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Foreword
Damian J. Rivers
Associate Editor

Welcome to the spring 2009 edition dhe Asian ESP Journaln this edition it is our distinct
pleasure to publish five selected articles addngssi diverse blend of pedagogically orientated
teaching and learning issues. In addition, we @ pleased to publish a ‘Reply to’ paper and a&boo
review. As theAsian ESP Journatontinues to prosper thanks to the many rich asightful
submissions we receive, our editorial team alsdicoes to expand. Phillipa Mungra and | have
recently moved into the Associate Editor positiohilst we are delighted to offer our warmest
welcome to all of the new members joining our expiag editorial team in a variety of capacities.

The first paper featured in this edition comes frilglichael Lessard-Clouston at Biola University in
the US. Michael Lessard-Clouston’s paper discusegnplications for vocabulary learning through
the analysis of technical definitions given in aie of Theology lectures at a graduate school in
Canada. Using lecture transcriptions as a foundaticessard-Clouston provides a thorough
guantitative and qualitative analysis of the dagkimg links to both EAP and ESP teaching practice.

The second paper is by Yi-Ching Huang of the Cénfrawan University of Science and
Technology. Yi-Chang Huang examines the extent hachv Taiwanese high-school educators view
their English language study group as a form df slavelopment contributing to their professional
growth and learning. Using a case-study approachéng Huang gathers data from a variety of
sources before presenting and discussing the amm@erd challenges which the teachers reported
facing.

Our third paper comes from Abul-Qasim Avand of Fasaversity of Medical Sciences in Iran.
Abul-Qasim Avand presents a solid case for theaisbe mother-tongue in the translation of ESP
classroom materials and the affect which this haanuhe reading comprehension of Iranian ESP
learners. Abul-Qasim Avand uses two groups of n@ddnd nursing students across 24 hours of
observed interaction to conclude that the mothe&igue has a significant role to play in the
development of reading comprehension abilities &P Etudents.

The fourth paper featured in this edition is eeatlt/Content and language integration in tertiary
education in China’ is written by Jianying Du of &alnong University of Science and Technology in
China. Jianying Du describes the process of intodua content based language programme at
Wuhan Law College and makes a number of generarehsons in relation to the viability of their
widespread implementation throughout China.

Our fifth research paper is from Tong Thi My Liehtbe University of Language and International

Studies, Vietham National University. Through atit@dinal analysis Tong Thi My Lien focuses on

the process of students preparing for, and undegakSP presentations. Specifically, the author
addresses the various challenges which studenss ifaderms of accessing relevant materials,
selecting presentation forms and memorizing presemnt content.
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In our ‘Reply to’ article, Ahmad Sabouri Kashanitbe University of Tehran, College of Medical
Sciences, Iran presents a rebuttal to Seyyed-Abdalth Mirhosseini’'s April 2007 article ‘Real
Flowers or Plastic Flowers in Learning Medical Esigl A Reply to Kashani, Soheili, and Hatmi’.

Finally, closing out this issue is a book reviewonfr Seyed Vahid Aryadoust at Nanyang
Technological University in Singapore who reviewsi@wv Routledge book entitled, ‘Building a
validity argument for the test of English as a fgrelanguage’ edited by Chapelle, Enright and
Jamieson (2008). Seyed Vahid Aryadoust providesreise and informative review of this book
which should be of interest to many within the wid&FL field.

On behalf of the entirAsian ESP Journateam we hope you will enjoy reading these seven
contributions to the spring edition Akian ESP JournaWe look forward to your own contributions
in this coming year. On a final note, tiesian ESP Journaln collaboration with Chongging
University in China will host their first conferem@ntitiedESP in Asiaon May 23° to 24". We look
forward to your support in this event.

Erratum:

Our apologies to the authors for the misspellingarhes and affiliation in the final paper of

the August 2009 Vol. 4 (2) edition (p. 79-95) , aihshould read:

Ya-fen Lo and Chuen-maan Scheu

Applied Foreign Languages Dept. at the Nationalh&aang University of Applied Sciences, Taiwan

Damian J. Rivers

Associate Editor
Asian ESP Journal
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Definitions in Theology Lectures: Implications forVVocabulary Learning

Michael Lessard-Clouston
Biola University, U.S.A.

Biodata

Michael Lessard-Clouston (Ph.D., Toronto) is anoesge professor of applied linguistics and
TESOL in the Cook School of Intercultural StudieBala University in La Mirada, California. He
has taught in Canada, China, and Japan, as wdhea®nited States, and his research interests

include discourse analysis, second language atiquisand vocabulary learning and teaching.

Abstract

English language learners studying at the tertiemel face many challenges, and developing
academic language proficiency is a major one whétjuires the acquisition of both the academic
and technical vocabulary of their disciplines. Rguping that the natural oral input such learners
receive is a key resource for relevant vocabulagrring, this article describes a case study of
definitions in the introductory theology course afie graduate school in central Canada. Eight
representative lectures from the semester-longseowrere transcribed and 269 definitions were
identified in them, and then categorized using Eaew’s (1992) classifications. The article outtine
both quantitative and qualitative data, with exangdEefinitions, and draws on and compares its
results with relevant previous work in the sciendesoncludes that there are many commonalities
between definitions in the two fields, yet there also understandably some major differences. Thus
the article adds to an earlier taxonomy and digug®ssible implications for technical vocabulary

learning in theology and other fields, noting saVé&ey points for EAP and ESP professionals.

Key words: academic lectures, definitions, ESP, lexis, tecniocabulary, theology
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Introduction

ESL/EFL students studying in all disciplines needeiarn the conventions of their specific academic
fields, and research in various contexts indicét@s EFL students in particular may struggle with
vocabulary learning (e.g., Jahangard, 2007; Wd),72(ang, 2005). As Cummins and Man (2007)
state, “acquiring academic language is challendiog all students,” as “academic language
proficiency includes knowledge of the less frequentabulary of English as well as the ability to
interpret and produce increasingly complex writeerd oral language” (p. 801). In recent years
research has revealed that second language (Ld3rgtiface numerous challenges in understanding
the lectures typical of English-medium college aiversity studies (Flowerdew, 1994; Mendelsohn
& Rubin, 1995; Tauroza, 2001, Thompson, 2003),udrig learning general academic vocabulary
(Nurweni & Read, 1999; Parry, 1993; Scarcella & #erman, 1998), and mastering the specialized
or technical vocabulary of their academic discigdiiCoxhead & Nation, 2001; Fan, 1998; Fraser,
2005; Lessard-Clouston, 2006, 2008; Liu & Nesi,99®Dne way to research the possibilities for the
learning of such vocabulary is to study the natimput that students receive during their usual
course lectures, and to consider what implicatsash input may offer for how teachers might help
prepare their students to learn academic and teghwocabulary in their introductory classes. This
article attempts to do this briefly by describingase study of the use of definitions in academic
lectures in theology, a field with many ESL/EFLdmats. Yet as the issues are essentially the same
this research may be useful to teachers who wotk students preparing for academic studies in

English in other disciplines as well.

Research on Vocabulary Learning and Academic Lectwes

Research into vocabulary acquisition and use hastifted four types used in lectures, namely
general(high frequency)academig(usually college or universityjechnical(special purposes), and
otherlow frequencyocabulary (Coxhead, 2006; Vidal, 2003), and tleeenow general yet useful
guidelines from research for vocabulary learning taaching (see, e.g., Nation, 2008; Nation & Gu,
2007; Zimmerman, 2009). Of particular interest be fpresent study is academic and technical
vocabulary. Early work by Xue and Nation (1984)tbe University Word List (UWL) and a more
recent study by Coxhead (2000) creating an Acad&ad List (AWL) targeted English vocabulary
that is frequent in academic texts, and commonutmarous disciplines, above and beyond West's
(1953) General Service List (GSL) of the 2,000 nfosuent vocabulary families (“a base word, its
inflected forms and a small number of reasonaldylee derived forms,” Nation & Waring, 1997, p.
8) in English. The UWL is made up of 836 words #mel AWL 570, but it provides similar coverage

(though note Hyland and Tse’s (2007) critique).idla(2001) defined technical vocabulary as words
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that are “recognizably specific to a particularitofield, or discipline” but also observed thaété
seems to be a continuum of “technicalness,” depgndn “how restricted a word is to a particular
area” (p. 198). Nation (2001) thus proposed fotegaries, from the most technical to the leasth wit
words in the first category normally only used irspecific field and rarely (if ever) appearing
elsewhere, and those in the fourth category reptegecommon words that are used much more
frequently in that specific domain than elsewhéxd, still with a more precise idea of the term than
in everyday use (p. 199). For ESP students in gerah disciplines, general academic and technical
vocabulary is crucial to their understanding of andialization into their domains.

While there has been little research to datevarebulary learning through academic listening,
several studies are noteworthy. In research amdmgrneed EFL learners in France, Kelly (1991)
showed that “lexical ignorance” was the main olstdo listening comprehension in a science
faculty. In analyzing transcription errors made Hog participants, Kelly noted lexical problems
accounted for almost half of all errors, while pgrttal ones represented 38.5% and syntactical ones
just 13%. Vidal (2003) studied vocabulary learnihgough academic listening among first-year
university students in Spain, and found that listgnto videotaped tourism lectures produced a
significant gain in the vocabulary learning of HEBP students. Vidal's study demonstrated the
potential for vocabulary acquisition through auaabdemic input, and showed that students’ test
performance was much better with technical vocalguthan with low-frequency and general
academic terms. Vidal also noted that it is impurtéor students to learn the various types of
vocabulary used in academic lectures, and that mes@arch is needed into vocabulary use in such
lectures.

One discipline where there has been some rdsearvocabulary use and teaching is science, and
one aspect of academic lectures relevant to sts’demtabulary learning is their professors’ use of
definitionsof various types of words. Nation (2008), for exden suggests that teachers can help L2
students recognize and learn specialized vocabédany definitions within texts, although there are
“many less obvious forms of definition” (p. 137h & corpus study in science classes, Flowerdew
(1992) examined and categorized all of the de@indi in eight teachers’ randomly selected
videotaped lectures for EFL students in Oman. Ftdew found 315 definitions in about 605
minutes of lectures, with on average 20 per lectBoene important results from that research are tha
definitions were common, on average every 1 mirkfieseconds, but there was considerable
variation, from lecture to lecture and from speakeispeaker; definitions were spread throughout
lectures, not just in the beginning; and they wsametimes grouped together like “signposts” which

structured whole lectures, though sometimes dedimst were “embedded” throughout lectures in
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order to help students understand specific termmghbetroduced and used during the class (pp. 208-
209). Flowerdew (1992) also noted that there weunetiypes of definitions, as follows:

» Formal: Precise definitions, usually following the “sttuce of term, class, and

distinguishing characteristic(s)... ‘An Ais a Biaih C” (p. 209).

» Semi-formal A definition which doesn’t mention the class loétword and which

presents a less precise meaning but the key chasiict(s) (p. 210).

» Substitution A word, word-part, or phrase that fits one oethkinds: synonym,

paraphrase, or derivation (p. 211).

» OstensiveA definition “performed by indicating some visusdimulus such as an

object, a photograph, or a diagram.” Yet this wagealy minor class” (p. 212).
Flowerdew (1992) categorized formal and semi-forndefinitions into four semantic types:
behavior/process/function, composition/structuoeation/occurrence, or attribute/property (p. 210).
Syntactically, formal definitions often used relaticlauses, and half of the definitions were lekca
signaled with “call/mean(s)/known as”, but only ¢&iwith “define(d)” (p. 212). Flowerdew (1992)
also noted that “the characteristics of definiti@me likely to vary according to subject matter and
audience” and suggested that “further researchdodefermine to what degree” variation exists (pp.
215-216). Accordingly, this article partly aimsdo so while describing definitions in another field
and noting what this means for ESP students anth¢es.

One other study dealing with vocabulary in scestectures was carried out by Jackson and Bilton
(1994) in ESP support classes at a university ial$dman, but they emphasized “elaboration” — the
use of a base word or phrase “followed by one orendifferent ways of expressing” it, which they
labeled reformulations (pp. 65-66). Focusing onghtterns of explanation in the first and lastved t
visiting British lecturers’ geology presentations @ series of different topics over one month,as p
of a foundations of science course, Jackson ardrB{lL994) found that on average the frequency of
vocabulary elaboration was about one per minutel #re professors regularly used handouts
distributed as background information (in the poei class) and later “referred to in the course of
their lectures” (p. 65). The elaborations whichk3¥an and Bilton reported in their data were
composed of one or more reformulations, and deafitiywith technical (55.8%) or semitechnical
(10.6%) terms, and half of the elaborations theyntb were “some form of definition” (p. 73).
Though the lecturers often wrote on the board terred to lecture handouts as they gave specific
elaboration (“63.1% of all definitions,” p. 73), stooften their “vocabulary explanations were not
highlighted” (p. 76) phonologically or verbally.

The findings from these studies clearly suggesbheed for further research into the use of
definitions in academic lectures, and the curretitla does so in yet another discipline. Christian

theology was chosen because considerable numbersnehative English speakers study theology
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through the medium of English around the world,ludog 40% of the students in the present

research context, who were mainly of Chinese an@#mwbackgrounds.

Research Questions

Drawing on the examples and results of the previessarch outlined above, for this descriptive case
study | posed four research questions: First, véailarities and differences might be observed
between definitions in science and in theologyueet? Second, what types of definitions are used in
introductory theology lectures? Third, what is tHeequency and distribution in the lectures? Hourt
how are definitions used in both oral and writtemnt during these lectures? Since the interpretation
and production of oral and written vocabulary iy ke academic language proficiency (Cummins &
Man, 2007), | also considered how definitions wareluded both orally and in written contexts

during lectures.

Case Study Procedures

To answer these questions | collected data atge lgrivate graduate school of theology (GST) in a
major city in central Canada, and specifically ia core, required class for all degree students,
Introduction to Theology |, whose description s$athis is an introductory course concerning
evangelical Christian teachings, with topics inahgdhumanity, creation, sin, revelation, Scripture,
and the doctrine of God. The course met twice akwee 90 minutes over the fall semester, and |
attended and audiotaped all 23 lectures, colleatiedourse-related materials (texts, handouts),etc.
and kept detailed lecture notes (see Lessard-@oug005, for more detail). Later | transcribed the
lectures, but for the present analysis chose dighi from each part of the couf$eon different
topics, developed a coding sheet listing the ‘warghhrase’ defined and the ‘type’ and ‘category’ of
definition (following Flowerdew, 1992), read thrduthe transcripts and notes in order to track and
categorize the definitions used, and then examthett use in oral or written form, based on my
notes and the class materials. Later a second &duead four lecture transcripts (half of the Jata
and noted and categorized all the definitions, wedagreed on 120 out of 137, for an inter scorer
reliability rating of 87.6% Some differences from Flowerdew's (1992) study #rat this was a
graduate theology class for both native and noiv@dinglish speakers in North America, while his
were undergraduate classes for EFL students owerséawerdew used two short (averaging 38
minutes) lectures from eight instructors, while ddheight longer (85 minutes) ones from one
professor; | used eight topics and time framesn@ semester; and while he used video, | audiotaped

the lectures.
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Results

Definitions in Theology vs. Science Lectures

In answer to the first research question, sevéralagities with Flowerdew’s science lecture fingm
were observed. There are three types (formal, $emmal, and substitution) of definitions in these
theology lectures, and they reveal various levélsrecision or detail. These categories of defoms

in theology were not exactly the same as in thevetdew (1992) study, but the definitions could be
further categorized, as in his data, yet with fepessibilities. All formal definitions here wereeth
“attribute/property” type, for example, and thererevfewer types in the semi-formal and substitution
categories. Definitions do tend to cluster, but @s® used throughout the theology lectures. As in
Flowerdew’s research, definitions can be ‘signgostsicturing lectures, but they are often also
‘embedded’ with low focus in the theology lectur@gfinitions (especially formal and semi-formal
ones) in these theology lectures often includeatirad clauses and were frequently signaled lexicall
using “means”, “called”, and even the terms “defiard “definition”. Also, as Flowerdew observed,
even with the same professor there can be variatiothe frequency of definitions in academic
theology lectures.

Various differences between definitions in sceeand theology were also apparent, however. For
example, no ostensive only definitions were evidanthese theology lectures, though visuals were
sometimes used in class. Given the more concrdteenaf the sciences and the clearly abstract
nature of theology, it is perhaps not surprisingttiiwo formal and semi-formal categories
(behavior/process/function, composition/structuire) Flowerdew’s study were not present here.
Something here not noted in Flowerdew’s (1992)ckrtiwas the translation of foreign words or
phrases into English, and sometimes definitionstf@ological words or phrases were provided
during a lecture although the term itself was remclin the definition. In addition, some terms were
defined in several different ways during lectureien using separate types of definitions. In the
theology lectures there were also examples of negdefinitions, specifying what particular terms
or phrases do nahean. Finally, the total number of definitionsniy data is quite a bit less than in

the Flowerdew (1992) study with science lecturessahe frequency of definitions.

Quantitative Results: Types and Frequency of Diedims

The answers to research questions two (on types)ttaee (on the frequency and distribution of
definitions) are found in Table 1, which summaritles quantitative data, listing the length of each
lecture, the average time frequency per lecturel (antotal) per definition, the total number of

definitions, and the number of each of the thrges$yof definitions and some subcategories. In,total

143 terms or phrases were defined (representingliff&ent word families) in 269 definitions in the
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eight lectures studied, for an average of 33.6ndefns per theology lecture. Some terms (like
‘theology’) were defined more than once, and somesi in more than one lecture. The semi-formal
type was most common in this data from theologllofeed by substitutions and formal definitions,
which were the least frequent. The average frequehdefinitions varied, with the most frequent
understandably in Lecture 2 on ‘Definitions and <Siications’ (one definition on average every 1
minute 33 seconds) to the least frequent in Lecturen ‘General and Special Revelation’ (one

definition on average every 3 minutes 30 seconds).

Table 1
The Data at a Glance: Lecture Number, Informatom Types of Definitions

Lecture Number 2 5 7 10 14 17 20 21 Total

Information/Type
Length of Lecture 81 83 84 87 77 83 81 84 660
(minutes) min.

Average Frequencyof 1m. 2m. 3m. 3 Im. 2m. 3m. 3m. 2min.
Definitions (1 per) 33s. 18s. 30s. min. 40s. 52s. 7s. 7s. 27sec.
Total # of Definitions 52 36 24 29 46 29 26 27 269
Formal 7 7 3 13 11 19 3 12 75
(Attribute/Property)
Semi-formal 28 17 10 7 18 5 4 11 100

= Attribute/Property 27 17 10 7 18 5 4 11 99

= Location/Occurrence 1 0 0 0 0 0 0 0 1
Substitution 17 12 11 9 17 5 19 4 94

= Paraphrase 15 7 4 7 11 4 12 2 62

= Synonym 1 2 2 0 1 0 7 2 51

= Derivation 1 3 5 2 5 1 0 0 17

Qualitative Results: Examples of Definitions in dllogy

The findings for the fourth research question,homv definitions are used, are reflected in
examples from the lecture transcripts below (whté terms defined ibold italics), showing a range
of ways they were used, both orally and in writterm during the lectures. First, corroborating
Flowerdew’s (1992) results, some definitions seemeedelp structure lectures as ‘signposts’, as in
this excerpt, which both defines “prolegomena” aighals and what the next section of the lecture is
about:
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Lecture 2, Page 2 Excerpt - Semi-formal, Attribpiteperty “prolegomena”
ah / the wordprolegomena / essentially has to do / or means / ah / how one
approaches the study of a particular discipline haw one approaches the study of a
particular discipline /

Yet other definitions were embedded within thedeetharrative to clarify a term’s meaning or use:

Lecture 7, Page 6 Excerpt - Semi-formal, Attribprieperty “revelation”
revelation / is a process initiated by God / that may be @bsito you / from what I've
said already / but let me make the observationnagaavelation is a process initiated
by God that is to sagevelation is an act of God / it is something which God dbks
is God who does the revealing / it is God who githesevelation /

The above example also reflects the elaboratianJdzkson and Bilton (1994) discussed.

As Flowerdew (1992) showed, and Jackson an@Bi{1994) confirmed with elaborations, other
definitions in these theology lectures were embdddethe lecture narratives in order to clarify or
expand on a particular concept and its meaningser and some definitions were repeated orally
within the lectures, obviously for students’ naiking:

Lecture 14, Page 5 Excerpt — Semi-formal, Attritpreperty “transcendence”

when we speak about Godisanscendence / / we mean the otherness of God / we
mean the sense in which God is completely or whother than what we are / the
otherness of God / or to use Karl Barth’s languaAg®od as wholly other / that is
completely / different / God as wholly other / cdatply uh / completely different / uh
transcendence

Furthermore, some (usually formal) definitions wprited on, discussed, and/or later read out loud
off handouts that were distributed to studentsrduthe lectures, including lecture outlines, aescl
and other brief readings. Other times, as withftilewing excerpt, there was a clear connection
between the spoken definition and the written lectutline, which listed the bolded section below
under “the meaning of providence”:

Lecture 21, Page 5 Excerpt - Formal, Attribute/pedy “providence”

so when we speak abqgortovidence as preservationwhat we mean is the continuous
/ activity or agency of God / by which God sustalrthie creation / by which God
maintains it / uh / preserves it / conserve coreliv/ preserving in existence that
which God has created /

In the theology classes, lecture outlines and hatsdoften contained definitions of a technical
nature, as Jackson and Bilton (1994) similarly datetheir data (p. 73).

In these lectures, definitions were most fredqiyeand almost uniquely for technical theological
vocabulary, although 10% were for academic or othends, such as “tradition” (an academic word
on both the AWL and the UWL) in the following exalep
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Lecture 5, Page 12 Excerpt - Semi-formal, Attriljuteperty “tradition”

now tradition / simply means something handed down / from tls fgathe present //
/ and in Christian faith the term embraces beliefisd practices and institutions which
are handed down from generation / to generation /

Echoing Jackson and Bilton’s (1994) results, thevabexcerpt using a general academic term is
elaborated upon here in order to show the speedigit is understood in this field.

Some 30% of the words or phrases that were efituring the lectures were also written on the
class white board. A number of these were substitstwith word derivation, which was also usually
noted on the white board:

Lecture 10, Page 3 Excerpt - Substitution, Derimatitheopneustos”

okay yeah the word there literally tiseopneustos / and pneustos from uh pneuma uh
for spirit or breath / and theaf course is God / so literally what we’'ve got isds
breathed or uh God’s breath or God’s spirit /

One type of substitution here was not mentionetienFlowerdew (1992) study or in the Jackson and
Bilton (1994) one but is actually a translationualyy from Greek, Latin, or Hebrew words or
phrases, as in this example:

Lecture 20, Page 12 Excerpt - Substitution, Paraphr‘per verbum Dei”

The Creed saykl believe in God thd-ather Almighty / maker of heaven and earth /
but creation noticgper verbum Dei as the tradition says / by the word of God /
creation takes place by or through the word of Gadh / God uh / this refers to the
divine creation of the world by the word of God@weer /

While not very common, this type of substitutionttgnslation seems to reflect the field of Christia
theology, which draws on and uses the three magulages noted above.

