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as part of a small number of fixed phrases to 

express restricted semantic relations.  

Then, what about the case-assigning function of 

of? We have to remember that all prepositions 

including of have the case-assigning function. In 

other words, the fact that an oblique argument 

follows of does not provide evidence for the 

wide-spread belief that of is a dummy case-assigner. 

The finding of this paper is important, in that it 

suggests a future direction for a case theory and any 

theory of grammar in general. Given that Case 

Filter is a crucial part of the GB theory, the claim 

that of is not purely grammatical can be a strong 

motivation to revise the theory of nominalization in 

generative linguistics. 

The present study is, however, limited in the 

scope of data collection, in that the CHILDES 

transcripts mainly consist of production data, and 

not comprehension data. That is, we can say that 

English-speaking children say such and such things 

at ages 3, 4, and 5; but we cannot say whether the 

same children can comprehend certain uses of of 

even though these uses do not appear in their 

spontaneous speech. We have observed that 

children do not produce nominalized verb 

complement structures like destruction of Rome or 

writer of the book. But can they comprehend 

nominalized verb complement structures when they 

hear these phrases? If the answer to this question is 

Yes, why do they not produce such phrases? Or, in 

case the children seem to understand such phrases, 

does it necessarily mean that of is used as a dummy 

case-assigner? These questions call for a more 

comprehensive study that covers both the 

production and comprehension data. Clearly, the 

current study will serve as an important starting 

point of the future research. 
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Abstract 
The present study focuses on the acquisition of 
unaccusative verbs by Japanese and Korean learners 
of English. Previous studies have accumulated with 
regard to the characteristics observed in L2 
acquisition of English unaccusative verbs. It has 
been reported that learners with various L1 
backgrounds make a distinction among intransitive 
verbs and that they feel greater difficulty with 
unaccusatives than with unergatives. However, few 
studies have examined and compared acquisition 
processes of unaccusative verbs by learners with 
different L1s on a common scale.   
   34 Japanese and 34 Korean EFL learners 
participated in the study. Based on the results of a 
test aiming to measure the general proficiency in 
the English grammar, they were assumed to be of 
equal proficiency. The 68 learners, then, were given 
a grammatical judgment task in order to explore 
their knowledge of unaccusative/unergative verbs. 
Their task performances were analyzed in terms of 
1) the distinction between unaccusative and 
unergative verbs, 2) possible causes of over- 
passivization errors in unaccusative verbs, 3) the 
varying degrees of difficulty of unaccusative verbs, 
and 4) comparison of the two L1 groups. The 
results showed the overall similarity of the two L1 
groups, confirming most of the findings reported in 
the previous research.  
 
Keywords 
Unaccusative verb, unergative verb, Japanese EFL 
learner, Korean EFL learner, the Unaccusative 
Hypothesis, the Unaccusative Hierarchy, SLA 
 
1 Unaccusative and unergative verbs 
The Unaccusative Hypothesis (Perlmutter, 1978) 

claims that there are two distinct classes of 
intransitive verbs known as unergatives and 
unaccusatives, which exhibit different argument 
structures: 
(1)  a.  Unergatives: [NP1  [VP V] ] 

(e.g., [ Mary [VP cried] ] ) 
b.  Unaccusatives: [empty [VP V  NP2] ] 

(e.g., [empty [VP happen the accident ] ] ) 
c. The accident happened 15 years ago. 

The unergatives (e.g., cry, dance) originally have a 
logical subject (NP1) as an external argument, 
which bears the participant role AGENT (the 
instigator of an event) (1a). The unaccusatives (e.g., 
fall, happen), on the other hand, originally lack a 
logical subject, and only have a logical object (NP2) 
as an internal argument, which assumes the 
participant role THEME (a participant affected by 
an event) (1b). The internal argument (NP2), then, is 
moved to the surface subject position in order to 
satisfy the English syntactic requirement which 
stipulates that the subject position must be filled 
with a lexical item (1c). As a result, the gram- 
matical subject of the unaccusative verb originates 
as the logical object. At first sight it becomes 
difficult to make the unergative/unaccusative 
distinction on the surface level because both have 
the same surface structure (i.e., NP + V). 
 
2 L2 Acquisition of Unaccusative verbs 
2.1 Errors in unaccusative verbs made by 

EFL learners 
Many researchers have noted that L2 learners of 
English often extend passive formation rules to 
unaccusatives and produce the following types of 
ungrammatical sentence: 
(2)  a. *Most of people are fallen in love and 
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marry with somebody. (Japanese L1) 
(Zobl, 1989: 204) 

b. *…terrorism is happened very often… 
(Korean L1) (Oshita, 2000: 312) 

Unlike unaccusatives, unergatives rarely undergo 
this inappropriate passivization process. In addition, 
these nontarget sentences are observed in L2 
English with various L1 backgrounds, and are 
particularly noticeable among intermediate/ 
advanced learners. 
 
2.2 Two major accounts of passivized 

unaccusative verbs 
Two major accounts of the nontarget phenomena 
have been advanced so far: the NP movement 
account and the lexical causativization account. The 
former account points out that the argument 
structures of an unaccusative (1b) and a passive 
construction (3a) are almost identical in that both 
lack an external argument (logical subject) and that 
an internal argument (logical object) is moved to 
the surface subject position. One difference is that 
only the passive construction can take the be + p.p. 
marker to signal the NP movement (1c and 3b): 
(3)  a.  [empty  [VP V  NP2] ]  

  (e.g., [empty  [VP be spoken English] ] ) 
b.  English is spoken in many countries. 

However, some learners notice the similarity of the 
two and also apply the passive formation rules to 
unaccusatives in order to signal the NP movement, 
which results in inappropriate passives as in (2).     
   According to the lexical causativization account, 
on the other hand, L2 learners treat an unaccusative 
verb as transitive and temporarily create a causer of 
the event (4a). Then the verb is passivized with the 
suppression of the nonce causer (4b): 
(4)  a. *The driver happened the accident 15 years 

ago. 
b. *The accident was happened 15 years ago. 

 
2.3 Variation in the acquisition of 

unaccusatives 
As we have seen, there is amounting evidence in 
the literature that the Unaccusative Hypothesis can 
be validated in L2 acquisition because L2 learners 
experience greater difficulty with unaccusatives 
than with unergatives (e.g., Hirakawa, 2003; Oshita, 
1997; Shomura, 1996; Yamakawa et al., 2003). 
Thus, in the relevant literature, unaccusatives are 
treated differently from unergatives, and those two 
types are regarded as subclasses of intransitive 
verbs, each forming a single category. From this 
view, members belonging to the same category 
should display the same grammatical characteristics. 
However, it is also observed that L2 learners 
experience varying degrees of difficulty with 

unaccusatives, which could question the notion of 
unaccusatives as a single linguistic (and psycho- 
logical) category. 
   Unaccusative verbs can be divided into two 
subcategories: alternating and non-alternating verbs. 
The former have transitive counterparts (e.g., break, 
open), whereas the latter lack such corresponding 
transitives (e.g., appear, die). Research findings 
have presented contradictory results with regard to 
relative difficulty with the two subcategories of 
unaccusatives. Some studies report that L2 learners 
found alternating unaccusative verbs more difficult 
(e.g., Hirakawa, 2003; Hwang, 1999, 2001; Kwak, 
2003), whereas Shomura (1996) reports the 
opposite. Furthermore, Ju (2000) argues his Chinese 
subjects showed no difference in difficulty level. 
Kondo (2005) claims that different degrees of 
difficulty depend on the learner’s native language. 
   Varying degrees of difficulty of individual 
unaccusative verbs have also been reported. L2 
learners avoided intransitive counterparts of such 
alternating verbs as break and dry (Hirakawa, 2003), 
break, hang and open (Shomura, 1996), break, 
close and freeze (Ju, 2000), and close, dry and 
freeze (Kondo, 2005). In addition, L2 learners also 
regarded as transitives such non-alternating verbs as 
emerge, fall and occur (Shomura, 1996) and appear, 
disappear, die, emerge and vanish (Kondo, 2005). 
   No & Chung (2006) also noted different rates of 
overpassivization errors in unaccusatives. They 
gave a grammaticality judgment task to 112 Korean 
learners of English, and found that such errors were 
attributable to multiple factors: English inherent 
factors, L1 influence, and semantic factors. More 
specifically, more overpassivization errors were 
observed when the verb was an alternating 
unaccusative verb (English inherent factors), when 
the corresponding Korean unaccusative verb had a 
lexical/derived passive morpheme (L1 influence), 
and when the subject of the unaccusative verb was 
inanimate (semantic factors).  
   Sorace (1993, 1997) notes that, based on 
observations of various Western languages, 
different unaccusative (and unergative) verbs 
display different syntactic behavior across- 
linguistically and intra-linguistically, and proposes 
the Unaccusative Hierarchy, which is later called 
the Split Intransitive Hierarchy (Sorace & Shomura, 
2001: Table 1). Based on aspectual parameters, the 
hierarchy identifies the notion of telic dynamic 
change at the core of unaccusativity and the notion 
of agentive nonmotional activity at the core of 
unergativity. The upper and lower extremes of the 
hierarchy consist of core unaccusative/unergative 
monadic verbs, which display least variation of 
syntactic characteristics, whereas peripheral verb 
types between the extremes are susceptible to 
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variable syntactic behavior. 
 
Table 1: The Split Intransitive Hierarchy (Adapted 

from Sorace & Shomura, 2001: 250) 
                                           
Unaccusative (least variation) 
   Change of location (e.g., arrive, fall, go) 
   Change of condition (e.g., appear, die, happen) 
   Continuation of a pre-existing condition (e.g., last) 
   Existence (e.g., exist, suffice) 
   Uncontrolled process 
        [emission] (e.g., rattle) 
        [involuntary reaction] (e.g., tremble) 
   Controlled motional process (e.g., swim) 
   Controlled nonmotional process (e.g., work) 
Unergative (least variation) 
                                           
 
   Sorace (1997) hypothesizes that learners’ 
knowledge is sensitive to the relative hierarchical 
position of a verb, and that acquisition takes place 
in an order consistent with the hierarchy with core 
verbs first, and peripheral verbs at later stages. 
   Yamakawa et al. (2007) examined the 
plausibility of the Unaccusative Hierarchy, using 
grammatical judgment tasks administered to 655 
Japanese EFL learners. The data was analyzed with 
the use of Item Response Theory, which yielded 
b-parameter (difficulty parameter) values of the test 
items. The comparison of the b-parameters of the 
test items did not lend support to the difficulty (or 
acquisition) order that the hierarchy predicted. 
   Kim (2006) investigated how semantic nature of 
intransitive verbs could be related to the L2 
overpassivization errors. A total of 126 Korean high 
school students were given a grammatical judgment 
task consisting of seven semantically different 
intransitive verbs (four semantic types for 
unaccusatives and three semantic types for 
unergatives). The results showed that the subjects 
experienced different degrees of difficulty with the 
seven semantic types, which did not accord with 
what the Split Intransitive Hierarchy predicted. It 
was also argued that the simple dichotomy of 
unaccusative/unergative distinction did not suffice 
for the explanation of L2 overpassivization. 
 
3 The study 

3.1 Purpose 
The present study aims to pursue the following 
three research questions (RQs): 
RQ1) Do learners of English make a distinction 
between unaccusative and unergative verbs (the 
Unaccusative Hypothesis)? 
RQ2) Which account (i.e., the NP movement 
account and the lexical causativization account) is 
plausible in order to explain the possible cause of 
overpassivization errors in unaccusatives? 
RQ3) Does any variation in the acquisition of 
unaccusatives and unergatives exist? If so, does it 
support the Split Intransitive Hierarchy? 
RQ4) Do learners of English with different L1s 
display any differences in the acquisition of 
unaccusative and unergative verbs, especially in 
terms of the three research questions above? 
 
3.2 Subjects and materials 
The authors had prepared several grammatical 
(judgment) tests and gathered data from more than 
1,200 university-level Japanese learners of English 
to order to investigate the overall development of 
the English proficiency (For details, see Yamakawa 
et al., 2008). One of the tests, Unit Y, which 
required judgments of 48 sentences with 
unaccusatives/unergatives, and another test, 
MEG05 (Measure of English Grammar 2005: see 
Shimizu et al., 2006), which consisted of 35 
discrete-point items to measure learners’ general 
proficiency of the English grammar, had already 
been used. Out of the 1,200 learners, 367 learners 
had taken both Unit Y and MEG05.  
   In the present study, the same tests were given 
to 57 university-level Korean learners of English. 
Based on the test scores of MEG05, 34 Japanese 
learners out of 367 and 34 Korean learners out of 
57 were selected for analysis. The difference 
between their average scores of MEG05 (M=20.92, 
SD=5.58 for the Japanese learners; M=21.74, 
SD=5.08 for the Korean learners) was not 
statistically significant (t(66)= -.636, p=.527). The 
two groups were assumed to be of the equal 
proficiency in the English grammar. 
   Unit Y contained six nonalternating unaccusa- 
tive verbs (appear, arrive, die, exist, fall, happen), 
six unergative verbs (cry, dance, laugh, play, sing, 
work) and six alternating unaccusative verbs 1  
(break, burn, close, dry, grow, melt). Each verb was 
placed in the following three sentence construc- 
tions: NP+V, NP+be+p.p. and NP+V+NP (Table 2). 

   As we have seen in Section 2, research findings 
have accumulated with regard to L2 acquisition of 
English unaccusative verbs; however, few studies 
have thus far compared acquisition processes of 
unaccusative verbs by learners with different L1s 
on a common scale. In this section, we will report a 
study conducted to Japanese and Korean learners of 
English. 

 
                                                  
1 In the present study, the alternating verbs were not 
included in the analysis because Unit Y did not contain 
test items where alternating verbs were used in the NP+V 
construction.  
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Table 2: Sample sentences used in Unit Y 
                                           
(Unaccusative verbs: e.g., arrive) 
NP+V (Category A): Your letter arrived yesterday.  

*NP+be+p.p. (Category C): *Because of the rain, the 
train was arrived late. 

*NP+V+NP (Category E): *Finally the waitress 
arrived the salad to us. 

(Unergative verbs: e.g., cry) 
NP+V (Category B): Her father cried at her  
                wedding ceremony.  

*NP+be+p.p. (Category D): *He was cried when he 
heard of his mother's death.  

*NP+V+NP (Category F): *The boy hit his little 
sister and cried her. 

