 0.18 | 0.06 | 0.07 | 0.22 | 0.10 | 0.17 | 0.15 | 0.05 | 0.07 | 0.07 | 0.18 | 0.40 | 0.23 | 0.06 | 0.12
c a d b c a d a c c a d b c a b
1 90 1 2 0 93 2 92 0 1 96 35 8 19 98 1
1 5 1 95 9 4 3 7 1 1 3 32 67 19 0 90
97 5 1 1 82 1 3 0 98 97 2 12 16 46 1 2
1 1 98 2 9 3 92 0 0 1 0 21 8 16 1 7
Q33 [ Q34 | Q35 | Q36 | Q37 [ Q38 | Q39 | Q40 | Q41 | Q42 | Q43 | Q44 | Q45 | Q46 | Q47 | Q48
0.96 | 0.98 | 0.78 | 0.77 | 0.53 | 0.82 | 0.43 | 0.35 | 0.94 | 0.80 | 0.52 | 0.66 | 0.51 | 0.47 | 0.30 | 0.36
1.00 | 1.00 | 0.89 | 0.92 | 0.73 | 0.94 | 0.64 | 0.33 | 1.00 | 0.92 | 0.73 | 0.87 | 0.65 | 0.75 | 0.47 | 0.55
0.89 | 0.95 | 0.66 | 0.54 | 0.38 | 0.72 | 0.27 | 0.39 | 0.89 | 0.70 | 0.32 | 0.45 | 0.39 | 0.20 | 0.20 | 0.20
0.11 | 0.05 | 0.24 | 0.38 | 0.35 | 0.22 | 0.36 | -0.1 | 0.11 | 0.22 | 0.41 | 0.42 | 0.25 | 0.55 | 0.28 | 0.35
a c d c b a c b b c b a c c c a
96 1 1 3 8 83 3 26 0 7 32 66 15 3 10 36
1 0 16 7 53 12 49 35 94 7 52 6 26 30 53 9
2 98 6 77 33 4 43 27 4 81 8 11 51 47 30 12
1 1 78 13 6 1 6 12 1 6 9 17 8 20 8 42
Q49 | Q50 | Q51 | Q52 | Q53 | Q54 | Q55 | Q56 | Q57 | Q58 | Q59 | Q60 | Q61 | Q62 | AVG
0.61 | 043 | 0.16 | 0.26 | 0.48 | 0.71 | 0.81 | 0.49 | 0.41 | 0.26 | 0.56 | 0.24 | 0.20 | 0.47 | 0.68
0.82 | 0.69 | 0.17 | 0.28 | 0.62 | 0.87 | 0.92 | 0.58 | 0.63 | 0.36 | 0.69 | 0.30 | 0.36 | 0.59 | 0.79
041 | 0.26 | 0.17 | 0.19 | 0.36 | 0.55 | 0.66 | 0.39 | 0.23 | 0.16 | 0.41 | 0.17 | 0.08 | 0.35 | 0.58
041 ] 043 | 0.00 | 0.10 | 0.26 | 0.31 | 0.26 | 0.19 | 0.40 | 0.20 | 0.27 | 0.12 | 0.28 | 0.24 | 0.21
c d c d d c c d d a a c d c
21 10 54 16 7 7 10 11 21 26 56 22 28 19 24
15 27 15 17 37 12 5 32 20 18 20 43 32 21 18
61 20 16 41 6 71 81 8 18 38 16 24 19 47 34
3 43 14 26 48 10 4 49 41 18 8 11 20 13 24

wok

Hok
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Introduction

Though students and teachers alike voice interest in and express optimism for using films
in the classroom, problems arise in both camps when cinema (ostensibly entertainment)
becomes a legitimate object of study. This article explores the various needs and addresses
specific concerns of the teacher of film studies in an English as Foreign Language / English
as Second Language (EFL/ESL) setting. This paper is broken down into four broad sections,
each covering one aspect of an effective film studies curriculum:

— Theoretical

— Linguistic

- Historical

- Cultural
Innovative English language programs such as the one established in Keio University's
Department of Economics include content-based language classes as early as the second
semester of the freshman year. Courses such as ‘Introduction to Film Studies’ challenge
students to view English not as a goal (deciphering grammar and memorizing vocabulary),
but rather as a tool by which to view the world in a larger context than in simple linguistic
terms. English becomes a means to explore the cultural products of a given (English-speaking)
society.

