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Application of Remote Sensing and Geographic Information
System in Archaeological Excavation and Pits Sampling: A
Case Study in Taichung Metropolitan Opera House

Su-fen Wang*, Whei-lee chu”

Abstract

Test pitting in archaeological excavation is time consuming and not keeping pace
with urban development, therefore, the prehistoric sites are virtually destroyed before they
are found. The technique of remote sensing can be applied to large area survey for
analyzing and predicting possible site distributions. Based on the technique, this study
analyzes potential site areas with the assistance of on-site test pitting. It also examines the
feasibility of the technique and geological information system in determining alternative
test pitting in archeological excavation.

The city of Taichung is a highly developed area which might interfere with site
exploration and consequently lead to the limitation of satellite image analysis. Therefore,
orthophoto base maps are included to evaluate the rivers and determine the correlation
between site distributions and geographical environment. Suggestions about possible site
distributions as reference for randomized manual digging. Based on archeological experts’
experiences, the suggested distributing lines be revised and the on-site archeological
excavation and the loction of the pits sampling can be initiated.

The study results indicate that the location of the chosen prehistoric cultural
settlement is within the range of suggested line sampling which can be used as a reference
for trial pitting. With archaeological experts’ professional judgment the workload of
digging can be reduced. Possibly due to the flat terrain, the most abundant exposed site is
60 meters from the suggested sampling line. However, the slope variation of the terrain
and the underground sphere on the north and the east contains rich organic materials and
fine soil texture, the evidence of a sediment environment. Li-ming ditch branch stretches
across the site of “public land number 37, therefore, the effects of water flowing through
the area are enormous and further influence the accuracy of the predictions on site
distribution. It is suggested that future study should include reconstructing information on
archaic environment and complete site distribution to improve the accuracy of predicting
potential site distributions.

Keywords: remote sensing, river system, archaeological excavation, pits sampling

* Associate Professor, Department of Geography, National Changhua University of Education.

* Associate Curator, Department of Anthropology, National Museum of Natural Science. Corresponding
author.

Received December 4, 2013.



JEE P 2 I e B M B O R A il B 5 e AR kR DU e < 5
—LL& i B s Ry Bl

FH SRR SN R RER R R - s AR B R RS B B
WZ— > NILEEBHE SR 1o iRt B A SRR BRI > HH AP
PR P S S e NS AN SRR AR R - LB ARIRAVE SR - GBS
i Rt ARV NVEREN - BASEMERTHIE - RERAEY&ET - B A4
REIHEE S HLEE S BT S RY -

EIEHIE IR 5 W S Y & s (TPl E&EF NS > & a
et ~ Sl FEBLEEs (X > HREATR S ZE A —HY L L - G SEAITL
{EfET s R ARG - 2 e F AL RRE AL A R A BV - B8O shs
(R NN e o e e o IR VIR A Y v v v o S R = K =i K
[RARERTIRRL - 8 AR FEGH P SO R i e i ST 678 AR B
FERME - ItH &8RRI =2 - S NEEERS  HENEFEIERSE
& REERUBR e THETIENEE S I RELE - BREEAS N - BEHEEE ~ /I
HER 4k 5 R RIS ERA S L - R SEME S 2SR NHSER EE
P

B A ZE o i E S A [F] > AR RATIAR AL - (5140 2000
IS REL BRI AORDAR ALy A PRI A Y A SUEEIES) - Bk IR
(& - FACBHH TP ~ BRI BT A o A nT e S mas ik iE Ak - 5
FE AL A RS A I - Bt S ZRERIT A AT, - AR E A R bRR
& > HHMAYRERASE - SR HIEAY S (UR AL - AR T AR T2 B
B RIRFEEIVELL > EIEEILEE - DUEEE T B 2 gdet TiZ I Le
PR« FHEAE N —FEIRFEEE NFATEERAVERRE - #EAE TEENE A
Rig5ess - AR ERIAE - HERS 25 - pBNIJE - HiEH
SR 2B RN AT - (IRE R R R N AR B U B iR 23R K - 8
ECH R AY SOk BRI S SRy ARG REHE - ik — H 2 -
AMEEFHEYNES G 2 88E - FEENEEMZEFEAREEAIRER g
PEZOHR > (1R ATk R A AR DU RO ERVER R (JEdREE > 1999) -

SN EE FRSESSTEIE - NMEBFE S > M EWIERTA T HATA A B
BEREZ T HIAVRHTE » 355 [ EZEAEE L2 - IR &R - phoh
B T B R A 2 A A 8 A S e S R S sk b 9E T - D A B iR
& HEER e EEE AR - YEB LR MRS IEYISE 2 2 -
o B SR RS T SR Y = AR RO I > 5726 Hr H BEVEE R A E 0] DLRZR
SEFUENE - EPF > JRRNEEER o THENE S EIE A TR MR - (A i
YIPRERR TG » M &R ZEEE JIE R (magnetic susceptibility ) N &R
ZIRE > —RORTWAEELEETE > |CEIEREE - F RS [ WS
SLHERTY - HuHEENESEHENE - F R EFE L (topsoil) & &b
HIEERE > KA (subsoil) E& b/ ) » AT A=t iR b2 32 1 B - g B A
ATy A Sy 22 2 o —fEIE T BT DAERHEEEE ~ i~ KO~ EEZE - IR R
JEE 1 - e~ WGRE S Y E SoA TR L B AR A AR EIDE ~ NFLEHEZKE (Clark,
1996) -



BRI RSB TR L —  BEERNGA R E RS E - (£ EE
Pefily H AR ERER RAVIE L T WA RO SRS RE BV E - B AT
scrl] o ZEHUA R B AR SR SRR EOEER o @Ml nI e 22 th s s A S R R Y
Bl o AT P AN > BEEE ST ARENI AT ~ PITJ Bl - pEAh > @M
A EORHER A RS A T 22 EL R H AR > AT EART PUBC D S TR S SR T4
HIAFE A E EHIEM R - @NER NS B HERI T - REEEAE
=R ERRBHERAYELE > G DEP RS TS ~ PEsH & (ot B Rk Y4
FHREZESE - MRBNEYEH A B EAVIEICA B - IR ] DAEH i EBREy 2% (]
[T 24 o HHEAE I N AYERE - EEMNEG - Al A USRI E A A 5550
AYER S - A13% ~ HOPAYAIICE A > A [FIZREI TP AEY) A RoRREHYEIEE - ST SEE
FRRAZER] > SUA TREIR B R e N RYEIEEEEY) - EAESE - HIarvidA =
FHRAREE A > ERIEEEREREEEARER © BIE - A - R aEA
[& - ERA ARG ER TR PREN R Z R TREIHIR TR B AT RE A Ek
{ER B AR —E/2 5 (Gaffney, C., Gater, J., 1993) -

AL > AWTFE R AMZER R B g R BRiEG it 555t
TIATHY BRI 1 > AT B R e P 2 T AR B R R A e A 22 [ S AT B
A BIRE s T ERRY = o SRELES ERGIBZ R R i 2 2% - AN AHH
FUE IR B IR PR - BRI S S R E AR D SR - MR R
FHEANT T Z e -

S EIRRHEZ R
(—) FRAEENE

TE & iR AV ERIE ALY RRE G 3 APERY & th 2t - 2t A 0%~ )11
TR ~ BT REEM - LB EAKRILRGHNE © SR AZA0 ~ JEE
& T A S AT RS BIRGIR AT Y A0SR Ra R - fhstsaE 2 15 #EAE - FAKE
R AP ATEYE SN - O T R B AR FEMAEVE (EE
BroE - BAEE - S - REERE - A MEYIGERR - T - B~ BRE
I RO E - (CEYIS I TR RS E AR GA - BB SR
PH(4500~3500 BP) ~ =137 {E(3500~2000 BP)A1#5{+E = {E(2000~400 BP)({[{#
o~ JREEERE 0 2005) ©

Bt - B —EEEEE -« SR FE = EES L - 4R
B EAERT s T - & H ar S SR A F Y — g L - Faas DAAEET
PR L > Ut R8BS 2 & MR DU B ARATUE - FHFE
ALJE/ZIE 54 2000 2 400 £EfH] - EEIIMEAEARE » JCENGHIEY SRR > EiRiFE
B LA LM R BLRIEL By - SRRV IR S 28 - IEHE ARES R - SR Ev)Edia
Feal - SE G T E GRS A ORISR 0 SeRAVAEFH S ERER
TREEAE - FEBLPGHLT ~ e SO ARl 2 Fi > BB R Z SRRy SUBRECH > B
HEAYEEER > (5 T RE S — 2R A pifE 4,000 4 > FLEESRMEA Al -

(=) bsehiet

EERANENER A LIy BiZERR -~ Z8E RS - EENE=R
B Hep DIgizE iR R i s EIR R SR = R EDEE RN E R - Fris & AR -

4



JEE P 2 I e B M B O R A il B 5 e AR kR DU e < 5
—LL& i B s Ry Bl

1 2 B ARAR FERERE » AIA R [EDEEEHY SN &R » 2280 S S 2R 2 5w
e RIS | o TSR K TET % MRS A > LR AR
LRI RO EEINTTE TR A ZE 8 2 sl iRt Erh R (LR A E k-
BRI EHEREERE - LR REEWEREMNIZEIERNREH - & T ihilzEHE
R ORI G R Z A BIRC & 2 G B e IR IR A Cal A R Y
[T -

AHHFEHTEERI Y SPOT e 2 fe G e By 12.5 AR BEA =(EIK By 7y hli@skot
DEAIKLIME M/ AR FAEE R E P HTZE R R SRR b2 AT RIRL - BB
By 1/5000 -

(=) WA
(09) #GHEE R ot

& EGENE 2 BIFTRIRAVEY) > BiES & =T BRI K BS54
— T ZFEAEFERIC B S (E 2R - (T 2008) - EHHEY)S B e
25N Ny SPOT s VBT S BRIR By 12,5 AR - ELRUE N AR AR
bR B AAE Y R E (40 © AL KRR - B B B E Y Al AE
MRS - BURRHITEE I s bR T IRNIRAIRE 25 » SOl T AR o i » DA T fi#
THAESARIFI -

LRESEYTHERULEE L ~ A0 R EEE - NILIERFEY) & 24k > [FIREE
HYEA BRI STALINEZ Rt > #ERBE R ARRPRT R, > (2B B RS BAIL - SPOTH#
G RO ER PR RE B Byt ~ &1 RO ALAME =i EL » ST I EYE IR
O - E e b A A4 F5 1= (normalized difference vegetation index, NDVI)E # FH 5k
ek EEY 2 B ER - Y2 BER RAEYES - HEtHE AR - NDVI
=(IR-R),/(IR+R) » HPIREITLLYMEERHE » REALCEREE - NDVI Z (B
-1 2+1 o f5EEK - AFEREEEDS -

L EIEEUK R EB T

IR B SR N EE AR > By T K Sy A B SE i bk o347 < [ R AH
M AFESCAIH GIS B2 7N E & b i Z A s R E HE Ry b (BGE AL ~ FriiBeh
(FRREES) ~ SN - HIpAE - fal HEga P EE) - 8o 0 1/1000
IKZME - PLT R 5 ik BUK S 2 R RR Y - EEAD - TRIE (G R ERLE T
B EK 2R % -

A T 7K AT RE IR A B B A B 52 1T A AT B - ik CH s
BT ATH/KES 34T > Ak ATRERY /KR BER A A HE R RAIE M - AR N T PRbTZ e 2t
BhZ 2