                                           
 
3.3 Procedure 
   The Japanese learners took Unit Y and MEG05 
in the computer-scored answer sheet style on 
different days, whereas the Korean learners took the 
tests in the on-line fill-in-the-blank style on the 
same day. In either case, it took about 20-30 
minutes to complete the two tests. The results of 
Unit Y, which was based on a five-point scale (1-5), 
were converted to 0-4 because we intended to 
measure the “distances” of learners’ judgments 
from the correct answers. All the statistical analyses 
were conducted with the use of ANOVA 4 (Kiriki, 
2002: http://www.hju.ac.jp/~kiriki/anova4/). 
 
3.4 Results 
3.4.1 Comparison of verb categories  
(RQs1 and 2) 

   Tables 3 and 4 below show the results of Unit Y 
for the Japanese and Korean learners, respectively. 
Figure 1 shows the mean scores of the six verb 
categories. 
 
Table 3: Mean acceptability judgments (Japanese) 
  Unaccusatives Unergatives 

Mean  2.31    2.52  
SD  1.26    1.28  

Category A C E B D F 
Mean 2.63  1.81  2.49  3.07  2.14 2.36 

SD 1.28  1.33  1.17  1.14  1.42 1.28 
 
Table 4: Mean acceptability judgments (Korean) 
  Unaccusatives Unergatives 

Mean   2.53    2.98  
SD   1.52    1.33  

Category A C E B D F 
Mean 3.07  1.70  2.83  3.55  2.49 2.89 

SD 1.43  1.67  1.45  0.90  1.68 1.41 
 

 
Figure 1: Mean scores of the six verb categories 
 
A two-way repeated measures ANOVA with two 
independent variables (L1 and verb category) was 
conducted. There was a main effect both of L1 (F(1, 
66)=7.39, p<.01) and of verb category (F(5, 
330)=42.65, p<.0000). It can be claimed that the 
Korean learners performed better overall than the 
Japanese learners. A post hoc comparison test 
(Ryan’s method) indicated the following difficulty 
order: B > A, E, F > D > C (“>” means there is a 
statistically significant difference). Both groups felt 
the least difficulty with unaccusatives/unergatives 
used in the NP+V construction (Categories A and 
B), and the most difficulty in the NP+be+p.p. 
construction (Categories C and D). They always felt 
more difficulty with unaccusatives than with 
unergatives used in the same construction except 
for Categories E and F. This bears out the 
Unaccusative Hypothesis (RQ1). 
   With regard to the possible cause of over- 
passivization of unaccusatives, it can be argued that 
the results above would support the NP movement 
account (RQ2) because Category C was significant- 
ly worse than the other categories for both L1 
groups: The lexical causativization account pre- 
supposes that an overpassivization error is derived 
from the corresponding transitive sentence. This 
implies that if the lexical causativization had been 
at work, both Categories C and E should have been 
worse than the other categories and that Categories 
C and E should not have been significantly 
different; however, this was not the case here2.  
 
3.4.2 Variation in individual verbs (RQ3) 
Table 5 and Figures 2-5 show that the mean scores 
of correct judgments of individual unaccusatives 
and unergatives used in three constructions. 
   A two-way repeated measures ANOVA with two 
independent variables (six individual verbs and 
three construction types (A-C-E and B-D-F)) was 
conducted for the Japanese and Korean learners 

                                                  
2 The Japanese learners produced relatively more 
overpassivization errors in such unergatives as cry, dance, 
laugh than the Korean learners. This can be 
counter-evidence to the NP movement account because 
the NP movement account does not predict such 
overpassivization errors in unergatives. 
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separately. It was shown that there were significant 
interactions between verbs and constructions for all 
the four combinations: Unaccusatives for the 
Japanese learners, (F(10, 330)=6.85, p<.0000: 
Figure 2) and for the Korean learners (F(10, 
330)=2.83, p<.005: Figure 3); Unergatives for the 
Japanese learners (F(10, 330)=3.74, p<.0001: 
Figure 4) and for the Korean learners (F(10, 
330)=3.93, p<.0000: Figure 5). Multiple post hoc 
comparison tests were conducted to determine 
which contrasts were significant. 
 
Table 5: Mean scores of individual verbs 

M (SD) NP+V(A) NP+be+p.p.(C) NP+V+NP(E)

appear 2.50 (1.40)  1.84 (1.40)  2.50 (1.11) 
arrive 1.94 (1.74)  2.24 (1.56) 3.21 (1.07)

die 3.47 (0.66) 1.21 (1.20) 2.68 (1.30)
exist 2.53 (1.44) 2.18 (1.22) 2.18 (1.19)

fall 2.56 (1.35) 1.97 (1.24) 1.65 (1.35)
happen 2.79 (1.10) 1.47 (1.38) 2.71 (1.00)

M (SD) NP+V(B) NP+be+p.p.(D) NP+V+NP(F)

cry  3.44 (0.89) 2.21 (1.49) 2.09 (1.38)
dance 3.06 (1.07) 2.09 (1.36) 2.00 (1.28)
laugh 3.06 (1.15) 1.53 (1.44) 1.94 (1.21)

play 2.79 (1.51) 2.32 (1.47) 2.32 (1.47)
sing 3.44 (0.79) 2.77 (1.44) 2.65 (1.43)
work 2.65 (1.41) 1.94 (1.35) 3.15 (0.89)

 

 
Figure 2: Mean scores of individual unaccusative 

verbs for the Japanese learners 
 

 
Figure 3: Mean scores of individual unaccusative 

verbs for the Korean learners 

 
Figure 4: Mean scores of individual unergative 

verbs for the Japanese learners 
 

 
Figure 5: Mean scores of individual unergative 

verbs for the Korean learners 
 
   As shown in Table 5 and Figures 2-5 above, 
some unaccusative/unergative verbs behaved 
differently from the others: For example, for the 
Japanese learners, die was significantly better in the 
NP+V construction while the same verb was 
significantly worse in the NP+be+p.p. construction. 
In addition, fall was significantly worse in the NP 
+V+NP construction for the two L1 groups. 
However, there was not a clear indication of 
statistical differences that could support the Split 
Intransitive Hierarchy. 
   There was a significant difference among 
almost all of the individual verbs according to the 
three construction types: All the unaccusatives 
except appear and exist for the Japanese learners, 
and all the unaccusatives except exist for the 
Korean learners; all the unergatives except play for 
the Japanese learners, and all the unergatives except 
work for the Korean learners. 
   As illustrated in Section 3.4.1, the distinction 
between unaccusatives and unergatives was made in 
L2 acquisition; however, there was enough 
evidence that would support the claim that there 
was such a wide variation in between-unaccusatives 
and between-unergatives respectively, and in 
between-construction types (A-C-E and B-D-F, 
respectively) that it might be a little too simplistic 
to categorize those different verbs under the same 
labels such as “unaccusatives” and “unergatives” 
(Also see Kim, 2006). Therefore, it is necessary, at 
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least, to give due attention to the characteristics of 
individual verbs as well as those of linguistic 
categories at the same time. 
 
3.4.3 Japanese and Korean learners (RQ4) 
   As shown in Figure 1, the Korean learners 
performed better overall than the Japanese learners. 
A two-way repeated measures ANOVA with two 
independent variables (L1 and construction type) 
was conducted on each of the six unaccusatives and 
the six unergatives. As for unaccusatives, there was 
almost no significant difference between the two L1 
groups except one verb: the Korean learners 
performed significantly better on arrive used in the 
NP+V construction. As for unergatives, on the other 
hand, the Korean learners performed significantly 
better on dance, laugh, play, and work. 
 
4 Discussion and conclusion 
   The present study showed the following 
findings: 1) The Unaccusative Hypothesis was 
validated in L2 acquisition; 2) the NP movement 
account was a more plausible candidate for the 
possible cause of overpassivization of unaccusa- 
tives; 3) there was a wide range of difference 
among individual verbs in terms of between-verbs 
and between-construction types; however, evidence 
of such variation did not support the Split 
Intransitive Hierarchy; 4) the findings 1-3 above 
were applicable to both the Japanese and Korean 
learners. In addition, the Korean learners performed 
better than the Japanese learners on unergatives; on 
the other hand, there was not much difference 
between their performances on unaccusatives. 
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Abstract 
 
In this study we aim to illustrate how Turkish and 
Japanese have different aspectual use and why the 
past tense marker is interpreted as an aspect marker 
in the negative forms of Turkish. 
  
In languages such as English and Russian, 
perfectual aspect expressions are clearly interpreted 
by the hearers. However, when we consider Turkish 
or Japanese, there is no clear distinction between 
the perfectual aspect and past tense in affirmative 
constructions. Most of the aspectual expressions 
have ambiguous interpretations and do not have an 
overt or marked form to be identified. However, 
negative forms exhibit a clear distinction between 
the temporal and the aspectual usage. In this sense, 
Japanese and Turkish show a similarity. 
Keywords 
Negation, Aspect, Perfect, Interchange-ability, 
principle of contrast  
 
Introduction 
In an article entitled ‘A pragmatic Analysis of 
Japanese Negative Verbal Aspect Forms’, 
Szatrowski (1983) presents a well-argued analysis 
of the conditions determining the choice between 
Japanese past tense marker –TA, and progressive 
aspect marker –Teiru in negative answers as 
responses to questions about the past which end 
with the –TA form. Following Szatrowski (1983), 
Teramura (1984)’s seminal work is the one of the 
leading studies pointing out the distinction between 
perfect and past marking, especially in negative 
answer constructions. Traditional textbooks 
illustrate that Answer sentences should have the 
same temporal or aspectual marking as that of 
Question sentences. However, Teramura noticed 
that, in sentences such as (1), this simple method 
fails.  
 
(1) Question 
 Moo hirumesi wo  tabe-TA-ka? 
 Already lunch Acc  eat-Past-Q 
 “Did you eat (your) lunch?” 

 
 
 Answer:  
a) Iya, (mada) tabe-tei-nai 
  No,   yet  eat-Asp-neg 
  “No, I haven’t eat yet” 
   
b) *Iya, tabe-nakat-TA 
   No, eat-neg-Past 
  
(2) Question 
 Kinoo, hirumesi wo tabe-TA-ka 
 Yesterday lunch –Acc eat-Past-Q 
 “Did you eat (your) lunch yesterday?” 
 
Answer: 
a) Iya, tabe-nakat-TA 
  No, eat-neg-Past 
 “No, I didn’t eat” 
 
b) *Iya, tabe-tei-nai 
   No, eat-Asp-neg 
          Teramura (1984:321,322)  
 
By using the negation test, Teramura (1984) 
proposes that the past tense suffix –TA has a 
perfective meaning as exemplified in (1). On the 
other hand, the same suffix plays its original role as 
a temporal past tense marker in the example (2). 
This is why (a) should be chosen as the answer for 
(1), which has an aspectual adverb moo. 
Pragmatically ill-formed (b) should not be chosen 
because it expresses only past tense interpretation.   
 As well as in Japanese, verbs in main 
clauses in Turkish are made up of a verb stem 
followed by a tense or aspectual suffix. Turkish also 
has a past tense marker –di and a progressive 
marker –yor. Although they have syntactic and 
semantic similarities with their Japanese simple 
affirmative counterparts, they show clear pragmatic 
differences in negative constructions. As I will 
illustrate in the following sections, I would like to 
investigate the structures and pragmatic properties 
of negative answer sentences in Turkish by using 
the contrastive analysis method.  
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1 Turkish Perfect 
The Turkish aspectual system has been analyzed by 
a number of linguists. Aksu Koç (1988),  
Kornfilt (1997), Slobin and Aksu (1982), Göksel 
and Kerslake (2005) provide a detailed treatment of 
tense and aspect in Turkish which were unnoticed 
in previous researches. Especially, Kornfilt deals 
with the various properties of the Turkish perfect. In 
this section, I will refer to some of these works in 
order to clarify the aspect and tense system in 
Turkish.  
  
 
1.1 Theoretical Implications 
1.1.1 Basic Definitions 
Kornfilt (1997) and Göksel and Kerslake (2005) 
argue that Turkish does not have special suffixes 
which function only for aspectual situations in all 
morphological contexts. This does not mean that 
Turkish lacks an aspectual system. For instance,  
the perfect aspect, which indicates the continuing 
present relevance of a past situation (Comrie 
1978:52), is usually expressed by the past tense 
morpheme –dı. 
 
(3) Hasan  balig-i   ye-di. 
   Hasan  fish –Acc eat-Past 
   “Hasan ate the fish” 
   “Hasan has eaten the fish”  
   (Kornfilt 1997: 349) 
 
As exemplified in Kornfilt’s example (3), the past 
tense morpheme has ambiguous interpretations. 
This ambiguity can be removed by using temporal 
or adverbial adverbs such as saat ikide (at two 
o’clock) or coktan (already).  
 
(4) Hasan balig-i saat ikide  ye-di. (Past) 
   Hasan fish-Acc hour two-Loc eat-Past 
   “Hasan ate the fish at two” 
 
(5) Hasan baligi coktan ye-di. (Perfect) 
   Hasan fish-Acc already eat-Past 
   “Hasan has already eaten the fish” 
 
It is interesting to observe the fact that 
constructions such as (3), without a temporal or an 
aspectual adverb, can bear both past tense and 
aspectual interpretation. 
  
As already mentioned, Turkish has a progressive 
marker –yor. However, this suffix is used not only 
for the continuative aspect of stative verbs, but also 
for the progressive aspect (continuative aspect of a 
nonstative verb) and ingressive aspect, as illustrated 
in examples (6), (7) and (8). 

 
(6) Continuous aspect of a stative verb 
   Ali  Ayse-yi   tan-iyor. 
   Ali  Ayse –Acc know-Prog 
   “Ali knows Ayse” 
 
(7) Continuous aspect of a non-stative verb 
    Ali televizyon   izli-yor. 
    Ali television   watch-Prog 
    “Ali is watching television” 
 
(8) Ingressive aspect 
   Ali  yat-ıyor. 
   Ali   lie down –Prog 
   “Ali is going to bed (now)” 
 
As mentioned in Kornfilt (1997:357), it must be 
noted here that “in English, the progressive form 
‘was knowing’ in the translation of this example 
with a stative verb would be ungrammatical. 
Likewise, verbs of inert perception cannot appear in 
the progressive in English while they can do so in 
Turkish.” 
 
1.1.2 Inter-changeability between the Past and the 
Continuative aspect 
 
As I will demonstrate, -yor is not the only suffix 
which expresses the continuative aspect. This is 
also proposed by Göksel and Kerslake (2005). 
Continuative aspects often appear in a past tense 
marked form corresponding to genuine progressive 
construction. These forms are formed by the past 
tense marker –di. Now, let us consider these 
affirmative structures.  
 