There are currently no reliable textbooks on film studies available specifically for non-native
English speaking students (NNESS)Y. Thus, in order to acquaint NNESS with the necessary
film terminology and give them a basic grounding in film history and analysis, a more
structured pedagogical approach-- presented here-- may be beneficial to prepare students
and teachers in ESL/EFL environments. Several exercises which have proved effective in the

classroom are proposed throughout the paper in an abbreviated form.

1. Laying the groundwork

The title of this essay may appear straightforward but it has been my experience that
many readers assume it implies teaching English through films. Inevitably, a good portion
of my first-day class is spent clarifying what “Film Studies” is and what is expected from the
student?. One method which has yielded positive results is comparing the discipline with
other, more clearly established areas of scholarship. Similarities can be drawn between the
manner in which the student of Film Studies approaches a film and the way a student of

literature would approach a book.
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Exercise 1: Explanation of Film Studies [In-class assignment]:

Employ two texts-- a fictional short story and a short scene from a fictional film-- to
illustrate the point made above. The short story should be fairly descriptive and be consistent
with the NNESS English ability. Each student is given a copy of the text and the teacher
calls on someone to start reading. After reading a portion of the story, words can be listed on
the blackboard which categorize some of the literary techniques (e.g. metaphor, vocabulary,
narrative voice, etc.), soliciting ideas from students if appropriate. The teacher can describe
and demonstrate how, with these techniques, authors communicate their characters’
thoughts, desires and emotions. These same narrative tools have allowed readers access to
that information.

The teacher can now pause the class long enough to shift attention to the monitor/screen.
There, he can show a relevant scene from a film-- of any genre, director or period. The main
point is that the scene should be somewhat brief and elicit an emotional response. | have used
Disney movies in the past because the narrative construction tends to be rather exaggerated.
Recently, however, 1 have chosen scenes from directors such as Gus Van Sant and Jim
Jarmusch in a class on American cinema. The opening sequence from Elephant (2003),
for example, is useful in its subtle simplicity. The credits are shown over a shot of the sky.
Sounds and voices are heard off frame. There seems to be a sport of some sort being played.
A car drives down a quiet suburban road. The camera hovers 20 feet above the moving vehicle
in a crane shot. It is early morning and autumn leaves cover the trees and the suburban road.
The car veers a bit to the right and hits a mailbox. The car brakes hard, narrowly avoiding a
bicyclist.

Stop the film. Repeat the same few minutes of footage again. Stop the film and ask the
students the same question you did about the short story. What tools is the director using to
convey narrative information to the viewer? If there is no immediate response, the teacher
might offer a comment like: “Where is the location of the scene?” or, “What sounds do we
hear?” and, depending on the motivation of the class members, the discussion can proceed
in this manner for many minutes. The end result of the discussion should link in some way
with the aims of the director. In Elephant, Van Sant is establishing a sense of foreboding--
something ominous-- indicated but not yet defined. The death/injury (of the bicyclist) is
circumvented, but the disruption of the everyday (implied) peace of the town has occurred.
The stage has been set for the tragedy, which unfolds much later on in the movie. The main

point is to establish film as a legitimate object of study. It may also be mentioned how much
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more information can be conveyed in just a 2-minute scene from a film versus the equivalent
multiple pages of a novel. All of the necessary vocabulary (camera angles, tracking shot,
fade in, off-screen, lighting, etc.) can be taught at incremental stages over the course of the
semester. All that is important now is that the students begin to see the projected images
on the monitor as viable material for study and discussion. As a result, he/she will be more

receptive to the more comprehensive lessons throughout the subsequent weeks to follow.

2. Viewing techniques for NNESS

Many teachers make the mistake of assigning films to students one week and expecting the
students to have the ability to carry on meaningful discussions the following week. Students,
too tend to assume that understanding simple content (i.e. the narrative arc of the film), will
suffice. Guidelines outlining a sensible, fairly non-obtrusive system of note taking are the only
effective way to insure proper viewing of the visual material.