2. RO

& BB & i vh e AR A RS ~ FERES R ~ L
JNES R TAL B 2 > Sl A PR S A e B A PR — B R BUIE =S~ T o B
AR Ry 57,685.78 i o HYFCEIS BB AM L FY S CHAE EE - 2003 FFRHBAES
EEBERE: 144 SRR E IS B (P E UL R EYIRIEES - Z 18R
e 38 O I T B P AR B A5 R T B rhU o Skt - B3R S g s BiE ) - R
FLHITY 144 SRARE MR B 02 > BEACE IR E A -



THES - EEE

{32 2005 MY (CULBEIRER) 26 51k " BUEFTERE st E 25T E
BEH > JESBEOR EEME 2 B R - BUFBITRE E SR TR S - AUkt
L PR R4 o SR & TRt s A il Sese (DU AR - ERE
W EEERIRE I HREERR P - NI IS UEEEREEVER © Bk
R B S A SEEIE BOR L - AIEE R SE VR L - R RS EERE EE
BEfE > RIS EEE L ERBETERR ARG ETIEE - S ERERHE
ZT73 - NI Be R it TRITICCE A 2 BUE - 2007 FEZstRHEEE T2 Rk
fa UBUE TAZ ST hE B F 2 -

Z -~ Rirties
(—) REHARE AR B E
AWTFELLREN 89 £ SPOT i Ef G THMUHIRE » BEE AR B EAEam A Ry
B [RAER BRI - AE—FR o REEFONEL > CEESEAEN RN
ANTHEY) - B =it T E S R A ik (R ) B 5 s e (B e ) i
> FH ] AT HIAE B R AR Be b AT 84 A ikt A

e
"

Hf @nailiit AATERRIT ————————— 5 12kn

[E— : 89 FE i R G EE A B



AR A B BN A e Bh -5 1 R PRy Tl s 2 b 5E
—LlE i B s e R B

4

¢

B emumit oATRARHMIR , SN L

[+ BB T st e B R I AR A A B

(=) THAEIREUK 2SI

& =2 & mitEAEEETRAER - EVUAE e T A eI T RS
R BTN MAARE - SRR > FoMEEE IR > (R = - B
AR E ey A RS N TS - Etfarta A m & HE oA > Bl
=S - O S HtE AR HET R THGIR -

&= &t A AT



0 05 1km

(1[N =bcudlp Bk Rk =t e T il =i

H RSB S ERREAN S MELZ T KRR/ MESEY -
WA UK S AR R A i T RE AR RE 2 275 - B I BB K&y
R - BoG & iR RSB o S G ] DA - i seim kA E
WTATEA 7K Z 34T Y IE AR B AR AR BUARWTIE R UM BT TRE
KB M o g1 EHEER  EhkBK £ 2 R T BEEEARLE 500 A2 A -

EBOFLIA
BPHITERR

0 3 6 km
S —

&7 : & KR AR (IR A I R

e fEl 71 DUB HK B A G RL » ATRERAE S P dl st Eaydied - $K
ZOERHIE - Hp i E &M T A —KES R IR R - ZoKeg A 25RE
PEREAEN > 1R AR DAL - AR B R Y B SO TGRS LARG HHER » ST HEHIE%
KBS INER TSR R 1T =2 EIMR - WTHIRZ /K Ry [F)— KIS - BUErTEGRERE (AIE /S
HERELRER ) ©

8



JE FH A TSl B P B e R A e B =5 T S PR Tl e e Z b5
— L& i S e Rl

DIATERIREHER, - IE AL REARIR A TS B ws 38 B BRI R o R AT -
BES I [ P 5 HH R4 AR e AR P A T RS BT R R 1 > (8 B AR A 4 R —
th R > SR TR AR R B Y AR AT AT REMIE -

5 U 1 [0 R/ KaE R 2 3 s > BRI e /K (A0 g ity - <ERE
BNEZ AT RE7KIE By 20 AR - DL 20 A RIEEAREAR - HroKEAHRVEE SR D
A e R - SUERD A ISR B (U E T 0 G RERFTR) R ESKE
4% B4R 5 — (PRAE SR BT E M X S oY B O Bl A 24 -

EEAh > Z AR SR EE RS B B IE ) 1 B4R EE LY 280 AR - H7LL 280 22
RETEEBE R RER AP TER (R £ 5 B AREN D) 5% P T8 0 R AU S
& BTHER S GRS N DA T2

[/ KR



10

EFG - EE

ol
el

1km
- ]

& - PRETHIR R R

B¢ Rk a B RIS
AR ERFESREEEE R - BIlaE HEEAENKE - E1E_ LtPEbtik
R > ETHIERIE > A TN 3 HiFRRE ~ ¥ ~ 3R~ dE R R fIDO{E s S DU T

FON 1L (8% 10 SRRAHHE - Hrh SEPT gAY TP4 B TPS B 3R S(bf K S miba 5 -
PEE FHhEGE 30 (EERT - HorfirEan (/O -



JE FH A TSl B P B e R A e B =5 T S PR Tl e e Z b5
— L& i S e Rl

V! 4
/

Ca "
§
e B,

. 4

/,

=~

ol H

/.
/

\~
S
B
N
4 /
2 /
7
5/
/
-

/

/i

/

y-/
/i

/
/
/
s

50m
——

EIVANRRETE &7 Ul 3x Uk ke I &7 S AN i

E M A Er AR AR T - 6 (BT RE L EHERR B - B i oL

PR RGTHIRE % > (L@ ¥ AE P10 ~ P19 ~ P42 -

11



THES - EEE
P42 P10 P19 P2 P43 P25
|
: SRS
3
Ty
’ ke N
5
Sed | R

6
7

77.235m —
8
9
10
I
12
13
14
15
16
17 o
18
19

&) *
[ s lxes B 2n
(=1 iEriit e <2 SN =R s il =1
(—) P2ERI

TS5 L #246 TP SRIEYT PL % PA - (HEEHIEE P2 - P3 T » I A7 IL - 3
R - P2 TR 2mx2m » I IEREL » B Ry L6(L6 S5 TRETIGIE Ly 77.335
AR -

LHHEE 1 L6 - L7 LEBKEN 40) » LEEL o HIE 2 (FiF o L8 LG
(Huel0Y3/1) - ZEEBFIHIRS - BIGHIBRRRR - FH » BOR/DVH - OHIIREIX
{1 - YV E  SERIAINE - L9 (573 B3 (Hue 10Y 3/1) » Hi+—RRERICIL
PR A (OSAE) - L10 - (RS A3 (o LAY - RS RV -

2.4+~ BARE - L1 HREE AR fuEY) - L12 BiEsa IR el A
A - L13 ~ L14 +E%RHE > +8 @ij\ﬁﬁ*ﬁ Faa IR BB - BRI
P3 -~ L13 iR HIREES o A A/NARYY » KE4Y 20cmx12cm » 4y 6cmx4cm »
K% FR[El -~ f5ER+ ~ B > MBHZE R 7 - STABEA HEVKSE 2 m R
LS - SR AFZ TR 228 - (ERHZ%E 2 SR BEEATE B - 1R
B E BRI T E] 2007 FEEEFLECE: P2 (4T R4mak BH-17 fy#EFL - i ~ 1.8 AR

IR > 7€ 3 ARDU N AE R %2 30 AR -

12



JEE P 2 I e B M B O R A il B 5 e AR kR DU e < 5
—LL& i B s Ry Bl

(=) P10 #RH1

Lt/ - B2 POAELL > LS ~ 6 LR (10Y 4/1) > SR3EY) - L7 + (g (2.5 YR
412) - BRta PR AR e e E B o

2.3bJE ¢ L8 wtat A (7 .5YR 4/2) > BV > n BRIV IRIGTRE M 4% K
RE R e AEdLlE - AGEIER PO FE(H o L9 8 4 thRERL RS SR AT X P32 - L10 [
R EEEILE R AR/ DADRE R - L1 A5 ~ o R - L12 H 6%
K(10YR 3/1) » DIAGU R EFRRAILAES 30 2357 » RIEEH 45 2457 o (AR aEfif
50 251 > DUBES & —TEHyEFERSHE A KL - PO 7Y ~ P10 R -~ P13 JLHYR
RE FLIRIU(E L) -

sk (Tmn @ xne

im

0 Y
— — —

&+ P10L12 H3REE(F RIS

F1RGTEREFRPELY 2 AR ~ BFdE4Y 2.8 AR ~ 2% 90 2357 » L13 Hi-BioR ~ 4T
B R R R R A B RSP R R SRERY I B B R S B - PO PY - P10
B~ P12 75 ~ P13 JBHVIRHTAE L13 LU N R E A AESHZ R E LT - R IREBIRE
fEE - ZAEEEGIRFER > IIMRHERERRIRIREE - /£ L17 ~ L18 4w » &
{EHYE TR (Melia azedarach L.) ~ fE ~ AdliSe £ o P1OL12 FRETATUTERRY SR AAEA
WSS Beta B Bg i VUSRS » S50y 1380+40BP ; £ IEA-(X 1340-1270 yr BP
P10L17 fit-VUiEft, 1590440 BP ; #2 F4FEAX, 1570-1370 yr BP ; JREJERTHLIEES
1300 Z 1600 & [t °

(=) P19£EHL
L#ft/E - L6 = L8 L tak#a(7.5YR 4/1) » B+ - {£8)5 wed ~ BEZEH T > L9 £
P s e (7.5Y 3/1) -

13



T JEERE

2.34bJg ¢ L1030 R(10YR 3/1) » HIERER B8 ki - L11 548 - xR
it AL R R =R - L12 £ E5iH(10YR 4/2) - FRILAERSE
AEZHAL O =N - & 6 - P8 - antinosE - o A
Fgs ~ BY]as O TE - L13 i estgiRt - BYIRC) - 2 Rditrdisls - 7k
ARG  BIOGEAZES  BRESY=TFA T BEEHEY) -

3.4:4Jg ¢ L14 - L15 £ tKHE(10YR 4/2) » HEIEY) - DU NME L3 -
(9) P25 #RHL

LAbE/& * L3 ~ L4 £ IR(10YR 4/1) - RVERSES © REARHIKEGY 4135 +E -
HY) 0 L3 SR EBIEERy 77.635 AR - LS & Rdht > RIGE RIFF R
Bt o L6~ L7 JERpERS 1tz k(N 3/0) - BREFHD -tk (5Y 3/1) - fREY) - L8 Ik
FHUERE L EIR(N 4/0) > 5A7KiBHyTRiEEZRAH LE - m-Fiihd &K (10YR
411) - Y] o BUAHI P23L8 FHIDAE - EEE - A EEL - FEPEHEEE L8 &5R
7N R — RBREEASHIEE - S50 2802100BP(5 KM E % C14 EFEHERE) - 15
= B A EIRISEERGC S - P25 ATHY TP-1 §87L » sk T 25 ARUEEHE L - HF
L7 ARBIRED ~ Zhit > HF 1.6 R RUEREADE -