(9) Bura-da ol-ma-na      sevin-di-m. 
   Here-Loc be-N-Dat   be glad-Past-1stSng 
   “I am glad you are here” 
 
(10) Bura-da ol-ma-na      sevin-iyor-um. 
   Here-Loc be-N-Dat   be glad-Prog-1stSng 
   “I am glad you are here” 
 
Here, the example (9) which is the past tense form 
of (10) shows almost exactly the same 
interpretation that the speaker’s state (to be glad) is 
still continuing. According to Göksel and Kerslake 
(2005:334), while examples such as (9) express an 
“entry into a state” meaning, examples such as (10) 
express the “state itself”. However, this is true only 
for some psychological verbs such as sevin- (be 
glad), üşü- (be cold).  
In the case of affirmative constructions of 
non-stative verbs such as koş- (run), ye- (eat), taşı- 
(carry), düş- (fall down), this kind of 
inter-changeability as illustrated below will not give 
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identical interpretations1.  
 
2 Aspect in Negative Constructions 
 
There has so far been less investigation of the 
expression of the continuative aspect of Turkish 
negative constructions. As mentioned above, inter 
changeability between past tense and aspect is only 
acceptable under special conditions. As Kornfilt 
(1997) states, in Turkish –den beri constructions are 
used to convey a situation which began in the past 
and is still continuing, which is expressed by “have 
been –ing” in English. Her statement also proposes 
that to convey this meaning, a present progressive 
marker –(I)yor is needed. 
 
 
(11).Beş saat-ten  beri  sen-i  bekl-iyor-um. 
    Five hours-Abl after you-Acc wait-Prog-1sng 
   ‘I have been waiting for you for five hours’ 
 
This statement should be considered to be true to 
express the present perfect aspect in Turkish. 
However, not only the set of an ablative marker 
–den, a postpositional beri (after) and a progressive 
tense marker –(I)yor gives us this interpretation, but 
also a past tense marker –dI can be used with the 
–den beri set only in the negative constructions as 
shown in (12b). 
  
Here, an interesting fact about the semantics of 
negative constructions in Turkish is that the past 
form –di can also be inflected to a stative verb to 
refer to continuing situations. Now let us consider 
the following examples; 
 
(12)  
a.Sabah-tan beri hiçbir şey   ye-mi-yor-um. 
morning-Abl after any thing  eat-Neg-Prog-1sng 
‘I have not been eating anything since morning’ 
(Speaker is still hungry) 
 
 
 
                                                  
1 In Turkish youth-language, interchangeability between 
the past tense and the progressive marker is widely seen 
as below. These forms are, however, considered to be 
highly informal and criticized by many scholars with flat 
denial. 
i. Tesekkur et-ti-m  ii. Tesekkur ed-iyor-um 
  thank   do-Past-1stsng     thank   do-Prog-1stsng 
  “I thank you”              “I thank you”         
Or, 
 
iii. Ben git-ti-m.  iv. Ben gid-iyor-um 
   I  go-Past-1stsng   I   go-Prog-1stsng 
  “I am going (now)”  “I am going (now)” 

b.Sabah-tan  beri  hiçbir şey  ye-me-di-m. 
morning-Abl after any thing eat-Neg-Past-1sng 
‘I have not been eating anything since morning 
(Speaker is still hungry) 
 
In (12a) and its counterpart example (12b), despite 
the past tense marker in the construction, the 
speaker’s situation has not changed, which suggests 
that it has begun in the past and still is continuing. 
Yet, past tense interpretation of (12b) will exhibit an 
ill-formed situation. Negative polarity items (hiçbir 
şey /anything) gives a higher negation modality to 
the constructions. However, the affirmative 
counterpart of (12b) without a negative 
interpretation would be ill-formed, as exemplified 
in (13b). 
 
(13) 
 a. Sabah-tan      beri     yi-yor-um. 
   morning-Abl   after  eat--Prog-1sng 
‘I have been eating  since morning’ 
 
b.??Sabah-tan     beri     ye-di-m. 
    morning-Ab l  after   eat-Past-1sng 
‘I have not been eating anything since morning’     
 
Let us now focus on the acceptability of (12b). The 
first observation to be made is that there is a clear 
pragmatic difference between the meaning of (12a) 
and past tense marked (12b). In both constructions 
the situation of “not eating” is still continuing, and 
the speaker is still hungry at the time of speaking. 
My informants found both sentences fully 
acceptable. Yet, while (12a) gives us a modal 
meaning in which the “not eating” situation is 
achieved by the speaker’s own will, in (12b) the 
“not eating” situation is only expressed as a topic. 
This distinction could be briefly explained by Clark 
(1987)’s principle of contrast.  
 
The Principle of Contrast: Every two forms contrast 
in meaning.  
 
According to Clark (1987), this principle states that 
“any difference in form in a language marks a 
difference in meaning” 
Note that both the progressive marker and past 
tense marker share the notion of “continuative 
aspect” in Turkish negative structures, even though 
both structures prima facie have the same aspectual 
formations. However, as expressed in the Principle 
of Contrast, they are naturally distinguished 
depending on whether the speaker has a strong will 
or not. In the next section, I will attempt to explain 
why this notion is possible in Turkish. 
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2.1 The Proposed Solution 
Negation or so-called negative assertion is briefly 
described in Givon (2001:302) “The proposition is 
strongly asserted to be false, most commonly in 
contradiction to the hearer’s explicit or assumed 
beliefs. A challenge from the hearer is anticipated, 
and the speaker has evidence or other strong 
grounds for backing up their strong belief.” 
This proposal also gives us another hint about 
negative constructions. It is not possible to consider 
a large number of further examples here, but what is 
clear is that the –yor in negative constructions does 
not only give the construction a continuative aspect 
meaning but also gives a modality interpretation 
which exhibits the speaker’s “own will” or “strong 
denial”. Let us consider following (non-stative 
verbal) examples; 
 
(14) Question 
Kardes-in      universite-ye  git-ti-mi? 
Brother-2nd Gen college-Dat   go-Past-Q 
“Has your brother gone to the college?” 
 
Answer 
a. Hayir, git-mi-yor. 
   No,  go-Neg-Prog 
“No, he hasn’t” (He doesn’t want to go) 
 
b. Hayir, git-me-Di 
   No, go-Neg-Past 
“No, he hasn’t” (event) 
    
 
(16) John oda-sı-nı topla-Di-mi? 
    John room-Acc tidy-Past-Q 
    “Has John tidied up his room?” 
 
Answer 
a. Hayır, topla-mı-yor 
  No    tidy-Neg-Prog 
  “No he hasn’t” (And he doesn’t want to do) 
 
b. Hayır, topla-ma-Di. 
   No   tidy-Neg-Past 
  “No, he hasn’t” (event) 
 
It seems, therefore, that the inter-changeability 
process seems a false approach that is contrary to 
the principle of contrasts. It is interesting to observe 
that the past tense marker always has a continuative 
aspectual interpretation, while the actual 
continuative marker –yor bears another role, to 
express the agent’s will. Past tense markers in 
negative constructions are filling the slot which is 
emptied by the progressive –yor.  
 
 

3 Conclusion 
The foregoing analysis of the behavior of the past 
tense and progressive markers has illustrated 
aspectual and modality notions such as the 
continuative and expressing the agent’s will. 
Showing syntactic similarities to Japanese, it was 
clarified that Turkish has a completely different 
strategy for negative constructions. In Turkish, the 
past tense marker asserts that the unchanged 
situation is continuing in the speech time; while on 
the other hand, the progressive marker implies the 
agent’s behaviors and bears a modal role. In this 
sense, Turkish and Japanese negative constructions 
need to be investigated with further studies.     
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Abstract 
This study argues that the spread of English in the 
world involves not only the effect of policy making 
and education practices but also the subtle influence 
of discourses regarding English. By presenting a 
textual analysis of national policy, the ideological 
character of the English language in Taiwan is 
investigated. Through the employment of Critical 
Discourse Analysis and by analyzing how English 
is presented in the governmental document, it 
examines the presentation and construction of 
discourses on English. This research suggests that 
discourses concerning English in Taiwan are 
conditioned by the external global structure and 
Taiwan’s socio-cultural context. Through discourses 
regarding the necessity of English for Taiwanese 
society, the ideology of English consequently 
functions as part of the mechanisms involved in the 
global spread of English. 
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Introduction 
The research proposed here is a case study of the 
impact of the global spread of English in an EFL 
country, focusing on discursive practices and 
ideological effects. Although the global spread of 
English has been investigated by many scholars 
employing various perspectives, its impact and 
consequences are still controversial (see Davies, 
1996; Phillipson 1992; Seidlhofer, 2003). This is 
not only because the phenomenon of global English 
is unprecedented, but also because it is complex and 
contextually varied. This research intends to offer a 
study of the underlying knowledge and power 
relations between global English and national 
policy in an East Asian country, Taiwan, in order to 
obtain a more complete and detailed picture of this 
global phenomenon. 

In the case of Taiwan, the spread of English 
involves not only the effect of policy making and 

education practices but also the subtle influence of 
discourses regarding English. In order to uncover 
the ideological character of the English language in 
Taiwan, this research focuses on the prevailing 
beliefs, values and propositions relating to English 
as a global language and the spread of English in 
the country. By analyzing how English is presented 
in national development plan, it examines the 
presentation and construction of discourses of 
English. First, I look at some significant research on 
the ideology of English and the role of the English 
language in Taiwan Six-Year National Development 
Plan (2002-2008). The second part of this study 
outlines the methodological background of this 
research. In the third part, the construction of 
discourses concerning English and ideological 
assumptions regarding the English language in 
Taiwan is investigated. Finally, discourses and 
ideological assumptions identified in the texts and 
their implications are discussed. 
 
1 Global English, Ideology and 

Taiwan’s National Plan 
1.1 Criticism of Global English and the 

Ideology of English 
Many scholars have done research on the critical 
investigation of the global spread of English (e.g. 
Canagarajah, 1999; Kubota, 1998; Pennycook, 
1994; Phillipson, 1992; Tollefson, 2000; Tsu and 
Tollefson, 2007). Two significant works were 
published by Phillipson (1992) and Pennycook 
(1994). Both Phillipson and Pennycook advocate a 
critical examination of the global spread of English 
and expose the correlations between the English 
language and socio-economic inequality. However, 
under Phillipson’s theoretical framework, the 
hegemony of English is examined and explained 
through the notion of imperialism and oppression 
and thus inevitably falls into the pattern of 
oppressor vs. the oppressed where the oppressed are 
powerless victims of oppressors (Anglophone 
speakers vs. non-Anglophone speakers in the case 
of English linguistic imperialism). This kind of 
politico-economic analysis to a certain extent might 
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effectively explain language policies and language 
planning in a collective sense but will inevitably 
encounter difficulties dealing with issues such as 
the confrontation between English and local 
languages, the resistance to English, the localization 
of English and the subjectivity of individuals. By 
imposing a powerless position on non-Anglophone 
speakers, the effect of power is unidirectional and 
hard to reverse, and the roles of the individual are 
fixed and controlled. 
   However, in fact, we are encountering rather 
complex and divergent phenomena of the global 
spread of English where roles of the individual are 
shifting, i.e. a non-Anglophone speaker in Taiwan 
could be a member of a minority ethnic group and 
meanwhile an influential official in the government, 
and power is uncentered as well as multiple- 
directional. In terms of the subjectivity of the 
individual, Phillipson’s accounts to a certain degree 
lose its effectiveness for being unable to explain the 
practices and resistance from the oppressed side and 
the dispersal struggles and negotiations of power in 
discourse of the English language. Comparatively 
Pennycook offers a more effective investigation of 
the global spread of English. Without a clear agency 
of power and an evident causal relationship 
between intentions of native English speakers and 
outcomes of English spread, power struggles and 
the effect of ideology are exercised in discourse of 
English where there are no clear-cut oppressors to 
blame or victims to save. The focus has been shifted 
from the oppression of imperialism to the effect of 
power in processes of discourse. Therefore, rather 
than under a grand social structure, the ideology of 
English needs to be investigated in a more 
contextual and discursive way in order to 
effectively explain the divergent phenomena of 
global English and the complex relations of power. 
 
1.2 English and Taiwan’s National Plan 
In the past few decades, the spread of English 
learning has been growing dramatically not only 
because of globalization, but also due to a 
fundamental change of perception and learning 
culture toward the English language. English is no 
longer regarded as a foreign language, but an 
indispensable part of national policy. 
   Taiwan Six-Year National Development Plan 
(2002-2008) includes wide-ranging projects 
focusing on economic growth and environmental 
protection, i.e. three major reforms (i.e. government, 
banking, and finance) and four major investments 
(cultivating talent; research, development, and 
innovation; international logistics; and a high- 
quality living environment). The plan was 
formulated by the Taiwanese government in order 
to face the technological challenges and a loss of 

investment and skilled managers to Mainland 
China.  

The English language plays a central role in the 
project for cultivation of talent for the E-generation. 
It aims to cultivate manpower in order to meet the 
challenges of globalization and internationalization 
(GIO, 2005). The project has three parts: (1) 
establishing an internationalized living environment 
and enhancing national English ability; (2) 
cultivating the young generation with vitality 
through sports and arts; (3) creating a society of 
lifelong learning (MOE, 2005). The first part of the 
project focuses on the promotion of English under 
the basic tactic of the six-year national development 
plan— ‘global connection, local action’. In that, 
English has been seen as the key element of 
globalization and modernization in Taiwan.  
 
2 Research Methodology  
As Eagleton (1994) and Lull (2000) suggest, 
ideology, as a system of ideas expressed in 
communication, is shaped by as well as shaping our 
actions. Ideology has persuasive force only when 
these ideas can be represented and communicated. 
The mass media and all other large-scale 
institutions play a vital role in the circulation of 
ideologies. According to this assumption, the 
system of ideas about English is conditioned by as 
well as conditioning the social situation in the 
process of communication. The values, 
predispositions and orientations towards English in 
Taiwan are embedded and thus identifiable in the 
discourses produced by cultural institutions 
including the government and the education system. 
   As far as the ideology of English is concerned, 
the hypothesis proposed here is that there exists a 
system of ideas about the English language 
embedded in social practices of Taiwanese society 
through cultural institutions, e.g. the government. 
And discursive practices as the linguistic aspect of 
the social order play a significant role in the 
production and reproduction of the ideology of 
English. Under these assumptions, a discussion of 
CDA as research method, the rationale of text 
selection, and the procedure of text analysis are 
explained in this section. 
 