Most DVD and video tape players have a counter, cither on the front of the machine, or
as an on-screen data feature which keeps track of the time which has elapsed. Therefore,
NNESS should all confirm that the numbers 00:00:00 start at the studio logo at the beginning
of the movie (e.g.: the mountain for Paramount or the roaring lion for MGM). From this
point, each five-minute block of screen time should be accounted for with at least one written
comment from the student. Since most feature-length films run 90 minutes or so, this will
result in approximately 18 comments. Due to understandable lack of experience taking
notes while watching media, NNESS resist at first. It might be necessary to review each
student’s work for a simple check, check-minus/check-plus grade at least at the start. When
the students realize how helpful these notes will be for meaningful participation and in-class
quizzes, motivation will improve.

Without clear instructions on what to write down, most students tend to list narrative
information about films: “The girl ran away from home.” or, “The soccer coach is too severe.”
These types of comments are typical from NNESS, as most foreign visual media in the
classroom exists solely as a gauge of foreign language comprehension. Students can be
reminded that understanding the plot is not the object of the lesson-- especially since most
films shown throughout the semester will be subtitled into the students’ native language. In
an integrated film studies program, the emphasis should be on a broader range of analytical
objectives. The teacher should steer the class towards viewing the films as more than simple

vehicles for relating a story. They should be viewed as complex works of art and technology
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with their own set of techniques conveying narrative information. Students should be
instructed to look for the manner in which the filmmaker is telling the story. Thus, the two

comments above can be rewritten with additional information:

Original comment #1:

The girl ran away from home.

Adjusted comment #1:

The music used in the scene when the girl ran away from home made it seem tragic.

Original comment #2:

The soccer coach is too severe.

Adjusted comment #2:

The shot of the coach looking down at the students really made me feel that the soccer

coach is too severe.

In each revised statement the narrative information (what happened) gains significance when
analyzed within the context of the overall film. It is not enough to simply respond to the film.
General comprehension of the plot and dialogue are not sufficient anymore. What is essential
in a film studies class, even for NNESS, is the reason why the student is responding in a
certain way towards a film. This task requires reductive reasoning on the part of each student.
They must search for the specific filmic convention employed by the director that elicited the
said response. This process entails broadening the student’s analytical skills to include all of
the varied visual and aural data presented in a movie.

In order to develop good analytical tools amongst NNESS, the instructor must insist that
each student push him or herself further in each stage of the course. If the student thinks
the scene is ominous and foreboding, the teacher can suggest looking deeper and reduce the
scene into its must fundamental elements. Sometimes those elements will be facile-- a happy
song on the soundtrack, for instance, makes the audience rejoice that the child was reunited
with her mother. But cinema, no matter how simplistic it may appear on first viewing, is in
fact relying on a complex system of codes so entrenched and reinforced (e.g.: certain camera

angles signifying power or hopelessness; soft key lighting making a character appear more
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attractive) that many people don’t recognize them. The teacher of film studies awakens the
student to this “language” inherent in cinema. It has been my experience that most college-
aged NNESS have the ability to discern how narrative information is being conveyed. Years
spent watching various media have given them a strong foundation in the language of the
visual arts. The instructor can harness and develop the students’ know-how through in-class

discussion and short writing assignments.

3. Assigning Visual Materials

Below (Image #1) is a portion from a foreign exchange student’s notes from a class I taught
on Japanese Film in 2002 (all participants were NNJSS, or non-native Japanese speaking
students). Most of the students in the class had studied Japanese for 2 or 3 years and were on
a one-year study abroad program through the University of Washington, USA. The assigned
film was The Flavor of Green Tea Over Rice by Yasujiro Ozu (1952.) The instructions
were to write down any observations about the film that struck the student as significant or
interesting. | also encouraged the students to draw small, rough sketches of shots if it helped
then save time or if it they thought it could help them recall crucial information during
discussions.

The student’s first comment (00:20:24) contains both visual information (“2-room shots--
very square”) and linguistic observations (HlUZ ; Bl written with furigana. Her comments
are supported with small sketches in the margins along with descriptions designating the
architectural elements of the scene: the fusuma in the background and the “sliding door”
separating the two rooms. As the film progresses, the student continues to make connections,
ask questions and interact with the work on various levels. She is demonstrating what I refer
to in class as active viewing-- earnestly recording her thoughts and reactions. (I discourage
passive viewing -- pressing the play button and reclining in a chair), as students rarely
remember enough for follow-up class work. [Be forewarned: most NNESS (or NNJSS) resist
active viewing at first as it disrupts the pleasurable escape ‘buzz’ they normally associate with
watching visual media. So an adequate amount of time should be allotted for explanation.]
At 26:33, the student relates the shot to a similar shot occurring earlier. Making connections
such as these-- finding recurring themes throughout the film-- marks an important phase in a
student’s development. Diligent note taking resulted in a more complete understanding of the

film and she is ready to write about and discuss the film intelligently.
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Exercise 2: Note-taking Basics [Homework]
Assign the first film of the semester for viewing at home or the language laboratory. Instruct
the students to follow the guidelines of note taking explained above and submit their notes

during the next class period.
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4. Film History