P25 NW P25EW

P25 WwW

e

THER 2 HBETEARLHE 3 RANLE 4 Kdmdy 5 KMy 6, BE Ly
[l -+— : P25 b ~ TG HImE (£~ P23 & ~ P s mE ()
(F1) P45 ERIGT
fir iy T2 3 SRR > TPO MR T 160 A7) Rt ELIEIEY) » HT4Y 20 A7rHY
ML > F83% 60 oy ECH D - TP HyPHRIELT P42 2 P50 - HlifciZ P45 ~ PAT » P45
i1 PAT BRI -
1LRLE L4 2 L6 HEEE LB )RS - PafIIR(10Y 4/1) 5 HAIZEK(N 4/0) > A1
b ~ BEHFIRA) -
2.4+ ~ BEARE ¢ L7 SEREN DRFER RS 1 - SERSREI RO D L — Y
40 ASTHYREEOHIRAEE A - L8 ~ L9 SEILR KA AR L - SR - CE R
(10YR 3/1)LEFHRS - #3EY) - L10 REELEUHERE N EA T 2 EYaHE - L11

L12 5@ i ekiid - L13 HiFR 20 £ 30 A5t » BEAHRYIRY T bt A 7 B
NGRS > IREEHE KO T RS bR

14



JEE P 2 I e B M B O R A il B 5 e AR kR DU e < 5
—LL& i B s Ry Bl

7 BEaEH
(—) &w

il HET R A4 el R B BB LAY R B3R - £ 5B AVERITEdERE S
JEO R E R - (EREERHTHT T A 2 - RSB pi S EEMAYER: > ©
A R R R (S S A IR A« A A AR IR 22 P s R AR o L R R
RECEBRITIBERIBHIZ - S350 Sl NERERC SR RS EAR SR Z [H] > LR EYIRL
R S E L ELIEREE SRR A 7 60 A RUE -

AFI BRI R ECPAE - (HR A SRR 72 5 - iR RIS BT
3 ) B EUREM ARSI BE KR - ]~ 1L MNEa A B E A Y E FIEAey
EH > BRI AR KIS UREREE » Horr P25 SREThRIE A B AE = A
AILE: - B Ry & LR EERR - (HEEER ARV - FEAR R HK
% > XHELRY) - BIaB A HIBAEE - B TRER U B 2 Ay
JHENEE UG R R AP KE - 18 /KR FAG /KBS AR 3 SO S A AT it
& > BORAT & T A B EAGEHE S R AR SOR R/ NSO » st PRIR
AR ERELARZ KHIZ ~ KEEE ~ S > /NIRRT B R AT AR LT
RELGEH - FEIGETHE AL RS ES o rRg ~ BRI EIL s 2 Ry 144
SRAREH > AIREAE S ATRLE — S MV Z R S i - BUR R — LU R B EHY
ZE[H] A4 -

(Z) &R

AT RS A8 G H Rl 55 3R 25 o i Y e P ZE BRI S - Ry i
G BRTERTHYE I (EIE - 2RIt S B st R Ry PSR L - 5 REER R AR &
MG AR EER ST HE 5 EIRGHH I - BB L SotiliE
S H AE N ey — R ERL - St BATE A] ROLEBELIMN R — 551k
Bz PRGN g i Rt AR BRAERBIRE ST & R — R C BRI - LA
FEZEMEIREATE T > H AT USRS S ZE AT E AR AR 2 H 28 - 2ot
AU BT B R S L AR ISR RS (R AL ~ Sttt ~ Bk ~ R
R B SRS P (RO L8 oA 1 S AR I R RE MRS » SRR ST AT 2R AR
BB % ~ e R S IENR G - o & AR SRRV EE - LIRS
a5 82 EHIBERIME: -

15



>33 P
W ERE R & SO A gE T (1999) © JHIEE R IR T EE A hiE A GPS El GIS /Y
W o FEE L > 1998(1) 0 1-16 -
ey {3 ~ fEEERE (2005) o /NREVECAD - B iiEsELE - G Rl sUEE -

JEERE ~ {rr{Ef (2008 ) o 2=y EACE LB SR Be Ll - 3B o iy - BREIE M S
BRI e 2007 fﬁf z/g%éji{’ﬁiﬁ » 21t > H II-B-1 £ 1I-B-27 -

LI (1997 ) - 2= fif BHFEARE S ~ BRUIRFIR AR - &y -
7 o

e ARE (1981) o KR EHIIE d/ iE A8 B GR Il R HL ST B RIS - FER
chiRBee: -

PgfEsy (2005) o H 2 HEF A 7 ABEAI © DLI={EEEEG B - HEFE
10(1/2) » 1-26 -

IR Z B 6 — B s B o ARG TE AL (http://lwww.ndap.org.tw/) -
JEHREE (1999) - &8F T - I  TBlULERZ Y -

Blim g (1992) - GIEHVH TEH: - s © IR bH -

2 (1998) o FeEHE R IR R RS - Bl H&FIERL - 1998 & 2 Hf - 18-23 -
FEAEE (1993) o HEEGNASAES HFEAVIEN - HEEE - 4(2) » 1-17 -
Clark, A. (1996). Seeing beneath the soil. Revised edition. London: Batsford.

Gaffney, C., Gater, J. (1993). Practice and method in the application of geophysical
techniques in archaeology, In: Hunter, J. and Ralston I. (eds.), Archaeological
resource management in the U.K. (pp. 205-214). London: Sutton.

Lyons, Thomas R. and Thomas E. Avery. (1981). Remote sensing: Aerial and terrestrial
photography for archaeologists. Washington D.C.: Cultural Resources Management
Division, National Park Service.

16


http://www.ndap.org.tw/
http://www.ceps.com.tw/ec/ecjnlSearchResult.aspx?st=a&sc=a&sk=%e5%8a%89%e6%a8%b9%e4%ba%ba&so=t&sl=all&sat=all&sdo=all&pg_size=20&sys=&sms=&sye=&sme=&st1=&st2=&st3=&sf1=&sf2=&sf3=&sc1=&sc2=&smode=&dtype=1&sysid=1&sysl=CH
http://www.ceps.com.tw/ec/ecJnlIntro.aspx?jnlcattype=1&jnlptype=2&jnltype=468&Jnliid=1075&newIssueiid=9065%20
http://www.ceps.com.tw/ec/ecjnlissuelist.aspx?jnlcattype=1&jnlptype=2&jnltype=468&Jnliid=1075&newIssueiid=9065%20

NCUE Journal of Humanities
Vol. 8, pp. 17-38
September 2013
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Abstract

The purpose of this study was to investigate how students respond to a vocabulary
notebook assignment to understand their approaches to learning vocabulary. The data
were gathered from 152 English as a Foreign Language (EFL) learners using self-report
questionnaires. The study highlights the importance of exposing language learners to a
variety of learning techniques and providing them with guidance on how to use those
techniques during the learning process. The investigation reveals that learning vocabulary
by keeping vocabulary notebooks is helpful to students and effective at promoting skills
necessary for learner autonomy. Students reported that this learning approach improved
their English learning skills. These students subsequently became more attentive to their
own learning, spent more time and effort in that learning, and developed better study
habits.
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Enhancing Vocabulary Acquisition in the Language Classroom Using Vocabulary Notebooks

Introduction

Researchers have found that lexical competence is an important component of
second/foreign language learning (e.g., Astika, 1993; Knight, 1994; Huang, 2003; Laufer,
1998; Laufer & Nation, 1999; Laufer & Ravenhorst-Kalovski, 2010; Meara, 2009). To
ensure that English as a Second/Foreign Language (ESL/EFL) students become
successful learners, researchers have attempted to seek effective ways of fostering
vocabulary acquisition with the ultimate goal to help students learn how to acquire
vocabulary on their own. One factor that contributes to independence in vocabulary
acquisition is to assist learners in developing appropriate learning strategies; as empirical
evidence has shown, this assistance is key in promoting independence in vocabulary
learning (Buehl, 2009; Koenig, 2010; Nation, 2001; Taka¢, 2008).

Previous research has demonstrated a positive connection between the use of various
learning strategies and success in language learning. Researchers have found that
successful learners use a variety of vocabulary learning strategies (Ahmed, 1989; Fan,
2003; Gu & Johnson, 1996; Kojic-Sabo & Lightbown, 1999; Lawson & Hogben, 1996;
Sanaoui, 1995); furthermore, successful learners use these strategies more frequently
(Ahmed, 1989; Kojic-Sabo & Lightbown, 1999; Lawson & Hogben, 1996; Yeh &Wang,
2004) and more elaborately (Ahmed, 1989; Gu & Johnson, 1996; Kojic-Sabo &
Lightbown, 1999) and are aware of their strategy use (Ahmed, 1989; Sanaoui, 1995).

A large body of research further supports the positive effects of strategy training
(Chamot & Kupper, 1989; Cohen, 1990; Huang, 2002; Mizumoto & Takeuchi, 2009;
O’Malley & Chamot, 1990; Oxford, 1990; Oxford, Crookall, Cohen, Lavine, Nyikos, &
Sutter, 1990). To understand how learners acquire vocabulary, researchers (e.g., Gu &
Johnson, 1996; Nation, 2001; Sanaoui, 1995; Schmitt, 1997) have investigated the
specific strategies that learners apply as they acquire vocabulary with the goal of
exploring new ways of empowering language learners to be more effective in expanding
their vocabulary. Among these various vocabulary learning strategies, keeping records
of unfamiliar words was found to be crucial in the vocabulary learning process (Carroll &
Mordaunt, 1991; Cohen, 1990; Gairns & Redman, 1986; Lewis, 2000; McCarthy, 1990;
Nation, 2001).

This study addresses one strategy for more effective vocabulary learning: vocabulary
notebooks. The use of vocabulary notebooks was incorporated into a language curriculum
to investigate their influences on student learning habits and explore student opinions on
this approach. This study reveals the aspects of word knowledge that students attend to
while keeping a vocabulary notebook as well as student needs and expectations with
regard to the assignment.

Literature Review

Numerous researchers (e.g., McCarthy, 1990; Nation, 2001, 2005; Nation & Waring,
1997; Schmitt & Schmitt, 1995; Walters & Bozkurt, 2009) have noted the importance of
language learners keeping personal written records of new words in the form of word lists,
word cards, or notebooks. Such records commonly include the unfamiliar words, their
meanings, and their L1 translations or L2 synonyms; they may also include other types of
word knowledge, such as phonetic transcription and part of speech. To optimize functions
of the vocabulary learning tool, Schmitt & Schmitt (1995) suggested including multiple
dimensions of word knowledge about the word in each written record.

Vocabulary notebooks provide learners with opportunities for repeated exposure to
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target words and other related lexical knowledge. This single vocabulary learning strategy
may also involve the combined use of other learning strategies, including rehearsal,
dictionary, and self-regulation strategies. Learners take responsibility for their own
learning by utilizing various strategies when compiling vocabulary notebooks. Schmitt
(2000) and others (e.g., Fowle, 2002; McCarthy, 1990) have acknowledged the potential
in developing learner autonomy through promoting self-directed and self-regulated
learning.

Another strength of maintaining vocabulary notebooks lies in its potential to meet
the diverse needs of all learners and support different learning styles. The learning task is
designed to be flexible to accommodate individual needs. Several researchers (e.g.,
Kramsch, 1979; McCarthy, 1990; Nation, 2005)) have stressed the importance of
addressing students’ individual differences and preferences by giving them the freedom to
make their own vocabulary learning decisions when acquiring vocabulary; they have
suggested having students choose words that match their proficiency levels, learning
goals, and personal interests. When learners are allowed to make their own learning
choices and to study at their own pace, learning becomes even more meaningful.