2.1 Critical Discourse Analysis as Research 

Method 
Critical discourse analysis (CDA), with a particular 
interest in the relation between language and power, 
regards ‘language as social practice’ (Fairclough 
and Wodak, 1997) and considers the context of 
language use to be crucial. Language as social 
practice is ‘a key instrument in socialization, and 
the means whereby society forms and permeates the 
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individual’s consciousness (Hodge and Kress, 1993: 
1).’ Hodge and Kress define the constructed 
consciousness of the society as ideology – ‘a 
systematic body of ideas, organized from a 
particular point of view’ (ibid, p.6). For CDA, 
ideology is regarded as an important means of 
establishing and maintaining power relations. The 
relationship of language and power where 
‘language mediates ideology in a variety of social 
institutions’ (Weiss and Wodak, 2003: 14) therefore 
is given considerable attention by CDA analysts. 
For language is not powerful on its own, rather it 
indicates, expresses, and even challenges power. It 
is thus important for CDA to investigate the 
expressions and manipulations of power by 
analyzing linguistic forms in context. 
   According to the aim and hypothesis of this 
research, that is, there is a need to investigate the 
role of discursive practice in the maintenance of the 
predominant status of global English and the 
ideological effects of discourses on the 
development of ELT in Taiwan. Here, CDA is a 
useful instrument for analyzing the relations 
between the English language, power and ideology 
and is therefore adopted for analyzing governmental 
discourses in order to investigate the cultural and 
ideological meanings of global English in Taiwan. 
 
2.2 The Rationale of Text Selection 
In terms of text selection, although every instance 
of language use can be a reflection of social order, 
some instances such as governmental documents 
are more influential due to the process of their 
production and consumption. The assumption here 
is that the texts created by official institutions can 
be regarded as manufactured and highly-circulated 
discourses which produce, reproduce or challenge 
the existing power relations in Taiwanese society 
and therefore are more influential and prevailing at 
the socio-cultural level. The selected text is an 
extract from a significant governmental document, 
Taiwan Six-Year National Development Plan, which 
represents the blueprint of national development 
from 2002 to 2008 and emphasizes the importance 
of English at national level. This text is selected 
because of its significant influence on Taiwan’s 
government policies and educational practices of 
English. 
 
2.3 Application of CDA Methods in this 

Research 
By employing Fairclough’s (1992, 1995, 2001a, 
2001b) analytical framework of CDA, Systemic 
Functional Grammar (Halliday and Matthiessen, 
2004), and discourse/text analysis, this research 
examines the features at the three levels of analysis 

in the selected texts: textual analysis (the stage of 
description), discursive practices (the stage of 
interpretation), and social practices (the stage of 
explanation). 
 
2.3.1 Textual analysis 

At the level of textual analysis, the focus is on 
content, form and textual organization. Therefore, 
by focusing on representations, social relations and 
identities, and cohesion and coherence (Fairclough, 
1995; Richardson, 2007), the stage of description 
includes three levels of analysis: lexical analysis, 
sentence structures, and textual structures. 
 
2.3.2 Analysis of discursive practices 
Discursive practice mediates between text and 
social practice and focuses on ‘how authors of texts 
draw on already existing discourses and genres to 
create a text and on how receivers of texts also 
apply available discourses and genres in the 
consumption and interpretation of the texts’ 
(Jørgensen and Phillips, 2002: 69). In other words, 
the interpretation of a text is not only constructed 
by the formal features of a text but also depends on 
background assumptions of the reader, ‘the 
members’ resource’ (MR) (Fairclough, 2001a:118). 
Therefore, the analysis of discursive practice 
involves not only an explanation of how a text is 
produced and interpreted but also ‘what genres and 
discourses were drawn upon in producing the text, 
and what traces of them are there in the text’ – 
intertextuality (Fairclough, 1995: 61). 
 
2.3.3 Analysis of social practices 
The analysis of social practices assumes a 
dialectical relationship between society and texts. 
At this stage, the MR is regarded as ideologies 
because they are associated with assumptions about 
culture, social relationships, and identities. It is thus 
important to investigate ‘what elements of MR 
which are drawn upon have an ideological 
character’ (Fairclough, 2001a:138). By focusing on 
processes of social struggles or relations of power, 
the analysis of social practices examines 
determinants and effects of discourse at three 
levels: societal, institutional and situational.  
 
3 Analysis of Text: Cultivate Talent for 

the E-Generation 
Text 1 (see Appendix A) is an extract of Taiwan 
Six-Year National Development Plan. With its title 
– Cultivate Talent for the E-Generation, the main 
idea of this project focuses on manpower. This 
project is the first of the ten projects of Taiwan 
Six-Year National Development Plan and is 
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designed to be implemented as an independent 
project. Text 1 is an extract from an English edition 
of Taiwan Six-Year National Development Plan 
which is provided by Government Information 
Office and available on both the Government 
Information Office Website (http://www.gio. 
gov.tw/taiwan-website/4-oa/20020521/2002052101.
html) and the Washington State Taiwan Office 
Website.  

In terms of textual analysis, Text 1 is 
preoccupied with manpower and development by 
wording including the nouns cultivation, talent, 
e-generation, manpower, development, abilities and 
the verbs cultivate, enhance, establish, expand, 
promote, integrate. Most sentences of the text are 
formulated in modality forms through non- 
modalized categorical assertions, e.g. ‘manpower is 
the basis of all development’ (in sentence 1). or 
through the use of modal auxiliary verbs, e.g. 
should (in sentence 2 and 5), will (in sentence 3), 
and must (in sentence 8). 

According to Fairclough (2001a), the use of 
modality is related to author’s authority or power in 
terms of relations between participants or the truth 
of a proposition. Non-modalized categorical 
assertions can be regarded as a form of modality 
that expresses the author’s strongest commitment to 
the truth of the proposition and that affirmatively 
supports a view of the world as transparent and 
self-evident. The modality forms used here 
represent a declarative mode, where the subject 
position of the author (i.e. the government) is the 
subject position of an information provider and the 
audience’s position is a receiver (Fairclough, 2001a: 
104-105). The forms manifest a commitment to the 
truth of the statements and to the implementation of 
policies. The authority and commitment of the 
government can also be identified through 
sentences in modality form with the government or 
the ROC as subject. 
   According to Fairclough (2001a:109-110), the 
content of the subordinate clauses (since…) are 
presuppositions. Two presuppositions can be 
identified in Text 1: ‘manpower is the basis of all 
development’ (in sentence 1) and ‘English is the 
language that links the world’ (in sentence 5). 
Through the use of nominalization, the basis of all 
development and the language that links the world 
are presupposed. By using relational processes, the 
relationship between the elements of the two 
sentences (e.g. manpower and the basis of all 
development) is set up with causality left unclear. 
These two presuppositions are treated as clear and 
undoubted facts or truths. However, if we closely 
examine these two presuppositions, they may be 
seen not as unquestionable truths but common sense 
assumptions. Manpower is of great importance for 

the development of a nation, especially economic 
development. However, it is questionable if the 
basis of all development is manpower. It is quite 
possible that all development refers to national 
development (since it is a presupposition in a 
project under Taiwan Six-Year National 
Development Plan) and therefore focuses on 
economic development according to Taiwan’s 
socio-historical background. English as the 
language that links to the world implies that 
English is the communicative instrument to interact 
with people, institutions and countries around the 
world. This presupposition is also related to 
sentence 2 in the first paragraph. The ROC should 
first enhance the abilities of its people in order to 
meet the future challenges of globalization and 
internationalization. The ability to master English 
or, in other words, the ability to link to the world is 
especially emphasized for facing the challenges of 
globalization and internationalization. However, it 
is not necessarily true that one cannot link to the 
world without the English language, and language 
is only one facet of the challenges of globalization 
and internationalization. 
   The linkage between national planning, 
manpower and English can also be identified 
through the analysis of discursive practice. The 
following discourses can be identified in Text 1: a 
discourse of national development and manpower; a 
discourse of the inevitability of globalization and 
internationalization; a discourse of English as the 
global language to link to the world. Manpower is 
considered the basis of national development and 
needs to acquire some skills required for facing the 
future challenge. Globalization mainly refers to 
economic globalization which is a process of 
integrating national economies into the international 
economy through trade, capital flows, foreign 
investment, migration and spread of technology. It 
can also be considered as the internationalization of 
everything related to foreign countries. The process 
of globalization and internationalization is not only 
regarded as an inevitable trend but also a challenge 
for Taiwanese society in the face of the competitive 
nature of the international economy. English as the 
global language is therefore treated as one of the 
required skills for connecting to the world and 
facing this future challenge. By combining these 
three discourses, a strong association between 
national development and the English language is 
constructed. 
   In the analysis of socio-cultural contexts, 
Taiwan Six-Year National Plan was proposed by 
DPP (Democratic Progressive Party) government in 
2002 – a midterm policy of DPP’s first four-year 
term of office (from 2000 to 2004) which intended 
to raise public support, by including almost all 
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important issues related to economic growth and 
national development. The promotion of English is 
presented as one of the elements for cultivating 
talent for the e-generation. Actually, English is the 
main focus of this project as articulated in the text. 
Accordingly, English will be promoted in two ways: 
by giving it an official status and by expanding its 
use in daily life. Although the statements are simple, 
the implications of these two methods of English 
promotion are considerable. They involve the 
development of Englishization nationwide; a 
change of English education; enhancing quality and 
quantity of English teachers; internationalization of 
universities and colleges; recruitment of foreign 
students and encouragement of studying overseas 
(MOE, 2005). 
   Furthermore, the significance of this project can 
especially be identified through other discourses in 
English education, for example, the Teachers’ 
Manual for English Language Teaching in 
Elementary and Junior High Schools, which 
provides teachers with directions and references in 
their teaching. It can be regarded as discourse 
following the aims and rationale of English 
promotion in this project. 
   
4 Discussion and Implications 
4.1 Discourse of English 
This research has analyzed how English is 
discursively presented in national policy. Common- 
sense assumptions in the text not only indicate the 
existing power relations and power struggles, but 
also sustain or change power relations. The 
underlying ideological assumptions of English are 
closely linked to the current trends in globalization 
or internationalization, the concepts of economic 
development, and competition. In addition, the 
importance of the modern state in the global 
capitalist system also has implicit effects on the 
discourse of English. It results in discourses such as 
national planning and manpower, and a political 
discourse that configures Taiwan in the world. They 
are drawn on for constructing the need for English 
at the national level. And through the mixture of the 
above mentioned discourses and some widely- 
accepted assumptions in the field of English 
language teaching such as ‘the younger the better’, 
the national and personal need for adequate English 
education is reinforced. These discourses can be 
regarded as dominant discourses of English, though 
subject to text selection in this research, reflecting 
prevailing assumptions of English in Taiwanese 
society. In other words, these discourses are used as 
‘background knowledge’ and thus constrain the 
production and interpretation of the discourse of 
English. 

4.2 Englishization as Globalization: A New 
Form of Modernization 

The national policy of English promotion in Taiwan 
can be further examined within the wider context of 
East Asia and the global world. Taiwan and other 
East Asian countries have experienced a rapid 
growth in the ELT industry and changes in national 
policy for improving national English ability since 
the 1990s (Ho and Wong, 2003; Nunan, 2003). For 
these countries, the rationale for promoting English 
and problems regarding English education are 
similar in many respects. Similar to the process of 
modernization in the late 19th and the 20th century, 
globalization and internationalization are the 
predominant themes in the late 20th and the early 
21st centuries. This process has also been seen as 
the so-called ‘Englishization’ of the world’s 
political, economic and social communications. It is 
assumed that this trend is necessary in today’s 
globalized world and perceived as instrumental in 
stimulating economic competition. In the 
competitive environment existing between 
countries such as China, Japan, South Korea and 
Taiwan, it is assumed that national levels of English 
proficiency can enhance human capital as a 
resource, and thus make the country more 
competitive. Similar to other East Asian counties, 
Taiwan faces the pressures of globalization and 
economic competition, and Englishization is 
adopted as a new, indispensable means for 
international competition in the globalized world. 
 
5 Conclusion 
In conclusion, it would be useful to consider the 
claim of Foucault (1988), that power is everywhere. 
The power of English can no longer be identified 
with a center-border dichotomy, i.e. the powerful 
native English speakers vs. the powerless non- 
English speakers. In the context of Taiwan, English 
is not imposed but spreads through global trends 
and the discourse of national plan. At the global 
level, this research argues that the spread of English 
can be regarded as a continuing manifestation of 
modernization which started in the late nineteenth 
century among East Asian countries. It aims to 
strengthen national politico-economic capability 
and to compete with Western powers and other 
countries in East Asia. In the case of Taiwan, the 
intention of improving the national level of English 
is simply to acquire the language, engage and 
become successful in global economic competition, 
and share the benefits. Through discourses 
regarding the necessity of English for Taiwanese 
society, the ideology of English consequently 
functions as part of the mechanisms involved in the 
global spread of English. 

Proceedings of the 14th Conference of Pan-Pacific Association of Applied Linguistics

23



References 
Canagarajah, A. S. (1999) Resisting Linguistic 

Imperialism in English Teaching. Oxford: 
Oxford University Press. 

Davies, A. (1996) Reviewing Article: Ironising the 
Myth of Linguicism. Journal of 
Multilingual and Multicultural 
Development 17, 6, 485-496. 

Eagleton, T. (1994) Introduction. In Eagleton, T. 
(ed.) Ideology. London: Longman. 

Fairclough, N. (1992) Discourse and Social Change. 
Cambridge: Polity Press. 

Fairclough, N. (1995) Media Discourse. London: 
Edward Arnold. 

Fairclough, N. (2001a) Language and Power (2nd 
Edition). Harlow: Longman. 

Fairclough, N. (2001b) Critical discourse analysis 
as a method in social scientific research. In 
Wodak, R. & Meyer, M. (eds.) Methods of 
Critical Discourse anaysis. London: 
SAGE.  

Fairclough, N. & Wodak, R. (1997) Critical 
discourse analysis. In van Dijk, T.A. (ed.) 
Discourse as Social Interaction. London: 
SAGE. 

Foucault, M. (1988) Politics, Philosophy, Culture : 
Interviews and Other Writings, 1977-1984 
(translated by A. Sheridan and others/ 
edited with an introduction by L. 
Kritzman) London, New York : Routledge. 