Most students” awareness of film history seems to be limited to something to the following
logic: “Old” films are shot in black and white and have simplistic stories, while “new” films
are shot in color, have better sound and picture quality and more sophisticated story lines.
Responding to a questionnaire [ distributed over a three-year period, the oldest films students
consistently entered in the answer space for “What is the oldest English language film you
know?” Was either Star Wars (1977) at an adjusted average of 36% or The Sound of Music
(1965) at 30% adjusted over three years. Based on this data, at least 70 years of the 111-year
history of cinema is unaccounted for. To make up for this rather large gap in knowledge, a
historical time line can be highly effective educational instrument to relate the sometimes
tedious and/or technical data associated with film. Students begin creating their individual
time lines during the first week of the semester and gradually add to it up until the final
week. The basic outline which they receive in an early class and which they are encouraged
to add to and personalize begins in 1895 (with the development of the first camera projector
invented by Louis and Auguste Lumiere) and continues up to movies currently playing at the
local theater.

Due to constraints of space, the entire 111-year history of film cannot be covered here. In
the curriculum proposed in this article, NNESS will need to have a basic understanding of
major technological events (e.g.: advent of sound, development of color) as well as a general
knowledge of genre and major figures. Mention could be made of major figures and films of
each decade of filmmaking: a few major works for each of the eleven decades, for instance.
Or, to economize even further, the teacher might choose to divide the time line between pre
and post-war (World War 1) sections and focus on one or the other period. Specific creative
developments and other more advanced topics can be addressed in a later course. Even a
brief explanation of film history, from its inception to the present day, will go a long way to
convincing the students of the value of viewing older films. The DVDs that teachers have
access to will vary greatly from school to school, department to department. Despite these
disparities, every effort should be made to cover a wide range of genres, time periods and

directors.
5. Defining films and where they come from.

A basic understanding of the type of medium film started out as and has grown to become

enriches even the most introductory of classes. Film has two tracks: the image track and the
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audio track. Images are captured on a light-sensitive material (film), which is then developed
in a laboratory and sent back to the director to edit together at a later date. The amount and
quality of the light are immeasurably important for the overall “feel” and “look” of the final
film. Sounds are all recorded on a separate device and are added to the image track during the
editing process. A teacher might mention that this is why a clapboard is “clapped” in front of
the camera before the start of each scene (accompanied by someone saying “Action!”): so that
the two tracks can be lined up later on. It is significant to show these two aspects of film--
image and sound-- separately in order to facilitate lengthier discussions about crewmembers
and their duties in a later class.

Now that the students are aware of the basic nature of film, they can put it into the
context of the working methodology employed by most production companies. Moviemaking
is a TEAM EFFORT divided into three distinct phases: Pre-production, Production, and
Post-Production. Each phase represents tremendous expenditure both in terms of labor
and financial costs. I always begin discussion of the first phase by asking the students the
question: “What is necessary to make a film?” Answers usually vary from anything to a “A
camera.” to “Money.” Though accurate, 1 try to push them to think back even further into
the embryonic stage of the process. The answer I am looking for is “An idea.” And this is
crucial because without an idea (inspiration), films would not be made. This idea must then
be translated into a viable script, which in turn needs to motivate others (cast and crew) to
follow it through to completion. It could be worth mentioning that very few ideas-- between
1% and 10% of all ideas proposed (Bosko) -- are ever turned into films. Some ideas, however,

and their resultant scripts are strong enough to make it to the first phase of production.

I. Pre-production

One student will rarely be able to describe all five facets of this phase, but a healthy
brainstorming session with the entire class can evoke a surprising majority of them. (NNESS
also seem to remember more vocabulary from such assignments if they actively participate.)
The most basic elements are: a.) Writing the script; b.) Establishing financing; ¢.) Casting
actors; d.) Scouting locations/ designing sets; e.) Naming a crew. One individual usually
authors the script initially though this number can change as rewrites or revisions become
necessary. To best illustrate a script and its very specific and ordered format, copied extracts

of scripts can be distributed and used for reference?. Here is the first page from the script to

The Wizard of Oz (1939):
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FADE IN:

For nearly forty years this story has given faithful service to the
Young in Heart; and Time has been powerless to put its kindly
philosophy out of fashion.