In two cases, | observed ostensive use of diagitagether with formal definitions. The following
excerpt refers to an overhead that the professsmsig and pointed to during his lecture, butsiba
reflects a negative definition, since the profesmditionally describes what the defined phrasesdoe
not mean:

Lecture 17, Page 6 Excerpt - Formal, Attribute/pedy “doctrine of the trinity”

so in sum then / thdoctrine of the trinity is that three persons subsist in the divine
essence or substance without division / now atgaist let me put up a picture of God
for you / um | know you’ve been waiting for thid s#drm / you've all wanted to know
what God looks like / well this is an ancient degrof the holy trinity / a snapshot uh
of God taken / in uh / the second or third centunow let me just tell you what's
going in here / this in diagrammatic form is areatpt to say what we just said / okay
/ God is Father / God is Son / God is Spirit / ¢hsrone God but three persons / God
is Father / God is Son / God is Spirit / howeviis/also important to remember uh /
not to confuse the persons / while there is one Gbe persons are not to be confused
/ so the Father is not the Spirit / and the Sgsritot the Father / the Father is not the
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Son and the Son is not the Father / and the Swoot ihe Spirit and the Spirit is not the
Son / each / person has its own identity / yehatsame time / there is but one God /

This rather lengthy elaboration is one type of mi&ifin that also functions as a summary of previous
comments the lecturer had made.

In summary, the quantitative results and theempts and qualitative data here reveal that several
different types and categories of definitions wesed in these theology lectures, and it was not
unusual for there to be some written or visual supp in lecture outlines, on handouts, on thesclas

white board, etc. — for these terms or phasesegsviere being defined orally.

Discussion

Before discussing the results further | should aekedge some limitations of the present study:
these are initial findings in a case study repr@sgrone discipline, from only one Introduction to
Theology course, in one graduate school, and tteirkes are from only one professor. However,
these limitations do not discount the main purpafséhe study, to describe definitions in a negldcte
field, nor the findings reported here.

In a corpus study on written academic vocabuldgtand and Tse (2007) declared that “all fields,
not only the sciences, draw on a specialized legis247). The present analyses of definitiongan t
theology lectures confirm their point but also rvihat theological vocabulary was a focus for this
particular professor. In discussing “revelatiorg; €xample, he stated:

Lecture 7, Page 7 Excerpt

you know we've got all this wonderful shorthandhistbiblical theological vocabulary
/ you know that Christians use / uh but part of agenda here is to try to think in and
uncover and unpack / what is it we're really usimghat is it we're really saying when
we mean these things / when we say these thingsrratvhat is it we really mean /

This ‘shorthand’ or ‘biblical theological vocabwamwas clearly considered to be important, and the
professor was definitely concerned that studendgiiae the specific meaning and use of particular
vocabulary. This objective is probable for manytueers in a variety of disciplines, and definitions
are a good place for all L2 students and theirlteecto start considering the vocabulary of specifi
academic fields.

It appears, as Flowerdew (1992) suggested, ti@tcharacteristics of definitions in different
academic disciplines and for different audiences/aiy somewhat, yet there are also a number of
commonalities between definitions in science anith@ology lectures, as noted earlier. Given that th
lectures in Flowerdew’s (1992) study were for uggdaduate EFL students in Oman, however, it is

perhaps not surprising that although the total tlemd lecture time studied was similar (660 minutes
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here vs. 605 in science) definitions were fewer ksd frequent in these regular graduate theology
lectures for both native and non-native Englishakp®y students in Canada. One key difference
between the students in these lectures in Canatithase in Jackson and Bilton’s (1994) research in
Oman is that these students were very proficiefidriglish, and thus likely familiar with colloquial
English for definitions or elaborations, which seehto pose a challenge for the EFL students in
their research, “whose exposure to English had bestricted to a formal classroom setting” (p. 76).

Since theology, like many other disciplines,lsl@auch more with abstract topics and concepts, it
also not surprising that there were no ostensivdy afefinitions in my data, nor any
behavior/process/function and composition/structgn@mantic definitions, which seem more suited to
biology and chemistry, the science courses in Hidew's (1992) research. Flowerdew noted that
‘ostensive’ was “a very minor class” of definitiomshis corpus (p. 212), and given the subject enatt
in my data (see the Appendix for the lecture topitsvould normally be difficult to find objects,
photographs, or diagrams to offer as ostensivenidieins in theology, although the professor giving
these lectures did use the white board extensivedl/visuals occasionally, as in one earlier extract
While definitions were less frequent in the theglbectures here than in either of the science studi
noted, they were nonetheless often embedded thootighese academic lectures to help listeners
understand terms or concepts, and thus could Heludse L2 vocabulary learning, particularly of
technical terms or phrases.

In terms of written definitions in these lectsiras the examples above indicated there wereslace
where the words or phrases that were defined onadhe included in written form in lecture outlines
or the words that were defined were written dowrtlenclass white board as the professor lectured
and elaborated on them. In some cases the professdrclass handouts and read out printed formal
or semi-formal definitions on them. This case stadydefinitions is part of a larger research prpjec
and future possibilities for analyzing these artteotata include 1) further description of the oke
written definitions in the other lectures and 2)dsting how different definitions may be related
within different lectures, or how definitions foepeated words, phrases, or concepts may change

over time during the Introduction to Theology cau(see, e.g., Leung, 2005; Morgan, 2005).

Possible Implications for Vocabulary Learning

For those who work in EAP or ESP education, thset fthing to note here is the presence and
frequency of different types of definitiofer some academic and mostly technical theological
vocabulary in normal, intact academic lectures.r@mrating the earlier work of Flowerdew (1992)

and Jackson and Bilton (1994), we can thereforewage L2 students by letting them know that
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various types of definitions exist in their conteettures and may be valuable for learning
vocabulary, and by helping and teaching them toabare of definitions and to use them to

understand their lectures and to acquire vocabimeayd through them.

In relation to learning specialized vocabulary, fresent study suggests that we should
educate advanced EAP and ESP students by commugitathem that in academic lectures:

» Definitions are frequently signaled lexically, witmean(s),” “called,” “that is,” etc.

(see also Flowerdew, 1992; Jackson & Bilton, 1994).

* Some terms or phrases are defined more than amcdifferent ways, and in

different lectures.

* Definitions in lectures include both those fodividual terms(e.g., “prolegomena”)

andmulti-word phrasegsuch as “inspiration of the bible” or “doctrine thie trinity”),

confirming the importance of lexical phrases fochigical vocabulary learning and

teaching (see also Mudraya, 2006).

If we train students to listen for lexical cues definitions (like “mean(s)”), to recognize that
specialized words or phrases may be defined mane dimce and in different ways, and to look for
both individual technical words and phrases, theyud hopefully be better prepared and able to deal
with these in their content lectures as informetiya listeners.

As the earlier examples imply, there is a cleaminal emphasié definitions in theology, and
those in other fields confirm that technical vodaby seems to involve mostly nouns and noun
phrases (with adjectives), and few verbs or advéhbsarsyah, Nation, & Kennedy, 1994). Also, the
technical vocabulary in theology that is definedd® to be abstract, in contrast with Flowerdew’s
(1992) more concrete science definitions, and €4(t898) indicates that vocabulary for abstract
concepts may be more difficult to learn than fonaete ones. This observation suggests that
focusing on technical vocabulary learning within EEAr ESP classes may be valuable, particularly
for mathematics, philosophy, psychology, theology, other more ‘abstract’ disciplines where
ostensive definitions may be absent or infrequent.

Finally, in addition to the usual note takingliskcovered in courses for academic listenings thi
study suggests that EAP and ESP students shoulthught how to use class handouts and
whiteboard notes written during their lectures aoly to aid their aural comprehension but also to
support and contextualize the definitions thatrthegiturers provide orally, especially since thaths

elaborations (including definitions) are not usydlighlighted verbally (Jackson & Bilton, 1994).
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Conclusion

Though complex, definitions in academic lecturaes am area for ongoing study in ESP. Taking into

consideration the limitations mentioned earlieg fnesent research generally echoes Vidal's (2003)
study, suggesting that hearing and seeing acadkuiagres in English offers L2 students great

potential for vocabulary learning, particularly gppecialized or less frequent vocabulary and where

lecturers offer a rich lexical environment with tégh and visual support.
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Notes

! In the Jackson and Bilton (1994) study semiteciniocabulary was defined as “an everyday word
which has a specific application in the scientdantext” (p. 72). The example given was the word
‘hardness’ used as “a measure ofibgistance of a mineral to scratching. 72, original emphasis).
This distinction indicates what Nation (2001) ngtadd Chung and Nation (2003, 2004) and Fraser
(2005) later observed, that there are various $ewéltechnical vocabulary and that high frequency
vocabulary may also be used in very technical ways.

2 See the Appendix for the full course lecture schedwhere the numbers and major topics of the
lectures that were analyzed hereitakcized

% The second rater had EFL teaching experienceadn e only differed on categorizing one
definition. The other differences were becauseaines had neglected to categorize some definitions
that the other rater had noted. The final totate lireclude all the definitions.
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Appendix
The Introduction to Theology | Lecture Topics

Class(es)  Topic(s)

Part 1: Prolegomena 2, Definitions and classifications
3,4 Task and method
56 Traditions and perspectives
Part 2: The Doctrine of Revelation7, 8 General and special revelation
9,10 The inspiration of Holy Scripture
11,12 The interpretation of Holy Scripture
Part Three: The Doctrine of God 13 The being of God
15, 16 The triunity of God
17, 18 The perfections of God
Part Four: The Doctrine of Creation 1749 God the creator
21 Providence and evil
22,23 Humanity and sin

Note: The numbers and topics of the lectures ardlyere are inalics.
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Abstract

The purpose of this qualitative research was tangxa the extent to which Taiwanese educators in
one selected high school in Taiwan viewed theirliEhganguage study group as a form of staff
development and professional learning community deatributes to their professional growth or
learning. This case study employed the followingtad&ollection techniques: (1) informal
observations and interviews, (2) focus group ingswy (3) semi-structured individual interviews, and
(4) documents and records. The site selected fersthdy was one selected high school in Chia-Yi
City in Taiwan. Participants in this teacher stgglgup argued that the group provides a better form
of professional development than traditional prsi@sal development activities because it was a
teacher-directed activity in an informal formatdaprovided on-going opportunities to meet their
needs. The concerns and challenges of the studyp gdentified by the participants in this study
include: a) the role of facilitators, b) the impamt improving teaching practice and students’
performance, and c) lack of school-wide impact. Tiembers also believed that this collaborative
group promoted both collective and individual growh a supportive learning environment and
thereby functioned as a learning community.

Key words: Learning community; Professional development; Stoicbups.
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1. Background

Schools are communities in which learning is supdds take place, but they do not always function
well as learning communities (Watkins & Marsick, 989. The development of school as a
meaningful learning community is a primary issue éducation. A number of empirical studies
(Caine & Caine, 2000; Emery, 1998; Garet at elQ12Meyer et al., 1998; Murphy, 1992; Pfaff,
2000; Short et al., 1993) noted the significancaeaicher study groups. However, there are fewer
answers to the questions within the literature méigg how teacher study groups contribute to school
development as a learning community. More spedificavhat we need to know is what
contributions do teacher study groups make to dpacity of teachers and school development as a
learning community. These questions were explicakamined in this study. Here, this study
attempted to seek the way in which the conditiomstaacher study groups transform school
development into a learning community. Most impottia how does a teacher study group affect
school change?

According to Emery (1998); Meyer et al. (1998)afP(2000); Short et al., (1993), we can see the
direct link between conducting teacher study groampd the development of a school as a learning
community leading the professional growth of teash&his review supported the notion that teacher
professional development is affected when schoefslve into learning communities and are
supported by professional learning networks knowrstady groups. In other words, when teacher
study groups contributed to schools evolving irgarhing communities, this can support teacher
professional development and maintain a high lefeteacher efficacy. However, even though
teacher study groups can have a link to contribat®ol development to learning communities, these
relationships had not always been reported in @gfit detail. Most studies on teacher study groups
not only had limited empirical data, but also tylig presented the researcher’s opinions relative t
the effectiveness of the staff development modettHermore, because of the limited information
provided by studies about Taiwanese conditiongumfysgroup efforts, at this point the researchdr di
not have a precise view of how varying contextscgpally influenced the impact of school
development as a learning community leading tohteaprofessional growth in Taiwan.

The significance of this study should developuawlerstanding of study groups as an alternative
form of professional development from the perspectif teachers who have been involved in such a
group. In particular, the study should provide gh$s into the ways in which participants view a
study group as contributing to their professioratedlopment. In addition, this study may serve as a
guide for Taiwanese educators who are interestéteimmplementation of study groups. An in-depth
description of the views and experiences of studyg participants may help educators understand

the problems, frustrations and successes in tefiine mperation of study groups.
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2. Literature review
Research has also demonstrated that teacher stadgsgin K-12 schools are a promising strategy

for sustained, substantive school improvement (DuR Eaker, 1998; Lieberman, 1996). School
staff who participated in groups found that leagnigroups contributed significantly to the
achievement of school goals. Tichenor & Heins (3Qfinted out that educators can take control of
their learning by actively participating in problezantered discussions and activities. However gther
is a lack of empirical data showing how teachemingcontributes to school development as a
learning community.

Short (1993) studied elementary schools in theakcdistrict of Tucson, Arizona. Teachers in this
study reported that the most valued aspect of &zastiudy groups was creating a strong community
in a particular school. The teachers talked aldmeiigolation they experienced as educators, thek |
of knowledge about other teachers’ beliefs and tm@cand the lack of trust between peers. The
study group provided a supportive environment &ffection on their experiences both as teachers
and learners. Through study groups, these teadeesoped personal and professional relationships
that gave them a sense of community. Short el@83) stated that the community built in the study
group invited teachers to "interact on regular $afiout issues of concern, gave them a chanceto se
how other people handled issues they were alsindealth, and often afforded them the window to
see others were just as frustrated and concerped).

These evidences revealed that providing teachi@tsthe opportunity to approach teacher study
groups that promoted collaboration, shared decisiaking, problem solving, and discourse on
instructional criteria can have a positive effeatle@arning communities. These groups ultimately led

to teacher professional growth.

Few studies on teacher study groups are availableaiwan, although this type of activity has
existed for quite some time. In the past, Taiwarieaehers were neither encouraged to attend study
groups, nor were offered opportunities to percesuedy groups as their means for professional
growth. A group of teachers usually met to discossalked over some specific issues or topics
related to education after school. This was reghafea personal activity rather than a professional
activity. However, due to the impact of the new @tional reform movement, Taiwanese teachers
and principals had begun to notice the essented fier collaboration with their peers.

Recently, the number of study groups in Taiwansigg. According to Chao (1999), teachers who
participated in study groups during the school dmyreceived financial support from the school for
participating, commonly, used their extra time ttelad these study groups. Generally, Taiwan’s
teachers volunteered to participate. However, @aclklo not often receive recognition for their

efforts from their school administrators. Generatlyere was only one teacher study group in each
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school in Taiwan. Meanwhile, few supervisors cameexamine activities in study groups, and
teachers usually took turns discussing issuespicgan their groups.

In the empirical research on teacher study grafipsang (1998), Taiwanese teachers reported that
study groups were the best approach toward classroanagement and reducing isolation. These
experiences helped teachers to develop commumcakils in classrooms and personal teaching
theory. In addition, Chao (1999) pointed out thettchers effectively benefit from personal growth
and instructional content from these study grolysteover, most Taiwanese teachers had positive
attitudes about their sub-groups such as studypgremd growth groups (Hsieh, 1999; Rau, 1997,
Chiu, 2001). According to Chiu (2001), Taiwanesacteers and administrators had attempted to
regard teacher study groups as a formal profedstEelopment approach due to their advantages.
These advantages were connection with real teackind the opportunities they provided for
collaboration with colleagues. Chiu’s (2001) studyealed that study groups positively promoted
participants in personal and instructional develepmin other words, according to these experiences
in study groups, Taiwanese teachers had paid niteatian to study groups to help them in their
professional development.

However, even though teachers enjoyed the adyartfibeing in charge of study groups, the non-
legitimacy and rewards system declines teacheifihgmess to participate (Chiu, 2001). As for the
role of principals, most Taiwanese principals saidprovided financial support or supplemental
resources to study groups, even though they engedréeachers to attend the activity. This is
probably because of the top-down school culturevdiaese teachers still felt uneasy to communicate
with their principals equally, even though they es@mpowered more in schools. Chiu (2001) also
found that Taiwanese teachers and principals Héereint perceptions of who are responsible for the
professional development of teachers. In other wjoodly if teachers and principals have the same
perceptions with regards to the purpose and gddksaening activities, will school improvement be
effective.

In relation to the new movement toward teachenspowerment, Taiwanese teachers needed to be
responsible for their professional learning morantlever. Study groups were assumed to be an
effective approach for Taiwanese teachers to réaethgoals of educational reform. Through study
groups, Taiwanese teachers can collaborate withspeedeal with the difficulties and problems
caused by the new curriculum and educational pohliegre quickly than other professional
development activities. There is still a long way Taiwanese educators to engage in the educational

goals, which benefit students.
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Here, the researcher attempted to identify thg mwavhich the conditions in teacher study groups
transform school development into a learning comityuifhe literature failed to give the teachers
reflections on their beliefs and practices withéadher study groups. Due to this lack of resedheh,
research tended to investigate how teachers inpgrmfluence the attitude and awareness of their
students and their teaching practices. Based ochéeacollaboration and inquiry, the research
furthered the understanding of study groups and tiey had helped teachers raise consciousness
about the relationship between teacher knowleddepaarctice.

With respect to the research questions, litttermation was available about Taiwanese teachers’
perceptions of the use of study groups as a foretadf development. The following were the central
and sub-questions:

1. What are the perceptions of teachers in a seleld@slanese high school of a study group as a
form of staff development and as contributing school-wide learning community?
2. What do the teachers view as the challengesamekrns in developing

and sustaining an effective study group?

3. Method

In this study, a qualitative case study methodola@g used to gather data from the perspectives of
the participants involved. This study investigated perceptions of teachers of the use of study

groups as a form of staff development in one setesthool in Chia-Yi city in Taiwan.

3.1 Participants
The site selected for this study was a senior Bigfool in Chia-Yi City in Taiwan. The English

Teachers’ Club at this school has been in operdionsixteen years, and functions entirely in
English.

In addition to the principal, the participantstims study included eight members of the English
Teachers’ Club: seven teachers working at the dchod one teacher working at one municipal
junior high school. The group consisted of five Esfgteachers, one chemistry teacher, one music
teacher, and one guidance counselor. The eighiciparmts range in years of teaching experience
from one year to 40 years. They had attended thdygroup for as little as one year and as long as

sixteen years.

3.2 Data collection techniques
This study employed the following data collectieshiniques: (1) informal observations and informal

interviews, (2) focus group interviews, (3) senmitstured individual interviews, and (4) documents
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and records. These multiple methods of data cadlecllowed the researcher to triangulate the data
and provide a more reliable analysis.

All eight participants at the selected schoolsthis research interview were volunteers. The
individuals were interviewed at the location maostwenient to them. Interviews were tape recorded,
and notes were taken during the interviews to dateufuture questions and clarification. The time
for each interview was approximately one hour avitbfved a planned interview protocol designed
by the researcher. The group interview was augiedaand later transcribed. It lasted approximately
one hour. As part of the data collection procesgajlable documents and records are also collected.
These included the agendas of study group meetingghotos taken with a number of invited guest
speakers, the record of attendance of membersstaffddevelopment or school improvement plans
and policy statements such as a report of schowkldement plans, a brochure of school

introduction, and educational and demographic baxkgl of faculty and staff.

3.3 Data analysis techniques
In order to accomplish the goals of this stuthg methods of data analysis included: searching for

patterns, themes, and ideas in the data; creabding categories as the patterns emerged; and
organizing the data into these categories. As iddal and focus group interviews were completed
and transcribed, the information was saved in arse@ file for each individual. All data were read,
re-read, and analyzed by identifying question numbategories in parenthesis and a sentence,
phrase, or text to identify the category. All thesponses from participants were analyfmdboth
groups of questions and each question. In addigach question was also analyzed based on the
responses from participants. By analyzing eachtguefom participants, additional categories were
compared, contrasted or combined to clearly gh@tdevelopment of themes.

When initial themes were generated from the mebedata, they were coded numerically. When the
themes were identified, the codes were determirmedtl @mpared to discover the focus of the
analysis. Once the results of the preliminary cggirocess for all participants were merged into the
group database, data could be organized in a yasfetiews. The QSR-NUD*IST qualitative data

analysis computer software program was used asthéor data analysis.

4. Findings and discussion
This part will summarize and discuss the findingghis study, and present recommendations for

professional development. In particular, the extentvhich the ways in which these professional

learning opportunities differ from traditional pesisional development were examined. Secondly, the
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perceived concerns of a study group were analymectlation to the challenges and concerns in
developing and sustaining an effective study group.

In this study, participants not only perceivece thanguage group as form of professional
development, but also a way contributing to a le@ricommunity.

The research sub-question addressed in this sudshat do the teachers and the principal view as
the challenges and concerns in developing andisugjaan effective study group? The emerging
concerns and challenges identified in this studyuitle: a) the role of facilitators, b) the impact o
improving teaching practice and students’ perforoearand c) lack of school-wide impact. These

issues are discussed below.

4.1 The study group as a form of professional dguaknt
According to these participants, two features @f $skudy group were particularly significant. First,

they perceived the study group as providing anrinéd and flexible format for learning. Second,
they perceived the study group as involving a pgeas ongoing learning that can better meet their
learning needs compared to other traditional psiéesil development activities.

In this study, teachers reported that the studbum process is a teacher-directed professional
activity with an informal format; in particular, @i viewed this study group as an informal
organization. They indicated that they prefer theeflom and autonomy of a study group that
operates with an informal and flexible format rattiean a formal professional activity supervised by
the school. Five teachers agreed that they weeedafinat this study group might become a formal
form of staff development for schoolteachers, beeahey do not want to be supervised and forced
to attend this group. As one participaaid, he did not want this study group to be a &rfarm of
staff development because he did not want to losefléxibility and autonomy of the study group.
This evidence suggested a desire not for top-dayersision by the school in terms of professional
learning, but for the autonomy to take charge a#'®mwn learning. Teachers in the study group
were afraid they would lose control of the learnprgcess if the study group became formal staff
development, and the school took charge of thegli&imlearning.