GIO (Government Information Office) (2005) 
Taiwan Six-Year National Development 
Plan. Available at http://www.washington 
state.org.tw/English/taiwan-trade-economy
/6-year-plan/index.htm, accessed April 20, 
2005. 

Halliday, M.A.K. & Matthiessen, C.M.I.M. (2004) 
An Introduction to Functional Grammar. 
(3rd edition) London: Hodder Arnold. 

Ho, W. K. & Wong, R. Y. L. (eds.) (2003) English 
Language Teaching in East Asia Today: 
Changing Policies and Practices. 
Singapore: Times Academic Press. 

Hodge, R. & Kress, G. (1993) Language as 
Ideology. (2nd edition) London: Routledge. 

Jørgensen, M. & Phillips, L. (2002) Discourse 
Analysis: As Theory and Method. London: 
SAGE. 

Kubota, R. (1998) Ideologies of English in Japan. 
World Englishes 17, 3, 259-306. 

Lull, J. (2000) Media, Communication, Culture: A 
Global Approach (2nd edition). 
Cambridge: Polity Press. 

MOE (the Ministry of Education) (2005) Challenge 
2008: Key National Development Plan – 
Project of Cultivating Talent for 
E-Generation. Taipei: MOE. 

Nunan, D. (2003) The impact of English as a global 
language on educational policies and 
practices in the Asia-Pacific region. TESOL 
Quarterly 37, 4, 589-613. 

Pennycook, A. (1994) The Cultural Politics of 
English as an International Language. 
London: Longman. 

Phillipson, R. (1992) Linguistic Imperialism. 
Oxford: Oxford University Press. 

Richardson, J.E. (2007) Analysing Newspapers: An 
Approach from Critical Discourse Analysis. 
Basingstoke : Palgrave Macmillan. 

Seidlhofer, B. (2003) Controversies in Applied 
Linguistics. Oxford: Oxford University 
Press. 

Tollefson, J.W. (2000) Policy and ideology in the 
spread of English. In Kelly Hall, J. and 
Eggington, W. (eds.) The Sociopolitics of 
English Language Teaching. Clevedon: 
Multilingual Matters. 

Tsui, A.B.M. & Tollefson, J.W. (eds.) (2007) 
Language Policy, Culture, and Identity in 
Asian Contexts. Mahwah: Lawrence 
Erlbaum.  

Weiss, G. & Wodak, R. (2003) Introduction: Theory, 
interdisciplinary and critical discourse 
analysis. In Weiss, G. & Wodak, R. (eds.) 
Critical Discourse Analysis: Theory and 
Interdisciplinary. Basingstone: Palgrave 
Macmillan. 

 
Appendix A  Cultivate Talent for the 

E-Generation- An Extract of Taiwan 
Six-Year National Development Plan 

1. Cultivate Talent for the E-Generation 

(1) The first project of the 6-year national development plan is the 
cultivation of talent for the e-generation, since manpower is the 
basis of all development. (2) To meet the future challenges of 
globalization and internationalization, the ROC should first 
enhance the abilities of its people. (3) Concurrently, the 
government will establish an environment for internationalizing 
learning. 

(4) This project emphasizes the ability to master foreign 
languages, especially English, and the use of Internet. (5) Since 
English is the language that links the world, the government should 
designate English as a quasi-official language and actively expand 
the use of English as a part of daily life. 

(6) In addition, physical health and culture is the foundation for the 
next generation of society. (7) Therefore, education in culture, art, 
sports, and civility is an important goal for the new government. (8) 
Since it is necessary for the entire society to enter the new era with 
the e-generation, we must make concerted efforts to establish a 
comprehensive life-long learning system, promote voluntary social 
services, and integrate learning resources, including those in the 
civil service system, to immerse ourselves in cultural, social 
transformation, and reconstruction. 

Text 1 Extracted from the English version of ‘Taiwan Six-Year National 
Development Plan’ (available at http://www.washingtonstate.org.tw/ 
English/taiwan-trade- economy/6-year-plan/ talent-e-generation.htm, accessed 
21 September 2005) 
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Abstract 
This study observes and examines how college 
students perform and perceive one-topic-for-each 
student presentation as a means of learning English. 
The 49 second year medical students enrolled in 
English reading and writing class in 2008 were given 
a single topic for each presentation in class as part of 
writing assignment. They were encouraged to be 
creative, informative and fun to induce class 
participation. A questionnaire was given to learn of 
students’ opinion on the presentation. Based on these, 
the data were analyzed to see if preparing and giving 
presentation was conducive for medical students. The 
results revealed that students wrote double length of 
the previous year writing assignment and 92% of 
them felt presentation on different topics was 
interesting and helpful for learning English. More 
than two-thirds of the students (69%) thought that 
preparing for their class presentation provided them 
with a chance to learn new vocabulary, expressions as 
well as knowledge in English. The results show that 
presentation on various topics can be used as a means 
of learning English for upper intermediate to 
advanced level students.  
 
Keywords 
One-topic-for-each presentation, Power Point, UCC 
 
1 Introduction 
Before the demand of the English language swept the 
nation as a requirement for globalization, having an 
ability to speak English well was often considered as 
higher status and elite group as stated in Shim’s 
(1994) study. However, as the world has become a 
big global village, competence in the English 
language seems like a must acquired skill regardless 
of individual’s major or interest.  

Being financially hit hard during the IMF era, 
the Korean government lead by former president 
Kim Dae-jung emphasized importance of the 
language. A decade later, the incumbent president 
Lee Myung-bak and his cabinet members seemed to 
be driven by reformative measures of accelerating 
the speed of the Korean people’s language 
competence, thus poured out plans like immersion 
program, more support for the native and bilingual 
teachers into teaching, and utilizing the military 
service period of the men, educated in the English 
speaking countries, as substitution for English 
teaching. Such measures have caused a national 
ripple and resistance from the people due to lack of 
thorough preparation by the experts and 
professionals in the field. Any kind of reform in 

English education seemed to cause more money 
spending on the private education market due to 
parents’ fear that their children might not have the 
edge in the language.  

At the upper level of education, English for 
Specific Purposes (ESP) has become a popular 
theme for the people who learn and teach majors 
other than English. Teaching at a medical college, 
ESP has been one of the research topics for the 
researchers. Medical students need to get by with the 
language as a lot of their textbooks are written in 
English, and they are demanded to publish and 
present medical papers in the language even after 
they graduate from medical college. Such 
phenomenon triggered the demand for English 
competence greater than ever. Accordingly, teaching 
the language in the way they are expected to use may 
serve the purpose of medical college English. As 
pointed out in Kim’s (2008) study, English ability is 
no longer a choice but a tool for survival. This seems 
so true especially for these professionals because of 
their Science Citation Index (SCI) research paper 
publication in English. 

This paper observes and examines an English 
reading and writing course of second year medical 
students. All students were asked to prepare a 
presentation on different topics similar to a research 
paper and present it in class. It was also intended to 
induce students’ participation in the English class. 
The student presentation turned out very interesting 
as each student created a praiseworthy one with 
unique Power Point materials and intriguing 
audio-visual clips relevant to his/her topic. The 
students agreed that the class was enjoyable and 
active. Presentation class provided them with a 
chance to learn English on their own to explain about 
the topic and be able to answer the questions their 
peers had with a close interaction between the 
presenter and the classmates.      
 
2 Literature Review 
2.1 Effective ways of English teaching 
As the demand and emphasis on communicative 
competence grew, fluency has become the objective 
of the English education. Once prevalent 
grammar-translation method, in some cases still used 
in classroom, was replaced with learner-centered 
way of communicative method partly because of the 
change in the national curriculum policies and 
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fulfilling the demand from the language users. Such 
communicative method included audio-lingual 
method in which students were exposed to the 
listening materials to improve listening and speaking 
skills.     

Toward the end of the 20th and beginning of 
the 21st century, computer technology became part of 
the English education. Kelm (1992) and Warschauer 
& Kern (2000) stated that since computer technology 
helps students to generate their own discourse in the 
target language, such as in English, with much more 
freedom than ever before, computer assisted English 
language instruction could be more learner-centered, 
allowing students to have multiple opportunities to 
participate in real-life communication in English. In 
recent years, many instructors rely on the visual 
materials as educational technology is highly 
desirable because it can help improve the 
effectiveness of English teaching (Park, 2004). A 
growing number of studies have explored ways to 
incorporate technology into language classrooms 
(e.g., Kim, 2002; Kim, 2003; Hong, 2003), 
especially by comparing two delivery modes: 
computer-mediated communication (CMC) and 
face-to-face instruction. Lee & Chang (2001) 
presented a model of CMC-based English teaching 
materials intended to improve adult learners’ 
communicative interaction skills. They claimed that 
CMC could provide an ideal learning environment 
for Korean learners who have some affective barriers 
to English language learning. 

As more native speakers of English were put 
into the English classrooms, more awareness for 
producing English similar to native speakers has 
grown among the non-native English teachers. To 
encourage using the target language in the classroom, 
teaching English through English (TETE) has 
become popular mode of teaching. Although TETE 
has been verified as effective, some Korean students’ 
affective barriers have not been overlooked. There 
are also some studies on TETE conducted in higher 
education setting (Jong-Bai Hwang, 2002; Eun-Ju 
Kim, 2002, 2003; Yo-An Lee, 2006). Jong-Bai 
Hwang (2002) looked into anxiety and achievement 
motivation of Korean college students enrolled in a 
content-based course for a period of semester. 
Hwang’s (2002) study examined how the students’ 
anxiety and motivation would change over time by 
using anxiety and motivation questionnaires (FLCAS 
& AMQ, respectively). The study found that the 
students’ anxiety decreased and that their utilitarian 
goal orientation increased over time. 

Chomsky (1988) stresses the importance of 
activating learners’ motivation and claims that “the 
truth of the matter is that about 99% of teaching is 
making the students feel interested in the material” 
(p.181). 

Schumann (1997) also asserts in his book, The 
Neurobiology of Affect in Language, that second 
language acquisition is primarily emotionally driven 

and emotion underlies most, if not all, cognition. 
Research on motivation (Covington, 1999; 
Heckhausen, 1991; Heckhausen & Kuhl, 1985; 
Husman & Lens, 1999; Karniol & Ross, 1996) has 
incorporated time elements into the motivational 
research paradigm. 

There are numerous factors involved in the 
second (foreign) language acquisition. The effective 
methods that take affective barriers of the EFL 
learners into account may be desirable for language 
teaching.  

As a measure for improving English 
competence of Korean teachers of English so that 
they can be fluent English teachers with all four 
skills, the Ministry of Education plans to include an 
intensive oral interview and writing test as part of the 
teacher certification exam beginning in 2009. 
. 
2.2 Presentation in English 
Even though efficient ways of teaching the language 
are adopted in the classroom, learners still need to 
produce their language (Swain, 1985, 1995; Swain & 
Lapkin, 1995). It obviously means that learners 
ought to use the language in the target form. Once 
they do, as pointed out in Izumi & Bigelow (2000), 
Pica, Holliday, Lewis, & Morgenthaler’s (1989) 
study, they become more observant not only in 
meaning of language but also in forms. 

While presentation may be a stressful task for 
learners who are not yet readily equipped with the 
skills of preparing, it can be an effective tool for 
upper intermediate to advanced level learners.  

As shown in Choi et al’s (2008) study that was 
done on developing English discourse competence 
through self-directed practices, the results showed 
the subjects became more confident in the language 
in the process of preparing for the weekly 
presentation session.  

The study explores the possibility of utilizing 
student presentation in classroom whether the upper 
intermediate to advanced level students benefit from 
preparing for class presentation and learn on their 
own in terms of new vocabulary, expressions, and 
knowledge in English as well as practice 
pronouncing unfamiliar words, where to pause, and 
even memorize the content of their presentation. 
 
3 Method 
3.1 Participants 
For the study a second-year English reading and 
writing class was observed. The total of 49 medical 
students were given a single topic for each at least 
two weeks prior to their presentation to prepare and 
present in class. The rationale for the two-week time 
was to let the students have sufficient time to do 
research to write a research paper and be ready for 
the class presentation. To encourage the students’ 
active participation, the presentation was given 15 
percent of the grade as medical students tended to 
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perform better when points or credit were given. 
Grading was based on creativity, content information 
and interesting presentation to attract the class 
members’ attention. Also as for an incentive, 
excellent presenters were awarded at the end of each 
month, March through May, as well as the ones with 
outstanding content.  

The length of the presentation was set for 10 
minutes each for 4 students a week. At the beginning 
of the semester, the length of the presentation was 
less than 10 minutes. But in a couple of weeks, the 
students seemed more absorbed in showing various 
visual materials from the Internet, UCC, and the 
Power Point, thus presenting in a more interesting 
way. Consequently, the presentation time gradually 
became longer. Some were enthusiastically 
applauded by their peers after the presentation and 
the class atmosphere was lively with more questions 
and answers afterwards. A few students mimicked 
the instructor’s lecturing style that brought a good 
laugh and some came up with witty remarks and 
answers at the end of their session. By the end of 
each presentation, the class seemed relaxed and 
contented.  
 
3.2 Data Analysis Procedure 
The topics were selected by the instructor based on 
the reading materials and current issues. Eighteen 
topics were given in March and the lists are as 
follows: Picasso, Taean oil spillage, great CEOs, 
earthquake, pets, global warming, newspaper, 
broadcasting, psychology, Sigmund Freud, Louvre 
Museum, Da Vinci Code, real estate speculation, 
credit card, Oprah Winfrey, Nobel prize, autism and 
great American anchors. In April, 16 topics were 
given such as materialism, Socrates, cross-over 
music, Ecstasy (drug), foreign legendary musician, 
hip-hop music and young generation, recycling, 
Korean legendary musician, famous Korean anchor, 
great musician and actor, religion & science, stocks 
& funds, pesticide, FTA, great inventors, and ballet. 
Then in May, 15 topics were given and the lists are 
as follows: 3Ds, social belief, weather forecasting, 
Asperger’s syndrome, Grameen Bank & Yunus, 
pneumonia, ideal government, genetics, great 
choreographer, impressionism, obsession, maniac, 
diet, and pollution. From these lists, the students 
selected the one they were interested in. After the 
presentation, the students’ papers were collected and 
reviewed. Several noticeable things were the marks 
indicating where to pause, stress, and how to 
pronounce certain words on the paper. It showed that 
the students did research, wrote papers in accordance 
with a format, and practiced to present it in class.  