To those of you who have been faithful to it in return
. . . and to the Young in Heart—we dedicate this picture.
FADE OUT:

FADE IN: |
LONG SHOT—COUNTRY ROAD—DAY

From the foreground a long straight road leads to and past the
farm. Into the shot, from past CAMERA, half running and half
walking backward, comes DOROTHY, a little girl of twelve, and
her dog, TOTO. She stops a moment, and looks down the road in
the direction from which she came. She seems a little breathless and
apprehensive.
MEDIUM SHOT—DOROTHY

DOROTHY (fo TOTO) She isn’t coming yet, Toto . . .
(kneeling down and examining him)
Did she hurt you? She tried to, didn’t she?
(rising as she picks up books and starts along road toward home)
Come on—we’ll go tell Uncle Henry and Auntie Em . . . Come
on, Totol
LONG SHOT—GALE FARM—PORCH AND SIDE YARD
DOROTHY comes running in the gate from the road and around to
the side of the house where AUNT EM and UNCLE HENRY are
working with an old coal-oil five-hundred-chick incubator.

DOROTHY (as she runs) Aunt—Em—! Aunt—Em—!

THREE SHOT—AUNT EM, UNCLE HENRY, AND
DOROTHY

UNCLE HENRY and AUNT EM with worried faces are taking
small live chicks from the incubator, putting them quickly under

The teacher might introduce some of the specialized English used such as FADE IN and
FADE OUT as well as the manner in which time of day and characters’ names are always
written in capital letters, descriptions of sets in italics, and dialogue in regular script. The
basic camera set-ups (MEDIUM SHOT and LONG SHOT) may seem extraneous, but these
can be easily explained by showing the corresponding scene from the film. Since scriptwriting
is such a highly formalized medium, almost any English script will suffice. Having a copy of
the film on DVD will bring the written language alive. The screenwriter’s attention to location
(i.e. where a scene is filmed) is important as it greatly affects the film’s budget (requiring sets

to be built or securing areas of an actual city street for location shooting), and also weather
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considerations (possible delays in shooting) so these are always indicated at each new scene.
Finally, though this differs from case to case, it could be mentioned that one to one and a
half pages of a screenplay makes for approximately one minute of screen time in a finished
film. By working in this way with an actual script, NNESS can start to visualize the intricate

process of filmmaking.

Exercise 3: Screenwriting Exercise [For homework]:

The students are to write a scene according to the format described above. The scene
must have a beginning, middle and end and utilize some of the specialized vocabulary of
scriptwriting. The scene’s location, time of day, as well as the characters” descriptions,
movements and dialogue must all be accounted for. As in most NNESS environments, the
students” assignments will vary drastically in terms of vocabulary and coherence. So instead
of assigning a grade, the teacher can use these writing samples to fuel discussions in class.
Groups of three to four students can review their homework during the following class and
elect one story most “creative” or “successful”. The class as a whole can review each of the
selected scripts. The teacher can guide the discussion to include issues of realism concerning
dialogue, and feasibility concerning storyline. This segues nicely with the second section of
pre-production: financing.

Armed with a few student-generated stories, the teacher can point out various factors
in the students’ work (or in a published screenplay) that will have high or low production
costs. Clearly anything with location shots in Rome, intense car chases, or special effects
will require higher budgets. Dialogue-heavy films with just a few interior sets and a small
cast are much more feasible even if their drawing power at the box office will be limited.
Who the writer/director envisions playing the lead roles will also make a difference and thus
the third element, casting, can be covered briefly in class. Big-name talents are likely to
have ongoing projects that will have to be worked around, so issues of scheduling might be
covered. The teacher might be able to print out a comparison of two popular current films
with their budgets and gross receipts (available on numerous websites and magazines listed in
the bibliography), to drive the point home. Some excellent documentaries have been released
recently, which cover the challenges faced by the director and crew such as Lost in La
Mancha (Fulton and Pepe, 2002). This DVD chronicles the bizarre series of mishaps and bad
luck that literally brought the production of Terry Gilliam’s adaptation of Don Quixote to a

complete halt. Assigning material such as this greatly enhances teacher-generated discussions
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and assignments.