Teachers in the study group indicated they wambebe involved in deciding what they need to
learn and in developing the learning opportuniaesl the process to be used. As Hodges (1996)
argued, this kind of teacher involvement affectegichers’ motivation and commitment to learn. In
contrast, when teachers lose the authority anchaoty to take charge of their own learning, they are
less likely to engage in meaningful learning. Thene it is not surprising that teachers in thedgtu
group believed the informal and flexible format fearning was important, because it provided them
with the opportunity to structure their own leainn this way the study group differs from most
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traditional professional development in which teash participation is typically dictated by
administrators or a central office rather than heaaleveloped (Kagan, 1992). The implication of
this traditional approach is that “teaching is nfidewed as technical, learning as packaged, and
teachers as passive recipients of knowledge” (raba, 1995, p. 592). Teachers ended up over-
depending on higher authorities making decisionshfem (Nias, 1993) so that they were reluctant to
pursue self-directed professional growth on th&mnand to view seeking professional growth as
their obligation. Compared to traditional professibdevelopment, teachers viewed the study group
as a teacher-directed activity in which they hadahtonomy to decide what they want to learn.
According to the participants, this teacher-deedcactivity also made them view this teacher study
group as a practical professional development iictiliat increased their English ability because it
offered the opportunity to practice using Engliathich was what they believe they needed. Teachers
also reported that the experts or outside speakdmmal professional development workshops or
in-service programs usually do not address theddaes they disseminate information that they do

not often see as relevant. One of the participaithael, reported,

| think many in-service programs or workshops feadhers are more
theoretical and not practical. Speakers of thesekstmps in the in-service
education all presented in Chinese. But for Engistthers, what they lack is
the training of listening and speaking of EngliSw, in-service education is
not practical. In contrast, this study group camtgbute to a teacher’s
listening and speaking. When listening to otherg’spntation in English, you
can see how much you can comprehend. And wherydus turn to present,
you also can see if you can present something mefuhiand reasonable in
English. This is indeed practical and realistiddachers. Certainly, you also
need to engage in reading to enhance your professjyoowth.

Traditional approaches to professional develognieve come under severe criticism as being
ineffective and not providing teachers with suffiai time and activities for the practice of newaisle
and skills or content deemed relevant to increasgaghers’ pedagogical or pedagogical content
knowledge (Garet, et al., 2001; Lieberman, 1995)dks-Horsley, Hewson, Love, & Stiles, 1998).
Thus, it is not surprising that teachers in thalgtgroup complained that the traditional profesalon
development or in-service programs they attendeedllysdo not address their needs. However, the
belief that practical professional developmentestdr was supported by the teachers in this study
group. Teachers in the study group did not assinaiethey must learn from experts, but needed the
opportunity to practice what they are trying torfeand be able to learn from each other. As the
teachers worked together, they reported becominge raware of the complexities of the English

language and its usage in a broad range of areatdbe diverse articles they read and discussed.
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Participants also reported that they preferredstindy group as a form of professional development
over traditional professional development actigitibecause it provided time for them to meet on a
regular basis, to learn from each other, sharesidgw@actice English, and support each other. Teache
also reported that since the study group providedaing learning experiences, in contrast to teache
workshops which they attend only once or twice wuthextension, the study group was able to
provide an opportunity for in-depth discussion ohtent, pedagogical strategies, and ideas for new
practices they would try not in the classroom (Gat al, 2001). In this study, the weekly
professional learning activities contributed to cteers’ subject matter knowledge, pedagogical
knowledge, and pedagogical content knowledge whgha feature of effective professional
development (Garet et al., 2001). These findingeevedso consistent with other research regarding
effective professional development, which indicatkdt professional development should provide
for collaborative, ongoing opportunities for coliees to be engaged in focused activities that are
embedded in their daily professional lives and ntbetr needs (Guskey, 1997; Hawley & Valli,
1999; Herner & Higgins, 2000; Sparks & Hirsh, 199If) other words, in order to be effective,
professional development should be ongoing andruamts rather than be given in fragmented one-
shot sessions.

For the teachers at Chia-Yi Girls’ Senior Highh8al, this study group is an on-site professional
development that is convenient to attend becausehiéld on campus. However, that does not mean
that the teachers perceive this study group asra fif school-based professional development.
According to Roberts & Pruitt (2003), school-bagafessional development should take into
account the needs of the particular students instt®ol and the unique culture of the school. As
Michael reported, this study group is an informajamization that does not belong to the school, the
library or any academic affair's division. Therefothe teachers did not focus on needs assessment,
data collection about their students, or articatattheir vision in accordance with the district or
school vision. They focused on increasing theirli&hdluency. It is evident that the teachers ia th
study did not perceive this study group as schaskld professional development but as informal on-

site professional development.

4. 2 The study group as a learning community
The teachers consistently emphasized learninghegeind learning from each other in a supportive

environment. They perceived the study group torbeportunity to learn English by conversing in
English with colleagues and English-speaking guiests safe place in which they would share and
discuss ideas openly, and reduce their feelingahtion from other adults. The participants irs thi

collaborative group took collective responsibilityr their English learning in a way that was
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consistent with the characteristics of professidearning community. Myers & Simpson (1998)
described learning communities as “cultural seftinig which everyone learns, in which every
individual is an integral part, and in which evegrticipant is responsible for both the learning an
the overall well-being of everyone else” (p.2).

These characteristics of professional communigmivers suggest that although this study group
does not contribute to the school’'s developmerd Bsarning community, it does represent a strong
learning community in itself. This sense of a l#agncommunity was viewed by the participants as
one of the most valued aspects of the study group.

Teachers reported that the study group providedpportunity in a physically close environment
for them to exchange ideas, to share personal eaching experiences, and to get personally
acquainted. Their interactions seemed to establisénse of identity based on common interests and
goals (Louis & Miles, 1990). Teachers thought theidg group helped their interpersonal
relationships, improved their professional inteiatd, and provided a place of safety, belonging, an
trust. The conditions that are essential for agasibnal learning community consist of: (1) time to
meet and talk, (2) physical proximity, and (3) coumitation structures (Kruse et al., 1995). This
study group certainly met these three conditions.

The weekly group meeting, with the agenda focusedliscussing an article in English, provided
opportunities to discuss personal and professiempkriences, and led to the establishment of a
discourse community that encouraged the exchangedeafs. When teachers have time to meet,
discuss their common interests, interact frequerthd have the opportunity to exchange ideas, a
study group can become a learning community.

The teachers also reported that the study greme them a chance to get to know other teachers
better and break the wall of isolation. For examplee teacher said, “I usually keep in touch with
Michael, George, and Angelica in the group. I'mlased in the school, but | can be closer to the
members in the group.” As a result, teachers hachésl to trust each other and develop a good
rapport. Trust and respect from colleagues in théysgroup are one characteristic of the study grou
as a learning community because it “helps to indacesense of loyalty, commitment, and
effectiveness necessary for shared decision makimgthe establishment of collegiality” (Kruse et
al., 1995, p. 38). When people don'’t feel saferireavironment, it makes them feel uneasy. In this
English Teachers Club, the teachers found a safeeplvhere they realized they can be heard and
accepted respectfully. Mutual respect and undedsigrwere central to build trust among teachers.
The trust among teachers helped them to talk hignabbut their perspectives: they said they felt

safe talking about their opinions, challenges, famstrations.

The Asian ESP Journal Volume 5 Issue 1 32



The Asian ESP Journal May 2009

Another characteristic contributing to a learnicgmmunity is supportive and shared leadership
(Kruse et al, 1995) that should focus efforts ohe“tcore issues of shared purpose, continuous
improvement, and structural change” (p.39). Teaheok turns to be facilitators who selected
materials and guided the group conversation. Tdtisting leadership allowed teachers not only to
develop their leadership ability, but also to fis@ie equal participation among all the memberghWi
the shared leadership, every member in the stuolypgmade an effort to enhance their colleagues’
English development that is the shared purposkeo$tudy group.

In summary, the open atmosphere, collaboratiasegdue, and supportive culture in the study group
encouraged teachers in their personal and profedsigrowth in a synergistic community.
Specifically, the conditions of time to meet, plugdi proximity, communication structures, trust,
supportive leadership and socialization in the wtgtbup were crucial to developing a learning
community. In this respect, this teacher study graoepresented a learning community where

teachers took responsibility for their own learnargl professional growth.

4.3 Concerns and challenges of the study group

4.3.1 The role of facilitators
The selection of topics and the techniques of l@adonversation in the group were two issues that

the participants were concerned about as facitfgatdurphy (1992) believed that “study groups turn
all individuals into learners eager to assume nesibdity for their own learning and that of
colleagues,” a characteristic that seemed to leeviith this study group. They reported that thegkto
members’ interests and needs into consideratiomwbkecting topics.

However, when considering the interests and neédseir colleagues, facilitators faced a number
of dilemmas. One of these dilemmas was the sefeabib topics with which facilitators felt
comfortable at the same time and were of inteme#té participants. Teachers reported that they fel
pressure to select good topics and felt a respidibsitor and commitment to contributing to group
discussion. However, some participants also exptesoncern that some topics chosen were
unfamiliar or boring. For example, Michael, an Hslglteacher, stated: “some selected articles are
profound, and some are hollow.” A reported advamtad this particular study group was that
teachers have the flexibility to select differeimds of articles as the facilitator, but a corresgiag
disadvantage was that facilitators had difficultglesting articles and estimating the level of
appropriate content for other members. This diffictended to make some teachers feel bored or left

out. In essence, when teachers determine the dofttetheir own professional development, the
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level of learning is dependent in part upon thejaxity of the facilitator to understand the neefds
his or her co-workers.

Another dilemma for facilitators was the need aoly to be attuned to the interests and English
comprehension capacities of members in selectirtgnag but to keep the focus on learning English,
the purpose of the study group. Angelica reportaeid difficulty in regards to one facilitator.
Members proposed the idea of “let’s speak in Taggef to the facilitator to discuss the materiat tha
week. If he agreed to discuss the material in Taesa, it would follow the desires of some
members. However, this agreement would lose thegser of English learning. If he insisted on
discussing in English, some members might be umgilbr unable to actively participate in the
discussion.

Equally important was the limited time availalethe one hour meeting. As Florence, an English
teacher, reported, time constraints seem to catmadems for facilitators. Sometimes facilitators
cannot direct the discussion as they would likeabee the time is usually up after all of the mermber
have presented their ideas. This shortage of tirrgented the facilitator from making comments
after each presentation. Teachers also reportédhina hoped to increase attendance; however, they
complained that due to time limitations for groupcdssion after members’ presentations, increased
membership would further complicate the facilitaa@bility to manage time constraints.

The sense of ownership of this study group suppd@riffin’s (1983) idea that study groups should
form around a problem or area of interest iderdifig the teachers involved. In this study group, th
teachers took turns as facilitators to choosedpi t provided a copy of the text for the othersead
prior to each meeting, and prepared questions idegaonversation in the group. All were
encouraged to participate through sharing, disoanssind reflection upon focused topics. This study
group was an example of collective learning in ftamembers constructed meaning around an issue
that was important to them by thinking and talkii¢h others.

Although there were no specific rules for theilfe@tors, the rotating leadership provided
opportunities for every member to develop the lestup capabilities and also generated commitment
to the work being carried out by the group. Formegke, Angelica, a counselor, described how one
facilitator dealt with the problem of leading theogp discussion when members found it difficult to
participate in the discussion. Due to this, shenked how a leader dealt with problems he or she had
confronted from the facilitator during the groupsdission. She learned how to handle the group
dynamics from the facilitator that week. This fingiwas consistent with research indicating that
rotating leadership in a study group enabled teadieelearn how to handle group dynamics (Short et
al.,1993; Birchak et al.,1998; Murphy & Lick, 200Because leadership roles in this study group

were open to every member regardless of theirstatteaching background, it seemed to strengthen
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the commitment of teachers to the group, broadehen vision of the study group’s roles, and
enlarged the scope of their personal and profeakgrmwth to include leadership development.
Although the role of the facilitator rotated amagroup members, not everyone was required to take
on the role. Some contributed to group meetingmbying native speakers of English to the group if
they were uncomfortable leading the discussiomh@lgh this action might limit the opportunity for
teachers to practice their leadership skills, dt mibt limit teachers’ learning of English. The faator
still got a chance to participate while simultanggugiving participants opportunities to learn how
native speakers of English lead group discussiorisnglish. According to the group members, the
presence of a native English speaking person infleé their thinking processes, the way they spoke
and their interactions with each other. In facte thative English speaking guest offered new
leadership models to teachers in the study groupth&rmore, members considered that when a
designated facilitator found an alternative metliadleading group discussion such as inviting a
native English speaker, it showed a sense of catiogit the function of the study group as well and
the importance of the role of a facilitator. Sometevs concurred that everyone in a study group did
not need to take on the role of facilitator, althbuhey should be encouraged to consider taking tha
role (Birchark et al., 1998). Despite the probleamsl dilemmas of the role, the approach of rotating

leadership as facilitators can foster the growtteather-leaders and create new leadership stesctur

4.3.2 The Impact on Improving Teaching Practiocg @m Students’ Performance
This study showed that teachers were willing torteyv ideas and transfer content and experiences

from the study group to their classrooms, althotingiie were no specific skills or strategies thatse

to be transferred to the classroom setting. Thexe also no data directly understanding the issues i
terms of the impact of the study groups on lessah @urriculum planning. It was not part of this
study, however, to examine the relationship betweachers’ learning English in the study group,
and student achievement in learning English. Qagtahere was no focus on student achievement in
this study group. The participants, for exampld, bt collect and analyze data about student wrk t
determine student obstacles to learning. One teasdid, “To students, | have no idea about this
(student achievement). My students seem not to hagteany influence from it.”

When asked if the experience of attending thdysgroup changed their classroom practice, all the
teachers interviewed responded that they did mgeta specific skill or strategy to directly apppdy
classroom teaching. In my observations, there sdetmenave no evidence that the study group
encouraged critical teacher reflection on theichéag practice, both individually or as a groupdan
supported study group participants to look for othkernatives and teaching strategies that might
prove helpful to certain students beyond a conoerthe part of some teachers to learn about better
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classroom management strategies. One teacher meghldhat the reason why teachers seldom
reflected in study group sessions on student legmias that members were from different schools
although at the time of this study only one paptiit was from a different school, and the problems
and students they faced were different.

Interestingly, all of the participants respondbdt the experiences of attending the study group
didn’'t make them work with other teachers on cwiden and instruction much more. As Michael
said, “It's a personal job to prepare for teachiragerial. It's common for teachers to deal witrséhe
materials by themselves. It's not like teachersvestern countries, who work together on their
curriculum planning.” The eight teachers intervievexplained that this view of curriculum planning
contributes to a generally isolated teaching caltim Taiwan. As previously stated, teachers
commonly indicated that curriculum planning andrmstion in a classroom tends to be an individual
responsibility, rather than a collaboration withet teachers. Although the study group process was
supportive in helping to reduce the sense of ignlaand giving teachers the opportunity to come
together on a regular basis to share ideas andsdiselevant issues about teaching or education,
there is still a long way for teachers to go todmee reflective in their classroom practice through
collaboration in the study group.

The commonly shared view that teaching is anviddal personal responsibility makes teachers
hesitate to reflect on their teaching practice witlieagues. Under the dominant teaching culture in
Taiwan, teachers usually are not comfortable omgtiieir classroom for other teachers to observe,
let alone allowing colleagues to discuss theirligar Taiwanese teachers do not seem to be ready to
accept this challenge to their teaching. Given idosated teaching culture, teachers’ learninghm t
study group tended to be a somewhat superficilhoted sharing of teaching experience rather than
a critical reflection on their teaching practiceas®d on my observations and interviews, the teacher
in this study group seldom had conversations albout they teach and foster students’ English
learning in classrooms and what problems they faceteir teaching. This indicated that the study
group was not centered on student learning andpeance but on teachers’ English learning. As
Pfaff (2000) & Emery (1998) argued, study groupedesl further research to identify their influence
on student achievement since the ultimate goalaif development was to increase student learning

and student performance.

4.3.3 Lack of school-wide impact
No contribution to developing a school-wide leaghaommunity was found. This was not surprising

given the low participation that teachers are comeg@ about in the study group. The teachers were

all aware of the study group’s low attendance r@y four of twenty-one English teachers attended
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the study group during the semester of this studyhga-Yi Girls’ Senior High School. The teachers

reported that it would be better for group discoissf there were more members in the group. This
problem raised the following questions: Why do nufsihe English teachers in the school not attend
the study group? Does the work of the study grdifgctithe perceptions of the other teachers in
terms of professional growth? Do teachers notieepiofessional growth and collaboration among
these teachers who attend the study group? To extant do the efforts of the teacher study group
make teachers feel more interested in promotinig pnefessional growth?

While low attendance emerged as the most urgemtezn of the participants in this study, they
suggested that more information about the purpbsieecstudy group and a display of administrative
support could help motivate more teachers to attdimgy also indicated that there is a need to
change teachers’ attitudes from competition to eoafion before attending this group, because an
attitude of collaboration is important for partiatpn. They believed that if teachers understoad th
the purpose of the teacher study group is to |&mglish collaboratively rather than competitively,
more teachers might be motivated to participatesémtly some teachers who did not participate
thought that this study group was like a contetherathan a learning opportunity that fostered
English language development. In contrast, teaateg@rted that they cooperatively learned English
with each other in the study group, and took othembers’ English learning into consideration in
their learning journey.

Although competition was not a focus of the studygug, some friendly competition did occur.
Even though members’ level of proficiency in Enlgliwas varied and diverse in the study group,
teacher collaboration in the study group appeacedompensate for this gap and differences in
English proficiency result in a friendly, positiferm of competition. For example, some teachers
reported that they must study hard in English bsedbey expected to achieve the advanced English
proficiency of someone like Michael one day. Teastdid not quit their English learning but took
the highest level of English proficiency of a memhbs their goal to move towards. They had the
motivation to enhance their English development witth an emphasis on cooperation, teachers
learned with each other and from each other. Howdue those teachers who did not participate in
the study group, they might not know the valueeafcher learning through collaboration in the study
group.

Encouraging other teachers in the school to retaled the importance of and focus on the
collaboration in the study group was difficult dioethe isolated and individualistic teaching cudtur
in Taiwanese schools. Most Taiwanese teachers thew teaching as individual responsibility so
that they seldom had the opportunity to reflect tbair thinking and to collaborate with other

teachers. This isolation meant that teachers had dpportunities for interaction, much less
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collaboration. Therefore, teaching tended to beaated with individualism, accomplished typically
without benefit of collegial exchange and coopemtplanning, and without support for trying
alternative practices and directions. The isolagathing culture made teachers appear unconcerned
about the need for teacher collaboration, let altveé personal English development. Although the
study group allowed teachers to share, debatewarki together, the isolated teaching culture made
it difficult for teachers who didn’'t participate ithe group to understand the importance of
collaboration.

A display of administrative support also coullfhmotivate teachers to attend the group. George
explained that it was helpful when the principaliied teachers who attended the group to share thei
experiences with other teachers or provided supporerbal compliments to teachers in their school
meetings. This is consistent with the researchaifdrts & Pruitt (2003) and Tichenor (2000), which
showed that special recognition from schools eragen the staff to continue their learning efforts.
Roberts & Pruitt (2003) claimed that the recogmitdid not need to be formal. It can include award
assemblies, plaques, dinners, teas, making moaringuncements, recognition in staff meetings, or
public celebrations. For teachers who spent wegkhe practicing English to promote their
professional growth, special recognition from thkeaols could encourage more teachers to attend the
group. More research is needed to determine treoneaf low attendance of this in the study group
for schoolteachers.

Furthermore, the teachers in this study viewes study group as teacher directed, without any
direct participation or involvement from adminisiom. For example, one teacher explained that he
did not want this study group to become a formanfof staff development because he did not want
any supervision from others. However, althoughpghsicipants did not want the direct involvement
of the administration, they thought administrataugoport for the process of the study group was
important.

Although the school provided the location foe tetudy group meeting, gave release time for
teachers, provided an in-service certificate ftgrating the study group each semester, and provided
financial support for the fee of guest speakers,téachers in the study group did not feel there wa
strong administrative support from the school. Teas reported that there had been little support or
encouragement from the principals from the begignirhey particularly wondered why the principal
did not encourage teachers to pursue their prafieakidevelopment on campus rather than off
campus. Significantly, the teachers wanted a mositige attitude from the principal regarding the
value of the teacher study group, whether as vesbalon-verbal recognition from the school in
support of their learning and growth, or encourggither teachers to join their English learning.

This finding suggested that teachers in the studymwanted the principal to encourage all teachers
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in the school to understand the role and functibthe study group. In other words, they hoped the
concept of this study group as professional devetoyg can be supported at the school level. If this
study group had the public support of the schamiiacipal, they believed it would become a more
widely respected professional development activity.

The principal, however, indicated that she peefe school-wide teacher study group with direct
school involvement by the administration. There veabig gap between the perceptions of the
principal and those of the teachers regarding Hastudy group should be administered. It seemed
that teachers want the autonomy to meet their ilegqmeeds in a teacher-initiated and directed form,
while the principal wants direct school involvemeéegtthe administration. In the principal’s view, an
administrative school should organize and plan skhased study groups. Given that the principal
and teachers had different perceptions regardiegatiministration of study groups as a form of
professional development, it may be difficult tgpard the study group in the school. Although there
was a disagreement about the control and funcipninstudy groups between the principal and
teachers, there was agreement that the study gsoaigood form of professional development for

teacher learning.

5. Conclusion
According to these participants, two aspects ofdtuely group were particularly significant. First,

they perceived the study group as providing anrinfd and flexible format for learning. Second,
they perceived the study group as involving a pgead on-going learning that can better meet their
learning needs compared to other traditional pedesl development activities. The concerns and
challenges of the study group identified by thetipgmants in this study included: a) the role of
facilitators, b) the impact on improving teachinggtice and students’ performance, and c) lack of
school-wide impact. This teacher study group pregideachers with ongoing learning experiences
that meet their needs for an informal and volunangfessional activity. This study of the teacher
study group at the selected school was signifiteatiause it provided information on the success,
concerns, and characteristics that the teachersriexiged as they became involved in the teacher

study group.

6. Recommendation for School Policy and Practice
The following recommendations were designed noy @al broaden the implications of this case

study, but to serve as a resource for schools dodators who may be interested in implementing

teacher study groups. These recommendations wggesied in light of the results of the study.