During the month of March, 18 students 
presented their papers, and 16 in April and 15 in May, 
respectively. They were also given a questionnaire on 
the presentation at the end of the semester. Based on 
the content of the presentation and how well they 
presented it, two presenters were selected each 

month to be praised with an award written in English. 
Each presentation paper was then reviewed and 
counted how many words and sentences were used. 
The results of the questionnaire were also analyzed. 
 
4 Results and Discussions 
There were 20(40%) female and 29(60%) male 
students. They took the TOEIC by the end of the first 
year and their results showed that they were 
categorized as upper intermediate to advanced 
students with the mean score of 793 (806 for female 
and 780 for male students). The lowest was 715 and 
the highest 990. Table 1 and 2 are omitted. 
    Answers to the questionnaire on whether the 
presentation was interesting and useful and whether 
the presentation on different topic rather than the 
same-topic-for-all student presentation was more 
interesting, 40 students (92%) gave favorable 
answers and only 3 students (6%) were not sure. As 
shown in Table 4, majority of the students (80%) 
agreed that it was more effective than face-to-face 
lecture-only class.  
    Upon asked whether preparing for the 
presentation helps acquiring new vocabulary, 
expressions and knowledge in English, 30 students 
(69%) answered favorably. 
     
5 Conclusion and Implications  
Acquiring the English language takes time and effort 
on both teachers and learners. At the same time, 
students need to be motivated to learn the language. 
With an ever-more emphasis on the communicative 
aspect and other skills in the language, college 
English should include what students can benefit 
from.  

By observing a class conducted with student 
presentation on a single topic for each student, it was 
learned that the students could outperform in 
preparing their own presentation using the Power 
Point and UCC to create an interesting, creative, and 
informative presentation. For example, one student 
with a topic of global warming approached a rather 
heavy topic lightly showing cartoon clips, comic 
strips, and pictures to get the message across, and 
therefore, her presentation was easily connected to 
the class. Other topics such as the Korean B-Boys, 
and famous entertainers prepared the UCC clips of 
actual performance and such various audio-visual 
materials were indeed entertaining. The students 
actively participated by asking numerous questions. 
Also a student whose topic was Oprah Winfrey did a 
thorough research and delivered a very strong 
message on poverty, determination, and fame. 

However, the study has some limitations: The 
students’ improvement was not tested or measured in 
the current study. It was a descriptive study based on 
the presentation paper and student questionnaire. 
Also since students’ presentation skills are 
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considered a prerequisite for such an English 
presentation, implementing it may be limited. Some 
students were extremely shy and their eye contact 
and/or interaction with other students were 
non-existent. Even though the substance of the 
presentation was good, such a presenter made the 
class boring and students not pay attention. 

Overall, the reading and writing class 
otherwise can be somewhat boring, turned out to be a 
very lively and fun activity having student 
presentation. It was learned that upper intermediate 
to advanced level students benefit from such a class. 
These students felt that learning through presentation 
is effective and helpful.  
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Abstract 
In this paper I describe the pilot implementation of 
a classroom approach that is familiar to daily 
Japanese culture, unlike practices common to 
Communicative Approach (CA) teaching. This 
approach, drawn from Japan’s business world, may 
provide an antidote to the difficulty CA has faced in 
Japan. The pilot implementation involved small 
groups with a clear boss (kachou) responsible to the 
teacher for class functions as well as a short 
presentation and discussion. The model differs from 
CA group activities in that students are not peers – 
the kachou is hierarchically above the group 
members and the teacher above the boss. The 
resulting in-group pressure and group desire to 
achieve as a group are integral to the classroom’s 
motivation and management. The aspects in which 
this approach fits and conflicts with CA are 
discussed.  
 
Keywords 
Teaching approach; Japan higher education; TEFL; 
cross cultural; kachou 
 
Introduction 
Japan is home to a significant population of English 
teachers, about 5,000 in the Japan Exchange and 
Teaching program and almost 5,000 in the recently 
collapsed NOVA school and untold thousands more 
working in higher education, industry and other 
settings throughout Japan. These teachers often 
employ Communicative Language Teaching, or 
Communicative Approach (CA), in which students 
are encouraged to vocalize and interact in student 
centered situations (Ellis, 1996; McDonough and 
Shaw, 2003). In this approach, students vocalize 
target language as they are presented with it and in 
practices thereafter. As the students progress, they 
are expected to refresh and hone their abilities 
through repeated use, including especially verbal 
efforts. Yet students in Japanese classrooms 
generally avoid risky actions such as vocalizing 
unfamiliar phonemes, words, and phrases (Collins, 
1999). 
   Despite the establishment of CA practices in 

around the world, Japanese students do not appear 
to be excelling and indeed may be falling behind 
their counterparts in neighboring countries 
according to widespread perceptions.  
   Following this apparent failure, some 
consideration of alternatives to CA is in order. This 
report asks if there are Japanese teaching idioms 
that are more appropriate and culturally familiar to 
Japanese students and explores the application of 
one approach widely used in Japan business world. 
 
1 Literature review 
1.1 An inherent weakness? 
CA often founders in the classrooms of Japan 
(McVeigh, 2002; Sato, 2002; Usuki 2007). The 
cultural appropriateness of CA has been called into 
question by Ellis (1996) who found that CA must be 
adjusted to Far Eastern classrooms, and additionally, 
accepted. The issues to be overcome are not only 
for learners, but also teachers as pointed out by 
Kojima and Kojima (2005). In their writing, Kojima 
and Kojima conclude variously that “teachers 
should…” and “students will have to…” however 
they do not provide a cross cultural comparison or 
guide to how these shifts in behavior might occur. 
Collins (1999) suggests that the difficulties with CA 
in Japan arise from incompatibility with usual 
teacher roles, cultural values and other key points. 
Specifically, Collins refers to cultural barriers 
towards risk taking, in-class verbalization, 
challenging teachers and other elements vital to CA. 
Nonetheless, it seems that students and educators 
cannot reliably overcome these barriers. Other 
barriers to CA arise from the overpowering effect of 
the university entrance exams as students and 
teachers conform to that variety of English (Wada, 
2002) as well as insufficient teacher training (Sato). 
   In summary, it seems that CA is inherently 
flawed due to low cross cultural compatibility, 
relying on deep reaching mediation (Ellis, 1996) 
and the limited ability of students and teachers to 
negotiate acceptance of the approach in the 
classroom.  
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1.2 Corrections, alternatives to CA 
It may be that as Ellis (1996) and Bax (2003) 
suggest, CA can be improved, corrected or 
otherwise fixed. On the other hand, there may be 
alternatives that can be fruitfully employed with 
some classes and groups in higher education or 
other settings.  
   Corrections and mediations may bear significant 
fruit in the long term, but are not easily attainable in 
the short term. Therefore this paper will examine 
other alternatives. 
   In their 2005 article on indigenous traditions 
suitable for TEFL, Shin and Crookes suggested a 
search through historical and recent training 
patterns indigenous to Korea. Importing their idea, 
the subsequent discussion will consider a few 
Japanese teaching approaches found in modern day 
Japan. The first goal is to consider approaches that 
are familiar to learners, culturally accepted, and 
generally compatible with TEFL teaching goals and 
practices. Thus, we will avoid any discussion of 
teaching practices found in ancient Japan as these 
could be as alien to contemporary students as an 
approach imported from Mars. Further, this paper 
will not discuss the traditional training of deshi, 
sumo, or the sports world from all of which 
examples are to be learned or avoided.  
 
1.2.1 The Japanese business world 
The business world of Japan, however, provides a 
widely known and broadly experienced training 
process. After an initial large-group training period, 
new staff are absorbed into small groups led by an 
experienced kachou, or boss. The kachou and 
experienced workers as well as new staff sit in a 
compact group with clear sight and sound contact. 
Mistakes and successes are clear to all in the group. 
The new person observes closely the detailed 
activities of others and is guided as needed by the 
boss. New group members feel pressure from the 
boss and from peers to learn quickly and perform 
well. In common with other indigenous Japanese 
training models is the clear hierarchy among 
learners and distance to the trainer. 
   With some modification, this model is the 
subject of this study.  
 
2 Methodology 
For this study, the kachou approach was piloted 
with four classes, two large and two small, of 
business students at a private university in western 
Japan. There were some variations in application 
among the classes, but the overall experience was 
similar for all.   
   Outcomes of the classes were collected based 
on student feedback in questionnaires and open 

ended writing, teacher observations, and teacher 
self-reflection.  
 
 
2.1 Implementation  
The structure of the course was explained to 
students and the daily pattern continued through 
eight weeks. Anonymous feedback was collected at 
mid point and end of course from the 2 smaller 
classes. Non anonymous written comments were 
collected from the larger and smaller classes at 
various points throughout the semester. The smaller 
classes received instruction in use of English for 
managers including handouts to guide their 
speaking. Bosses were assessed for presentation to 
their group as well as for managing discussion with 
the group. Group members in the two larger were 
not assessed, but group members in the in two 
smaller classes were assessed.  
   The classes that included the kachou approach 
repeated the same pattern and timing eight of the 15 
weeks in the semester. After warm up activities, the 
students formed the same groups with a different 
boss each week. The kachou delivered a short 
presentation (2-4 minutes), being graded by the 
teacher on the second delivery. Thereafter the 
kachou lead the group in discussion about the 
presentation topic for several minutes, also being 
graded. The subsequent phase saw the kachou 
directing the students in various practices from 
pronunciation to writing to workbook materials. 
Between each phase, the bosses were called out of 
the groups to form a huddle with the teacher. In the 
huddle, bosses received brief evaluations, 
instructions, and materials for the students. The 
huddles were a time of intensive teacher-student 
interaction.  
   Between huddles, the students worked as 
directed by the bosses with the teacher walking the 
room to see that work was progressing. Where there 
was a problem, the teacher did not interact with the 
small group members, but only the boss. After the 
problem was identified and briefly discussed with 
the boss in front of the group, the boss was left 
resolve it. Bosses could resolve misunderstandings, 
errors or even student misbehavior such as chatting 
as expedient by their own devices.  
   Boss directed activities usually took one half to 
three-quarters of class time. After completing 
activities directed by the boss, the class pursued 
other activities from independent work to whole 
group activities. The boss position was transferred 
weekly and each student was a boss two times.  
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2.2 Student data 
Data collected from students included open ended 
non-anonymous responses to the teacher made in all 
four classes in this study. Typically these comments 
ranged from a few words to two sentences and 
covered all aspects of the classroom from content to 
points unrelated to the classroom work. The teacher 
responded to these comments briefly and 
individually. The two smaller classes completed 
anonymous questionnaires in addition to the above 
mentioned open ended comments.  
   Data include grades given for group discussions 
led by the student boss. The discussion grades 
reflect the quantity of speaking in the group 
discussions as well as the quality of those 
discussions in terms of target language, interaction 
among participants, and the boss’s management of 
the discussion. Discussions were graded by the 
teacher using scorecards and the grades were then 
transferred to a database. These grades indicate 
improvement over time during the semester. The 
improvement included quality of speaking by all 
participants and use of target language by boss and 
participants.  
   These data are necessarily subjective 
assessments by the teacher, despite being based on a 
rubric and thus represent a flaw in this study. 
 
2.3 Teacher data 
The data originating from the course teacher are 
self-reflective impressions. As such these 
impressions cannot be rigorously verified or 
compared with impressions or information from 
other staff or researchers. Future study should 
undertake analysis based on a multiple class and 
multiple teacher approach in order to successfully 
compare and interpret teacher impressions.  
 
3 Discussion 
The following discussion covers the outcomes of 
the kachou approach, then compares the kachou and 
CA approaches and finally considers their 
compatibility.  
 
3.1 Outcomes based on student data  
The outcomes of the approach as implemented were 
satisfactory to the teacher and to students in several 
respects, but lacking in other areas. Satisfactory 
results included the perception by students that the 
boss job was tough but doable. These sentiments 
are reflected in un-elicited written comments like 
these: “Be boss was tough!” and “I work so hard.” 
as well as “I talk a lot in English.” These comments 
were collected from non-anonymous open ended 
written communications with the teacher. 
Further outcomes based on anonymous student 

questionnaires will test the following null 
hypotheses: 
 

• students had no clear opinion positive or 
negative about the kachou-approach as 
suitable for Japanese students; 

• being boss was neither a positive nor 
negative experience; 

• group members did not provide or feel 
pressure on their members to perform; 

• group members did not support their boss’s 
efforts to be successful. 

 
Other questionnaire items explore impact of the 
kachou-approach on student motivation, autonomy, 
quality of classroom experience, and success in 
learning from other students. Additionally, the 
questionnaire explores student impressions of 
acting as a boss, a hierarchical position, in relation 
to their fellow students. 
 
 
3.2 Outcomes based on teacher observations 
Grades, collected chronologically, showed 
improvement on the part of all students, whether 
acting as bosses or participants. Grading was done 
by the teacher according to a rubric which the 
students had in hand, however grading is 
inseparable from the teacher’s perceptions of the 
moment, and necessarily was not objective.  
   More general teacher observations provided the 
following picture of authority and dynamics in the 
group. The bosses were supported in their efforts to 
direct and correct group members partly by the 
authority of simply being named the boss that week. 
Moreover, even shy and ineffective bosses were 
supported in their efforts by the small group 
members. The very members who were directed by 
the boss often took upon themselves the effort of 
ensuring that group members participated actively 
to complete their tasks. In short, the group 
developed its own pressure to succeed even if the 
boss was weak and applied this pressure to group 
members to continue activities, change behavior, or 
grapple with assignments.  
 
 
3.3 Compatibility of kachou and CA  
Understandably, teachers steeped in the ideas and 
use of CA will be cautious about reaching for a new 
system. However, the two approaches are not 
mutually exclusive and indeed overlap in many of 
the goals and actualities of the classroom. Overlap 
occurs as both approaches strive for meaningful 
communication, real life context, sense of 
achievement, student centered activities, intense s-t 
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interaction, enjoyment, effort to achieve task, sense 
of group, and socio-linguistic competence. 
   One key omission in the kachou approach is the 
direct pressure from the teacher toward students. 
This absence is because the effort to have students 
complete assignments, stay on task and the like is 
transferred to the boss and as well as the group 
itself. 
  Further there are four points that are more 
evident in the kachou approach including the 
pressure among students alluded to above.  
   Non-verbal communication is not encouraged in 
standard CA classrooms and, in a verbalizing 
environment, may be discouraged. The kachou 
approach, however, allows this kind of knowledge 
transmission. Tacit knowledge (Polyani, 1967) 
about how to complete tasks, behave, and interact 
thus are transferred without the direct intervention 
of the teacher and without codification.  
   While close observation skills are not 
discouraged in the CA classroom, the kachou 
seating plan makes the most of this behavior which 
seems omnipresent in Japanese classrooms, offices, 
and even public spaces.  
   Finally, the group develops a sense of 
responsibility towards each other. As suggested 
previously, the group develops a desire to manage 
the activities successfully together. The result is not 
only pressure on group members who underperform 
or misbehave, but also mutual supportiveness that 
results in learners helping each other to build 
competence and communication skill. 
 