By the same token, where and in what period the story takes place also has a direct impact
on the size of the budget. Far away galaxies and period pieces set in 14th century France
all require expensive sets, wardrobe and make-up. In order to give the film a feeling of
authenticity, sets, designed by the art director, must be designed and approved. Every scene
will require some sort of physical space, either interior or exterior, and those spaces must be
linked together somehow to make it all seem realistic. In order to organize these connections,
a storyboard is often employed to help the director communicate his/her vision to the art
director. Examples of storyboards, which resemble the simplified comic-book type renderings,
are widely available in film books, in bonus sections of some newer DVDs, and on the
Internet.

The final step before production commences entails choosing the five essential
crewmembers: 1.) Producer; 2.) Director, 3.) Cinematographer, 4.) Art director and 5.) Editor.
Anyone familiar with filmmaking knows that list neglects countless other major job titles. But
loading the NNESS with too much information at this point negates the ultimate goals of this

. 5)
curriculum”.

Exercise 4, 5, 6: Reinforcing the students’ understanding of Pre-Production [For Media Lab
with an in-class quiz]

Students view Lost in La Mancha and write a list of at least ten of the problems facing

the cast and crew. Each point should be written as a complete sentence. In addition to this

quiz, the teacher can create basic quizzes covering the 5 components of Pre-Production,

Production and Post-Production over a several week period.

I1. Production

Now that the class has covered Pre-Production, the students are ready to enter the
Production phase. It should be pointed out that here is where a film’s greatest costs are
incurred. The meter is literally running: the cast is now present on the set waiting to act in
their scenes. Coordination between the crewmembers is of the utmost importance as every
wasted minute can be measured in dollars. This phase of filmmaking, offered referred to
as “the shoot,” is broken down into five basic elements which take place simultaneously:
a.) Set and costume fabrication/ Securing of Locations; b.) Preparation (including dialogue

coaches, make-up artists, hair stylists, preparing extras, etc.) ¢.) Filming: rehearsing/lighting/
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acting/retakes; d.) Stunts and second-unit camera work; e.) Incidentals (catering, insurance,
maintenance, etc.).

Now that production has commenced, the sets which were designed in Pre-production
need to be constructed as full-scale on the studio lot and decorated to match the overall
theme and look of the film. Meanwhile, the locations that were scouted now need to be
secured-- that is cordoned off -- so that the pace of filming and the personal security of the
cast are maintained. These employees must be paid in addition to the filming rights paid
to the city (quite high in a town like New York or Paris) that cover costs for diverting traffic
and hiring extra police officers. Costumes, like sets, are started in pre-production but actual
fittings are usually done in the production phase. As a result, there are numerous stylists
running around with outfits and sewing kits, making last-minute alterations. In addition to
the costume designer and his/her staff, there are make-up artists and hair stylists who prepare
actors, reapply as the shoot progresses, and then remove and start all over again if the day’s
schedule calls for it. These professionals, it may be noted, are usually represented by unions.
Their work is of very high level but so too are their salaries. To keep them waiting because of
a preventable delay is one way in which a movie’s budget can quickly escalate. And as soon
as one shot runs over schedule, the potential for each succeeding shot's delay is increased.
Therefore, a well-planned shooting schedule which dictates when and where each cast and
crewmember needs to be for each shot is absolutely imperative.

Every director has his’/her own unique style of shooting scenes. Many rehearse until they
are convinced the actors have gotten the dialogue and blocking down cold. Others prefer to
allow the actors more room for creativity and improvisation. Whichever method is employed,
after the director calls “action,” the actors are the focus of everyone’s attention. Lights are
switched on, the cinematographer (cameraman) presses the shutter and film in the camera
starts to “roll” (i.e. record) information. Due to technical factors of the various cameras,
lenses, and film stock used on a shoot, the cinematographer will have a very important and
direct impact on the overall “look” of the work. If the take was successful, the next scene’s
preparation begins. If there were problems, then a retake may be deemed necessary and
the process must be repeated. In addition to setting up the camera and lights all over again,
retakes usually entail reapplying make-up, touching up hair, and repositioning props. If the
scene is being shot outdoors, then lighting, changes in weather, the realignment of extras
and vehicles takes up a great deal of time and energy. Every effort is made to preserve the

continuity of the production.
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While the director is busy filming the main cast members, there is often a second-unit
director and his/her smaller staff filming scenes that do not require the presence of the main
stars. Action sequences involving stuntmen, for instance, or driving scenes where the car
is filmed driving through the countryside from far away (e.g. from a helicopter), would be
two examples of second-unit work. Not every production calls for it, but most large-scale
Hollywood films of recent years depend on these units to finish shooting on schedule.