The Asian ESP Journal Volume 5 Issue 1 39



The Asian ESP Journal May 2009
6.1 For the School Principal and Administrators:

1. The teachers were all aware of the study groupisdtiendance rate: Only four of twenty-one
English teachers attended the study group duriegsémester of this study at the selected
school. This study did not address the reasonk¥oattendance in the study group, although
several concerns that were identified by participahat may be contributing to this problem
included: a lack of confidence among other teacheisnglish language abilities, a lack of
understanding of the collaborative rather than astitipe learning focus of the study group.
However, further research is needed to investigiaelow participation of teachers in the
study group in the school and the extent to whithis a problem.

2. As previously stated, the teachers wanted a masgiy® attitude from the principal regarding
the value of the teacher study group, whether aisaler non-verbal recognition from the
school in support of their learning and growth,emcouraging other teachers to join their
English learning group. This finding suggested tieaichers in the study group wanted the
principal to encourage all teachers in the schoadlnderstand the role and function of the
study group. Furthermore, the participants alscontep that a display of administrative
support could help motivate teachers to attendgtbep. It is recommended that the school
provide public recognition or rewards for teachearhing in order to validate the study group.

3. As the findings mentioned, the teachers in theystgrdup suggested and looked forward to
having the English-speaking foreigners as parhefgroup, to enhance their English abilities.
However, it was not easy to find English-speakingeigners or professionals to be guest
speakers or regular members of the study groupguage needs practice. This was a good
learning opportunity for teachers to practice tHemnglish by talking to native speakers of
English. While the group had limitation or diffitigs inviting native speakers of English to
the group, the school should provide more resoust®b support such as inviting native
speakers of English through the school for theig@p#tion of native speakers of English in
the study group.

4. A study could be designed to investigate to wh&mbthe English Teachers Club contributes
to the teaching of English in the school, and hbis study group fosters English learning in

the entire school, even the community.

6.2 For Teachers in the Study Group:

1. The teachers in the study group seldom had comu@nsaabout how they taught and fostered

students’ English learning in classrooms and whablpms they faced in their teaching. This
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evidence suggested that this study group was woséx on student learning and performance
but on teachers’ English learning. However, sinkce tesults of the study indicate that
teachers’ English learning was related to studeatning, it would be more comprehensive
for teachers to integrate their English learning &nglish teaching if teachers pay more
attention to student achievement by collecting ettd data, or/and work. This
recommendation would make teachers reflect on tearhing practice more with colleagues
as well as move to become reflective in their clam® practice through teacher
collaboration.

2. Teachers in the study thought administrative supp@s important for the study group.
However, they did not feel strong administrativepart from the principals although the
school provided the location, time, financial suppfor guest speakers, and in-service
certificate for attending the study group. Thislifegeof weak administrative support from the
teachers in the group didn’'t mean that the prifcifid not want to implement the English
Teachers Club in the school. It is possible thatghncipal did not recognize how the study
group contributes to teacher learning in the schaédack of understanding of the process of
teacher change may be the reason the principakssgs no strong feeling about the study
group and the teachers therefore feel that thelittléssupport from the principal. Therefore,
this study recommends that teachers share the@riexges with the principal either formally

or informally in order to help the principal undersd more about the study group.
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Abstract

Many attempts have been made to make a delibehaieecof a variety of language which is most
relevant to particular group of learners. The dtedaESP (English for special/specific purposes) is
in part an application of this language varietyainguage pedagogy.

For the last decade or so ESP has been claionbkd & productive approach to language teaching
and learning. However, some practitioners fosteritiea that teaching ESP through the use of the
mother tongue may greatly ease and facilitate lagguearning.

Following this line of argument, the present gtadeks to investigate the effect of using trarstat
(the contribution of the mother tongue) on the negaomprehension of Iranian ESP learners. It is
hypothesized that EFL learners, when proficienthm basics of English, may manipulate ESP texts
with ease if the channel of instruction is throdmg or her mother tongue.

To this end, two groups of medical and nurghglents, each consisting of 25 people, took part i
this study. They were divided into two groups: antcol group and an experimental group. The
experimental group received their instruction thyilowa rough oral translation of the text as the
instructor read it over noting any area of partcwifficulty, while the control group were instiad
through English. Having run eight three-hour tinsssions of instruction, the performance of the

two groups was compared by administering the E&Bimg comprehension test as the posttest.
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The results of the data analysis showedjmifgiant relationship between using translatiod an
reading comprehension. In short, the findings adicative of the effective role of translation and,
accordingly, the necessity of emphasizing the dmution of the mother tongue to teaching of ESP

materials.

Key words: translation, ESP, reading comprehension

1. Introduction
English, the language of worldwide communicatiod aammercial exchange, is looked on as one of

the most useful subjects in the curriculum. Attesripive been made to devise the most efficient and
effective ways of learning and teaching English.@Asesult, much greater time is spent on learning
English than before.

English is considered the predominant mediunsaéntific discussion and prograniSwales,
1987). Hawkins and Pea (1987) regard learning &adliing in English as actually a process of
initiation into new culture, a transition from thelture of everyday thinking to that of formal sue.
This process, initiation into a new culture, howevs not assumed to be just a matter of learning
new concepts and facts, but is also the acquisitidimguistic and communicative competence which
enables the learners to understand scientific diseo

To this end, language teaching has undergoweralechanges and developments. The motive
behind recently conducted studies and experiments address the variables which may affect or
facilitate the process of second language learniigdings have shown that emphasis on the
learner’'s needs, purposes, interests, and motivagowell as background knowledge can greatly
influence the process of second language compremens

The studies done on the effectiveness of backgt&nowledge (Carrel, 1983), on understanding
and recalling a text, as well as content familalilunan, 1985) suggest that language teaching
should not be separated from subject areas witlchwtiie learners are already familiar. By giving
these suggestions, Nunan indirectly recommendsntipéementation of ESP courses in EFL/ESL
teaching. Thus, he comes to agree with Widdows®&78§), who considered the design of ESP
courses to be a productive approach to languaghitepand learning. Taking the view of language
as a medium of communication, Widdowson believes the creative aspect of language can be
demonstrated more efficiently through ESP courses.

Research conducted on the assessment of ESRiwffess and usefulness as opposed to English
for general purposes (Courbluth, 1975), ESP sy#athesign (Todd Trimble, Trimble, & Drobnic
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1978), commonality of language (Lackstrom, Selinl&iTrimble 1973), conjunction words in ESP
(Cohen, Glassman, Ferrara & Fine, 1979), and ESAadelogy (Widdowson, 1983; Hutchinson &
Waters, 1989) and other related materials sugggisiveing demand exists for ESP courses.

Due to the emphasis on learners’ needs, intesesd purposes, practitioners have embarked upon
research which has resulted in the developmenteamergence of new syllabuses, textbooks and
materials (Widdowson, 1978; Lackstrom, et.al, 19i8gclair, 1979; Strevens, 1981).

What has been done hitherto has been limitatidcestablishment of a theoretical foundation for
ESP courses. Little attention; however, has beah tpadevising specific and efficient methodology
and techniques for ESP learners. Widdowson (198H\es that methodology has generally been
neglected in ESP Yet, the need for devising and selecting some @dar methodology for ESP
courses has been pinpointed by some scholars.

Widdowson (1979), for instance, believes thas ¥irtually impossible to separate syllabus desig
from methodology and “the what of language from timev of language useWhat he insists on
further (1984) is that the importance of the efiemiess of an approach depends upestablishing a
principal relationship between course design anthauwlogy” He further adds that the emphasis
centers around content (what) rather than on metbgg (how) of ESP.

While much of the debate on ESP rests uporgdensj syllabuses and to what extent materials
should be subject specific, the aim is to find efgmred teaching strategy: whether to adopt a “wide
or a “narrow” angle approach. The latter approaohla be located at the more specific end whereas
the former approach puts emphasis on general topics

Stated briefly, Widdowson (1983) has arguethuor of a “wide” ESP approach. He has criticized
the “narrow” angle approach which he sees as tgr&i8P into a training concept. In other words, a
course of a narrow angle approach is directed etstiiution of problems established in advance,
where students are unable to generalize their Eggknowledge to other situations.

Widdowson (1979) further adds that “translat®an operation on language use and not simply on
language usage aims at making the learner awatteeafommunicative value of the language he is
learning by overt reference to the communicativecfioning of his own languagé€p.160)

Widdowson (1983) supports a wide angle apprdaadbSP courses which he sees as an education
concept. It is a course of instruction which pregahe learner to cope with problems not specified
advance. This trend assumes that less subjectfisp@eiterials are more helpful than more subject-
specific ones, because the latter cause the lsatoareglect the procedural ability which provides
them with a generative capacity for communicatidones, 1991). In sum, Widdowson differentiates
between the training concept or narrow angle ampraand the education concept or wide angle

approach to ESP.
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In view of the pros and cons on whether to abgrsa “wide” or a “narrow” angle approach to ESP
course design , most of the works have been dewvotede development of some syllabuses and
techniques within different educational systemscdkding to Widdowson (1984), it does not
actually matter very much what language the learmee presented with, whether a “wide” or a
“narrow” angle approach is preferred. What remahgaramount importance is how they can put

language to effective use.

2. Literature Review

2.1 Research on translation

Research projects conducted to assess the rolemdldtion in ESL/EFL reveal that opting for
translation is the best alternative to solve farelgnguage reading difficulties. An example is
Valdivieso and Fuenzlaido (1990). In another stuBgnsoussan (1990) claims that reading
comprehension occurs on bdtie micro-level and macro-level. Reading compreioenability was
assessed through testing the students on tramglttan reading texts. The study suggested that
translation can be useful in evaluating reading m@inension.

Regarding excluding the mother tongue from lagguteaching settings and applying direct
method, another research study (Cordiro, 1984)lades that:

Banned from the classroom by followers of the diraethod, translation has beeverlooked as

a desirable skill in its own right and also as &able medium of teaching process. With this
skill, the students learn to understand and utiizéictionary, practice pronunciation, build up
vocabulary, perfect writingbility and improve comprehension of the targegleage.

However, an attempt had already been made teraatompromise between the two methods of
teaching new items, i.e. direct method versus katins. The study of Bolitho (1974) strongly argues
against occasional use of the mother tongue (Theendongue referred to is German) but a stand is
made for a pure direct method. He arrived at theelusion that there is nothing in language that can
be adequately taught by the use of translatiomslasion must be seen as a skill in itself whick ha

to be learned.

2.2 Translation in ESP
Despite the pros and cons of the contribution efrtiother tongue to ELT, one area of ELT in which

the potential of translation remains largely unexgdl is that of English for specific purposes (ESP)
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To shed light on the issue, it is appropriate tstfconsider the theoretical underpinnings of the
contribution of translation to ESP.

To provide foreign students of science actinelogy with access to knowledge in their spestiali
fields of study, the role of L1 should be takeroinbnsideration. MacKay and20 Mountford (1978),
on determining the texts requiring translation, tguivom a 1957 UNESCO report that two thirds of
engineering literature at that date appeared idigngrhe literature, they believe, suggests thedne
to teach foreign students of science and technolmgyead efficiently. Since scientists and
technologists from many countries whose languagesat learned and used on an international level
resort to translation in reporting in English, implentation of translation programs to meet their
needs for the purpose of reading publications tjinduanslation is suggested.

Now that the translation exploitation seemsegustifiable, the notion of universality of scienis
taken into account. Widdowson (1979) upholds thevarsality of science. He believes “scientific
discourse is a universal mode of communicatingrovarsal rhetoric, which is realized by scientific
text in different languages by the process of tabzation” (p.52) He holds the view that the
procedures and the processes of science are the sanmatter what the mother tongue of the
scientist is.

“What am | suggesting then is that fields of enqinryhe physical and applied sciences, as these
are generally understood, are defined by their camoative systems, which exist as a kind of
cognitive deep structure independently of individuelization in different languagedie suggests
that“ EST...is a particular linguistic realization of a neodf communicating which is neutral with
respect to different languages”.

MacKay and Mountford (1978:13) similarly statedtthscientific discourse represents a way of
conceptualizing reality and a way of communicatimgich must,if is to remain scientific, be
independent of different languages and differefiiuces”. Since students of science and technology
are already familiar with the procedures of thetd and the manner in which communication are
organized, demonstration of the way these procedame principles of communicative organization
can be achieved by taking advantage of this knoydetlaking use of non-verbal or partly verbal
representation of information, such as graphseghliagrams, flow charts and illustration is aéhr

cornered operation, or re-creation of informatidbhis can be diagrammatically represented as below.
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A (Non-verbal device)

(L1 uss) C (English use)

Diagram 1: Three-way Translation

The surface realization of a scientific dissauin any language will be a combination of verbal
forms (unique to the language) and non-verbal d@svitormulae and graphs) neutral with respect to
different languages. From this comes Widdowson'strimderesting and practical suggestion, that of
a three-way translation (Robinson, 1980:MacKay and Mountford clearly stated that:

"When the non-verbal information is accompanieddxt in English, then the task the
student must perform is that of comprehension -eamn of the information in his
L1...where translation can be employed as a pedagpgicedure. It provides an
opportunity for students to relate their own knadge of science to the acquisitiari
English as a foreign or second languag#it. p.14)

As can be understood from the figure, translat®rconsidered as a pedagogic tool in an ESP
program.

Nonetheless, the appropriate amount of empluesideveloping using non-verbal devices and the
students’ mother tongue has remained unexplorethdrstudy entitled “Using Translation in ESP”,
Tudor (1986) concluded thatranslation can serve a valuable function withaiartategories of ESP
learners...Translation as the process of conveyirgsages across linguistic and actual barriers, is an
eminently communicative activity, one whose valwelld well be considered in a wide range of
teaching(p.273)

In an article entitled “The ESP Materials ofe thuniversity of Azarabedagan, Tabriz, Iran”
(undated), Dudley-Evans, Shuttlesworth and Philipeamented on the role of native language in
teaching methods in that:

“There are several reasons for accepting the usamsdlation, at least insofar as
terminology is concerned. ---No harm is done, faraple, by translating for medical

students the names of the diseases; indeed atiot@find effort is saved and it could well
The Asian ESP Journal Volume 5 Issue 1 49



The Asian ESP Journal May 2009

be that in this case there is no alternative---Wfiteis possible to define a term bgcourse

to ‘common core’ language, then we do so, butig itot possibletranslationcan often be

an acceptable technique”
Among Iranian scholars, Varzgar (1990) stronglyis@s using translation in ESP. She upholds that
“as translation should be a subsidiary activity TiEFL, it should be an essential activity in ESP”
(p.77). Other studies done on the effectivenesgenferal English courses in reading ESP texts
(Shoushtari, 1989; Navabi, 1990; Alavi, 1991; Kinaj®92) suggested that not only ESP materials
should undergo redesigning of the content, but tlabthe methodology should be reviewed as well.
Therefore, other alternativeseem to be sought. Nevertheless, there is littlpigeal evidence to
support or reject the inclusion of translation amponent of ESP syllabus. The present study is an
experiment on the effectiveness of using transiadio the reading comprehension of ESP learners. In
the case of designing syllabuses for ESP Iraniaméss, translation has served as a part of the
curriculum (in a section at the end of each unitBEBP textbooks published by SAMT, a
governmental organization for the compilation ofvensity textbooks). Theoretically, it may stem

from the ideas like those of Widdowson.

3. Methodology

This experiment seeks to assess the effectiverfesse aise of translation (the contribution of the
mother tongue) on reading comprehension of ESPestadof medicine and nursing at Fasa
University of Medical Sciences. It is hypothesizedt EFL learners, when proficient in the basics o
English, can process scientific discourse with efee channel of instruction is through the u$e o
the mother tongue. That is, the contribution of thether tongue may facilitate the process of
comprehension of specialized texts. This studyrisatempt to detect the extent to which the

contribution of the mother tongue affects the leashreading comprehension.

3.1 Subjects

Two groups of subjects were chosen to participatthé experiment. They were students attending
ESP classes in the fields of Medicine and Nursimdeicted at Fasa University of Medical Sciences.
Initially, there were 57 students attending the E®&sesThey were first given an ESP test of
medicine consisting of four reading passages wittnty four multiple choice items. The ESP test
had already been used in a Master’'s Dissertatiomse/lvalidity and reliability were determined in

advance. Then, on the basis of their pretest, $ftylents were selected. They were divided into two
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control and experimental groups. Teaching andrgd$EiSP texts in one control and one experimental
group were conducted in the following way:

a) The control group, taught and tested without exyhg any kind of translation using the

mother tongue.

b) The experimental group, taught by resorting tortiegher tongue
The data was then elicited from fifty students magin Medicine and nursing .The selection of the
subjects was not made sensitive to the sex variaiolee no findings seem to justify it.
3.2 Design
Since the study is experimental in nature, ¢éxperimental design would look like the following

schematic representation:

G1 L x T

G2 T b

The design is a pretest-posttest controligrdesign. In this design, there are two groups — a
experimental group which receives the special uresion and a control group which does not. A
pretest was administered to capture the initided#hces between the two groups.
3.3 Instrumentation
A test of ESP reading comprehension was used $nstinidy. The test functioned as the criterion for
determining groups that were almost equal in lagguability. The test also served as the posttest to
capture the probable differences between the padioces of the two groups after the treatment. This
test of ESP reading comprehension included 24 pielthoice items on four passages containing

information regarding the heart, artificial healtkhod pressure, and childhood disease respectively

3.4 Procedure
The fifty selected subjects were pretested on ES&ling comprehension test. As stated, they were
assigned to two groups on the basis of the meamescBy running an F-distribution and analysis of
the variances, it was made certain that the twaumgowere homogeneous in their language
performance. Having testified the homogeneity @& tWwo groups, the experimental group received
their due instruction through a rough oral transtabf the text as the instructor read over it mgti
any areas of particular difficulty.

The experimental group was also required ttheéa translation practice at the end of each ahit

their ESP textbooks. However, the instructor, oackéng the text, focused on sentence-level
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expression of the message rather than on detadadlation of the text. Yet, as a source of languag

data, the learners were urged to make active ulsze of

The control group, on the other hand, was hadigeir textbook through English. The mother
tongue was completely banned from the classroom flew cases, when the instructor felt that the
students failed to understand, he resorted to thteentongue.

Having run eight three-hour timed sessionssfruction, the performance of the two groups was

compared by administering the ESP reading compsaberiext serving as the posttest.

3.5 Data Analysis
The datacollected from the performance of the two groupgeading comprehension was analyzed
by running an F-test and a T-test for rejectindiniteg, or supporting the null hypothesis adopted.

3.6 Variables

The use of translation (the contribution of the Ineottongue) is the dependent variable and the score
of ESP learners on reading comprehension is trepigradent variable.

X = the use of translation

Y = the learners’ scores on reading comprehension

4. Data Analysis
4.1 Computational procedures
The results of the subjects’ performance on the EEBHBing comprehension test have been arranged

into four sets of scores. The following table shomesraw scores of each group:
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Sub.s Pre Exp. Post Exp. Pre Con. Post Con.

1 4

12 7 9
2 10

13 10 10
3 10

12 10 12
4 11

16 11 12
5 11

16 11 13
6 11

15 11 13
7 12

17 11 15
8 12

18 12 13
9 12

13 12 13
10 13

14 12 14
11 13

17 12 14
12 13

16 13 15
13 14

16 14 14
14 14

19 14 14
15 14

18 14 16
16 15

15 14 14
17 15

17 15 15
18 15

14 16 18
19 16

18 16 16
20 17

17 17 14
21 18

22 17 14
22 18

17 18 18
23 18

22 18 17
24 20

19 19 16
25 20

21 20 20

Table 1: Raw Scores

Analyses included the computation of the indexésvariability, the central tendency and the

variance, as well as statistical tests appliethéont These indexes permit the precise interpretatio
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scores within a distribution. In other words, thbglped us to see whether the scores were
heterogeneous or homogeneous.

4.2 Computing measures of central tendency and vability

To make more meaningful statements on ftkgilalition of scores of each group, these two
indexes were calculated. The results are tabulattek following table.

Number of Valid Observations (Listwise) = 25

Variable Mean Std. Dev. Min. Max. N
PRE_EXP 13.84 3.59 4 20 25
POST_EXP 16.56 2.77 12 22 25
PRE_CON 13.76 3.24 7 20 25
POST_CON 14.40 2.53 9 20 25

Table 2: Measures of Central Tendency

As can be seaxbove, the figures in Tabieindicate small standard deviations. The small steshd
deviation indicates that the scores are not seattdiut instead are closely grouped around the mean
Furthermore, the within group comparison of thet@riendency gives the impression that there is
no significant difference between means, exceptahaxperimental group in posttest. To justifysthi
claim, the following statistical procedures weriized.

4.3. Group Comparison of Means and Variances througF-test and T-test

To determine whether or not the two variances gieexental and control group in pretest are
homogeneous, the F-distribution was first testdek procedures are as follows:

1) Having fed the raw scores of experimental and obrgroup into computer, we were provided
with the following table:

Number of Valid Observations (Listwise) = 25

Variable Mean Std.Dev. Min. Max.
Pretest EXP 13.84 3.59 4 20
Pretest. CON 13.76 3.24 7 20

Table 3: Measures of central tendency in experiméal and control group in pretest
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As the F-ratio is less than the values of Fhatstated level of significanee= .05 in the F-Table
(given 1/984), it is reasonable to assume thatohegroup the variances are homogeneous, that is ,
they are the same. Since the hypothesis that thevawances are homogeneous cannot be rejected, it
is time to see whether the two means of the exmariah group and control group in pretest are
homogeneous or not.

At this point, all we need is the criticallva fort when the sample size is 25 and we have two
groups. Each group has 25 subjects. Since therevargroups, the total degree of freedom (n1-1 +
n2-1) is 48. We can turn to the T-distribution itadf out whether we are justified in rejecting theéln
hypothesis. We find that the number of degree eédom, 48, is not listed but falls between 40 and
60. We chose 40 as being the most conservativeasti and check across to .05 column. The t-
value needed for our selected significance level(21.

Since the obtained t-value (t-value = .48) shawthe following table is less than the critivalue
(T-distribution Table gives 2.021) of the stategihgicance level, we can say that the pretest means
in experimental and control group do not diffemsfigantly from one another, thatjg = po.

The following table shows the T-value and the caitivalue.

Values of T and Level of Significance

Experimental J& =.08<2.021
& control Groups a=.05
v)(df =48

Thus MMc (X_=X )
e e (3

Table 4: Values of T and the Level of Significance

4.4 The comparison of means in experimental and contt@roup in posttest through T-test
The t-value is an indicative measurement testifyiregprobable difference between the values of the
two means per experimental and control group. isghrt, our concern would be to locate the effect
of exercising translation on the performance ofdhigjects in written text processing.