In support of this learning method, there are a number of practical and theoretical
issues to consider. For example, Carroll and Mordaunt (1991), Cohen (1990), and
Kramsch (1979) suggest using word cards or vocabulary notebooks (either loose-leaf or
index card binders) to select words and organize learning materials based on the learner’s
own needs. Schmitt and Schmitt (1995) discuss the fundamental theories of memory and
vocabulary acquisition and provide pedagogical guidelines for integrating the use of
vocabulary notebooks into classroom activities. In addition to suggesting ways to organize
vocabulary notebooks, the researchers describe effective techniques to enrich learners’
word knowledge by repeatedly exposing learners to the target words and reviewing
learned vocabulary at increasingly longer intervals. Important strategies for practicing
include the following: learning words from the same word family; learning synonyms and
antonyms; creating semantic maps; learning collocations; and studying common prefixes,
roots, and suffixes (e.g., Cohen, 1990; Gairns & Redman, 1986; McCarthy, 1990; Nation,
1990; S6kmen, 1997).

\Vocabulary knowledge, in both breadth and depth aspects, is critically important in
language learning (Meara, 2009; Qian, 2002). The depth, or quality, of vocabulary
knowledge refers to how well one knows a word (Meara, 2005; Read, 2000). It is
generally acknowledged that knowing a word entails an understanding of multiple aspects
of the word. To address the complexity of the word knowledge, several researchers have
attempted to identify the aspects of what is involved in comprehending a word (e.g., Nagy
& Scott, 2000; Nation, 1990, 2001; Richards, 1976). According to Nation (2001),
knowing a word requires understanding its form, meaning, and use. Nagy and Scott (2000)
also identify five aspects of vocabulary knowledge that indicate the complexity of word
learning:  incrementality, —multidimensionality, polysemy, interrelatedness, and
heterogeneity. These components of word acquisition are considered important in
vocabulary learning. As Schmitt (2000) asserts, word knowledge is essential for effective
use of language in various contexts. Although learning vocabulary via word cards cannot
help students learn every aspect of word knowledge, certain important aspects are
involved, including the written form of the word, learning the concept of the word,
making connection between form and meaning, and understanding the grammatical use of
the word (Nation, 2001). Ellis (1994) indicates that the knowledge aspect of language
learning (semantic meaning) requires close attention and elaboration.

Dictionaries also serve as valuable references for language learners; they accelerate
vocabulary development by providing learners with extra vocabulary-related information
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and increasing learners’ exposure to words in other contexts (Summers, 1988). Dictionary
consultation processes involved deliberate and explicit study of words (Nation, 2001), and
empirical evidence suggests that the use of dictionaries can increase vocabulary
knowledge (Luppescu & Day, 1993; Shore & Durso, 1990). Because language learners
can benefit through deliberate study of words, they are often advised to use dictionaries
when recording new vocabulary in notebooks (Fowle, 2002; Schmitt & Schmitt, 1995).
Learners may obtain various information about a word, such as its meaning,
pronunciation, and grammatical information and may record what they found useful into
their notebooks for later review. During the process of looking up newly acquired words
in dictionaries and adding the useful elements to their notebooks, language learners are
deliberately learning new vocabulary. Such learning activities involve deliberate,
language-focused learning and may help cultivate vocabulary development.

Several studies have examined the use of vocabulary learning strategies in
second/foreign language learning. Among these studies, some researchers discovered that
for many learners, making notes about unknown words in vocabulary notebooks or on
word cards and internalizing the words using mnemonic techniques, metacognitive
strategies, and cognitive strategies was an efficient means of developing lexical
competence (e.g., Gu, 2003; Gu & Johnson, 1996; Sanaoui, 1995). For example, Sanaoui
(1995) conducted case studies investigating the vocabulary learning strategies of adult
learners of English and French though the use of their learning dairies and records as well
as interviews. Sanaoui identified two distinct learning approaches: “structured,” i.c., a
systematic and organized approach to study; and “unstructured,” i.e., a less systematic
approach in learning. The results showed that those who adopted the structured approach
recorded and reviewed extensive and systematic records of vocabulary items. Similar
findings were reported by Gu (2003), who used think-aloud protocols and interviews to
investigate how two successful Chinese EFL learners improved their vocabulary during
and after reading. The results also demonstrated that compiling and reviewing word lists
was an important vocabulary learning strategy. The combined findings of Gu and Sanaoui
reveal that keeping vocabulary notes in conjunction with extensive use of learning
strategies to practice and memorize lexical items could promote vocabulary acquisition.

Other researchers investigated learners’ prior experience of compiling vocabulary
records (e.g., Leeke & Shaw, 2000), examined learners’ vocabulary notebook
assignments (e.g., McCrostie, 2007), or implemented a vocabulary notebook program
(e.g., Fowle, 2002; Walters & Bozkurt, 2009) to explore and document the impact on
vocabulary acquisition. In Fowle’s (2002) study, a language program in Thailand
adopted the use of vocabulary notebooks based on prior researchers’ training guidelines
(e.g., Gairns & Redman, 1986; Schmitt & Schmitt, 1995). Feedback from teachers and
students showed that this approach improved students’ study skills and cognitive
strategies; the students subsequently became more actively involved in learning. Adapting
the training models proposed by Schmitt and Schmitt (1995) and Ledbury (n.d.), Walters
and Bozkurt (2009) investigated the impact of notebook keeping in EFL learners’
vocabulary learning by comparing learners who implemented the use of vocabulary
notebooks and those who did not. The results showed that the treatment group
outperformed the control group in the use of the target words; after four weeks,
researchers observed significantly greater performance in vocabulary tests and more
frequent usage of the words in compositions. Although empirical findings generally
indicate that overall positive attitudes toward vocabulary notebook use were reported by
students and instructors alike (Fewle, 2002), Walters and Bozkurt noted that long-term
positive effects of self-initiated learning brought about by vocabulary notebooks are
questionable. In their study, the participants generally did not tend to be intrinsically
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motivated to learn English, and many of them would likely not continue using the
learning tool. This phenomenon was also discovered by Leeke and Shaw (2000), who
found that many learners who had been compiling their own word records were unable to
maintain the habit.

In general, research findings (e.g., Fowle, 2002; Gu, 2003; Leeke & Shaw, 2000;
Sanaoui, 1995; Walters & Bozkurt, 2009) suggested that vocabulary workbooks could
make an effective learning tool; however, caution has been raised with regard to the
effective implementation of a vocabulary notebook approach. Schmitt and Schmitt (1995)
stress the importance of guiding learners to create sound vocabulary notebooks and
instructing them on how to make the best use of vocabulary notebooks to achieve learning
goals. Without extended training and proper guidance, such methods may be insufficient
in generating the desired learning outcomes. The results of a study by McCrostie (2007),
for example, revealed flaws in the vocabulary notebook method caused by a lack of
training and monitoring by the course instructor. The major problem appeared to be that
students had difficulty selecting words on their own; they did not choose words
purposefully and could not distinguish between important and unimportant words.

Given the importance of vocabulary knowledge to language learning and the current
concern for promoting learner autonomy, increased attention has been given to the use of
vocabulary notebooks in enhancing vocabulary acquisition. Despite comprehensive
discussions regarding the theories and guidelines for the use of vocabulary notebooks,
very few studies have touched upon the details of actual vocabulary notebook
implementation. In this regard, an investigation of challenges facing the implementation
of vocabulary notebooks would be of interest to language teachers.

Method

Research Questions

The research questions addressed in the study are as follows:

1. What aspects of word knowledge do students attend to when they look up words in
the dictionary?

2. What types of dictionaries do students use, and what are their preferences after being
introduced to a variety of dictionary types?

3. What are student perceptions of the vocabulary notebook technique?

4. What are student reasons for selecting vocabulary words, and where do they
encounter the words?

5. What suggestions do students offer for improving the vocabulary notebook
technique?

Participants

The participants were 152 students from 4 freshman English classes at a university in
Taiwan and included 70 females and 82 males. These students represented the population
of EFL learners at universities in Taiwan in terms of native language, cultural background,
English learning background, and chronological age. The participants had been studying
English for at least six years as a required course before entering college. The first
language of this population was Mandarin Chinese, and their age ranged from 18-20 years
old.

Instruments
The researcher developed two questionnaires: the Background Questionnaire (see
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Appendix A) and the Vocabulary Notebook Questionnaire (see Appendix B). To improve
the reliability of the instruments, a pilot test was performed with a sample of 20 students
enrolled in the freshman English program. The researcher revised survey questions that
were poorly worded or problematic or that did not yield useable data.

At the beginning of the first semester, the participants completed the Background
Questionnaire, which elicited information about their previous experience with
vocabulary note-taking and dictionary consultation. This process allowed for a
comparison of the students’ learning habits before and after implementation. All the
questions addressed in the Background Questionnaire were check-off items.

At the end of the second semester, the participants completed the Vocabulary
Notebook Questionnaire and were encouraged to reflect on the following points:

1. Student perceptions concerning vocabulary notebook implementation;

2. Student opinions regarding the usefulness of the information they recorded in their
vocabulary notebooks;

3. Student reasons for their word selections and the sources of their words;

4. Student preferences regarding use of the dictionary; and

5. Student suggestions for the vocabulary notebook assignment.

The Vocabulary Notebook Questionnaire consisted of both check-off type items and
open-ended questions. Students’ responses for the three open-ended items, which
inquired into the reasons for their word selections and collect their opinions and
suggestions for the assignments, were coded by combining similar responses into
categories before they were summarized.

Data Collection

The researcher explained the purpose of the study and data collection procedures to
the students at the beginning of the academic year. The students were informed that
participation in the study was voluntary, and it was not a part of the course grade. As
stated on the informed consent form, the students were guaranteed confidentiality and
anonymity, and they were free to withdraw from the study at any time. The students could
decide whether they would like to participate in the research by filling out the surveys and
returning them to the researcher.

To participate in the study, students had to complete both the Background
Questionnaire and the Vocabulary Notebook Questionnaire. To enhance the accuracy and
reliability of the data, the researcher presented Mandarin Chinese versions of the
questionnaires to the students via PowerPoint and explained the questions in Mandarin
Chinese before the students started working on the questionnaires. This ensured that the
possibility of failure to understand the instructions or questions would not affect students’
responses. The students answered the open-ended questions in Mandarin Chinese. The
qualitative data were analyzed in Mandarin Chinese and the results were translated into
English.

For data matching purposes, the participants were asked to write their student
identification number on both questionnaires. Because the author served as both the
instructor and the researcher, the students were informed that their identification numbers
would be eliminated before being reviewed by the instructor; this elimination minimized
the possibility that the participants might be reluctant to give their honest responses or
opinions, which may have impacted the quality of the data. The class leaders collected the
questionnaires and matched up students’ Vocabulary Notebook Questionnaires to their
Background Questionnaires before handing them to the instructor. Students who did not
complete both of the questionnaires were excluded from the study.
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Procedures

On the first day of class, the instructor (the researcher of the current study) informed
the students that they were required to keep a vocabulary notebook throughout the
academic year as part of the course requirements. General guidelines for the assignment
were also given. The students were introduced to two notebook formats, an index card
binder and a loose-leaf binder, from which they were free to choose. Students had to add
16 unfamiliar words to their notebooks each week. At least half of the words were from
their course textbooks. The other half could be obtained from other sources, such as
conversations, movies, class discussions, or outside readings. The students were advised
to record words that were useful, important, or relevant for them personally.