One must not forget that cast and crew members, must be fed, housed and driven around.
Thus an entirely separate set of employees comprising of caterers, assistants and drivers are

assembled to prepare meals and tend to the needs of the major cast and crewmembers.

I11. Post-production

Once a film’s principle photography is complete, the actors, extras, wardrobe and make-up
people, caterers and all of the other cast and crew members can pack up their belongings and
leave the set. The film is now referred to as being “in the can” and attention is now directed
at how to best assemble the hours of shot footage. In post-production, the director normally
allows a new set of crew members to come in and aid him/her with the film. The steps are
broken down into two final stages: a.) Editing; and b.) Music/soundtrack work. The editor
is the person entrusted with splicing together the separately shot scenes in a smooth and
unified manner. Many directors work closely with this individual in order to maintain their
artistic vision. Studios, responding to audience surveys, tend to want a tight edit (close to 90
min. in length) which assembles the scenes in a clear-cut manner. Directors often become
very sensitive about what footage is being included and what is being left out. Compromises
between the studio and artistic personnel are often necessary to appease all concerned®.

The semi-assembled film, called a ‘rough-cut, is ready for the audio track to be added.
The sound editor and the music director carefully view each scene, matching dialogue to the
action and finding appropriate music and sound effects to create more realism and emotional
impact. An orchestra or other live musicians might be called in to play live as they watch the
scene on a monitor. Once the sound has been recorded, this is edited together with the visual
track and the whole thing is sent off to the laboratory to make a master print. From this, other

prints are made and sent off to theatres for the theatrical release of the film”.

*A Caveat:

Students might be reminded that there have been many low-budget films, which have
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foregone some, or all of the above elaborate expenses. El Mariachi (1993), Blair Witch
Project (1999), and Super Size Me (2004) are three successful films that were shot with
much smaller casts and crews on very small budgets. However, the majority of films NNESS
are familiar with--those heavily promoted and advertised-- typically follow the three phases of

preproduction, production and post-production.

6. Writing About Films

Once NNESS are familiar with some of the vocabulary and viewing techniques outlined
above, and after they have taken notes and participated in discussions on several films, they
may be ready for the next process: Writing short papers about films. Since every ESL/EFL
environment will present its own unique set of challenges, including, but not limited to,
the overall language ability of the class, expectations can be modified to fit the particular
situation. In a recent class, I was fortunate to have a group of students who had spent some
time abroad. Though not all of them fit the precise definition of a “returnee,” most of the
group could express themselves fairly well in both written and spoken English. Still, available
film studies texts in English were too difficult to introduce into the curriculum. I would have
had to spend an inordinate amount of time and energy pre-teaching the complex vocabulary
and explaining the academic writing. Despite many failed attempts with several textbooks
it became clear that students would gain more from relying on their own growing analytical
skills as well as those of their classmates.

Writing papers is a natural extension of the note-taking assignments. The NNESS will
continue to take notes while watching assigned films, but these will serve solely as a tool in
the writing process and are not to be collected or graded once the writing section commences.
Papers are kept to a concise length (one type-written A4 size page), as they will be copied
and distributed to all of the members of the class. [If the number of students exceeds 12, the
teacher may want to divide the group into groups of 6 or 7 students each.] The student reads
aloud his/her entire paper and time is provided so that each member of the class/group can
express opinions concerning each paper. | always participate actively in these readings and,
if the class is to be divided, conduct the first five or so together as one large group in order to
demonstrate effective listening and discussion strategies. [Given that each student knows they
will be reading their own paper in a few minutes, it is sometimes necessary to remind them
to show courtesy and listen carefully to their classmates. I usually stipulate that only papers

being read can be out on the desks.] After one or two sessions, most students seem to catch
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on. | have witnessed tremendous individual growth among students using this paper writing +
reading process. Since each student has a copy of the reader’s text, mistakes in pronunciation
do not interfere with the class’s overall apprehension of the material.