Having turned to the t-distribution Table to findtavhether we are justified in not accepting the
null hypothesis, the t-value needed for our setesignificance level of .05 is 2.0244. Fortunately,
our t-value is enough above t-critical that we quée safe in rejecting the null hypothesis. Ouo tw

groups have scored differently on the final testt&P reading comprehension. The difference is
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statistically different. That is support of our iolathat our method of using translation promotes
reading comprehension of ESP learners to the ettemtwe can strongly claim that most of the
testees performed convincingly better than thosatesparts in control group.

The main interpretation derived from the data asialys that using translation (the contribution
of the mother tongue) can exercise a great effecsubjects’ rate of processing written discourse.
This interpretation is in accordance with Tudorwsge(1986) on using translation. Tudor says,
“Translation can serve as a valuable function widrtain categories of ESP learners” (p.273)
Besides, the study came to agree with Varzgarw«ig990) upholding that “Translation should be
an essential activity in ESP” (p.77).

5. Conclusions, Implications and Suggestions

The results obtained from the analysis of the dathered from fifty subjects majoring in Medicine
and Nursing who took part in the ESP reading comameion test revealed that using translation was
an influential factor in their performance on thestt Briefly stated, the examination of the
distribution of the scores indicated that the sciigjén the experimental group behaved differently i
the pretest and the posttest. Besides, and thd salaks of standard deviation denoted that the
scores were distributed homogeneously. In ordeletermine whether or not there was a significant
relationship, the T-test and F- distribution testrevapplied to the values of mean and variances
between groups. The resultant T-value was indieativsignificant difference between the values of
means in experimental and control group in thetpest

In addition, the resultant F-ratio indicatedttthe homogeneity of variances in both posttedt an
pretest in the experimental and control group. Thhe application of these two statistical tests
provided evidence that the experimental and cogtalp in posttest performed in a different fashion
on the ESP reading comprehension test. The reashimd such an observation which caused
different performance could be ascribed to the wettlsed in the instruction.

The results obtained from the comparison oamsein the experimental and control group in
posttest indicated that using translation exercisedoositive effect on the performance of
experimental group. Since the relational valuesterg between grammatical forms have already
been known to the learners through their nativegydage, translation may help them acquire the
ability to use the various components of the lisgai system of the target language. So, the
utilization of translation activates their previbudearned language system so as to help them
discover the relationship between the discoursaegbnd the various components of the linguistic

system of the target language.
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The other suggested factor contributing todlation use, as Widdowson (1979) believes, is that
the surface realization of a scientific discourseneutral with respect to different languages.
Accordingly, translation as an operation on language makes the learner aware of the language
they are learning and thus facilitate the procedskarning by overt reference to communicative
functioning of their language.

In general, one may conclude that teaching EESmers through the medium of native language
may lead to better results than what is preseratiyeyl.

Pedagogical Implications

Concerning teaching ESP, any approach dealing B8R ought to develop two kinds of ability. As
Widdowson (1979) upholdsThe first is the ability to recognize how sentenees used in the
performance of acts of communication, the ability understand the rhetorical functioning of
language in use. The second is the ability to reizegand manipulate the formal devices to create
continuous passages of prose” (p.74).

To arm ESP students with these abilities,olsch ought to investigate linguistic and
paralinguistic elements of scientific discourse arahner of this realization to express scient#ict$
in a stretch of discourse. In addition, in teachigP the language operation as an instrument of
communication should be of pedagogical concern.

Of the linguistic elements of a scientific diacse, it is arguetiadequate knowledge of the target
language (grammar, vocabulary and reading skilelps the learners to cope with ESP reading
difficulties and improve reading abilityfNavabi, 1990:61).

One step nearer attaining sufficient knowledgedeal with the problems of ESP readings,
supposedly, is through general English coursestwhriepare the students to perform efficiently on
the reading and comprehension of the scientific atinical discourse. Nonetheless, the need of
ESP students for general English remains uncertfdia.studies done on the effectiveness of general
English courses in reading ESP texts (Shousht@89;1Navabi, 1990; Alavi, 1991; Khajei, 1992)
suggest that students’ command of the structurapeuties of general English is a key to
understanding and learning ESP texts. They argatenitt only do general English courses improve
the language proficiency of the subjects, but thatproficiency gained would have significant and
meaningful effect on reading ESP texts. They cateiuthat ESP courses had almost no effect on the
subjects’ performance on their field. It is suggédshot only that ESP materials should undergo
redesigning of the content, but the methodologyukhbe reviewed as well. If so, the elimination of
ESP courses would not make any harm. In other wamdseeting the communicative needs of ESP
learners, ESP courses have proven to be inadeqdeterdingly, problems of teaching ESP have

remained unsolved. Therefore, other alternativess® be sought.
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A possible way to make such a change is toas the ESP content so that it recompenses the
present inadequacy is designing English coursegE & students on the bases of universal features
of scientific and technical written discourse, wdtgr they will be introduced to the rhetorical
features and rhetorical techniques frequently usedientific prose.

This study has tried to clarify to some extédm¢ realization of scientific discourse by using
translation in ESP classes. As it is viewed, thdase realization of scientific discourse is nelutra
with respect with different languages combined widrbal form and non-verbal devices of the
language, translation serves as an operation ogudae use making the learner aware of the
communicative value of the language he is learrigygovert reference to the communicative
functioning of his or her own language.

Therefore, it is suggested further that in pdeg activities of ESP textbooks, translation ofrds
and their exemplification be included. The rhetakitunctions of the text (whether of definition,
generalization, classification, or description) @wdobe clarified as well so as to help learners to
comprehend the text.

Considering the rhetorical functions of thePE8iscourse as well as the potential of the
contribution of the mother tongue in expressingriations between them, translation may lead to a
more significant result than what is presently gdithrough the implementation, better or worse, of
ESP courses.
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Abstract

Content-based instruction (afterwards CBI) is aggedjical approach in which language classes are
integrated with students’ content subject(s). Thpreach has enjoyed increasing popularity in the
second and foreign language classes in North Ameria Europe, the term Content Language

Integrated Learning (afterwards CLIL) is widely apted. Although the terms CBI and CLIL remain

new in China, the integrated approach itself haatgootential for Chinese students as EFL learners.

Following a synopsis of literature review, a CBbgramme at Wuhan Law College is introduced in

the paper. The programme serves as a case stutlyefoesearch project about the effectiveness of
CBI in higher education in China. Action researdtaracterizes my role in the programme. It is

expected that the outcome of this programme caviggsome useful information about researching

and practising the CBI approach in China and offsgan EFL contexts.
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1. Introduction

As pointed out by Williams (1995), the integvatiapproach provides a meaningful basis for
language teaching and speeds up the process of astmeam success. However, some
sociolinguistic factors are overlooked. First df al some EFL contexts like China, English as the
target language neither has official status nofreguently used for daily communication. Most
learners do not have eventual opportunity to usdahguage. Nor do they have linguistic demand for
immediate content success. Secondly, the learnayshiot be motivated to learn the language, which
they do not see the practical value of. Thirdlynight be ideal but impractical for a teacher toeha
full information about the learners’ language amhtent learning experiences. As argued by Hu
(2002), there is a ‘lack of solid empirical resdéaio CBI and that the approach should be restiicte

to ‘a small number of elite schools’.

A CBI case study was carried out in Wuhan Law Gmlléafterwards WLC) between January and
March of 2006. Outcomes of the programme indicated the students developed their language
abilities, content knowledge and cognitive skillts CBI classes. Close co-operation between the
language and the content teachers was criticahg¢optogramme. Team-teaching was an effective
means of CBI teacher development.

2. Literature review
CBI has been generally understood as an iniegrapproach with dual focus on language skills
and content mastery. However, a diversity of daéins of CBI has been proposed by researchers
and educators from different aspects. Differentceptions oflanguage contentand the balance
between them imtegrationraise the diversity of the concept of CBI as a whol

From a functional linguistic aspect, Mohan (1p@tsists that language and content should be
learned at the same time. This statement is basddsoKnowledge Framework, in which Mohan
argues that any social activity is a combinatiorkredwledge (theory) and action (practice). He sees
language as a type of social activity within vasodiscourse contexts. One can only learn the
language code through -contextualised content messadylohan’s Knowledge Framework
emphasises the significance of language and coimiégration. However, as claimed by Mohan
(2001), the framework is not a teaching methodologytself and cannot be used as pedagogical
guidance.
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Based on Mohan’s argument, Brinton and her aglies (1989) and Snow and Brinton (1997)
define CBI as the ‘integration of particular coritesith language-teaching aims’, while content refer
to regular subject matter that students are cuyrésarning such as mathematics, geography, and
history, etc. They identify three basic types oflGBeme-based instruction, sheltered instructiod a
adjunct instruction. In theme-based instructionglaage activities are organized by a major theme or
a series of themes related to non-linguistic areasguage skills are the primary target. Sheltered
instruction is provided as a content course to WRlents. These students are sheltered from their
peers who are native-speakers of the target lamguaghe adjunct model, L2 students are enrolled

with mainstream students in a content course, amgleeltered from them in a language course.

A complex definition of CBI is provided by Strgyk and Leaver (1997), who view CBI as a
philosophical orientation, an instructional methedpedagogical design, or a framework for the

language teaching system as a whole.

We have seen that different practitioners vieBl & many different ways. For the purpose of this
study, though, a working definition of CBI needs lie clarified. This definition applies to the
research programme at WLC. CBI is an approach iictwthe teaching is focused on a subject
matter. The target language, i.e. English in theOMase, is the main medium of instruction, while
L1 is used to facilitate teaching and classroom roomcation. During the course, students are
expected to develop their content-related targeguage competence and knowledge in the content

area itself.

3. Methodology
Case studies are regarded as the most appeoppatoach for teacher-generated research. This is

because studies of single cases enable teachappteciate descriptions of individual situations in
education and relate them to their own teachingtje (Simons, 1987). There are different types of
case study. A case study can be based on houtrsiciused participant observational materials or on
years of unstructured non-participation observafidohenet al. 2000). It can also be classified as
exploratory, descriptive and explanatory (Yin, ditth McDonough and McDonough, 1997).
According to the purposes of the study, a caseystah be intrinsic, extrinsic and instrumental
(Stake 1995, cited in McDonough and McDonough, 1997

In this paper, the case refers to a two-month@8gramme in WLC. The rationale lies in Simons’

(1987) statement that case studies must be basactwal schools and report authentic situationd, an
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that they must also be authentic, detailed, rigslsoaccurate and impartial. Nine years of teaching
experience at WLC enables me to understand thegbawkd of WLC and thus provides access to
little known information about WLC. The experienakso helps me to receive full academic and
administrative support. Methods like descriptives@atvation, narrative and analytic diaries as well a

on-line contact with the staff contribute to an artal report on my case study.

During the CBI programme in WLC, | reflect on exipace in each CBI class and seek an
appropriate teaching mode. This process resembi@scteristics of action research. As argued by
Cohen and Manion (1994), the purpose of educatiaci@bn research is for the teachers to improve

their own practice.

Action research is seen as a learning procesdving a self-reflective spiral of ‘planning, auag,
observing, and reflecting’ (Kemmis, 1993). Accoglito Kemmis, Action research is self-reflective,
practical and collaborative. The process of sdleation is also continuous and developmental. As
McNiff (2002) suggests, there is always achievemebent there is never a final result. Although
action research is research into one’s own pradtiée rarely conducted individually. The outcome,
as well as the process of action research as geactiay influence other people’s practice. Action

research therefore bears personal and social values

A number of research methods are used in thgrgmame at WLC, including questionnaires,
interviews, teacher and learner diaries, partidggaeport and observation etc. This helps to iases
the generalizability of the research results. Heveit is risky to apply the results without
adaptation to other specific settings. Meanwhiletcomes of the CBI practice in WLC are to be

evaluated critically if the CBI approach is usedddong-term effect.

4. The case study

4.1 Background

English is not the medium of subject matter gtfmr college students in China; however, the
importance of English as an international languisgesell recognized by the central government.
Since 1977 English has been taught as a compugsdiject in China, from primary schooling to
university education (Boyle, 2000). The educatiopalicy of compulsory English learning might
have provided some Chinese with a ‘neutral langdfageeommerce’ and a ‘standard currency of

international travel and communication’ (Bowers,9@2 A higher level of English language
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proficiency may enhance the chance of employmeotvaver, not many students will go abroad for

further education or engage in international trade.

Wuhan Law College (afterwards WLC) was establisin 1982 under the administration of the
Judicial Ministry of China. The students, aged lesw 16 and 18, are graduates of junior secondary
schools. They have received at least three yedmmofal education in English as a subject. However,

their English language proficiency is not as adeaha&s senior secondary students.

Law is their major subject and most studentsgmieg to work in the judicial field when they
graduate. Law courses at WLC include civil lawmarial law, economic law, legal litigation and
basic legal theories. Chinese, the students’ Llthé only medium for communication in these
classes. Traditional methods including grammardiietion are the major existing EFL approaches at
WLC, aiming at language use for general purposesstf the spoken interaction in English classes
is conducted in Chinese. Students read, listeraksped write in English solely for the sake of

learning English as a linguistic ‘code’.

This outline of the institutional context of WlL€veals a situation whereby students are reqtired
learn English, but the English they have learnedrawlitional language classes may not be used
effectively in real life. Therefore, it might bersgble for language classes to integrate some siubje
knowledge that the students are concurrently legrriA major advantage of this integration liesti i
potential to enhance the students’ motivation foglish language learning. This potential has been
proved by anecdotal examples at schools and uitiesrén Europe (e.g. Grenfell, 2002), the United
States (e.g. Schleppegradt,al, 2004) and China (Wang, 2007).

4.2 Preparations of the CBI programme at WLC

Attaining official approval was the first step gaining general support. The Principle was
concerned about the effectiveness of CBI as a& kilown approach to most teachers at WLC. Out
of personal friendship and professional interesiwdver, she agreed that a two-month CBI
programme would run as a credit-free training cewpen to all the students. 106 students joined
the programme, although the number dropped to 3éhbyend. This considerable drop-off was
related to students’ unfamiliarity with English-niah teaching and the fact that the course was not

credit bearing.
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Frequent contact with staff in the law departteeat WLC was conducted before the programme.
Two law lecturers, one was specialised in civil lamd the other criminal law, offered to join the
CBI teaching team. A CBI group with one languagacher, two law lecturers and two students
were established. While the teachers took advantdigieir respective specialties, the student
members worked as representatives, reporting afests’ reactions and their requirements for the
CBI classes. They proved to play a significant rmlelinking the CBI teaching team and the
programme students. It was the aim of the grougeteelop the teacher-student relationship to a
constructive level, enhance students’ respongibiind reduce teachers’ workload. All the

pedagogical decisions were made through the graegding, which was held twice a week.

As an important group decision, four legal unisre selected fronEnglish for the Legal
ProfessionDong & Zhao, 1999). These materials covered sgVaw subjects instead of focusing on
in-depth instruction in a particular area. Thetfusit, Definition, classification, and sources of law
aimed to introduce general vocabulary and sentetroetures used in the legal area. The units on
Lawyers and Contract formation and classificatiowere closely related to most WLC students’
future careerdrinally, the unit onCivil litigation extended students’ vocabulary from substantive law
to procedural law. The four units were not simplsepetition of students’ legal courses. Additional
information on Western legal systems, for instate@yers and legal systems in the United Kingdom
and the United States, as well as some classicclses, including Marbury v. Madison, were

introduced for teaching and group discussion.

It was initially agreed by the CBI group thamidgnts would take a set of exams at the end of the
programme. English language and law knowledge wdnddassessed as the form and content
respectively in the exams. This means of assesswamnichanged after the first two weeks of the
programme as it was found to be very demotivatifigstead, students were required to write diary
entries every other day and course reports eveekweduring the programme. Both the diaries and
course reports needed to be written in EnglishyMsere collected and marked by the CBI teachers
as record of student development during the prograniThe students also use these materials as

means of self-assessment. This was felt to be appeopriate for a non-credit-bearing course.

4.3 Programme implementation

There was frequent modification in the CBI ceupsocedures in WLC. Adjustments were made in

conjunction with the decisions of the CBI group mtmegs. A WLC-specific CBI model was
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established as the result of the two-month programmhis process can be summarised as three
stages.

At the initial stage of the CBI programme, tlantent subject was taught completely in English.
However, the language was modified and simplifiedstudents’ average level. The teaching
embraced elements found in the traditional EFL stla@m. The classroom activity followed the
procedure of PPP (presentation, practice and ptimhjcas shown in table 1. The term PPP in this
case differs considerably from the one introduced eriticised by many ESL/EFL researchers like
Harmer (1998) and Ellis (2003), where PPP is seensgentially a way of language learning and
teaching.

Presentation in L2 by language teachgr

A 4

Practice and production by stude
with interventions by teachers

\ 4

Summary in L1 by content lecturer

Table 1 Initial CBI procedures at WLC

During the stage of presentation, two typesraiviedge were introduced by the language teacher:
the language point and the content point (see takier examples). The language point included
English for specific academic (i.e. law in this €apurposes (ESAP) and English for general
academic purposes (EGAP) (Blue, 1988). The forrafarred to legal terms that were obligatory for
understanding legal texts, while the latter inctitexis and sentence structures that might alsst exi
in texts in other academic disciplines. The congamint included some conceptual and controversial
issues involved in the legal area. In additionggal English skills, the aim of the course was to

deepen students’ understanding of legal concept$caencourage critical thinking.

Language point | ESAP items (e.g. tort, statute, legislation,)etc.
EGAP items (e.g. depend on, classify into, etc.)
Content point Conceptual issues (e.g. classification and sowtksw)
Critical issues (e.g. why should law be classifi&@i@npare legal
systems between China and the United States.

Table 2 Content and language points based on tieetext of Unit One of the programme
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After the presentation, students were divideih igroups to practise the language and content
knowledge acquired in the CBI class. A represergdtiom each group was required to give an oral
summary in English. Linguistic and content promptse provided by teachers in advance on the
white board in the classroom. The law lecturersgdi the groups as peer language learners and
content assistants. With little experience of &l of discussion, most students were rather rasty
many of the English-medium content-related disaussi Chinese was used for most explanations

due to the students’ preference and time presautreiCBI class.

The control of the CBI class was then handed tivéhe law lecturers. The content knowledge was

recalled and reinforced in Chinese to ensure tharacy of what had been presented in L2.

CBI classes at the initial stage proved thatliEhgas a medium of instruction could be an access
rather than a barrier to content study. Howeverdestits’ learning diaries revealed very limited
language and content output, which contrasted with abundant input in the CBI class. Some
changes (see table 3) were made between the thirdhe fifth weeks of the programme. These
changes aimed to enhance students’ language opjfimsuand broaden their access to content

information.

Student Oral Presentation in L2

A 4

Content Instruction by language
teacherin L1 + L2

\ 4

Practice and Production by students in L2

Table 3 Mivell CBI procedures

Student oral presentations were designed astaéineof each CBI class. Two to three students were
nominated by the teacher to give a short speeduridr five minutes). The classes allowed free
choice on the topic of the presentation. At theif@gg stage, non-content topics such as ‘my
favourite season of the year’, ‘my family’ and ‘emteresting film’, etc., were very popular. Froneth
fourth week, there was an increased range of condated topics for student presentations.

Presenters found it easier to practise the langskifje and discuss the content knowledge that they

The Asian ESP Journal Volume 5 Issue 1 68



The Asian ESP Journal May 2009

were learning in CBI classes. Due to the progranstndents’ learning experience, however, their
presentations at this stage merely reflected ongukigal lexis and interpreting legal concepts in
English.

A second change was related to students’ reattidenglish-medium instruction. According to a

student interviewee,

The English language used in the class was ndyrddficult; it is by no means easy either. Moreoy| can
only concentrate for so much time on the langubgas terribly exhausted after the class.
(Translated from the L1 conversation)

From week three, Chinese was used to presemplaated but fundamental content knowledge. It
also appeared in Power Point to introduce contgated information (see appendix). The time and
energy saved could be used for practice on keykgg items and content concepts embedded in the
core text. The clear-cut distinction between EGAR BSAP began to vanish at this stage. There was
no linguistic emphasis on the meanings and strastof the new words. Both the students’ and the
teachers’ attention were on the content knowledge the language used for interpreting the
information. For example, in the unit on ‘contrémtmation and classification’, there was a stateimen
that

A contract is a manifestation of the mutual assémite parties.
(Dong & Zhao, 199%5)

Instead of guiding the students to study the mepointhe wordamanifestationmutualandassent

the teacher explained the sentence in English yipgahat

The validity of a contract is based on meetinghef minds. Or
A contract is valid if one party accepts the offéeanother party. Or

A contract may have legal effect when the @wiing parties reach an agreement.

It was at this point, i.e. when the focus was falfythe knowledge itself, that language becamela to
rather than a subject.

A formal L1 summary by content teachers (seéetdl was removed from the course procedures.

However, their role as teaching assistants appdarkd even more important. Since the two content
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lecturers also taught programme students in lawsels they were able to provide feedback on
programme students’ content demands and developribetefore, they played a central role in
course preparation and course assessment atapes ¢ short, the two main changes at the second

phase aimed to reduce language-teaching time angbise students’ language using opportunities.

The modification was conducted gradually andtiooiwusly. The procedures were developed to a
WLC-specific CBI model (see table 4) during the I weeks.

Student oral presentation

A 4
Student-led content-based discussion

A 4
Content-based instruction by the L2 teacher

A 4
Students’ refined langua¢ content integrate
output

Table 4. @tspecific CBI procedures

As shown in the table above, a feature of thd @Bdel at WLC was the increased student
opportunities to communicate in English. This featwas reflected by the student-led content-based

communication as a new procedure added to the Wa@eim

In order to broaden the students’ exposure &Li# content information, teachers encouraged
students to prepare their own reading materialdle€@og L2 articles from relevant journals,
newspapers, other course books and websites wammeended. This kind of information was
introduced and discussed in L2 by students in trenfof oral presentation. In order for all the
students to share their materials, student-cewlissdission was added after the presentations liry the

fellow learners (see table 5).

Student-led discussion and student-preparedrialatestablished an effective learning environment

with the learners as leaders and participants.rAlfie student oral presentation, all the otheresttgl
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were required to provide comment, discuss the togiel compare the information that they had
collected themselves from different sources. Ehgléiguage was preferred during the process of

discussion.

Content and language teachers played a rolssigtants during student discussion. They supported
the discussion with their respective specialtidse Tanguage teacher delivered the core information
after the group discussion. The instruction folldwa traditional language approach. That is, each
paragraph in the core text was explained sentepseitence in order for most, if not all, students

understand the meaning.