To build students’ lexical competence, the participants were required to include
aspects of word knowledge other than word meaning in their vocabulary notebooks, such
as part of speech and phonetic transcription. The exercises practiced during this
assignment included parts of speech, phonetic transcription, definition or synonym,
example sentence, and additional parts of speech for the word. Participants were also
encouraged to include other relevant information in their exercise books to make their
vocabulary learning more efficient and effective, such as collocations, semantic maps,
negative or positive connections, and illustrations of word meanings.

Training in vocabulary learning skills was embedded in the course and the students
were guided to practice the strategies involved in the vocabulary assignment over the
academic year. In addition to guiding the students in developing their vocabulary through
exploring different dimensions of word knowledge, effective tips on how to organize
vocabulary learning were also introduced. These tips addressed word selection,
vocabulary memorization, and scheduling time for review of the newly acquired
vocabulary. Most of these learning techniques were embedded in the course content and
included in Gu and Johnson’s (1996), Nation’s (2001), Oxford’s (1990), and Schmitt’s
(1997, 2000) and learning strategy taxonomies. Specific skills for practicing new
vocabulary mentioned in previous research (e.g., Cohen, 1990; Gairns & Redman, 1986;
McCarthy, 1990; Nation, 1990; Sékmen, 1997) were introduced to the participants.

According to the results of the Background Questionnaire, the majority of
participants (88%) reported having used only English-Chinese bilingual dictionaries,
which translate words or phrases from English to Chinese. Researchers have
acknowledged the usefulness of bilingual dictionaries to develop vocabulary learning
(Grabe & Stoller, 1997; Knight, 1994; Luppescu & Day, 1993); yet, there is still some
debate with regard to whether monolingual or bilingual dictionaries are better at
facilitating vocabulary acquisition (see Carter & McCarthy, 1988). The researcher
believes that introducing new types of dictionaries to learners is worthwhile. It may be
that some of the participants find that unfamiliar dictionaries, either bilingualized
(dictionaries that provide L2 definitions, L2 example sentences, as well as L1 translations)
or monolingual dictionaries, are more helpful for learning English. Therefore, three major
types of dictionary (i.e., bilingual, bilingualized and monolingual dictionaries) were
introduced to the students.

In the first semester, the students were required to use monolingual or bilingualized
dictionaries when working on their vocabulary assignments; they were asked to write the
English definition and/or a synonym for each word. In the second semester, the students
were allowed to use their dictionary and could choose to write either an English or a
Chinese definition in their notebooks. With regard to example sentences of target words,
in both semesters, students had the freedom either to copy the example sentences from
dictionaries or make new sentences of their own. However, the students were reminded
that if they were unsure about the accuracy of their sentences, they should consult their
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instructor.

To monitor student progress and ensure that students had written the correct
information, the notebooks were collected and checked once a month. Ten-minute review
sessions were held bi-weekly during class time. In these sessions, pairs of students
exchanged notebooks and quizzed each other on the words and the additional
vocabulary-related information they had recorded.

Results

The data collected through the Background Questionnaire indicated where students
were in their learning process prior to the implementation of the vocabulary learning
approach. The results revealed that 53% (N = 80) of the participants (N = 152) had
previously kept vocabulary cards or notebooks; approximately half of those participants
reported that they had been required to do so as part of their English language course
requirements.

Word Knowledge
Research Question 1: What aspects of word knowledge do students attend to when they
look up words in the dictionary?

As reported by the participants on the questionnaires, when consulting dictionaries
prior to entering college, most of the students “always” or “usually” paid attention to a
word’s “definition” and “part of speech.” However, more than 70% of students tended to
ignore “example sentences” and “other word forms” (see Table 1). Regarding information
students previously recorded on their word cards or in their vocabulary notebooks (Table
2), only 24% (N = 36) of students indicated “other word forms,” 8% (N = 12) cited
“sentence using the words,” and only 1% (N = 2) noted the “English definition/synonym.”

Table 1
Percentage of Respondents Reporting the Information They Paid Attention to When
Consulting Dictionaries Prior to Entering College, by Frequency

Never Seldom  Sometimes Usually  Alway

S
Word’s phonetic transcription 0% 7% 33% 32% 28%
Word’s part of speech 0% 7% 19% 31% 43%
Definitions 0% 0% 10% 23% 67%
Example sentences 3% 40% 37% 12% 8%
Other word forms 1% 22% 50% 18% 9%

Table 2
Percentage of Respondents Reporting Different Aspects of Word Knowledge They
Recorded on Word Cards or in Vocabulary Notebooks

Word Knowledge % of students
Phonetic transcription 52%
Part of speech 75%
Chinese translation 96%
English definition/synonym 1%
Sentence using the words 8%
Other word forms 24%
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The results of the post-course questionnaire show the changes in the students’
perceptions of vocabulary knowledge. In general, students thought highly of the
acquisition of word knowledge. More than 80% of students “agreed” or “strongly agreed”
that the “part of speech,” “Chinese translation,” “English definition,” and “example
sentence” were very beneficial in learning vocabulary. Less than 10% of students held the
opposite view. When asked about the usefulness of “phonetic transcription,” “other word
forms,” and “creating new sentences,” the percentage of students who gave positive
responses for these features were 75% (N = 114), 56% (N = 85), and 23% (N = 35),
respectively. The “English definition” and “a sample sentence containing the word,”
which were previously neglected, were found to be very helpful in learning by the
participants after working on a yearlong vocabulary assignment. More than 80% of
students either “agreed” or “strongly agreed” with this viewpoint based on the results of
the questionnaire completed at the end of the academic year.

Dictionary Use
Research Question 2: What types of dictionaries do students use, and what are their
preferences after being introduced to a variety of dictionary types?

A comparison of dictionary-consulting behaviors of the participants before and after
the vocabulary notebook implementation showed several significant differences. Prior to
entering college, bilingual dictionaries were clearly noted as the primary dictionary
preference. Nearly four-fifths (78%) of students mentioned a bilingual dictionary as their
primary choice; approximately one-tenth (12%) of students reported that they had used
monolingual dictionaries before. It is worth noting that by the end of the academic year,
however, there was an increase in the popularity of both monolingual and bilingualized
dictionaries. The percentages of students who reported using bilingual, bilingualized, and
monolingual dictionaries by the end of the academic year were 64% (N = 97), 76% (N =
116), and 45% (N = 68), respectively (students were instructed to indicate all dictionary
types that applied). The number of students who preferred using dictionaries that
provided English definitions, namely bilingualized and monolingual dictionaries,
increased. When asked whether monolingual or bilingual dictionaries better aided their
learning of English language, 43% (N = 65) of the students picked the monolingual
dictionary. One-fifth of the students (N = 30) considered monolingual and bilingual
dictionaries equally helpful. From the above results, it was determined that after trying out
the three types of dictionaries, many students discovered that dictionaries providing
English definitions of new words (monolingual and bilingualized dictionaries) were
useful in helping them learn English.

Student Perceptions of Vocabulary Notebook Implementation
Research Question 3: What are student perceptions of the vocabulary notebook
technique?

Students were generally positive about the use of vocabulary notebooks. Sixty
percent of students (N = 91) “agreed” or “strongly agreed” that notebooks had been
beneficial, while only 10% (N = 15) of students disagreed. Furthermore, among students
who expressed an intention to continue learning English, 76% (N = 116) gave a positive
response and answered they would consider a similar approach in learning more
vocabulary in the future. A high percentage of students (83%) affirmed the idea of being
given the freedom to make their own decisions about vocabulary acquisition appealed to
them, which was indicated by marking “agree” or “strongly agree.”

Another result involved the instructor’s role as the facilitator of the vocabulary
notebook technique. The majority of students (80%) “strongly agreed” that it is important
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for the instructor to check their assignments regularly. The students also replied
affirmatively regarding the in-class cooperative vocabulary reviewing session; sixty-seven
percent of students (N = 102) gave positive responses to this query.

Qualitative data generated through an open-ended question concerning students’
perceptions of the vocabulary notebook were organized and categorized. In general, the
participants perceived the vocabulary notebook implementation as rewarding. The
majority of students (88%) stated that the assignment had a positive effect on their
learning. More than half of the respondents claimed that the learning approach helped
them improve their lexical competence (63%, N = 96) and facilitated memorization of
target vocabulary (51%, N = 78). Students were also more engaged in the learning
experience. Thirty percent of students (N = 46) reported spending more time and/or
greater effort studying English, and 13% (N = 20) sought out new learning opportunities
and materials outside the classroom more frequently.

Some students reported the use of metacognitive learning skills, such as planning,
goal setting, self-monitoring, and self-evaluating. Eighteen percent of students (N = 27)
reported that the approach promoted their self-responsibility and encouraged them to have
greater self-discipline in their learning. Some students reported that they had become
better at planning and managing their own learning; others said that they set up and
adhered to a regular study routine.

Word Selection
Research Question 4: What are student reasons for selecting vocabulary words, and where
do they encounter the words?

For the vocabulary assignment, at least half of the words in students’ notebooks had
to come from their course textbooks. The other half could come from other sources.
Thirty-eight percent of all the words recorded in the student notebooks came from sources
other than their course textbooks. The students’ reasons for word selection were
categorized. The ten most common reasons are listed in Table 3. “Words that are
important (reasons not specified)” was the most popular reason for word selection, with
86% of students listing it. “New or unknown” and “useful” words also ranked high on
the list (items 2 and 3). Another important consideration was whether the words
students chose were important for their academic studies (items 4 and 10). To qualify for
graduation, the students must pass English comprehension tests; this requirement most
likely led to the students’ stronger interests in learning words that were likely to appear on
their English comprehension tests. It is also interesting to note that some students liked
to include important words or terminologies that they encountered while studying other
textbooks written in English.  Another notable finding was that aside from “new words,”
which were prioritized by most students, approximately one-fifth (19%) of students
selected words that “they had learned before but had found confusing or hard to
memorize.” The results clearly indicate that the students purposefully chose their words
and that they considered their own learning goals and objectives in deciding which words
to include in their notebooks.

Table 3

Top 10 Reasons for Word Selection

Rank % of
students

1. Words that are important (reasons were not specified) 86%

2. Words that are new or unknown 64%

3. Words that are useful 63%
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4. Words that might appear on tests (including the course mid-term exam, 43%
final exam, or other English language comprehension tests)

5. High frequency words 27%

6. Words the instructor emphasizes 24%

7. Words that one might encounter or use in the future 22%

8. Words that one had learned before, but were confusing or hard to 19%
memorize

9.  Words that one couldn’t think of or failed to use correctly when trying to 13%
express himself/herself (including oral and written)

10. Words related to one’s field of study 8%

(Respondents could give more than one reason, so the percentages will not add up to
100%0)

Student Suggestions for Vocabulary Notebook Implementation
Research Question 5: What suggestions do students offer for improving the vocabulary
notebook technique?

Students offered many suggestions for improving the effectiveness of the vocabulary
notebook assignment. The most frequently raised suggestion was the need for instructors
to monitor the learning process regularly. Eight percent of students suggested that the
instructor collect and inspect the notebooks more frequently—with weekly being widely
suggested. Two main reasons were as follows: (1) students sometimes procrastinated
completing their homework assignments; and (2) they were not capable of seeing and
correcting their own errors. The students believed these errors would interfere with their
learning. The following comments from students are typical.

“It is better for the instructor to collect and check my assignments once a week.
Sometimes I am too busy or lazy to do the homework every week.”

“Discipline from the instructor could prevent me from falling behind with my
assignments.”

“I like to create sentences using the words | just learned, but I do not know if
the sentences | made were correct or not. |1 know | could have asked the teacher for
help, but I was shy.”