Below (Image #3), is a sample paper from a recent class | taught entitled “Studies in
American Cinema”. As the reader can see, there are minor errors in spelling (the director’s
name, for example, and vocabulary that Word's ‘spell-check” function did not catch) as well
as some grammar mistakes. These are not egregious enough to warrant rewriting. Indeed,
grammatical issues can be remedied later on when the student receives the teacher’s

corrected copy.

20056,4.21
Mr. Menish

“Last Days”
Directed by Gus Van Sunt, 2005
Cast: Michael Pitt

This movie is about Kurt Cobain, the Nirvana's main vocal. The director got
a hint from the real fact of Kurt's death and this movie fix on Kurt's last two
days.

I was precccupied with an idea of that every movie has a story and every
event happens in there has a meaning to go with that story. But this movie, 1
felt like I was just observing some person's ordinary life. There are no
explanations where the place is, who is that person is, or even it doesn't give
any information about the main character. First I was just trying to find out
those mystery things, and I thought, ‘T have to.” But I realized its nonsense,
and the things that the director wanted to express are different from those
kinds of things that | wanted to figure out.

If you chase around me and look at my erdinary life, you'll probably not find
meanings from every movement I make. Beeause sometimes even | don't
think seriously about the things I do. If I was hungry, I'll eat. Something
likes that.

So [ think this movie iz very realistic. The sound effects were most of the
time on-screen sound, or off-sereen sound. The effect that less sound track
bring iz more realistic taste like home video. So when it used sound track, [
felt the scene impressive.

The shots that this movie used, it didn’t make me feel it was too artificial. It
was natural all the time, and this factor also made this film realistic.

But the last seene, it was different. When the main character, Blake, died,
the semitransparent spirit came out of the corpse and climbed up the wall
and disappeared. This scene had a impact because it was only part that isn't
realistic, it doesn't happen in our life very frequently.

But the interesting thing is, the things, like sound effects and shots, which
gave reality to this movie, made me think ‘Maybe this really happened.
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In this example, the student has followed instructions, which stipulated that 1.) Every
paragraph should have a unique theme and 2.) Examples from the film need to be given to
support the student’s arguments. The student focused on the idea of realism for the first
paragraph and expanded on the theme by introducing issues of sound and soundtrack in the
second paragraph. Her personal aside: “If you chase around me [me around] and look at my
ordinary life, you'll probably not find meanings from every movement I make,” aptly relates
the main character’s actions (a man in his twenties) to her own (a 20-year old woman). She
demonstrates an engagement with the work and at the same time, a blossoming aptitude at
visual analysis. I firmly believe that her notes enabled her to accomplish this. By encouraging
her to express and record her visceral, immediate reactions to the film, the note-taking
exercise provided her with data (observations), which became the motivation for the themes
in her paper. The other NNESS in the same course produced equally intriguing and highly
personalized work. With each succeeding film, assigned in three-week intervals, quality rose
incrementally. Given the right environment with motivated students, writing about films can
yield tremendous results. The beauty of such a content-based program is that the students
are not mired in concern over “correct” English, but rather focus their energy relating to the
director’s work on a personal level, inspired by what they discover within the work of art. As
long as the teacher provides positive encouragement, coupled with gentle guidance, NNESS
demonstrate a remarkable aptitude for film studies regardless of whether or not they had any

intention of studying film in college®.
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Notes

1) Many useful books, such as Jane Sherman’s Using Authentic Video in the Language Classroom
(2003), or G. Dirk Mateer’s Economics in the Movies (2005) help to introduce visual media as
teaching aids, but they do not focus on film as the object of study.

2) Though some film production programs in Japan do exist, it is still safe to assume most Japanese
students are not aware of Film Studies (i.e.: a theoretical approach to cinematic texts) as an academic
pursuit.

3) For simplicity the complex roles of the producer, associate producer and executive producer are
bundled under the word producer.

4) The script on this page is from Faber’s edition of The Wizard of Oz (1989).

5) See Frank E. Beaver's book for a complete list of job descriptions.

6) Disagreements between studios and directors are everyday occurrences in the film industry. Most
end with negotiations, but sometimes disagreements force one side or the other to abandon the project.

7) The documentary feature on the DVD version of Grizzly Man (2005) provides an excellent account
of this process.

8) All of the vignettes and student samples contained in this paper were taken from classes within

departments completely unrelated to Film Studies.
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