After intensive explanation of the content testudents accomplished content-related tasks or
exercises individually or as group members. Theghtnalso be asked to summarize in L2 what they

had learnt in the class either in the form of @ralsentation or as a written report.

The establishment of a CBI model at WLC reflettts practice of CBI in a specific education
setting. It also indicates the strength of teachsrassistants in a learner-centred CBI classyuaitin

this model is by no means final and must be sulbgeftirther research and practice.

5. Analysis and findings

The CBI programme at WLC was proved successfuhb end-of-programme questionnaires and
feedback from teachers and students. However, iptementation of CBI requires efforts in a
variety of dimensions. Stoller (2004) highlightsgl#i common challenging issues in a CBI
programme. These issues relate to interdiscipliragperation between the language and the
content departments and address administrativeosuppthe local educational setting. In addition
to Stoller’s list, the impact of educational cuéwon the teacher’s role and the students’ involveme
in classroom activities is not to be ignored. Téestion introduces and analyses findings in the
WLC programme concerning organizational challengesl experiences of CBI teachers and

students.

5.1 Organizational challenges
The WLC the programme could not start withowt tigreement from the administrators. The
importance of administrative support was shownugtoits role in helping with the course design,

financial issues and inter-disciplinary co-openatio
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The duration of the programme was the first eonof the administrative staff. It was regarded as
risky to allow a whole semester for the practiceaohew approach. Meanwhile, it was doubted
whether a short-term CBI programme was sufficienttfie students to acquire a reasonable amount
of knowledge in an academic area. As an adminigératecision, the CBI programme was approved
as a two-month training course in addition to ottegular subjects in WLC. It was believed that the
CBI classes might at least result in extra oppdtites) for the students’ language development.
Moreover, the administrators were convinced thatglogramme could be a good way of trialling
CBIl in WLC.

Financial wise, administrative leaders in WLCesgl to make these courses free to all the students
Since the CBI classes were running as extra trgiciourses in addition to the teachers’ normal

workload, the two law lecturers received a higlaary during the two-month CBI programme.

Inter-disciplinary cooperation has been suggesis key to a successful CBl programme.
However, there was no cooperation between the &Eggand the content departments in the history
of WLC. The administrators were worried that themeration might not be conducted successfully
if it was only announced as an official requiremé&rdgachers would make more effort if they were

willing to cooperate.

5.2 Staff experiences

There was consistent cooperation and collalmrdietween the language teacher and the two law
lecturers. A close interpersonal relationship betwthe CBI teachers seems to play a significaet rol
in the inter-disciplinary cooperation, which migiunfront difficulties within any educational setim

due to the teachers’ status problems of cultufémdinces (Benesch, 2001).

Dudley-Evans and St John (1998) and Dudley-E\26681) identify three levels of cooperation
between the language and the content departmentsperation, collaboration and team-teaching.
On the first level, i.e. co-operation, the langusegeher contacts the content teacher for infoonati
about students’ learning experience in the coraesd, expectations of the content department, the
use of content-related tasks, and so on. Collalooraheans that the language and the content
teachers work together outside the classroom tmules collaborative curriculum. Team-teaching,
as the highest level, involves the dual presendbeofanguage and the content teachers in the same

classroom.
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In the CBI programme at WLC, the language tegchenyself, worked as the leader of CBI
teaching team. | took the responsibility for matkriselection, programme design and negotiations
with the administrative departments. Law lecturdesoted more energy to the appropriateness of
content materials. In addition to monitoring thegmamme students’ content development, they also
developed their English language skills with thedents by attending each CBI class. In sum, the

roles of content teachers were as content conssilt@mguage learners, and programme advisors.

Interestingly and fortunately, there were ncstens between the language and the content teachers
during the group work. A shared understanding ef ltical culture at WLC and a good personal
relationship between the CBI team members seemeatdount for the smooth progress of the

programme.

5.3 Students’ experiences

Data collected from student diaries, conterdchers’ course report and end-of-programme
guestionnaires indicated that students developeid Binguage skills through increased motivation,
focused language learning and enhanced opportsin@iidents regarded relating language study to

students’ future careers as the major attractidheprogramme.

According to their responses to the end-of-progne questionnaire and communication during the
programme, the students attended the CBI classbstivg feeling of ‘being required to learn’ at the
beginning, ‘wanting to learn’ at the middle stageh® programme and ‘enjoying the learning’ at the
final stage of the programme. The CBI procedureMiC (see tables 3 and 4) also enhanced
student’ practice opportunities. The involvement adntent information in the CBI classes
encouraged students to take the opportunities artitipate in various language activities, although

there was a stage when some students had to bedtestake up the opportunities.

The programme also helped students’ contentloreent through increased learning and practice
opportunities. The particular teaching mode inghegramme (e.g. student presentation and student-
led discussion) facilitated students’ autonomyhia tontent study. The students were encouraged to

search other sources for content information g0 abtain a broader access to content knowledge.

Finally, the CBI courses at WLC helped studetitsdevelop critical thinking and learning
strategies. As commented on by the teachers ardkrgii in the programme, the CBI classes

provided students with opportunities to decide dratto learn and how to learn it effectively. Once
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students started learning strategically, they ghimelependence and their learning became more
personal. The students’ role therefore changed fseing passive receivers (i.e. learn what is taught
or given) to active searchers (learn what they waknow).

Being aware that the programme was also a resgapject, students showed more interest and
concern about the success of the CBI courses.ifthisated that the position of the students was not
opposed to that of the teachers as in many traditiclasses. Instead, they stood on the same &ide o
education with their teachers, helping the teacheisnow what they already knew and what they

still wanted to know. In this sense, both teaclasid students were working for the same purposes.

Conclusion

It can be seen from the case study in WLC thBt S8 an appropriate approach for college
education in China. It links English language teagho students’ content learning and therefore
meets their language, academic and professiondsn@&é&e programme also provides an opportunity
for teachers and students to develop an in-deptiterstanding of CBI and relate it to their

educational reality.

The case study also raises three new questioriistéire research and practice in CBI. Firsts iyét
to know how much effort will be needed in order nmaintain students’ motivation and the
effectiveness of CBI if it runs as a long-term riegwcourse. Another unanswered question is how to
make the CBI approach meet the teacher’'s needs.r83earch showed that team-teaching is an
effective method in a successful CBI programme. eley, Components of successful team-teaching

and its effectiveness should be subject to futesearch and practice.
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Appendix

PowerPoint for Unit Three

Unit Three Contract Formation and Classification

What to learn?
1. Reading, understanding, applying/using legal kndggein the text

2. Legal words and language structures in the text

Background

1L.EXEE, EREETERMNER , MAREKIEE, SRZENETENREEZEEDR Y
Bl

REXESRZENMAE , —ERAKINERZHRBEHNRE R (consideration), BP
M5B X # K ER(requirement of exchangell B — N E P EFER. MBEETAEX —
B REE F T LB R(unjust enrichmentl iZ L9 E 7 N SRR EE 1T

18
2. & R # B (contract formatiorsE B @35 E 4 (offer) & (acceptance 1R — I & &
B ¥9 B¢ P B & B TEWR(fraud), BE R PR IR (misrepresentation@ i (duress) & & 2 F
(unconscionability§s & &, SR 1% Z AR R
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3. E& AT (contract performanct) (A1 & £ 31 & R #Y fi# #% (contract interpretation)
EERINEENEN HERA—ABMAEY (breachht, XEHN A RZEME TEES
(damagedy, B Y ¥R J5 7E (remedy).

Classification

Valid, void & voidable
Bilateral & unilateral
Executed & executory
Implied-in-law & implied-in-fact
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Abstract

Making a presentation, especially in English, some$ becomes a demanding task for a large
number of English as a Second Language (ESL) agtidernas a Foreign Language (EFL) students.
Thus, the study was conducted as an attempt toiagratime perceptions of students at College Of
Technology, Vietnam National University (COT, VNUdwards making English for Specific
Purposes (ESP) presentations, and find out pogditiieulties that those students might encounter i
making ESP presentations. It was carried out wlll $econd-year students and two teachers of
English at the Department of Information Technol¢ByT) at COT, VNU. The data were collected
during a period of two weeks by a combination odigfitative and qualitative methods, including the
use of questionnaires and semi-structured intesziebne findings of the study revealed students’
mixed attitudes towards making ESP presentatiorts tarir clear perceptions of achievements
through making ESP presentations. Their most saant problems in making ESP presentations
included searching for relevant materials, selegctimesentation forms, memorizing presentation

contents, and lacking presentation skills.

Key words: ESP, presentations, difficulties, perceptions
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INTRODUCTION

According to Arnold (2003), one of the most plapumethods in English for Specific Purposes
(ESP) learning and teaching is asking studentsakenpresentations on particular topics in front of
their classmates. However, as he states, when iegplisguistic weaknesses to others, one’s self-
image tends to be more vulnerable, which easilgdda anxiety. Therefore, making a presentation,
especially in English, might possibly become a dedivag task for a large number of English as a
Second Language (ESL) and English as a Foreignuagey(EFL) students (Kavaliauskiene, 2004).

So far, there have been a variety of publication the issues of speech preparation and delivery.
Nevertheless, in the world of ESP learning andhiray; very few investigations have been made into
the perceptions and difficulties of students in mgkESP presentations. With regard to Vietnam’s
setting, this has been little touched upon. Hetloe,need to tackle it has strongly emerged. The
urgency to do research becomes much more signifiechen it comes to the ESP teaching context at
College Of Technology, Vietnam National Univerg(OT, VNU). Although making presentations
is a familiar ESP teaching method at this colleges, considerably new for the majority of students
who have had little previous experience with sedfd® presentations at secondary school. Moreover,
because all of them major in technology rather tRaglish, very few possess good command of
English. Thus, applying the method of ESP presemtsithas inevitably posed enormous challenges
for both teachers and students at this site.

Accordingly, the present study was carried out atdressed the following research questions:

1. What are the perceptions of students at COT, ¥dNtards making ESP presentations?

2. What difficulties might those students encoumtenaking ESP presentations?

The first question was broken into two sub-areasnely students’ attitudes towards making ESP
presentations and their perceptions of achievenmenkss activity.

LITERATURE REVIEW

So far, research has revealed ESL/EFL studentXed attitudes towards making ESP
presentations. In her study (2002), Kavaliauskiesr@e up with the following major findings. First,

the majority of the participants were well awarettod importance of making ESP presentations for
The Asian ESP Journal Volume 5 Issue 1 79



The Asian ESP Journal May 2009

future careers. However, unfortunately, presentatiwere out of favour for most of them, especially
for first-year students who had little previous esipnce on making presentations in secondary
school; in fact, they ranked it at the bottom af thvel of importance. Another study of hers (2005)
on another group of learners at another univestitywed that the majority of learners expressed a
positive attitude towards making ESP presentatibievertheless, there still existed a relativelgéar
number who disliked the activity for three main seas, namely time-consuming preparation,
inconvenience in using PowerPoint software, ankl tddime for relaxation. In general, the literagur

found both negative and positive attitudes of EFll/Eearners towards making ESP presentations.

In addition, as far as the researcher was coedeithere was only one study by Carmody (2004)
examining students’ perceptions on achievementauthr making ESP presentations. He found out
that the participants had considerably vague péiarep of these benefits with only half of them
remarking on their personal gains. Those includegdroved pleasure in sharing research with a
receptive audience, pleasure of having their wailked, self-confidence, a sense of accomplishment,
personal growth, improved self-esteem, and pridmoAg those, improved pleasure in sharing
research with a receptive audience was acknowledgeide highest proportion, followed by pleasure
of having their work valued and achieving self-addahce. Improved self-esteem and pride stood at
the bottom of the list. It can be concluded tha taspondents in Carmody’s research (2004) paid
much attention to accomplishments related to cenfié¢ levels and none of them mentioned

knowledge-related or skill-related benefits.

In addition, research to date has focused mainlyearners’ anxiety in public speaking. Arnold
(2003) discusses anxiety as a hindrance to efiecitmmunication. The main reasons for anxiety in
public speaking appear to be a lack of confideaceyunfamiliar situation, a sense of isolation, -self
consciousness, fear of looking foolish, and feabaifig judged by others (Public Speaking Anxiety,
2007). Moreover, speakers are concerned with varidifficulties in grammar, lexis, and
pronunciation. Referring to pronunciation probleaidanguage learners, Morley (1994) points out
that those with poor intelligibleness encountermg@bstacles in becoming confident and successful
speakers.

Only Kavaliauskiene (2005) went deeper into mhetter of students’ difficulties in making ESP
presentations. As she indicated, her students ete@d a range of difficulties in preparing
presentations. Specifically, memorizing contents e greatest hindrance (60%) while selection of
information was ranked second. Search for inforomtuse of PowerPoint software, and boredom of

rehearsing troubled about a quarter of the padidm When delivering presentations, over half had
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fear of speaking in public, followed by the evalaatmark (28%) and the audience’s reaction (28%).
Question time stood at the bottom of the list fauging hindrances to a quarter. It is worth noting
that the number of hindrances might vary from stiide student.

As shown, research related to ESL/EFL studep&teptions and difficulties in making ESP
presentations was small in number- Carmody (20B4)aliauskiene (2002) and Kavaliauskiene
(2005). Furthermore, all the related studies agpijeantitative methods to collect data; accordingly
those might inevitably display certain limitatiow$ adopting a single approach (Nunan, 1992).
Besides, there was only the study by Kavaliausk{@@65) whose inquiry was close to this research;
however, it aimed at first-year and second-yeatesits at Faculty of Social Work, Mykolas Romeris
University. Lastly, to the best knowledge of theaarcher, the issue under investigation has been
little touched upon in Vietnam. Thus, the prese&search on a group of Vietnamese EFL second-
year students at DIT, COT, VNU, was an effort tckta the matter in the Viethamese ESP learning
and teaching context specifically, and could briteyv perspectives to the field for its different

context, participants, and methodology.

METHODOLOGY

The population of the study consisted of 100osdeyear students from two randomly-chosen
classes and two teachers of ESP subject at COT, WN&Jwere teaching those classes. To address
the research questions, both quantitative andtqtigé approaches were applied in order to reduce
potential limitations of relying on a single apptbaand enhance confidence in the data as
recommended by Nunan (1992). The data were cofledteing the period of two weeks by two

instruments: questionnaires and semi-structureahigws.

In the study, the questionnaires (see Appenylixeke aimed at collecting statistical data to aarsw
the two research questions. The first version efghestionnaires was piloted with eight second-year
students at COT, VNU in order to gain construcfeedback. Then, it was carefully revised to ensure
its accuracy, conciseness, comprehensiveness, acub.f After that, the questionnaires were
delivered to 108 students directly in class. Finadimong 108 questionnaires, 100 were chosen for

convenience in data presentation and analysis.

Additionally, in the study, the interviews warsed to triangulate and enrich the questionnait da
The interview schedule (see Appendix 2) was intdrtdecollect almost the same information as the
questionnairesDue to time limit, it was just piloted with one teer of English at COT, VNU
through email. Despite that, useful comments weeeived and taken into consideration. Then,
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interviews of 8-10 minutes were conducted in Emgligth the two teachers in a relaxing, friendly

setting.

Finally, the questionnaire data were condenspdintified, and analyzed. Then, they were
illustrated and systematized by graphs and ch@ws.for the interviews, the recordings were
transcribed carefully. Furthermore, a color-codsiygtem was used to synthesize those data. All the
data collected from the instruments were groupedeuriwo main areasstudents’ perceptions
towards making ESP presentaticasdtheir difficulties in making ESP presentatipmghich served

to answer the two research questions.
RESULTS AND DISCUSSION

STUDENTS’ PERCEPTIONS TOWARDS MAKING ESP PRESENTATI ONS

Students’ attitudes towards making ESP presentatios

In the first place, students’ attitudes towamusking ESP presentations were explored through the
interviews with their teachers since it is worthkestigating whether there was any mismatch between
teachers’ views on students’ attitudes towards ngakiSP presentations and their real attitudes. The
findings showed that both of the teachers agreetheim students’ negative feelings; nevertheless,
they appeared to be a little pessimistic. As the teacher (T1) pitifully stressed, Know that most
of them lack interest in making ESP presentatidhgy rarely do them enthusiastically. It seems that
they make presentations just because of the regeiné of the subject and matKsee Appendix 3).
The second teacher (T2) tended to have a clearer of the situation:Some like presentations but a
large number do not. They believe that it is sarmpand difficult for them to make a long speech in

English” (see Appendix 3)

With regard to the data from student questiamsaias shown in Figure 1, optimistically, nearly
50% of the respondents liked making presentationE$P lessons. However, approximately one
third just held a neutral attitude towards thigméag method. Notably, there was one fifth who even
expressed a negative attitude. Thus, in genethpwgh making ESP presentations was favored by

the majority, there still existed a certain numiveo either neutrally accepted or disliked it.
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Figure 1: Students' attitudes towards making ESP
presentations

Comparing and contrasting the results from W@ gources indicated that the participants’ atésud
towards making ESP presentations were a mixtureegative and positive feelings. Moreover, there
was a slight mismatch between the teachers’ vieawdsthe participants’ real attitudes. Specifically,
the teachers seemed to strictly and pessimistigadige their students’ attitudes whereas the nigjori
of students still expressed positive feelings talsathis learning activity. This might be because of
two reasons. First, the number of students in anagwas very large and the time of ESP lessons
was limited; therefore, the learners rarely hachckao show their real thoughts in front of teasher
Second, those teachers might bear some negativerienpes concerning students’ manners or
behaviors when making ESP presentations.

The findings are similar to those identifiedtive study by Kavaliauskiene (2005). Although the
participants in Kavaliauskiene (2005) were EFLtfiisar and second-year students at Faculty of
Social Work, Mykolas Romeris University, they hele relatively same attitudes towards making
ESP presentations as those Vietnamese EFL secandtyelents at DIT at COT, VNU in the present
study. However, those findings are more optimighian those in another study by Kavaliauskiene
(2002) where most of the participants expressed str®ngly negative feelings. Therefore, it can be
concluded that ESL/EFL students’ attitudes towandking ESP presentations might vary from one
context to another and even within a particulatexi This might be because of different influehtia
factors existing in each context, which is outled scope of this study and a gap for other studies
fill.

The Asian ESP Journal Volume 5 Issue 1 83



The Asian ESP Journal May 2009

Students’ perceptions of achievements through makmESP presentations

The teacher interviews did not reveal much alstutlents’ perceptions of achievements through
making ESP presentations. In general, the teashenrs not well aware of their students’ views. T2
admitted: 1 am not so sure. | have never thought about ttagen and my students have never told
me about it (see Appendix 3). They just mentioned three gdiivag might be perceived by students,
namely improved speaking skills, enhanced confiderand enhanced ESP vocabulary. As T1
guessed, rhaybe they expect their speaking skills will berawed after having presentations. And
they hope to become more confident when speakifigrinof the class(see Appendix 3), while T2
stated, they might think they can widen their vocabulanE®P subject, which they will find more
difficult to learn by other methoti¢see Appendix 3). Notably, two of those were ilveal in skills

and knowledge.

In contrast, the questionnaire data brought ahhelearer picture of the issue investigated. As
illustrated in Figure 2, the participants were ¢desably aware of the benefits they could obtain by
ESP presentations. Unsurprisingly, the three biggams agreed by the highest proportion of the
respondents (58%) included enhanced knowledge, owmepr speaking skills, and improved
presentation skills. Three other prominent bendfithed out to be enhanced knowledge about a
particular topic, enhanced ESP vocabulary, and orgt reading skills with 49%, 40% and 31%
respectively. The last group acknowledged by thallest number consisted of personal growth,
pleasure in sharing research with a receptive agdiea sense of accomplishment, improved self-
esteem, pleasure of having one’s work valued, amgtaved pride. Unpredictably, improved pride
was ranked the least. As seen, similar to what ttezichers predicted, all the most significant
benefits perceived by the participants were reldte@nhanced knowledge and skills. The least
prominent were feelings of self confidence. Thusould be concluded that their perceptions of
gains might somehow reflect their expectations abwhat they could get through making

presentations.
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70% & Enhanced knowledge about a topic

@ Enhanced ESP vocabulary

60% A 58%58%
% Improved English reading skills
Improved speaking skills
50% A p p g
B Improved presentation skills
40% - B A sense of accomplishment
B Personal growth
30% - B Improved self-esteem
B Improved pride
20% - ]
B Enhanced confidence
10% [ Pleasure of having my work valued
10% - ,. gmy
% B Pleasure in sharing research with a
:\;' receptive audience

Figure 2: Students' perceptions of gains through ma king ESP
presentations

The two sources of data reflected that the nedg@ots had strong awareness of the benefits of ESP
presentations with much emphasis on enhanced kdgeland skills and little concern about feelings
of confidence. However, their teachers were natye&anscious of their perceptions. This might be
because, in reality, it would be a demanding anmettonsuming task for teachers to explore their

students’ views.

In comparison with the previous study by Carm@y04), the participants in the present research
showed clearer perceptions of the gains they cgatdthrough making ESP presentations as they
expressed a larger number of ideas. Some of th@seely personal growth, pleasure in sharing
research with a receptive audience, a sense ofhgdisthiment, improved self-esteem, pleasure of
having one’s work valued, and improved pride, weomsistent with what was figured out in
Carmody’s study (2004). Nonetheless, the level afcern differed much. In Carmody’s study
(2004), pleasure of having one’s work valued wae thost prominent as perceived by the
participants whereas in the present study it waked second to last. This can be explained by the
participants’ higher expectations about achievemaenterms of knowledge and skills in the present
study. Moreover, the participants in this studyedaa range of different benefits, including enteghc
knowledge, improved speaking skills and improvegspntation skills, enhanced knowledge about a
particular topic, enhanced ESP vocabulary, and orgd reading skills. As seen, the participants in

the present study were more concerned with knowdeahgl skill success whereas those in Carmody’s
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(2004) cared more about emotional accomplishméris might be because different students in

various contexts would have different expectatiaimsut a particular event.

STUDENTS’ DIFFICULTIES IN MAKING ESP PRESENTATIONS

Students’ difficulties in preparing the presentation contents

The teacher interviews revealed two major ditties involved in comprehending ESP vocabulary
in materials and selecting necessary informatiarst,Footh of the teachers agreed that lots of ESP
vocabulary in materials strongly hindered the stsleAs T1 stated,fany students lack vocabulary,
especially in English Informatics. There are so jm&8P words that they have never heard about.
Thus, they often encounter difficulty when readmaterials to prepare for presentatidnésee
Appendix 3). This was understandable because tasthe first semester those participants studied
ESP and, therefore, their vocabulary was considierabited. Second, one of them pointed out
students’ problems in choosing essential infornmatio include in their presentations. T2 noticed

from her personal teaching experience:

“There is such abundant information available tonth¢hus, they easily get stuck among the whole tfad
information and get confused about what to includtneir presentations. This is shown clearly ttghumany
presentations my students had during the first seeneSome were too broad with so much unnecessary

information while some were too poor with littléadrmation providedl (see Appendix 3).