 
4 Conclusions 
Comparison suggests there is a strong affinity 
between the Japanese business world’s training 
model and CA as it is generally practiced. The 
kachou model as presented here is modified 
somewhat to fit classroom needs in terms of space 
and number of learners. Because the group dynamic 
is based on pressures and desires for achievement 
common to groups in Japan, the approach does not 
stumble against disinclination towards verbal 
performance as does CA. Additionally, the teacher 
is less burdened with motivating the students 
because the group dynamic and hierarchy play to 
motivation patterns already established in Japan.  
 
4.1 Critique of kachou approach 
While the kachou approach provides motivation, 
structure, and familiarity, it does not strongly 
support the language and behaviors associated with 
the culture of the English language.  To some 
extent this weakness is ameliorated by discussion 
format and language content.  The discussion 

practice requires frank verbal interaction in a 
non-hierarchical and therefore non-Japanese 
business setting.  The phrases and language 
provided for use in the discussion, especially by the 
boss, are typical of an idealized supportive and 
constructive English speaking boss.  Ultimately 
these changes represent a modification of the 
kachou model to fit the needs of English speakers. 
   Next steps in researching and adapting the 
kachou model othe EFL classroom include more 
detailed review of existing knowledge about the 
kachou model in businesses. Furthermore, a study 
with two groups of classes, kachou and non-kachou, 
covering the same material and taught by different 
teachers remains to be designed and undertaken.  
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Abstract 
This study reports the construction, the 
implementation, and the evaluation of a web-based 
L2 speech evaluation system. The system 
implements the automatic speech evaluation in the 
following procedure; examinees read out the text, 
“The North Wind and the Sun” on their client 
computer, and their audio files are sent to the server 
computer which analyzes the audio files and 
replicates the evaluation scores given by human 
raters based on a prediction formula, and then, 
examinees receive their scores on their client 
computer. Because the system recognizes speech 
data based on Hidden Markov Model, certain 
amounts of speech data are required to train the 
model and obtain accurate results of speech 
recognition. Furthermore, learners’ speech data 
need to be evaluated by human raters. Therefore, 
the speech data of 101 Asian learners of English 
were collected, and their speeches were evaluated 
by human raters, and the correlations were 
examined between the examinees’ speech 
characteristics and their evaluation scores (Nakano, 
Kondo, and Tsutsui; 2008), because the system 
replicates the raters’ evaluation using learners’ 
speech characteristics. The read-out speeches given 
by the Asian learners were divided into three 
groups; high, mid, and low, according to the 
evaluation scores analyzed based on Neural Test 
Theory (Shojima, 2007). In this system, new 
examinees are given their evaluations based on the 
two speech characteristics of theirs. Their 
evaluations were done according to the average 
distance to the prototype of each category. In the 
evaluation of the automatic evaluation system, the 
degree of rating agreement among human raters and 
the automatic evaluation system was examined, and 
substantial agreement was obtained. 
 
Keywords 
Second language speech, Reading aloud, automatic 
evaluation system 
 
 

Introduction 
This paper introduces the construction, the 
implementation, and the evaluation of automatic 
Second Language (L2) speech evaluation system. In 
this system, the evaluations to be predicted were 
given by the trained raters, the raters and the 
evaluation items were scrutinized based on 
Multifaceted Rasch Analysis, and the learners’ 
speech characteristics to be analyzed were selected 
from the measures adopted in Applied Linguistics. 
The text which examinees read out was a fable from 
Aesop, “The North Wind and the Sun”, which 
consists of 113 words, five sentences. The 
evaluations to be given to examinees are categorical 
evaluation scores: A, B, and C. Therefore, the 
rankings were estimated based on NTT instead of 
the estimated ability in Multifaceted Rasch Analysis.  
As Shojima (2008) mentioned, a test is not an 
accurate tool to measure examinees ability. It is not 
capable of measuring examinees’ ability in interval 
scale, but it is capable of measuring examinees’ 
ability in ordinal scale at its best. For these reasons, 
the understandability of examinees and the 
capability of the test, categorical evaluations were 
adopted in this system. 
  In this paper, firstly the data used to build the 
system are described. Secondly, the scoring 
procedure, the speech recognition technology 
adopted in this system, the structure of the system, 
and the test-taking procedure are described. Lastly, 
the evaluation of the system is discussed. 
 
1 Data 
101 Asian learners of English participated in the 
recording of reading-aloud passage. They were 
forty Japanese, seventeen Chinese, nineteen Korean, 
six Filipino, ten Thai, four Vietnamese, and one 
Indonesian. They were either undergraduate or 
graduate students. Table 1 shows the key 
information of the participants. All the recordings 
were made in soundproof rooms in the universities 
which the participants belonged to. The participants 
were called in the room and given the instruction of 
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recording individually. In the recording, the 
participants gave their self-introduction to an 
interviewer and read out the text. After the 
recording, the participants were given a small gift 
for their participation. It took about ten minutes for 
each participant to complete the recording. 

The reading text, was a fable from Aesop, “The 
North Wind and the Sun”, which is so famous that 
the students at university level must know it. This 
passage was also used in the NIE corpus (Deterding 
and Ling, 2005), and is used in the phonetic 
description of the International Phonetic 
Association. 
 
Table 1: Key information of the participants in 
reading-aloud speech data 
 M SD Range 
Age 23.46 4.42 20 

11.88 5.41 29 Study of English (year) 

 
Six raters joined this evaluation, who participated 

in the rater training where they discussed the speech 
characteristics of L2 learners and watched the video 
of learners categorized based on Common 
European Frameworks of References (CEFR). The 
reliability of the raters was examined in the 
self-introduction speech evaluation data (Nakano, 
Kondo, Tsubaki, and Sagisaka: 2008). 

To evaluate the read-aloud passage, ten 
evaluation items were selected from the 
self-introduction speech evaluation. The six raters 
evaluated 101 learners’ speech with the fourteen 
items shown in Table 2. The raters evaluated the 
learners’ speech individually on an evaluation 
website. 
 
Table 2: Evaluation items in read-aloud passage 
Loudness Sound pitch 
Quality of vowels Quality of consonants
Epenthesis Elision 
Word stress Sentence stress 
Rhythm Intonation 
Speech rate Fluency 
Place of pause Frequency of pause 

 
The items are originally from Yashiro, Araki, 
Higuchi, Yamamoto, and Komissarov. (2001), and 
each item was thoroughly reviewed in order to 
make the items suitable in the evaluation of 
read-out speech.  Unreliable raters and items were 
deleted based on Multifaceted Rasch Analysis.  To 
delete unreliable raters and items, the scores of 
“infit” was adopted as the index. The score of infit 
“provides the size of the residuals, the differences 
between predicted and observed scores (McNamara, 
1996: 172). The acceptable range of infit is “the 
mean ± twice the standard deviation of the mean 
score statistics” in the case where the population 

exceeded thirty (McNamara, ibid: 182). In this 
analysis, neither raters nor items was not considered 
to be unreliable according to the criterion. 
  We investigated the relationship between the 
evaluation scores estimated by Multifaceted Rasch 
Analysis and the speech characteristics realized in 
read-aloud speech (Kondo, Tsutusi, Nakano, 
Tsubaki, Nakamura, and Sagisaka, 2007; Kitagawa, 
Kondo, and Nakano, 2007; Kondo, Tsutsui, Tsubaki, 
Nakamura, Sagisaka, and Nakano, 2007; Nakano, 
Kondo, and Tsutsui, 2008). The examined speech 
characteristics were number of nonlexical pause, 
number of silent pause, duration of nonlexical 
pause, duration of silent pause, mean length of run, 
number of syllable unneeded, pruned syllable per 
second, and the ratio of weak syllable to strong 
syllable. Through three pilot studies of correlation, 
we found the two independent predictors of the 
evaluation scores: the pruned syllable per second 
and the ratio of weak syllable to strong syllable. In 
the present study, the analysis was done by 
multi-regression analysis (stepwise method): the 
criterion variable is the evaluation score; and the 
predictor variables, the pruned syllable per second 
and the ratio of weak syllable to strong syllable. 
The significance of the model was verified (F(2, 98) = 
44.57, p < .01, adjusted R2 = .47). The correlation 
between the observed values and the predicted 
values is .69. Figure 1 is the scatter graph of the 
observed and predicted value: y-axis is the observed 
value and x-axis, the predicted value. 
 

 
Figure 1. The Correlation Between the Observbed 
Score and the Predicted Score 
 
2 Automatic evaluation system 
2.1 Introduction 
Through the correlation studies between the 
evaluation scores and the L2 learners’ speech 
characteristics realized in read-out speech, we 
found two independent predictors of the evaluation 
score: the pruned syllable per second and the ratio 
of weak syllable to strong syllable. In the 
correlation analysis, the evaluation score we 
adopted was an interval scale, which was calculated 
based on Multifaceted Rasch Analysis. An interval 
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scale was easy to handle for researchers in the 
analysis of the test score, but it is difficult to 
interpret the score of interval scale for examinees 
and, as Shojima (2008) mentioned, a test is not an 
accurate tool to measure examinee’s ability with 
interval scale. Therefore, in this system, we adopted 
categorical scores with three levels: A, B, and C, 
which were calculated based on Neural Test Theory 
(NTT). 
 
2.2 Analysis of evaluation scores 
The evaluation scores were analyzed based on NTT 
to estimate the examinees’ levels. The automatic 
speech evaluation system to be constructed here is 
the system to replicate the evaluations given by the 
human raters. Considering the reliability in the 
human rating and the accuracy of replication by the 
system, it is reasonable and proper that examinees 
are grouped into three levels which correspond to 
the criterion given by CEFR: basic user, 
independent user, and proficient user in terms of 
pronunciation and prosody. In this analysis, the 
levels are set up to three, and the fit of the data to 
the model is examined. 
  The examinees were group into three groups: 
thirty six proficient users, thirty one independent 
users and forty four basic users. Table 3 shows the 
test fit indices in NTT. The indices shown below all 
indicates the good fit of the data to the model in 
NTT. 
 
Table 3: Test fit indices in NTT 

Index Value 

 -237.655 
NFI -000.859 
RFI -000.859 
IFI -000.994 
TLI -000.993 
CFI -000.994 

RMSEA -000.021 
AIC -146.323 

CAIC -731.250 
BIC -574.376 

 
To examine the fit of data to the model in NTT, in 
addition to  statistics, several indices are 
available: the normed fit index (NFI), the relative fit 
index (RFI), the incremental fit index (IFI), the 
Tucker-Lewis index (TLI), the comparative fit 
index (CFI), the root mean square error of 
approximation (RMSEA), the Akaike information 
criterion (AIC), the consistent AIC (CAIC), and the 
Bayes information criterion (BIC). The model fit 
statistics depend on the number of levels which test 
developers set up. Hence, if we set up many levels 
such as thirty levels, the model fit statistics 
indicates better fit of the data to the model 

compared to the case where we set up small number 
of levels such as three. However, Shojima (2008) 
mentioned that because a test is not reliable enough 
to detect fine differences among the abilities of 
examinees’, the realistic range of levels is from 
three to twenty. Shojima (ibid) also mentioned that 
levels should be set up not only by the model fit 
statistics, but also based on test developers’ 
experience and the practicality of the test. 
 
2.3 The scoring procedure 
In Figure 2, the ranked speech data of the learners 
examined are identified with the values of pruned 
syllable per second and the average ratio of weak 
syllable to the strong syllable. The x-axis indicates 
the value of the average ratio of weak syllable to the 
strong syllable; and the y-axis, the values of pruned 
syllable per second. The values of the average ratio 
of weak syllable to the strong syllable are inverted 
(the plotted values are 1 minus the original values) 
for the clear picture. Although some outliers and a 
multi-occupied area by all the three ranks are found, 
the areas of each rank can be specified to some 
extent. The averages of the two values were 
calculated in each category, and plotted. The bigger 
indicators are the averages (prototypes) of the two 
values in each category. 
 

 
Figure 2: Scatter Graph for the Values of Pruned 
Syllable per Second and the Average Ratio of Weak 
Syllable to the Strong Syllable in Each Category 
 
A new examinee’s category is determined based on 
the Euclidean distances to the prototypes in each 
category. The distance to each prototype are 
calculated in the equation below: 
 

 
 
where p1 is the average of pruned syllable per 
second in a category, and x1, the pruned syllable per 
second of a new examinee’s; and p2 is the average 
of the ratio of the weak syllable to the strong 
syllable, and x2, the ratio of the weak syllable to the 
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strong syllable of a new examinee’s. Comparing the 
three distances of the new examinee’s values to 
each prototype: Rank A, B, and C, the examinee is 
given the category of the nearest distance. 
 
2.4 Speech recognition 
To measure the speech features of examinees’, the 
system adopts Hidden Markov Model Toolkit 
(HTK). HTK is a tool for Hidden Markov Modeling 
optimized for speech recognition. The procedure of 
the model training in HTK is depicted in Figure 3.  
Firstly, HTK codes the raw speech waveforms into 
sequences of feature. In this study, Mel Frequency 
Cepstral Coefficients were used. 
 

 
Figure 3: The Procedure of Model Training in HTK 
 
In the model training, because HTK requires 
prototype Hidden Markov Model (HMM), text 
labels for the speech data, and the pronunciation 
dictionary, the text labels were created. The 
phonetic description was done based on Jones 
(2003). For the initial training, as the speech data 
TIMIT Acoustic-Phonetic Continuous Speech 
Corpus (Garofolo, Lamel, Fisher, Fiscus, Pallett, 
Dahlgren, and Zue: 1993) were used to train the 
HMM. For adapting the model to L2 speech of 
Asian learners’ were used. In the process of the 
model training and adopting, HTK phone-aligns the 
target speech data based on the order of occurrence 
of the phones referring the text labels and the 
pronunciation dictionary. HTK runs through the 
model training several times to create robust 
HMMs. 
 

 
Figure 4: The Procedure of Forced Alignment in 
HTK 
 
  Figure 4 shows the procedure of the forced 
alignment.  In this procedure, HTK phone-aligns 
the speech data based on the corresponding text 
labels. 
 