“It would be nice if the instructor could check our assignments once or twice a
week and mark the mistakes I made.”

Many students requested additional guidance and assistance. Several students
suggested that the instructor give more explicit suggestions on word selection. Some
students mentioned that they were not good at distinguishing more important words from
less important ones. As one student wrote, “I don’t know which words are more important.
I did record most of the words that the teacher specifically emphasized, but | picked the
rest of the words randomly. Maybe teacher could give us a word list each week.” Another
wrote, “I am unsure whether the words I chose to memorize were high frequency words or
not. |1 hope I am not learning words that are not useful. | think that the instructor should
help us select words.” Among the less frequently mentioned suggestions were offering
recommendations for English learning materials that students can read outside of class
and giving students class time to work on their assignments.

Students also expressed a desire for more flexibility in completing their assignments.
The following are some of the suggestions and comments from the questionnaire:

“I practice pronouncing words using my electronic pronouncing dictionary.

Copying down phonetic spellings does not do me any good.”

“I find using bilingualized dictionaries helpful because they contain both
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English definitions and their Chinese equivalents. 1 always read words’
English definitions, but writing them down takes too much time.”

“We should include other important language elements in our notebooks, such
as grammar points and idioms.”

“It would be better if we were not required to select words from our textbooks.
The textbooks already contain vocabulary sections, which makes vocabulary
learning and reviewing convenient. It is more important for me to organize and
record new words I encounter outside the classroom.”

As shown above, some students wanted to decide for themselves which aspects of
word knowledge to include in their workbooks. Some students wanted to omit certain
aspects of word knowledge, while others suggested that it would be better if they could
decide the proportion of words they needed to choose from the course textbooks and
outside of class. Overall student feedback makes it clear that the instructor must identify
learner needs and offer ongoing guidance.

Discussion

The purpose of this study was to investigate how students respond to a vocabulary
notebook assignment and better understand their approaches to learning vocabulary. The
vocabulary notebook assignment aimed to help students become more effective and
independent in acquiring new English vocabulary. Overall, students reported that the
implementation of a vocabulary notebook learning approach was beneficial and that it
positively affected their learning. The students claimed that while undergoing the learning
process, they became more attentive to their own learning, spent more time and effort in
that learning, and developed better study habits.

The findings from student reflections and perceptions regarding the implementation
revealed that learning vocabulary by keeping vocabulary notebooks, with appropriate
instructor guidance, is helpful to students and effective at promoting skills necessary for
learner autonomy. Many students cited the use of metacognitive learning skills, including
planning, goal setting, self-monitoring, self-evaluating and reflections on learning, which
have proven to be critically important in language learning (Abraham & Vann, 1987;
Green & Oxford, 1995; O’Malley & Chamot, 1990; Wharton, 2000).

Based on results of this study, some recommendations and implications are offered
below. This study demonstrated the importance of compensating for differences among
individual learners by allowing them to explore different ways of learning and find the
best one for them. The comparison of dictionary-consulting behaviors before and after the
vocabulary notebook implementation showed that given the opportunity to test different
types of dictionaries, many students discovered that dictionaries providing English
definitions were useful. During the second semester, bilingualized dictionaries became the
most popular dictionary type. This finding suggested that though students found English
definitions helpful, they were more confident using dictionaries that contained both
English definitions and their Chinese equivalents.

The use of the vocabulary notebook also brought about changes in students’
perceptions of word knowledge. All knowledge areas are essential in vocabulary learning
(Nation, 1990); however, the participants in this study were accustomed to using some
aspects of vocabulary knowledge more than others. As asserted by Fowle (2002), Nation
(2001), and Schmitt and Schmitt (1995), dictionary use in combination with the use of
vocabulary notebooks can benefit vocabulary learning. Once engaged in the vocabulary
assignment, the participants became more focused and deliberate in gaining word
knowledge and, accordingly, much more appreciative of its value. When looking up
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unknown words, students paid closer attention to the specifics of word knowledge. The
findings also have practical implications for EFL/ESL vocabulary instruction. If students
regard certain aspects of word knowledge as important, they should be encouraged to
engage in practice activities to facilitate learning. In this study, for example, students
found “English definition” and “a sample sentence containing the word” useful, although
they had previously neglected these aspects It would be imperative for the instructor to
create more practice opportunities by asking students to define new words in English and
create sentences using those words, both orally and in writing.

This investigation revealed the crucial role of the instructor in identifying learner
needs, monitoring learner progress, and providing learners with ongoing, appropriate
guidance in the learning process. Based on the students’ feedback, recommending
learning materials that are suited to their abilities and needs promote students’ English
learning and vocabulary development outside of the classroom. Similar to McCrostie’s
(2007) study, this study found that many students struggled to identify high-frequency
words. In response to students’ difficulties in selecting words that are most useful to them,
instructors should give their students a list of important words chosen from course texts or
activities every week. More importantly, it is imperative that teachers assist their students
in identifying high-frequency words. For instance, teachers could set aside some class
time to introduce students to the use of concordancers, such as the British National
Corpus, and word lists, such as Hindmarsh (1980), and teach them to check word
frequency by consulting the frequency markings. In addition to providing all students
with the general rules for word selection, it is vital to identify and assist those who need
extra help. As McCrostie (2007) notes, more guidance from teachers is needed because
some students are unable to make wise word selections.

Concordancers and corpora, which provide large amounts of authentic examples of
the way words and phrases are used in context, can also serve as valuable tools for solving
grammar and usage problems learners encounter. Some participants indicated that they
were reluctant to create new sentences because they were uncertain about the correctness
of their own sentences. With the better quality of language samples that concordancers
and corpora provide, identifying and correcting their own errors would become easier for
students. Having students correct each other’s work can also promote cooperative
learning.

Although intermediate to advanced level learners are generally more capable of
using learning strategies and making learning decisions than novice learners, this study
revealed that there will always be some students who need extra learning support. In light
of this finding, the importance of identifying students who are in need of extra support
and offering them more extensive assistance cannot be overemphasized.

Limitations

In this study, the questionnaires were designed to elicit the participants’
self-perceived changes in their study habits and their attitudes toward the vocabulary
learning approach, which might provide some useful information about the effects of
using vocabulary notebook in enhancing learner vocabulary development. This study,
however, does not provide evidence on the students’ actual vocabulary growth. The scope
of this study is limited in that no formal assessments were given to measure the
participants’ vocabulary size, vocabulary growth, or long-term word retention, therefore,
cautions should be taken in evaluating the effectiveness of this vocabulary notebook
approach. Furthermore, the questionnaires did not address the participant’s actual word
use. For a more in-depth examination of the impact of this learning approach, the
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questionnaires should also have included specific questions regarding which aspects of
the learning approach actually assist the students becoming more effective or independent
learners.

When interpreting the study results, the following limitations should be taken into
consideration. This study relies on self-reported data, which depend upon respondents’
willingness, honesty and memory to respond to questions and are subject to response error.
The validity of the results is threatened if responses given by the participants do not
reflect their actual behaviors or opinions.

This study is a work of educational action research, in which classroom teachers
typically design and conduct investigations regarding their own teaching styles. When
conducted properly, action research can be valuable and valid (Nunan, 2001). In such
research, however, the role of the instructor as researcher can raise issues concerning
validity. Some participants may attempt to please the instructor by doing what they think
Is expected of them. In the current study, it is impossible to verify whether the participants
answered all questions honestly. In addition, this action research is restricted to four
classes in a single setting. It aims to generate findings that are useful only within a
specific context, thus the results might not be applicable to other learning situations.

Conclusion

In general, students considered the vocabulary notebook learning approach very
useful and see the method as a basis for future vocabulary development. The combined
findings of Fowle (2002), Gu (2003), Gu and Johnson (1996), Leeke and Shaw (2000),
Sanaoui (1995), and the present study show that keeping records of unknown words is
beneficial in second/foreign language learning. Furthermore, the results of this study and
those of Fowle (2002) show that vocabulary notebook implementation receives favorable
feedback from EFL learners and promotes successful learning strategies and learner
independence.

Based upon the findings of this study, correctly incorporating vocabulary notebooks
into a second/foreign language curriculum seems beneficial for vocabulary learning. To
effectively assist learners in acquiring vocabulary using this tool, it is necessary that
learners are provided with ongoing guidance. More importantly, one should never
overlook the importance of continuous monitoring of student progress and identifying
those that need additional assistance. These elements are crucial for maximizing the
potential benefits of the learning activity. The effective use of the vocabulary notebook
can lead to enhance outcomes in vocabulary and help equip students with learning
strategies for studying independently.

The researcher believes that this approach may be adapted for use in a variety of
different learning contexts. By using vocabulary notebooks, teachers can develop
students’ awareness of different learning strategies and assist them in discovering methods
of learning that are best suited to their individual styles. Attending to individual learner
needs is crucial for large, multi-leveled classes. Given opportunities to make their own
choices when learning vocabulary, students can learn at their own pace and by applying
their own approaches. Thus, students are more likely to become intrinsically involved in
their learning and in expanding their vocabulary.

The findings of this study encourage further refinement of vocabulary notebook
usage to enable language teachers to empower their students in acquiring vocabulary. The
current investigation expands our understanding of the benefits of vocabulary notebook to
students’ study habits. However, this study did not measure gains in learners’ vocabulary
knowledge. In future studies, researchers should evaluate the effectiveness of a
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vocabulary notebook learning approach in terms of learners’ actual vocabulary growth.
Future researchers may also investigate whether training students to define words in
English and generate sentences using new words, two strategies that were unpopular
among the students in this study, may have positive outcomes for lexical development.
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Appendix A

Background Questionnaire

Student 1D number:
Age:
Gender: o Male
o Female
1. (a) Did you keep any record of your words or phrases? (Indicate “Yes” or “No”)
O Yes
o No
(b) IEYES: In what forms?  (Check all items that apply.)
o Notebooks
o Cards
g Other forms (write in the margin, between the lines, etc.)
(c) IEYES: Was that a required assignment? (Indicate “Yes” or “No”)
O Yes
o No
2. Which of the following details were included on your word cards or in your
vocabulary notebooks? (Check all items that apply.)
0 Phonetic transcription
o Part of speech
o Chinese translation
o English definition/synonym
o Sentence using the words
o Other word forms
3. Which types of dictionary do you use on a regular basis? (Check all items that
apply.)
o Bilingual dictionaries
o Bilingualized dictionaries
0 Monolingual dictionaries
4. How often did you pay attention to the following kinds of information when you
looked up an unknown word in a dictionary?

Never Seldom  Sometimes  Usually  Always
Word’s phonetic O O O i i
transcription
Word’s part of speech m m m O O
Definitions O O O o O
Example sentences m m m m O
Other word forms m m m m m
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Appendix B

Vocabulary Notebook Questionnaire

Student ID number:

Part A. Listed below are statements and questions about your opinions concerning the
vocabulary assignment, the information you recorded in your notebooks, and your
preferred dictionary type(s). For item 1-13, 17, and 18, check the box which best
describes whether you agree or disagree with each statement. (SD = Strongly Disagree, D
= Disagree, N = Neither agree nor disagree, A = Agree, SA = Strongly Agree)

SD D N A SA

Opinions Regarding the Vocabulary Assignment

1.

2.

5.

6.

| like the idea that I can choose the words |
want to learn.

I like the vocabulary activity of pairing students
to test each other on the words listed in the
vocabulary notebooks.

It is important for the instructor to check my
notebook regularly.