Meanwhile, the questionnaires showed a largenbmr of difficulties. As shown in Figure 3, in
preparing the presentation contents, the biggedtigm facing half of the respondents was searching
for relevant materials among available ones. It waslerstandable since there was so much
information available and accessible, especiallyheninternet. Expressing the presentation’ costent
and selecting an appropriate topic among a widgeaf topics caused the students much trouble
with 43% and 40% respectively. Organizing sele@téormation and selecting adequate information
turned out to hinder them the least. Notably, the difficulties viewed by the teachers were not the
most significant acknowledged by the students tledves. Even one of them was indicated as the

least troublesome to the participants.
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Figure 3: Students' difficulties in preparing
presentation contents

Students’ difficulties in preparing the presentation form

The teacher interviews indicated that decidiolgs of group members and selecting presentation

forms were perceived by the teachers as the bidngedtances to their students. T2 said:

“l find that they often find it hard to divide theorkload among group members in the presentations,
especially deciding roles of group members. Soreda@r shy; some are too lazy; they often avoidiptathe

main roles in the presentatichésee Appendix 3).

In addition, T1 remarkedchoosing the form of the presentations is obvioabiilenging for them

because they have not had much experience in¢hds {see Appendix 3).

In terms of questionnaire results, as demorestrat Figure 4, selecting the appropriate presentat
form was the most striking difficulty (52%), whichias completely consistent with the teachers’
perceptions. Selecting visual aids ranked secotid &about one third, followed by deciding roles of
each group member in the presentation (25%). iltitexresting to notice that deciding roles of each
group member was not as troublesome as predictedhbyteachers. Unsurprisingly, using

PowerPoint software stood at the bottom with 8%.
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Figure 4: Students' difficulties in preparing
presentation forms

Students’ difficulties in rehearsing presentations

According to the data from teacher interviewsthb of the teachers peceived memorizing
presentation contents and lacking time to reheasste most serious hindrances to the participants.
As T1 said, fnemorizing the contents of presentations is quitlenging for many of them. It's
because they are not good at English; thus, legrrsomething in English is considerable hard
work” (see Appendix 3). Moreover, T2 emphasized studéat of time to rehearsel know that
many of them do not spend much time on ESP. Comstygjuvhen deadlines come, they are often
overloaded with preparation and rehearsal. Manymidd even rehearse before having presentations

(see Appendix 3).

With regard to questionnaire findings (see Fegh), most strikingly, appropximately half of the
respondents found it hard to memorize the presentabntents which was also acknowledged by the
teachers. The second prominent problem was thekrdaconcentration during the rehearsals (36%).
Astonishingly, unlike what the teachers anticipatedt a small number (a quarter) had difficulty

managing time as only one fifth admitted lackingeito rehease their presentations.
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Figure 5: Students' difficulties in rehearsing pres entations

Students’ difficulties in delivering presentations

In the teacher interviews, the teachers poimtgthe hindrances their students often had when
delivering presentations. First, both agreed thakihg presentation skills caused much trouble to
them. T1 affirmed: they are not used to delivering presentations tking in front of the class; thus,
they lack essential presentation skills. For exampiany of them cannot maintain eye contact with
the audience; instead, they tend to look at mengutineir presentatiorigsee Appendix 3). T2 also
explained, they do not know how to use body language like lgasdures or postures effectively;
many fail because they just act as statues in fofrthe audience(see Appendix 3). Second, the
teachers acknowledged students’ fear of speakimuidic as one of their problems. As T2 stated,
“many do not have the courage to present in fromtloér people. They are afraid of being observed
and judged. Some are even trembling when standirigont of the clas's(see Appendix 3). Other
problems perceived by the teachers consisted ofdieteacher evaluation and lack of confidence.
According to T1, fear of teacher evaluation alsodered the students as she conclud€dey tend
to be in fear of marks during the presentationds Thakes them tense and stre§gede Appendix
3). Moreover, T2 mentioned the lack of confidenseamother difficulty the students often face:
“many are not confident. They came from non-speeidlschools in the countryside; the majority
does not have good English proficieh¢yee Appendix 3).

As revealed from the questionnaires (see Figlréhe participants tended to meet a large number
of hindrances when delivering presentations. Thestmmwoublesome included their lack of
presentation skills (55%), lack of confidence (45%ifficulties with pronunciation (40%), and ESP
vocabulary (40%). As seen, lacking presentatiolisskias ranked first. Surprisingly, fear of speakin
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in public only troubled about 30%. Predictably,heical problems stood at the bottom with just
10%. It is interesting to note that the most comrdificulties the participants met when delivering
presentations were closely associated with thesghiat they thought they would have after making
presentations. Meanwhile, as inferred, their peioap of gains might somehow reflect their
expectations about what they could get through ntpkresentations. Thus, there might be a visible
link between their expectations and difficultiegeSifically, the gains they tended to expect are

rooted in the difficulties of delivering presentats.
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Figure 6: Students' difficulties in delivering pres entations

In summary, the two sources of data revealetittieparticipants encountered a large number of
problems associated with making ESP presentatamsng which the most serious were searching
for relevant materials, selecting presentation &yrmemorizing presentation contents, and lacking

presentation skills.

Like previous studies (Kavaliauskiene, 2005; Mypr 1994; Arnold, 2003), the findings about
difficulties faced by the Vietnamese EFL secondrygadents in this study indicated that the main
problems were searching for information, selectinformation, using PowerPoint software,
memorizing contents, feeling boredom from rehegrdi@aring speaking in public, having difficulties
with grammar, ESP vocabulary, and pronunciatiockiteg confidence, fearing looking foolish,
fearing the teacher’'s evaluations, fearing peetduatimns, and worrying about questions asked.

However, only a few, such as memorizing the contesere evaluated alike in terms of level of
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seriousness. Meanwhile, many others were differdhtlike the findings in the study of
Kavaliauskiene (2005), in this study the least bfesome included using PowerPoint software and
technical problems. This was to be expected bectingsparticipants in the study were second-year
students majoring in information technology at C&NU and, consequently, the majority of them

had good computer skills.

Second, surprisingly, fear of speaking in puldidy troubled about 30% instead of being a big
hindrance as pointed out by Arnold (2003). Theipigdnts in this research did not appear to halve al
the problems identified in the literature reviewstead, they met other hindrances not found in
previous studies, namely expressing presentatioiieny organizing selected information, finding
large amounts of ESP vocabulary in materials, $elgctopics, selecting presentation forms,
selecting visual aids, deciding roles of group mersb lacking the time to rehearse, lacking
concentration, and lacking presentation skillsedestingly, lacking presentation skills and seferti

presentation forms were among the most prominsneisfacing the participants.

CONCLUSION

The present study was conducted as an attengsisess the perceptions and difficulties of a group
of Vietnamese EFL students at COT, VNU in makingsentations in ESP lessons. Its findings
highlighted those students’ mixed attitudes towandking ESP presentations and a slight mismatch
between the teachers’ views and the studentsatéaides. The study also indicated the particigant
strong awareness of the benefits of ESP presensatind their teachers’ vague perceptions of those.
Furthermore, the research identified the partidigigoroblems in making ESP presentations, among
which the most serious were searching for relevamaterials, selecting presentation forms,
memorizing presentation contents, and lacking prtesen skills. Those findings were either

consistent with what had been identified in presistudies or backed up by relevant literature.

Due to time constraints and the scope of thdystthe present study displays several limitations.
First, it only investigated a group of second-ystaidents at one department at COT, VNU; thus, the
results might not be generalized for all studentsthés university. Second, due to objective
conditions, only two teachers were involved in ttesearch, which might somehow affect the
richness of the data collected. Additionally, itutthb not go deeply into the reasons why students
dislike presentations. Moreover, it did not discighiential factors on ESL/EFL students’ attitudes

towards making ESP presentations.
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The limitations of the present research leawersé gaps for other researchers to fill in. Other
studies might further investigate reasons why sitgldislike presentations and influential factans o
ESL/EFL students’ attitudes towards making ESPemtgions. They should also widen the research

scale with a larger and more varied group of pipdiats.
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APPENDIX 1: QUESTIONNAIRE (ENGLISH VERSION)

My name is Tong Thi My Lien, K37A1. | am curremynducting my research
entitled “perceptions and difficulties of students at Coflenf Technology, VNU
in making presentations in ESP lessons”.

There are no “right” or “wrong” answers. Please gdvyour answers sincerely as

—F

only this will guarantee the success of the redeavour information will be kep

1. Circle the answer to show your general attitiodeard making presentations in ESP lessons?
Strongly like Like Neutral Dislike Strongly diké

2. Put a tick to indicate what you have gaineduflomaking ESP presentations. You can tick any
that is true of you.

Enhanced knowledge about a particular topic
Enhanced ESP vocabulary

Improved English reading skills

Improved speaking skills

Improved presentation skills

A sense of accomplishment

Personal growth

Improved self-esteem

Improved pride

Pleasure of having my work valued

Pleasure in sharing research with a receptive aadie
Others: (please specify)

3. What difficulties have you encountered in pramathe presentation contents? You can tick any
that is true of you.

a. Dividing workload among group members

b. Selecting an appropriate topic among a widegaridopics.

c. Searching for relevant materials among availaidéerials

d. A lot of ESP vocabulary in materials for presgioins

e. Selecting adequate information

f. Organizing selected information

g. Expressing the presentation‘ s content

h. Others: (please sSpecify)........cccccceeeeeen.

4. What difficulties have you encountered in pr@gathe presentation form? You can tick any that
is true of you.

a. Selecting presentation form

b. Selecting visual aids

c. Using a PowerPoint software

d. Deciding roles of each group member in the priegion

e. Others: (please specify).........ccccuveeeeen.

5. What difficulties have you encountered in rebagy the presentation? You can tick any that is tru
of you.

a. Lack of time to rehearse

b. Difficulty in memorizing the presentation conten
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c. Boredom of rehearsing a presentation
d. Lack of concentration
e. Others: (please specify)..........cccuvvvmmmmeees

6. What difficulties have you had in delivering geatations? You can tick any that is true of you.
Technical problems

Lack of confidence

Fear of looking foolish

Fear of speaking in public

Difficulties with grammar

Difficulties with ESP vocabulary

Difficulties with pronunciation

Lack presentation skills

Forgetting the content of the presentation

Fear of teacher evaluations

Fear of peer evaluations

Worry about questions to be asked

Others: (Please SPeCify)...........couuiiiceeeeaa e

Thank you very much!!!
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APPENDIX 2: INTERVIEW SCHEDULE

1. In your opinion, what are your students’ attésdowards making ESP presentations?

2. In your opinion, what are their views on gaimattthey can get through making ESP presentations?
3. What difficulties do they encounter when prepaihe presentation contents?

4. What difficulties do they encounter when prepguthe presentation form?

5. What difficulties do they encounter when rehiegrshe presentation?

6. What difficulties do they encounter when delingrpresentations?

APPENDIX 3: TRANSCRIPTS OF SEMI-STRUCTURED INTERVIE WS

Teacher 1 (T1)

Interviewer:In your opinion, what are your students’ attitudesards making ESP presentations?
Interviewee: | know that most of them lack interestmaking ESP presentations. They rarely do
them enthusiastically. It seems that they makegmtasions just because of the requirement of the
subject and marks. I've been teaching ESP for samme, and things have been the same. Actually |
don’t know how to change the situation. The stuslemgjor in technology, so they do not like
English, | know.

Interviewer:In your opinion, what are their views on gains tlia¢y can get through making ESP
presentations?

Interviewee: I'm not really sure. Maybe they exp#uwtir speaking skills will be improved after
having presentations. And they hope to become monédent when speaking in front of the class.
Many of them lack confidence and have had littlarcde to speak in public.

Interviewer:What difficulties do they encounter when prepatimg presentation contents?
Interviewee: Vocabulary. Many students lack vocabuyl especially in ESP subject. There are so
many ESP words that they have never heard abouts, Tthey often encounter difficulty when
reading materials to prepare for presentationsolkthat it often takes them a long time to read an
comprehend the materials in English, and this disages them a lot.

Interviewer:What difficulties do they encounter when prepatimg presentation form?

Interviewee: Choosing the form of the presentatisnsbviously challenging for them because they
have not had much experience in this field. Mamgdehts even contact me to ask for help. Many
times there are even big arguments in their grainosit this.

Interviewer:What difficulties do they encounter when rehearsimegpresentation?

Interviewee: Memorizing the contents of presentegics quite challenging for many of them. It's
because they are not good at English; thus, legusomething in English is considerable hard work.
You know, even memorizing something in Vietnamessometimes a big problem as well. | see that
most of them try to learn the contents by heart;then, when they are presenting, they forgetmall o
the majority; many have to look at the written vansall the time.

Interviewer:What difficulties do they encounter when delivepngsentations?

Interviewee: They are not used to delivering preséns or talking in front of the class; thus,ythe
lack essential presentation skills. For examplenynaf them cannot maintain eye contact with the
audience; instead, they tend to look at me dutied fpresentations. They tend to be in fear of mark
during the presentations. This makes them tensestmasgsed. | don’t think marks are so important,
just something compulsory; the most important thsgrhat they can learn from their achievements
and weaknesses. However, unfortunately, many a@reware of this; and many just do it for high
marks.
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Teacher 2 (T2)

Interviewer:In your opinion, what are your students’ attitudesards making ESP presentations?
Interviewee: Some like presentations but in fadarge number do not. They suppose that it is so
boring and difficult for them to have a long speechEnglish. You know, they are not English-
specialized students. Many dislike English as gestib

Interviewer:In your opinion, what are their views on gains thia¢y can get through making ESP
presentations?

Interviewee: | am not so sure. | have never thoadpoiut this matter and my students have never told
me about it. But | can guess something. They miigimk they can widen their vocabulary in ESP,
which they will find more difficult to learn by o#n methods. You know, vocabulary is very
important in learning ESP.

Interviewer:What difficulties do they encounter when prepatimg presentation contents?
Interviewee: There is such abundant informationilalke to them; thus, they easily get stuck in the
whole load of information and get confused aboutvo include in their presentations. This is
shown clearly through many presentations my stuweatl during the first semester. Some were too
broad with so much unnecessary information whilenesonvere too poor with little information
provided.

Interviewer:What difficulties do they encounter when prepatimg presentation form?

Interviewee: | find that they often find it hard divide the workload among group members in the
presentations, especially deciding roles of grogmivers. Some are too shy; some are too lazy; they
often avoid playing the main roles in the preseotst They tend to be dependent on stronger
members.

Interviewer:What difficulties do they encounter when rehearsiregpresentation?

Interviewee: | know that many of them do not spendch time on ESP. Consequently, when
deadlines come, they are often overloaded withpttegparation and rehearsal. Many do not even
rehearse before having presentations. This leadsryopoor presentations.

Interviewer:What difficulties do they encounter when delivepngsentations?

Interviewee: They do not know how to use body latgulike hand gestures or postures effectively;
many fail because they just act as statues in fsbtite audience. Many do not have the courage to
present in front of other people. They are afraicbeing observed and judged. Some are even
trembling when standing in front of the class. Maag not confident. They came from non-
specialized schools in the countryside; the majatites not have good English proficiency.
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Freire’s Bottom-Up Bridges Student-Centeredness:
A Rebuttal to Seyyed-Abdolhamid Mirhosseini

Ahmad Sabouri Kashani, PhD
University of Tehran, College of Medical Sciendem,.

Introduction

In the co-authored article “Teaching English $tudents of Medicine: A Student-Centered
Approach,” based on the work-in-progress reseagplont on two different approaches to teaching
English to students of medicine, published in thev&mber 2006 issue dthe Asian ESP Journal
my colleagues and | offered a wide spectrum of Sdaad teaching methods often referred to as
“student-centered second language education.” @art® however, seem to lack clarity and have
led to some misconceptions. As a result, one ofutas involved in that study, Seyyed-Abdolhamid
Mirhosseini, in a brief note “Real Flowers or Plastlowers in Learning Medical English: A Reply
to Kashani, Soheili, and Hatmi” published in theriN2007 issue ofThe Asian ESP Journahas
raised a number of concerns that need to be (resskeld here.

To this end, in this paper, first | attemptet@borate on the complicated place of the Englsh a
Foreign Language (EFL) teacher in the whole spettofi EFL pedagogy in order to demonstrate
why it cannot always be filled by tutors who arsufficiently trained in the area of Teaching Englis
as a Foreign Language (TEFL), a point which seent®etoften ignored in the literature on student-
centered education. Secondly, | try to provide BE€achers with some useful insights into Paulo
Freire’s (1971) ideas which enjoy popularity in thed world countries. This, | hope, will contriteu
to clarifying some misunderstanding concerning rieacenteredness in general as well as those

specifically voiced in Abdol’s (2007) response to published article.

EFL Pedagogy/Andragogy: The Role of Teachers

EFL pedagogy/andragogg a complex interdisciplinary area of applied lirggics. In this article, |

use the more common term “pedagogy” while | fincideagogy,” developed as a theory of adult
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education by Knowles (1975), more suitable to refpecifically to adult FL education. To this
enterprise, linguistics, sociology, psychology, ggaby, and educational technology to date have
made invaluable contributions. Likewise, research EFL pedagogy has brought innumerable
empirically valid observations to light. Yet, sussedepends very much on the ability of an EFL
educator to isolate and manipulate each partiotdaable in its own light and in his/her own local
teaching/learning context. The variables are nuoserdut eventually they all converge on the
following interrelated elements: (1) the teachg)tbe teaching materials, and (3) the learner.

| would like to stress at this point somethingieth seems to be less understood, that the EFL
teacher is really required to do a much more cormjalk than the teacher of other subjects. In cases
of such content-based instruction, the input fa student, at least at the basic levels, is a more
straightforward communication of the subject mattemmonly in the form of a prescribed textbook.
The desired output, besides, is almost identicti thie input itself. And the medium of instructisn
most often the student’s native language. Thigpgears, has a dual utility. On the one hand,ljishe
the teacher to easily devise his pedagogical tgc@s; on the other hand, it offers the student a
chance to read and review the materials on his @nvaddition, there is usually a number of people
in the student’s environment whose help he carsewlhen he faces particular difficulties. It isals
worth noting that the very learning process isrofigded by the intense parental and social pressure
in favor of education. This is not to say that teag and learning in the situation indicated abisve
uncomplicated. Rather, there is, it is claimed haraumber of socio-cultural variables which favor
the teacher. In fact, learning is a process of érefous complexity, and many of the learner-related
variables in relation to EFL pedagogy are equgblplizable to all formal learning. Nonetheless, ¢éher
are clear indications that EFL programs must ma&eeraonscious uses of these variables.

EFL programs, often wrongly considered to be shene as or similar to other school subjects,
appear to be implemented in a very different situatThe input for the EFL student is not so
commonly a straightforward description of the laagel being taught, carrying a bunch of
grammatical, phonological, semantic and/or pragmatiles. Rather, these merely form the
theoretical basis on which an EFL course is congratly designed, although even in such contexts
the transactional/communicative function of theglaege usually takes or should take precedence.

It should also be pointed out that modern Ediigbiage teaching pedagogy hardly uses the native
tongue of the student in the class. Hence studmmisot independently review a point that has been
misunderstood or not understood well. At the saime,tthere are few people available in an EFL
student’s environment who may help him/her restiheecomplications in his or her native language.

This seems to be a severe disadvantage in EFL>tent®ur native home country, Iran, is no
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exception, where frequently the kind of help ttabften offered is actually detrimental to the very
developmental process of second language learning.

Under the present circumstances, the foreigguage program itself has to create the needs and
pressures central to learning, and the EFL tedu&®to conduct her class with an eye to such learne
factors as self-evaluation, motivation, verbal liilgence, attitude toward FL speakers, egocentit a
ethnocentric tendencies, intro-/extroverted origoies, etc.

It is also essential, at this stage, to note more aspect of such a foreign language program: i
creative output. The student of a foreign langumes not use memorized sentences from his course-
books for purposes of real communication. Ratheinkernalizes the language materials he has been
exposed to and creates novel sentences in comntiveisguations. The instructional task of the EFL
teacher is to present language in authentic tréiosat situations in such a way that the student
becomes subtly aware of the underlying structurmaterials and can impose his own organization
on them. This is done by inferring the input’'s su(@ot to be confused with “formal grammar” rules)
and by generalizing those to other communicatitieatibns. Added to these complexities is the fact
that in Iran the national language is usually efotogacquire a “good” education and the acquisition
of a foreign language is, unfortunately, not peredias an essential feature of education in popular
thinking. Therefore, there exist none of those algeiessures which are often helpful to the teacher

of other school subjects.

Far-sighted educators, however, who have rehlthe importance of foreign languages in the
social advancement of Iran note with satisfactiat & new trend is already underway, and it witl no
be long before bilingualism becomes an ideal iraivery educated person. In fact, after a temgorar
decline in the early 80’s, the EFL industry in Irhas undergone both quantitative and qualitative
changes. The number of learners of English in bmiblic and private sectors has markedly
increased, and regular courses in TEFL have befemedf by several universities at the M.A. and
PhD levels. This has contributed to a scientifid¢wde towards EFL in both areas of instruction and
research.

Freirian Pedagogy and Learner-centeredness: A Respo Mirhosseini (2007)

It was in this context that my colleagues anfitaimed the educational research project partly
reported in the November 2006 issue Tdfe Asian ESP Journalvhich has led to an “honest
challenge” (p. 85) by Mirhosseini (2007). He hased a number of questions that | attempt to
address here in this article.

Mirhosseini (2007, p. 85) starts out by accusingofis‘misrepresenting the educational
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practice.” His main argument is whether we werevedid at all to call what was practiced “student-
centered.” Based on the briefings of the main @mtor of the project, and with reference to what we
observed in the classrooms, and the course devslopsn reference to Freire’s (1972) ideas, |
believe that orientation could be classified asdeti-centered. Besides, Mirhosseini’'s major
references in his response article such as Fag@€i), Leggo (2004), Norton and Toohey (2004),
and Wiske (1998) also offer some evidence whetinerot we have been justified in calling that
project “student-centered.”