2.5 Structure of the system 
The automatic L2 speech evaluation system to be 
implemented here is a web-based system where 
examinees read out the passage, “The North Wind 

and the Sun” on their client computers, the recorded 
speech data are transferred to the server computer 
where the data are analyzed, and the examinees 
receive the feedback from the server computer on 
their client computer. Figure 5 shows the procedure 
of this automatic evaluation. 
 

 
Figure 5: Procedure of Automatic evaluation 
 
The system records the examinees’ speeches using 
Java applet, JavaSonics ListenUp (Mobileer, Inc, 
2008). The recorded speeches are transferred to the 
sever computer and are stored. Then the speeches 
are converted to the HTK format and are analyzed. 
The results of forced alignment are edited to 
calculate the two indices, pruned syllable per 
second and the average ratios of weak syllable to 
the strong syllable. Then, based on the two indices, 
the examinees’ scores are calculated, and the 
feedback is sent to the examinees computer. All the 
processes are controlled by Perl scripts, including 
calling JavaSonics ListenUp and HTK processes. 
The processes of examinees’ side are done with a 
web browser (e.g. Internet Explorer, FireFox, and 
Google Chrome). 

Figure 6 shows the structure of the evaluation 
system. The recording procedure is done by Java 
applet stored in the folder, codebase, and the 
transfer and the retention of the speech file process 
is controlled by upload_x.cgi. The examinees 
record their speech sentence by sentence, and this 
process repeats five times. In each process, 
upload_x.cgi calls HTK to convert the speech 
file, phone-align the speech using the files stored in 
hmm. The converted speech file is stored in the 
directory mfcc; and the output file of the phone 
alignment, in the directory out. The output file of 
the phone-aligned speech is edited by 
upload_x.cgi and stored in the directory lab. 
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Lastly, eva.cgi calculates the two indices of 
speech characteristics and the distances to the 
prototypes stored in the information in the edited 
output file in the directory out. The program 
produces the evaluation and feedback to the screen 
on the client computer of the examinees’. The 
directory img contains the image file used in the 
webpage for examinees. The file 
instruction.cgi creates the instruction page; 
recx.cgi, each recording page; and 
testrec.cgi controls the test recording in the 
instruction page. The files data.dat and 
ques.dat store the information the examinees 
enter in the initial page. 
 

 
Figure 6: The structure of the evaluation website 
 
2.6 Test-taking procedure 
This section introduces the procedure of the 
automatic evaluation. Firstly, examinees access the 
evaluation website, enter their names, and answer 
the questionnaire. They submit their answers and go 
to the instruction page. 

Secondly, in the instruction page, the examinees 
receive the instruction on how to take the test, and 
practice using the application for recording. The 

whole passage to be read and the translation into 
Japanese are provided in this page. After the 
practice, they go to the recording page. In this test, 
they read out the passage, “The North Wind and the 
Sun” and record and submit their speech sentence 
by sentence. They record and submit their speech 
five times in total. Figure 7 shows the screenshot of 
the recording page. 

Lastly, after the examinees complete their 
recordings of the five sentences, they receive their 
own evaluation and their own feedback according 
to their level which the system estimates. 

 

 
Figure 7: Recording Page 
 
2.7 Evaluation of the system 
2.7.1 Participants 
Participants of this study were twenty Japanese 
learners of English and three raters. The raters were 
the Japanese language teachers of English who 
received rater training according to CEFR. The 
learners were Japanese undergraduate students. 
 
2.7.2 Methods 
The raters evaluated the twenty learners’ speeches 
according to the criterion, CEFR and gave the 
categorical evaluations: A, B, and C. We 
investigated the degree of agreement in the 
evaluation among the human raters and the 
automatic evaluation system based on Fleiss’ kappa. 
  Fleiss’ kappa is a measure of inter-rater reliability 
for assessing the degree of agreement when more 
than three raters evaluate performance using 
evaluation items with a fixed number of categories 
(Gwet, 2001). The interpretation of this index is 
somewhat controversial, because it depends on the 
number of raters, categories, and examinees. Table 
4 shows the interpretation of Fleiss’ kappa provided 
by Landis and Koch (1977). Though this table is not 
widely accepted, it can be adopted as one of the 
criteria in the examination of the degree of 
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agreement. 
 
Table 4: Interpretation of Fleiss’ kappa 

κ Interpretation 
< 0 Poor agreement 

.21 - .40 Fair agreement 

.41 - .60 Moderate agreement 

.61 - .80 Substantial agreement 

.81 - 1.0 Almost perfect agreement 
 
2.7.3 Results 
Table 5 shows the Fleiss’ kappa of this evaluation. 
We calculated the indices four times. In each time, 
one of the raters was excluded. By comparing these 
indices, the rater who lowers the degree of 
agreement can be detected. For example, the kappa 
in the second row indicates the rater agreement 
among Rater 1, 2, and the automatic evaluation 
system, excluding Rater 3. The kappa in the lowest 
row indicates the rater agreement among all the 
raters: Rater 1, 2, 3 and the automatic evaluation 
system. 
 
Table 5: Fleiss’ kappa 

Raters κ 
Rater 1, 2, and AES .70 
Rater 1, 3 and AES .60 
Rater 2, 3, and AES .60 
Rater 1, 2, and 3 .75 
ALL .66 

Note. AES stands for automatic evaluation system. 
 
3 Discussion and conclusion 
In this study, we reported the construction, the 
implementation, and the evaluation of the automatic 
L2 speech evaluation system. 101 speeches given 
by Asian learners of English were analyzed, and the 
trained raters evaluated their speeches based on 
CEFR. Then, the relationship between the speech 
characteristics and the evaluation scores was 
investigated. The system was built based on the 
relationship revealed in this study. 

As for the evaluation of the system, Fleiss’ kappa 
was adopted as the index of rater agreement. 
Though the agreement was the highest when the 
system was excluded from the raters, we obtained 
substantial agreement between the human raters and 
the system. 
  Perfect agreement is difficult to achieve in the 
performance assessment, as was indicated the 
Fleiss’ kappa among the three human raters (.75), 
but the scoring procedure, the test-taking procedure, 
and the correlation studies should be reviewed to 
improve the system. 
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Abstract 
The purpose of this presentation is to examine 
overt 1st person reference in the English 
translations of these Cabinet E-mail Magazines 
and compare this phenomenon of 
“ personification ”  with the original Japanese 
versions. It is common knowledge that Japanese 
subjects can often be ellipted and therefore no 
overt term is needed for example to refer to the 
1st person. In English, however, overt reference 
usually becomes obligatory. � � 
 
Keywords 
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Introduction 
Natsume Soseki 1907 (Ikegami 2008):  

I have to confess that I find the device of 
personification simply unnatural and 
intolerable. (…) It is as if a monkey is 
trying to pretend to be a lord by putting a 
crown on its head.” 

It is common knowledge that Japanese agents can 
often be ellipted and therefore no overt term is 
needed for example to refer to the 1st person. In 
English, however, overt reference usually becomes 
obligatory. While in English elliptical styles in 
general seem to be linked to sociolinguistic values 
such as brusqueness, shared knowledge (solidarity), 
emphasis (power) and intimacy (Fowler 1985: 71), 
in Japanese, ellipsis usually occurs in what is 
referred to as unmarked situations. Ellipsis is likely 
to take place, when the referent can be identified 
through a grammatical construction, inferred from 
honorific mode or deictic expressions, understood 
through contextual cues or represents the 
(paragraph) topic. Person terms in Japanese 
comprise not only (so-called) personal pronouns, 
but also various other categories, such as 
(professional) titles, kinship terms, proper names, 
status terms, and so forth. 
 Against the background described above, 
this presentation presents a pilot study, which 
examines overt 1st person reference in English 
translations of a Japanese Prime Minister’s Cabinet 
E-mail Magazine launched by Prime Minister 
Koizumi, also known as “Lion Heart”, and 

compares this phenomenon of “personification” 
with the original Japanese texts. I pay particular 
attention to overt 1st person reference terms in the 
original Japanese E-mail Magazines and examine 
how their English translations accommodate 
intended meanings. I intend to demonstrate that 1st 
person references may be extremely complex and 
political terms, sometimes raising interpretive 
issues of who or what is being represented. There 
are, therefore, puzzling cases of ‘I’ or – in particular 
– ‘we’. 
 
1 Data 
In 2001 Japanese Prime Minister Koizumi launched 
a ”Cabinet E-mail Magazine” to “express (his) 
thoughts and learn what (his) compatriots are 
thinking”. This electronic service continues today 
as Prime Minister Aso’s Cabinet E-mail Magazine 
and was adopted also by Koizumi’s successors 
preceding Aso, namely Prime Ministers Abe and 
Fukuda. In addition to a Japanese version, the Abe 
Cabinet E-mail Magazine is currently available in 
English, Korean and Chinese. Interested readers can 
subscribe to the Magazine and have it delivered 
directly to their email addresses or read current and 
back number issues online.  

The data of this pilot study consists of 
twenty issues of the Cabinet E-mail Magazine, 
including five issues from each Prime Minister. 
Character and word counts are indicated in Table 1.  

 
Table 1: Analyzed data 
Prime 
Minister 

Analyzed 
Cabinet 
E-mail 
Magazine 
issue 
numbers 

Character 
count in 
Japanese 
original 

Word 
count in 
English 
transl. 

Average 
character/
word 
count per 
issue 

Aso 26-30 4,515 2,772 903/554 
Fukuda 42-46 6,937 2,975 1,387/595 
Abe 42-46 5,282 3,033 1,056/607 
Koizumi 246-250 7,805 4,101 1,561/820 
Total 20 issues 24,539 12,881 1,227/644 
 
2 Analysis of data 
Yamamoto (1999: 67) argues that the concept of 
animacy has a strong influence on the mind of any 
speaker in the process of language use and can 
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therefore be linked to varying “mind-styles”, a 
concept originally introduced by Fowler. Such 
mind-styles would characterize distinctive linguistic 
presentations of individual mental selves, hence 
allowing for example examination of the extent to 
which animacy influences the mind of English and 
Japanese speakers in their process of using these 
particular languages as native speakers. In this 
presentation the focus will be upon referential 
expressions in Japanese and English, two languages 
which are “expected to contrast strikingly in terms 
of epistemic attitude toward the expression of 
animacy and hence to represent two distinctively 
different types of ‘mind-style’ (Yamamoto 1999: 
71)”. 

The forms which animate expressions can 
take vary considerably, but this paper targets 
(ellipses and) overt expressions referring to the 1st 
person, including 1st person pronominal forms and 
common noun phrases. Analyzed forms are listed in 
Table 2. As case relations are expressed by 
postpositions in Japanese, only the encountered 
basic terms referring to the 1st person, 私 
wata(ku)shi ‘I’ and 私たち wata(ku)shitachi and 
我々  wareware ‘we’, as well as the archaic 
genitive waga (occurring only in わ が 国 
wagakuni ‘our country’) are listed for Japanese. 
 
Table 2: Overt reference to the 1st person 
Prime 
Minister 

I m
y 

m
e 

私  w
e 

ou
r 

u
s 
私

た

ち  

我

々  
わ

が 

Aso 34 7 0 9 16 1 1 0 1 6 
Fukuda 32 8 4 6 14 3 2 2 0 2 
Abe 78 39 2 14 13 9 1 3 0 1 
Koizumi 93 39 6 15 26 15 1 1 0 0 
Total 23

7 
93 12 45 69 28 5 6 1 9 

Tot. 1st 
pers. 
English 

44
4 

         

Tot. 1st 
pers. 
Japanese 

61          

 
As Table 2 demonstrates, Japanese allows 

predominant use of elliptical reference, whilst an 
exact overt 1st person term is usually required in 
English (61:444). Clearly this observation is 
nothing new, as the phenomenon of ellipsis – or 
non-occurrence – of overt reference is deeply 
engrained in the structure of Japanese. However, a 
closer look at the constructions, contexts and types 
of expressions in which these terms occur may 
prove to be more interesting. Since counting the 
exact number of ellipses vs. overt reference in 
Japanese texts or in comparison with English 
counterparts would contribute little to the 
discussion, it seems more illuminating to compare 
who or what is actually represented by terms 

referring to the 1st person in the examined texts. In 
the context of political discourse, representing a 
nation and targeted at a wide domestic vs. foreign 
audience, these choices are likely to shed light on 
how national identities are constructed – or, at least, 
how attempts to do that may be undertaken. For 
example, the exclusive vs. inclusive nature of 1st 
person expressions can obviously be strategically 
employed to enhance national sameness or 
uniqueness, or, in other words, differences or 
similarities with other national collectives.  

Slight differences in self-reference can be 
detected between the examined Prime Ministers. 
Proportionally, the English versions of Abe’s and 
Koizumi’s Email Magazines seem to employ 
slightly more singular 1st person agents (I) than 
those of Aso and Fukuda. Aso, on the other hand, 
appears to have a fondness for the fixed Japanese 
expression ‘our country’ (わが国  wagakuni), 
including a genitive marker, while other Prime 
Ministers would use the country name ‘Japan’ (日
本 Nippon/Nihon), for example. In the Japanese 
originals, Fukuda tends to employ singular overt 1st 
person reference proportionally even less frequently 
than the others, but it should of course be kept in 
mind that such overt self-personification is, overall, 
rather limited (45 occurrences in total). It must also 
be noted that, due to the limited number of Email 
Magazines analyzed in this pilot study, the claims 
offered here should not be considered to be fully 
representative of the respective Prime Ministers. 

To elaborate, the following section of this 
presentation concentrates on a comparison of overt 
1st person referents in the original Japanese texts 
and their English translations.  
 
2.1 Overt 1st person reference in original 

Japanese texts  
Although the characteristic of 1st person reference 
to strongly encode sentiency and potential 
intentionality of the writer generally triggers 
ellipsis/non-occurrence in Japanese, certain 
constructions and expressions in the analyzed Email 
Magazines do retain an overt term, as became 
evident in the preceding section. 

A first distinction could be made between 
clear structural contexts, which require the use of an 
overt term of reference, and those contexts, where 
the use of such terms is not (structurally) obligatory. 
Possessive constructions represent one type of 
grammatical context, where overt reference 
becomes compulsory. The analysis of our data 
further pinpoints the constructions displayed in 
Table 3 below, illustrated by the examples that 
follow. In these examples it is necessary to fill the 
‘slot’ preceding the constructions represented in the 
table with some kind of overt term of reference. 
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