Working on this assignment is beneficial for
learning vocabulary.

I will continue to study English next year or in
college.

I will consider using vocabulary notebooks to
help me learn vocabulary in the future.

Information Recorded in the VVocabulary Notebooks

(a) Word Knowledge

7.

8.

9.

10.

11.

12.

13.

Recording phonetic transcription is helpful in
learning.

Recording the part of speech is helpful in
learning.

Recording the Chinese translation is helpful in
learning.

Recording English definitions/synonyms is
beneficial in learning.

Recording example sentences from dictionaries
or from original texts is helpful in learning.
Making your own sentences is helpful in
learning.

Recording the other parts of speech for a word
is helpful in learning.

O O O O O
O O O O O
O O O O O
O O O O O
O O O O O
O O O O O
O O O O O
O O O O O
O O O a O
O O O O O
O O O O O
O O O O O
O O O O O

(b) Word Selection
14. What proportion of the words you entered in your notebook are ones that you come
across outside the classroom? (If none, indicate “0”) %

15. What are the major reasons behind your word selection?
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Use of Dictionary
16. What dictionaries did you use when you worked on the vocabulary assignment
during the second semester of the academic year? (Check all that apply.)
o Bilingual dictionaries
o Bilingualized dictionaries
0 Monolingual dictionaries
17. Which type of dictionary is more useful in helping you learn English? (Tick one
answer.)
o Bilingual dictionaries
0 Monolingual dictionaries
o They are equally helpful

Part B. Please answer the following questions as fully as you can.

1. Think about what you have got out of this vocabulary learning experience. Has this
method changed any of your learning habits? Did it provide you with new learning
skills? Did it facilitate your learning? How?

2. What suggestions, if any, do you have for the vocabulary notebook.
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The Transitions of the Octagon Building in Yensui from 1945
to 2013 : Perspectives on Cultural Asset Preservations

Mei-hui Chen”

Abstract

The preservations of cultural assets have been highly political under Japanese rule
and after the Second World War in Taiwan and the shifting of political powers has direct
impacts on the essence and contents of preservations. Local residents and societies have
pleaded with the governments to enact and revise laws in this regard, therefore, the
governments which hold the power and authority play a critical role in cultural
preservations.

The octagon building in Yensui is a typical Taiwanese ancient house with attics.
Built at the end of Ching Dynasty by Taiwanese business tycoons and conscripted by the
Japanese government, it is the only surviving octagonal building in Taiwan. The building
symbolizes the progression of Taiwanese modern history which is highly valuable and in
need of protection.

After the Second World War when Taiwan broke away from Japan in 1945, due to
the fact that the building was once resided by the royal house of Fushimi in the Yi-Wei
War and listed as a historic site under Japanese rule (the royal residence of the house of
Fushimi in Yensui). Thereupon, the classical Chinese building has a tinge of Japanese
colonialism. In the meantime, the shifting of octagon building's position and its value
depends on the local government's policies and their perspectives on cultural assets.

The octagon building exemplifies the difficulties of registering, improving and
maintenance of privately own cultural assets. It also demonstrates an importance case of
evolving practices of preserving historic relics in modern Taiwan. This study presents the
case of the octagon building in Yensui to reexamine government's reform and exertions
on cultural preservations. From a perspective of cultural preservations this research takes
a retrospective look from 1945 to 2013 to reinterpret the significance of the building's
historic meaning.

Keywords: Yensui, the octagon building, cultural asset preservations

" Assistant Professor, Department of Tourism, Nan Jeon University of Science and Technology.
Received May 6, 2013; accepted November 12, 2013; revised November 25, 2013.

40



A EERRFBIEER T Bk At /(b (1945—2013)

e
\ﬂ‘_’

Zr T A RESUEEERERSHE - KPS b&E R E Ot B R R
K HRAFTEELEIRS - Dt ~ ESER > RBLAEE > BEEE - %
A AR ~ £ BRI ARE > $EEA S > HEIERNRAA B RS
BRI IR -

AT\ EIRAA B R SRS M s R TR IR
e R EED S R BB M E e R - T REKAIAAAT TR
INERERM TRV IE - JVARAIRIYEEYE 27 4 (1847) » B T HEHLRE
%t EATERG T ATEM EEER - BERUEWRENERE - EFBEZRER
TR - EEAEAYVERRCEEE R - REREFR - HRIVeEEEH - FEUE R 1

(Y ~ BEEEA ~ BRE ~ TR ) WIS ET o RV ERIEYE/KAT -

E’%ﬁllé MEERZ T HREEERESE ) o B CEEEKE A LRI REEAC R (FE
1) -
NS AR BRI AE D) > N AR B B 5 55 Ho A B A E K -
BRAAAEIEEERANE - FH R GV E R 2R EA S KR - SUEE S
PR AL - ORGSR > R ZEBRRBEADEME - (FFtnEEKE -
ExiT ﬂf%%%&ﬁ%ﬁ%)ﬁ%ﬁ%ﬁﬁﬁ@%ﬂ@%’% N E S A ELL B
ST ) T -

SR BB L F RN - RN - 5ER - ERFRYRIE - A0y
HERHY =S - S =158F 5 55— - (o TR AYDURDSE RS 5
# o R PR = RS © S - PSS - RN H G R /K Tl i B B
3El A TACREES  RREWS T RS = > NETE/\Aoimneas )/ atd -

LR ¢ (ECBBTEE T R AT (1624—1945) ) (R ERASREE LI
FE-LERSL 0 2007 42) » H 55 -

LIS (EERIEK T\AE, WiREEE) o (SRR 137 (199456 H) - BESEERIRRSE -
(EMEETMEE) > 01243 H -

* BB RESRAES M 0 Y 1935 (BB 10) FEEUKEBIUE S mMFREiE KRR - B kA
B e R AR o 1Y 1942 (BERD 17) E4rbR - sHHE > (RIS ESE) - 2=/ mi
Ak 0 1997 £ 0 H 66-81 » FF3C& ¢ (R SR ) (2R B > 1996 ) 0 H 38 « BEL
OVAEER) - CRERES) - 1948 £ 9 F - 124 ¢ (G2 R Bilsth 7 R S s 16 = fi#
SRR RIER) (Sl EERRORE R SR BRI ZE AT 3w S > 2004 ) » H 85-86

41



[FESS)

— ¢ SEERE I TS (B R/ ) - BR AR ¢ (i (RABEHEE
HEOEED (1)) (FIEOZE) 10:2 (194245 H ) -

g/ \AaiE - )\ I BRI LUREERS B EE ARy — i EY) -
BRERM AR TUR - EETENESSCE o B | T e EREE
SER > WEAK BRI GRS - HEESEGFEVEERTEREH (F -

el e Sl & b
& — - /\%@%Eﬁ EISRIVAVEEL: ZUN |
JUATREEE  E S EAT AL - RN RBR (%) RIRZELSE
7 e — é@Zﬁ’bzxaﬁﬁE CfERs ) BUIRIEMAER - FEE AR ZMEEHIELR
EVELE BB - ERVERNE > IRFIEZIR > B/K/ IR R H AR B 52
FAY TREIEER, (B - B T RERZE R R =S - 1943 (HEA118)
R\ ARSI TR WAERESAIEIIER "R E 2B T K
EEE BT, G R H AT RECANER -

fEKIER AR E SINTEZGEREER - 4 © (EBEERETEYE) (B 284 -08g » 1997
F) > H251-.

*AMIERE T RRE S EEE OSSR, S| TieH/ \EHAE+HE+/\H
e BEA+ N EZA =+ —HEY ) - AERWEME - e 215 A% EARA SRHE
f& o iR (R oEEE) (ZF  EHoyb > 2000 ) -

42



A EERRFBIEER T Bk At /(b (1945—2013)

VY - TR R S TR OB = AT, o BRSO ERE R

M 1945 £ “IORERESR - EIEREE HARGE - B BRI SRER - /A
TRAIRFEALAR R e A ERVRIEE - R HIBYIA TSR, (IR s LA
BUKRERESZAT) - EREATRTE GRS RS TR g 0 ATHRAYIEED -

AHEER - HERINE - B A THESETE TG - EREERE
WEE - BERRIE SR —E ) - PR S - VK2 HEREREREEA
22tk - IEEEE - WIS BRI SRR - 1/ VaERE L YR BN
BORBSLEZEEERESE - MAFTRE -

At Atz AR - HIEERR 7 e LB R A UL B EEERTL A EY)
FEE S ~ (7€ ~ v b r] REmERAVTRREIAST - e 7 2V (B R IRy 34 e
FERRAVEE SR » LU RNyl =PEE it

S 1040 E AR PSR N ARSI P AREAR S

EE BRI - £ K% - UEEERFHREFREN "Bra
O o BUERE S » BEEERE T T SULEERT ) BURB LN - 2B00NE -
KERL - HIBES T HEAB R SR GE BRI 1974 £ 2B E FiEE OF
BB ] SR R A B X 2 (R T RO A 40 2R ) > SRy B AR
THERSUEL QYRR - A Ay aniE o B > ERR et BIRGAEES ) friF
ALEENIER - e E BUNILEREE » BEUFEREAS RAES] » FCERFL
{E Loy Epfs AT -

THOK) A BHEERFERRREN: - CHRRAR RS R AR 0 R
HaFIA T, - i Bl i f H AJE R B RAVESE - #iASIIN " Bus
%Z/Ilu °

Sy 7 > 4638 T IOREMDKORGHVER S - 55— HUaHs B g
AR BT AR R - B NETE e Bl — SRV =i e > BE e T
TRt SR SR LIRS - (H RS AR S IR SE 4T -

CHETA . (EBEEESYEE) (ZL EEEA 19834F) > H 100 ¢

43



[FESS)

B 7 :%ﬁik%?ﬁT%§ [N - AR AT A B LR
J\Fat > —ESESEAE TL . FUGRIIA S E M b BRI IUE 1 > Biig
D FIRFGERIHTT > 2RI AE EEE H ROy ~ SRAEBE /KR 2 st
5 0 FRACHFZEIN S > TEor TR RS SALE o R R e SR AR Y
& -

[\t (1956 ) - [/ AR - BrE et o

BREFAFEEANRAYME AEREANVERERR  TEMIEIS T /AR
T%J: N BEURE A5 > BRI 2 UEREEAER T » SFRZERK
s EEEMEIRAE S BRI ZER] - MR AR A EEZER] - B E ekl
%Jﬁﬁﬁxfﬁ E o BURTREEAE L N R ERT T ERIE -

Bl ~ KEAS - AR AEZR )/ \FAOBRES 2 h2EARE - #
F ARV EERE e 2 Bt 2 R VAL - ik R A S IR
LR > SCEREEARZLEE - "R S (B 8) 7] RUCERI/KRERIR
B o BRAEIE PR EEEG R A 2t B R TR BT LRARA
Z@F‘ﬁé MKREIRE A Kan > R E > EEBRmREOE T ERHAETTH
 LEREDAHT T BRI R ) WIS L S8R EARERHMEE ©

DRSS ¢ (ERE L LRMESE) 0 2012475 H 12 H - EEFLLWIMEBEEL
I EVANGELE 1 e

44



A EERRFBIEER T Bk At /(b (1945—2013)