In order to better understand Paulo Freire asd‘dtlectic” thinking (see Taylor 1993, p. 34), it
seems to us that one should refer to the “spedifistorical epoch, the sociocultural, and inteledt
conditions in which he was ingrained, and the el@sevhich may have formed and/or deformed
him: that is, Brazil 1950s’ developmental capitaligationalism. His rudimentary ideas later
developed into what can be referred tolaiserating Theology an influential movement within
Christianity, especially the Roman Catholic Churahjch views Jesus Christ as the champion and
liberator of poor and oppressed people. It seemsstdhis, in essence, is an “eclectic” novel
conjecture, strongly influenced by Karl Marx. Apiplg this conceptualization to an understanding of
history, Freire (see Gutierrez, 1988, pp. 24-2Hihthat:

This understanding provides a dynamic context amédens the horizons of the desired social
changes. In this perspective the unfolding of el inan’s dimensions is demande& man who
makes himself throughout his life and throughowtdrly. The gradual conquest of true freedom
leads to the creation of a new man and a qualdgtidifferent society. ... Christ the Savior
liberates man from sin, which is the ultimate roball disruption of friendship and of all injustic
and oppression. Christ makes man truly free ... lables man to live in communion with him;

and this is the basis for all human brotherhood

Paulo Freire, the son of a police officer of therRenbuco armed forces, and a spiritualist, clearly
states “my relationship with Marx never suggested t abandon Christ." (cf. Lownd, 1995).

The question is whether Freire’s experience grilyiin literacy of the lower strata in Brazil the
1970s is the best choice to educate Iranian medicaents, considering the diversity of English
language needs they have for successful medicalaéida. In fact, Freire’s educational philosophy
can simply not be applicable to us, though it hesnban inspiration to many educators in their quest
for a more equitable society.

In 1971, Paulo Freire writes (in response &rdity teachers in Chile):
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You need above all to have faith in human beingsi Meed to love. You must be convinced
that the fundamental effort of education is to heigh the liberation of people, never their
domestication. You must be convinced that when |gegilect on their domination they begin

a first step in changing their relationship to wherld. (p.61)

Freire should be, in fact, praised for his ensighan dialogue and students’ realities as theirsgar
point and his dedication to the oppressed. Howawer)ear terminology, incongruity between the
ethical imperatives he postulates in theory andréda world as well as his attempt to graft his
Christian ethical categories onto his Marxist cquicef historicity, and finally, overlooking the
variety and nuances of social reality, leads tof#ilare of Freire’s pedagogy to take into accounet
diverse sources of limitations to human freedom.

| would like to end this section with a refererto Paulo Freire’s mystical language and his dise o
metaphors taken from Christian sources which mag leself to a rather simplistic political analysis
or to the construct of a pseudo-science of edutatiothe service of a totalitarian theocracy. The

following extract cited by Taylor (1993, p. 53)r&vealing:

The educator for liberation has to die as the teniéd educator of the educatees, in order to be
born again as the educator-educatee of the edgeatieeators. An educator is a person who

has to live in the deep significance of Easter.

Insofar as the question of “student-centeredrniessoncerned, | should refer the readers to Eiir
criticism of the traditional educational system who“undemocratic” and “teacher-centered”
methodologies, termed “banking pedagogies” by Ergif72), treat students as vacuums just waiting
to be filled up with the teacher’s expertise. Th#ep-to-bottom” traditional teaching strategieslst
creativity, induce the dependence of learners osr tkeachers, and encourage an uncritical
acceptance of knowledge from experts, often crgdtimdemocratic” and “un-collaborative” social
relationships. Besides, Freire (1972) insists thay educational endeavor must start from the
thematic realities of the student. He proposeseddgogy in which students and teachers share a
horizontal relationship, in which even the teacHeesn through the educational process” (Smith,
2002).

Similarly, adult learning theorists of a hunmsinand constructivist school propose a “learner-
centered” pedagogy which values the students’ eniqalities that are often multifaceted and reflect
every learner’s differing needs, beliefs, abilitias well as their motivations and prior knowledge.

Therefore, as a bottom-up educator, Freire’s idmassimply be translated into a student-centered
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theory in foreign language pedagogy/andragogy.

Mirhosseini’s second question (p. 108) asks “Witdypeople [subjects] with two radically different
types of learning experiences have to take the sast@” In response, first, Iranian law dictatest th
all medical students should pass certain testsnatianal level. Accordingly, schools should pravid
them with appropriate learning situations to ackisuch goals. Second, it is generally the norm that
candidates’ English knowledge is measured by staimtal tests, regardless of their widely varied
personal learning experiences. In fact, nobody tipesthe “types of learning experiences” of those
who sit for the TOEFL or IELTS or Michigan, FCE, EPests. Candidates from different
nationalities who learn English through a wide etriof methodologies, by teachers of different
teaching backgrounds, and through different textbptake such standardized tests to measure the
level of their English knowledge. Third, do betieays exist to examine how well different teaching-
learning methods may contribute to better studehtewement than assessing their English abilities
through such standard tests?

Mirhosseini’s next comment is of greater interése asserts that “what the authors label as a
“student-centered approach' is what | would nanrea flower” (p. 108). These termsal flower
and plastic flowerare borrowedrom Muinr Fasheh (2001). It appears, however, thatsmell of
Mirhosseini’s real flowers soon became intolerdblehis whole group who stopped the course after
some time. Thereafter, our college, which used ¢oréinked first on 16 consequent national
comprehensive exams run by the Ministry of Heahil &edical Education at the end of the basic
science phase was demoted to the sixth rank mds#yto the efforts of the community of scholars
who were “pursuing an honest challenge to bringuabansformations in the institutionally ossified
practices of English language education at Tehraiveysity of Medical Sciences” (Mirhosseini,
2007, p. 107). Then, he raises an important point:

What would it mean to correlate interval-scaleetygrores based on 'standardized objective
tests’ with nominal/ordinal type grades based &subjective evaluation system’? “Would it be

reasonable to expect any kind of go-togethernédsfdsseini, 2007, p. 109)

In our research report, in fact, all measures @early shown to be based on an interval scale.
Besides, Table 2 in our original article (Kashaial, 2006, page 91) shows no significant
correlation between the scores of the same studentke final exams of the three English courses
the students took consequently. General Engligdical English 1 and medical English 2 tests were
all rated by the student-centered team and repaootélde school dean of education (i.e., the lack of

internal consistency). Furthermore, neither didgshiel scores show any meaningful correlation with

The Asian ESP Journal Volume 5 Issue 1 102



The Asian ESP Journal May 2009

the students’ performance on the standardized mioigéest of September 2002, nor with the scores
on the English test administered by the MinistryHgfalth in March 2005 (i.e., the lack of external
consistency).

Mirhosseini also accuses us of “limiting ‘stuteenteredness’ tolder students” which apparently
“is a major cornerstone of the authors’ discussemd conclusion” (p.110). He also asks: “could we
view people who are selected as the national togestts ... as people not mature enough for an
approach which requires some maturity on the sidthe students?” (Mirhosseini, 2007, p. 111).

Here he is referring to that part of our articleandawe stated that:

... it seems to us that students at the lower erideoproficiency continuum would benefit more
from the established curriculum with its regularmtoring and objective evaluation system but
would be obviously harmed in a costly, though lahistudent-centered approach employing
younger facilitators and/or teachers.

(Kashani et al, 2006, p. 91).

And, with reference to the students at the upper @nthe proficiency continuum, we maintained
that:

.... these students, being interested in Englishuagg and enjoying a fairly good knowledge
of it, seem to be mature enough to take respoitgilidr their learning and, being so, they
might benefit from any English program regardlefskaw well-structured such programs might

be. (Kashani et al, 2006, p. 91).

As clearly expressed here, we are concerned ri@ravith the student’'s actual age but with the
richness of their EFL learning experience. Thus preposed that “a student-centered approach
requires the learners to accept responsibility thair learning, but taking responsibility can be
expected from only mature learners” (Kashani et2806, p.92). It appears that Mirhosseini has
failed to see that, in this context, the age obéhregarded as national top students is irrelezme.
may select the ten or the eighteen-year-old ndtimpastudents, but if they are placed at the bsgin
level for their English learning experience, theigim be considered not mature enough to accept the

responsibility for a certain job. Finally, Mirhossesays:
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The authors interestingly refer to the students sghscores were analyzed as “participants” (p.
88). However, | failed in my search through thegydpr evidence of any type of ‘participation’.
| doubt that any of the students of either groupy of the people involved in the so called
‘student-centered approach’ were even basicallyrawé this research. (Mirhosseini, 2007, p.

111).

This comment is perplexing to us since participan a school which runs two different English
language teaching programs involving primarily mtiren 100 learners would naturally interact and
become aware of the various programs in operaliortounter this claim in concrete terms, | would
like to refer to preparations at the very outsethef project. In November of 2002, in the presesfce
the project coordinator, all participants were taikon the project, which was about to be launched,
by the Director of Language Studies of the uniwgriEinguage center. In January of the following
year, when the first set of data were collectedhftbe two groups, detailed explanations were given
to participants to assure them that their answeetise specific questions would never affect thigialf
exam scores. During the following years it was gomaource of complaint by the students who
wanted to join or leave Groups I/ll. Much contrmsye was seen at all meetings of the project
directors and language center officials held indfiiee of the vice-president for education. Thatsw
in fact, one reason why the authors of the firpbreon this project noted that “administrators Wou
serve the university more effectively, it seemsidpif they apply research findings for the bettenm
of the educational plan of action in all departrséiKashani et al, 2006, p. 94). This was obvigusl
not heard. In September 2006, despite the disséiminaf the lucid findings of the research, as
might be expected in many developing countries, @bi@blished English syllabus at the medical
school was ordered to stop. The student-centerefbqirtook the responsibility for all English
courses at that school.

Conclusion

To support my claims here, | should like to retie the study by Meshkarat al (2007). It is
interesting to note that in their qualitative stuthe participants in the study were asked to comime
on the quality of their “general medical curriculum the university, but, interestingly, made some
side-comments on their “English courses.” Spedificéhey report that “all students in focus groups
complained of [about] the content of their languagarses” (p. 17). Students are directly quoted as
complaining that “Instead of English, the teachinsght us research methods and Persian essay
writing” (p.19). Most “students believe that thewnapproach to teaching English does not meet

medical students’ needs” (p.34). “The content & tilew approach does not help students with
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reading comprehension and lectures” (p. 36). Fumbes, the students’ representatives in their focus
group discussions complained that “the new apprdacheither general English nor academic
English” (p.143). Male students claimed that “imgeal, the new approach to teaching English is of
no use” (p. 160).
| would like to end this short review of Mirh@ssi’s Real Flowers or Plastic Flowers in Learning

Medical Englishwith an emphasis on our message in our originalarhat teaching approaches are
to be tested for different proficiency levels ahdttthe same approach might not be equally helpful
to different learning groups. Students at differégdrning levels appear to benefit more from

different level-specific evaluation systems.
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The most important property of a measurement todhé validity of uses and interpretation of its
scores. Test developers attempt to establish twalidly exploiting different techniques.
Conventionally, validity has subsumed contentecidin, predictive, and construct classes. However,
the new argument-based approach to validity adhertfe use and interpretations of test scores. The
argument-based approach to validity has been intedl to the field by Kane (1992, 2001, 2002,
2004, 2006) (see also Mislevy, Steinberg, & AlmoR@03; Kane, Crooks, & Cohen, 1999; Mislevy,
2003; Koenig and Bachman, 2004; Bachman, 2005).

The bookBuilding a validity argument for the test of Enbglias a foreign languagerhich reports
on the first large scale usage of the argumentebeakdation (ABV) is an attempt to validate a high
stakes test of English for academic purposes. rEpisrt is in fact a treatment of a paper preseined
2004, which enjoyed a novel validation frameworlgure 9.1 (p. 321), in essence an expansion of
Mislevy, Steinberg, and Almond’s (2003) assessnaegiment based structure, can serve as a map
that shows us where this process has started anrcevierminated. This map also uses the “three-

bridge argument structure” introduced by Kane, ®r@nd Cohen (1999, p.9).
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The book has been divided into nine chapte@pter eight being the lengthiest and chapter ome th
shortest, and has three appendices and an indexwdtk appears well-organized and the transition
from one chapter to another chapter is very smesgtecially when readers find that different authors
refer them to other chapters to get a clearer macti the validation process. Since the ultimate
objective of the book is building a strong validaygument for the Test of English as a Foreign
Language (TOEFL), the book states that all stagesgument-based validity (ABV) are crucial and
required for the final decision-making about thst.td he first three chapters focus primarily on the
theoretical ground of the argument and as the read®es through the book, they find more
practical steps taken to provide answers to differesearch questions.

A feature that distinguishes this book amongepthooks focusing on testing is its scope. For
validation and test development enthusiasts, iviges a unique reference which sheds light on the
new validation approach used for developing the M&&FL. In this sense, it has used a new method
in a high-stakes context. Both validation method #re test itself are new to the field. That is why
the reader will most probably find the ideas enagurg and provocative to employ in other contexts
and with similar or different tests. A host of tabland figures have illuminated the long-lasting
process of developing and validating of the higtkes and scope of Internet-Based (iBT) TOEFL.

Chapter one, written by the editors, Chapeliaright, and Jamieson, is in 25 pages and is edtitl
Test Score Interpretation and Uselt distinguishes between “competency-centereald atask-
centered” as the main “conceptual frameworks entefgetest design and score interpretation” (p.
3) which are mainly drawn from Messick (1994). Thathors find the competency-centered
perspective accommodating to the new TOEFL aims daith to have adopted it throughout the
argument construction stages (although this isatwéys observed). Chapter one is further intended
to illuminate the structure of interpretive argunserThus, taking into account the consideration of
Toulmin’s (1958, 2003) informal reasoning, the aughbring an example of a speaking test in Figure
1.3 (p. 7) to explain grounds, rebuttals, backirsgg] warrant. In order to complete the grounds of
the argument, they draw on Mislevy et al. (2003) propose that grounds can be branched into the
properties of students and test tasks. This wslb &iridge the gap between the two test development
perspectives mentioned above. Observations (grouamdsconnected to conclusions (claims) through
inferences which are evaluation, generalization, @xtrapolation. Generalizing this structure to the
TOEFL, they provide a figure (1.7) that entails siages (p. 19). This is a very useful and extensiv
explanation which provides examples of warrantsuamptions, backings, and inferences in the
TOEFL interpretive argument. Overall, “By articutag assumptions underlying the warrants, the
interpretive argument serves as a guide for thieaidn of the backing needed for support, and a

preliminary argument validity can be drafted” (8)2
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Chapter two,The Evaluation of the TOEF{pp. 27-54), written by Carol A. Taylor and Paul
Angelis is a historical account of the new TOEFbnfr 1961 to the present day. This chapter
establishes its scope by asking four questionsd bnilar issues exist in 1961 when the first vamsi
of the TOEFL was conceived? How was the constri¢hriguage proficiency defined for the first
TOEFL? What type of test tasks did the test corsBtHow was validation approached?” (p. 27).
Answering these questions will broaden the horifmrrthe reader of the book in that they will get a
clue how different language theories such as tregigsed by Carroll (1961) affected the structure of
the TOEFL. The first TOEFL description is summadize Table 2.1 (p. 29) and test content and all
validation issues in this phase of test constrauctiee mentioned in brief. The book then moves ¢o th
second and third revision programs of the testarnues at the “Goal for the New TOEFL” depicted
in page 43. This chapter concludes in pointinghat ‘tadvisory meeting” and the studies on the
computer-based version of the test by experts esearchers.

Chapter three (p. 96 rameworks for the New TOEFIs written by Joan M. Tamieson, Daniel
Eigner, William Grabe, and Anthony John Kunnan.sTbhapter is the extension of the previous
chapter and takes on from where chapter two cossluce., the 1990s. In this episode of the TOEFL
history, “the challenge was to articulate a framewimcorporating communicative competence to
underlie score interpretation” (p. 55). As mentidrabove, readers can find referencing to chapters
prior to or following any section throughout theokp which makes the book uniform. This chapter
also refers to the previous chapter to elaboratéhenscore interpretation. So, all assumptions and
inferences which start from domain description the new TOEFL to define the domain, Jamieson,
Jones, Kirsch, Mosenthal, and Taylor (2000) hawygested considering situation, text material, and
test rubric _ and end in extrapolation are raised t@bulated clearly. Also, some frameworks are
proposed for the four language skills assessedamew TOEFL, i.e., listening, reading, speaking,
and writing. The usage of the Item Response Thephandle polytomous data and also the rationale
behind the integrated tasks, which are unprecedent¢he history of EAP testing, are two more
issues explicated in this chapter. For readers wbald like to learn about the TOEFL 2000
Framework, this chapter is the most informativetisacof the book.

Chapter four (pp. 97-143) written by Mary Entigt al. is entitledPrototyping New Assessment
Tasksand starts in a summary of “assumptions underlyiagrant” in the TOEFL project in the
stages of domain description, evaluation, and ewglan. Following this short introduction, the
readers are provided with general abilities irehétg and reading along with the test/task types to
measure these skills. Also, for each skill, invgetions relevant to the evaluation and explanatfon
that skill are discussed through touching on thenmesults of some studies. For instance, three

studies are mentioned to advocate the explanafitimedistening section of the test. This chapser i
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in fact a summary of the first prototyping phasdha new TOEFL. But prototyping of the TOEFL
does not stop here and is pursued further in tlheessive prototyping stage, which is stated in
chapter five.

Chapter five (pp. 145-186), written by Mary i, Brent Bridgeman, Daniel Eignor, Yong-Won
Lee, and Donald Powers, Bsototyping Measures of Listening, Reading, Speakand Writing The
second prototyping phase took one year from 200Q0@1. “The research on this phase was
motivated primarily by the need to support the gelmation inference” (p. 145). Readers can find a
report on the use of the test blueprint construdatethe first prototyping and its expansion. This
chapter sheds further light on the composition hed four skills tested in the TOEFL, e.g., the
“appraisals of speaking samples by English langusgecialists” (p. 158), scoring criteria, and
provides a summary to account for the generalidghf the findings in each skill. Another element
in this chapter is the viability of reporting a cpaosite score which is the total score of students o
the test. Readers will be benefitted by the comgmelve Tables 5.13 and 5.14 (pp. 182-184) which
provide a helpful summary of the results and figdiof this phase of research.

Chapter six (pp. 187-225Rrototyping a New Testy Kristen Huff, Donald Powers, Robert
Kantor, Pamela Mollaun, Susan Nissan, and Mary @cheports on a “field study of the proposed
new test” (p. 187). On page 188 is a summary ofjthestions which are focused on in this phase and
relevant to all assumptions underlying inferencesl avarrants in “the TOEFL Interpretive
Argument.” This section presents a field study watB00 participants using two forms of the new
test as the “concrete examples” of it. One of thieresting sections of this chapter to me is tpente
of demographics and background characteristicherfield study. Generalization and reliability of
the results are inspected again alongside a factalysis of the prototype of the new TOEFL. A
study on the strategy use in the TOEFL reading blgg® and Upton (2006) is also briefly discussed
to make a strong case for the new TOEFL structuthis section.

Chapter seven (pp. 227-258) is entitleshalizing the Test Blueprinand authored by Mari
Pearlman. Pearlman starts off with a brief summafrywhat has happened from 2002 onward
highlighting the fact that evidence-centered degig§8D) has been employed, though not fully, to
design the task in the new TOEFL. The remaindethif chapter provides a wealth of tables
supporting this claim directly or indirectly. Giveinis, task shells along with examples are presente
in tables and the final blueprint of the four skiié presented in this chapter. Summaries of listgn
reading, speaking, and writing are finalized anglspnted to the reader clearly. This chapter further
provides information on the iBT (Internet-Based firep system of test delivery, and on-line scoring

networks are also briefly discussed.
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Lin Wang, Daniel Eignor, and Mary Enright havattgn chapter eightA Final Analysis (pp. 259-
318). This chapter is the lengthiest one throughlatbook. It starts with a set of guiding question
from the evaluation phase through the utilizatibrihe test scores. Each assumption underlying the
inferences and warrants is examined carefully ia thapter. The issue of computer familiarity is
also considered in the report. Once more, relighdnd generalizability of the test are discussed,
which lays some stress on the importance of tliseisn high-stakes testing. Also, “comparability of
parallel speaking and writing task types” are dssedl and a summary of this field study is then
provided. In the following section of this chaptalf,outcomes relevant to the explanation stagben
argument case are discussed, with figures andstgipksenting the relevant findings. The following
section in this chapter discusses the evidencesaeteto the utilization of the test scores and
interpretations. For this purpose, the scores fioenComputer-Based TOEFL and iBT TOEFL are
linked and a study of TOEFL preparation coursekastern Europe is mentioned. Score and scale
descriptors in four skills are also described.

Chapter nine (pp. 319-352) by Carol Chapellenstled The TOEFL Validity Argumentt refers
the reader to the first chapter to remind themhef definitions required to understand this section.
The distinctive property of this chapter is the semce of a lot of figures. The main TOEFL
interpretive argument is figured in the first grafgh 321) which recapitulates briefly the grounds
(main and intermediate), inferences, and the carmtuor claim of the argument. Readers will find
the assumptions and the conclusion from the dombedfimition inference. As a reader of this book, |
agree with Chapelle’s closing remarks that “for thalience of applied linguists and measurement
experts, the narrative of the TOEFL validity argumneresented through this volume should
demonstrate the validity of TOEFL score interpiietats an indicator of academic English language
proficiency and score use for admissions decisainsnglish-medium universities” (p. 350). There
are three appendices enclosed to the book, i.@ergix A:1995 Working assumptions that Underlie
an initial TOEFL® 2000 Design Framework Appendix B: Summary of 1995 Research
Recommendationsind Appendix CTimeline of TOEFE Origins and the New TOEFL Project—
Key Efforts and Decision3 he last attachment to the book is an index édibok contents.

The entire content of the book is very cohesive thedreader will get the answer to the questions
raised in their mind about the results. Howeversome sections, the book falls short to provide a
clear picture of data analysis. In some cases, stev@tions from the main competency-based
perspective are observed despite that editors dlzinthe book’s approach is competency-based. In
the meantime, these deviations have augmenteditoyitie validity argument. In fact, it is more

useful to merge task-based and competency-basedambes in validation (Buck, 2001).
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Overall, the exhaustive review and clear exgianaof a lengthy line of research reported in the
book Building a Validity Argument for the Test of Englias a Foreign Languagis a precious
attempt to put into practice the new theoreticahfework of the argument-based validation and also
to learn about the alteration and treatment plarsughout the vicissitudes of at least 20 years, th
offspring of which is the current iBT TOEFL. Thdtet book _ in fact the projects reported in the
book _ does not overlook the fact that the TOEF&nsinternationatest of English for academic
purposes is a plus which can distinguish the volame eventually the TOEFL from other tests of
English for academic purposes. This research lmegates through different phases of the TOEFL
studies and finally concludes that the uses aretpnetation of the test scores are sufficientlydval
The simplicity of the language used throughoutdhapters can also make this book a good choice

not only for researchers but also for other usérs like to study about validation.
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