[E/\ ¢ EIRCRACE KR E - B A AR - EREEREM -

ERERIAR B RGENHMER T RIS E S - EFET TR
FHEL > HEfEEE  SIZ1%E - B{EREAEFEVHE RN - SRR ALK
2R - ATEEARAAIAT -

KA TEHE ) BYOURNWER TR BRI NRER - 5 H SR
AfF 2B MITESEITE - B - A T F0 AEABARS - Hojlk
BB A T ENE ) o A E D e B FEA R G B ARG S
PR > HEE AR RIS LRI - it 22 HACR SRR SR - BR A B /K -
ES5E K A NER H SR B84 -

SHNAEE RS AT R > BERAFBUAVERS - i el A F - $EE
& HEHATEEIRE - BRI BN ENT - 1950 FERERI LR R ERT
FeFT > RURWEY - BEERBFIRR A USSR - 2hndkE BB T EAE
RS BURFRRSE © °

£ T e R R NRZPECETRE - RS NZERa L - B/ DIEIER
2 ke - 12 H BURBEH AR - TR A A REEREAR L R Y5 5
FENAEE KA TR R EIIEER T -

1970 (X BKE A HETENRE ) - TR S B IbR B A ERAEE -
W NUREE R - TG\ gAY i S R AR

BESh - Btk TR HTESE ) ik o AR AV o 2 ERE - fEREIE
BRI EESTTHRE ABRA - RAEARR " S LERBAER ) VI ABETT
SHVERIEH 2 — - BT EHBHRIRT > 280 " HAME ) g2 FE " 2R

"UE R T L BAER TARRSUE B  EUAEE - B R E TS -
P OREER . BURIREEIK TR Al ste B AR H AR o BEE
DL et & BB T RRER ) SR ZEEEAEY > EEEMR T RTER
TRACHTRIE -

" VEE RS O ATERE SRRV (BB A B AR TP Al s R Rk
BRI E82E T AR 28 H R OFRR H A B E R JH RG4S ) -

IBEEE  BROLEGE ¢ (i) (b ART 19954F) -
PEHHT : (TEHEAME, TEPEIL, C BEEEbEE (1945-1947) ) (EdL > BB
74k > 2007 £4£) - H 206 -

45



[FESS)

(R A 7B 0 A 2= A RV E A B bRAyaniE - [ - JUBIERLE TN
PRIEER NS ) (VDR T - #UOG L ERRHE R 1= S BERYECHE T DI £ 5k -

B3R - AR RRIARAEMRIBFRRESE Nl - /USBEEM HE
EYICLEGE - ERFRES R AR 2 aniE > BUEEE > MBSEAIRRAIE =

F— o B EERHIEY) - BEET R SEPNES > JEHARTE
BIIfE FUBHHYTR £ 8 - (HIRIEEESEFRE - S e B APk

P NAEEE R TR - ERTE RN ARE - SERERHEE - SUSDIE R

WeJF -
F= BRKRR RS HEFAEAR B BT - (e THE - BUREAEIEEM
ZARR AT By o

W2 ERERIEERAEOAC LR ERRIIR » RIHETERHR
RIEISHISH 2 JFRIET £ ARG AT BIBRIEIE 2 O > S35 - {8
SERATIEE. {5 - BT\ R R O E R TR AR
RHIHH -

BORES IR AN ERERETAY SRS  SRTATR » BN
AETEC USSR - TIERE AT E AR RS R AT WA
FEMR AR G AT R BUK S R SR 6 S T (RS SR BT B s
IS EAT B A ACREE » RS BRR A A R i
TR  EREFALEAEEN - B BRI R EL L - IR
SRS » EAIRAEAE ST TR AL R R E Y LB - VT
EMRERS R, ORI AR SRR e LU 0\
i © ST AN E A RaE  BRARET - (SRR
BT T IIER > £ 0 Al PEAETRCECSE LR S
FACERINFL S5 am CIER TOAY R E SR s
ISR ), FHSEAFY) - & UGS > MR B RERE H RIS -
F AR A -

.

L BEEEE T REE HE AR OEER E T ) 400

FEBUEHBIRER N A EEERVFN > AR ET - & DRSS
FEERER T 55k 1953 4/ UAEIIRR - BRI E > KB AUIFAHZE
TR

VRS - (EME ) > 20124 1L H 1T H -
UBREER (RIS - B (A ) o (BRGR) 0 1982456 H 18 H -
Y OBREEIMRe - (EMES AR ) 2012411 F 17 H

46



A EERRFBIEER T Bk At /(b (1945—2013)

[ - /et (1953 ) - [ R AR - #fF X o (SRR - ErREiRRZ—)
(2= FERSE > 1996) -

21970 Attt 2% NA e TRR A RESRE XL

—RAAE SRR - B ERETEE - NEZAE - Bt UHEBUE
AIRIBIE R K ATRERY SR - (HAEE RV E AR RS - EHAVA YT &2
& HEEE KB -

FESEMERESS  HE e B BRI UEEE - sUERRBN S - 70 hAE KA
AIBEA AP IVEEBIRE - REETEENREHEE  RERDBINVAES - &
EELHERES NILERZAE AR AERAEE  HrEHEREEHC -
AE RN F [ 1 R 1 -

RS E > WREREHN $E - ERUSARE ZJlE - R
PR A > ERERTE > @EEZ A SN AR RER - SUREES
ARG > (EEEGRT > BEpk A 1T - RN GRS -

1970 LR > EHMAE ~ FE—FIME TIFEERE - ERE AT HRIEEREE
T/\EE > —EREEE R R ENEREAER - T/ USRI R
[T (R 25 B -

FHYE R MR B R BTSN E B RN ETT - AVEAVER & =N
PRI i T 2 S B ER W BRI » o Nz A R E IR ATEIRE - /AR IR
S th DN LB S g -

15 /\ PR JE LD RE 2 RO B BE SR B VK R == I ZERIFROR T » AT RLDL/ Ui
R EEEY T REEY) o SIS RS S R R o RS SR A IRy
WY R AL R (R R TP R SRR (R 22 e B K R = VB ZE M IR B
MM R TER IV NG - RV E BAMERER HEE— - TR0E -

B OSRER - (SRR WK A AR BRI ) (2R ¢ SZRERAEUR - 2003 4F)
E 3-10 -
“EE H314-

47



[FESS)

(53]
{ _J {

s LELRIANE 78
% X a

[ AR EYECE R RE - B R AR ¢ SREFIESATE ST - (SRR
S UK At SRET B EERE) -

JUAHERICK ~ REPEFER A AIRRELAREDRE - HERZ(LEFT - £
go/ AR H IR - IRINA - B~ BRAREE - B - BERRAEHEZE -

kg \AIERRE - AMEEREYIAS - INEEINBLH MR T - BEEEHIAR
Mo ARFERECEER - B A/ VSIS ZRIE > /N a2 (a5 -
o] AR R R - CH B R EIBRIR BRI Tt HAEAEAL
PBET AT E N AT RE R A -

BFERENE - “EEERERTT £ 17K - SRR B AT ERE AR BT
FHEIEE - B =J7BRGIRRTA24L 6 - EEERE CHMZE B Ly - %
FARBLORIRIA ZRICH - 1980 FACHY—E5 KRB, - S oS EHT B - E R
TAEEHI RSB R R R B 5 P 2 B T R R 05 - [E_E A SR -
PABGEFRIR A > [EIRFI S AT R siidilr - N2 ) Ui SR Al -

. -
3z 1R ke

Ny = il y RS =
[y ﬂiéﬁﬂ%ﬂ’ﬂ/\ﬁ%@ (1990 fﬁ) o [E 7 A - (BEEER) » 1990 ﬁi 4H22H ;
B R

B ERAERMROR > B/ VEHERICERI BV AT - FEGR = 4584
BhLLUR o B2t > U RE B T4ES - AR EER > (Ethign]s
] - [NEREET A R A B - M MABUTRIEE - (RI2 e siiRr: - i
AHIABIZ B (HEERBEE THTAE ) (A B I AR o

JNEEA S A BRIV R L - BRI Rde > E LIRS s
ERTWRE et 5 BUF RIS IwATEL - 20 0lem > ERFERKREEEZEOGA > P

I
[

PR (\AiEhEE RS ) o (i) 0 199048 H25H -
COEEE . (HE/ AESLES) o (BEl) 0 1990F4F 221 -

48



A EERRFBIEER T Bk At /(b (1945—2013)

HEUREIAS - SRS U b/ B T 40N ) TS ki o
Tl P AR S R & o o T AR PR RS A AR
it - 3 EE SR AR A -

WMH - EREEELSEE  SUAE TS — B E R - AR LN
JRF > BERE A2 SR BRG] B B A AT M AL AR BB
BRI OIS S A - BN AR - R B S -

BRI SRR ST A RE B DU o B A S R
BERRATHIIETE T (145 \aMEE g R -

1989 fEEA KM B E TN T2 » 2Bl A A B 5 R H
5 o PRy /IR B LB o (AR TGS ) AV K SR EEES NG SEART -
e ~ HECE TS T s R SR - S A N R BAS R AR (IR S A R
AR > PHSEAFTEIL - SER R LIRIE S Bk - /AR
o EEEEE Ok - B AS IR o B o Y

E TR SE AT LA SR B AVEE R (o REEBNE S  BERETEAG B T B A5 740
T E AT B (HE R & S & TR I A A R R
[t o BESEL AR o TEEISIEE SR T - R RTE - B EE S NE
W TR T B AR S EEE— H O -

BRI » R S [E15] SR R 5 A B SR IRIESU LB R TOARE
B PRI S8 T AU S DU - Btk (ESEAFRYER — A R B S5
IR - HEE /O A SRR T o A S A -

SRR AT - JZ ABETERA < OHTE » BERE  EE M ERE A
WEIREEE - “HES % (ORI EIT FE I B 4t v RIS - B AR HIIR & 2 i e a1
HIsR S - WSS UM EER SR - (4T 8 AR T BN
R HHIRRE - BERBAE L FHRER R —  $HEEEHERE T UE
& 2 LA IR 2 DU 5 Bz 2 B R - Bt R e i e
BN (R EURIARL A T B A -

T B EARE SR SR L M s BRI ek - 5% > BrEE
§E/\FARBE H K B R 0 BoE TR R4 | SR IR R R -
1990 4F 8 H HH%II e G T SRR EKEESR Al | Sne - SHLAE
EHER AT SRR - HARIGHALH5EeSE - Cig \ LS5 T GEEAR
ik EREREASULEE - R EE -

BRIt 4 HARSSIIERIZ T - BE5E B UGBS H A DL s Rt
AW THRER ) BIEE > WS - FNE TERAN | N REAR RS Ti/\US
MBS RS BANARRE s /AR E AR A FiEH
IR CHET s S RS WERTEE T, - 2

Ve o (EEK A\ AR A B o SEAGH ERE » BN RS e IR
BHEE) » (ZEHIE) 198948 H10H -

B ey 0 (EEK\EMEOEIEE) o (B 0 1990 4E 9 H 14 H - $EkA S o FE B EEERE
9w (EEEpSIEE) o (EEREY : BERME - 1088 4F) o [ EREEEKETEES A SREhEs
5 -
DEENE T (R TR/ S ) o (BAH) 0 1990 4E 8 A 21 H - 1B ¢ (/ST
BEBRML) > (BhasR) - 1990 4 8 H 26 H - &M« (EEipkrsl) » T SR KEEE S Al
SERELeT o

49



[FESS)

&= ERE S - B/ AR - Rt -

EESETHECE  FREIEHIeAIE - 1942 (BEM 17) FEEFE
HEEHFER - JF NAREVEM BEK R AGELIEG > WIRFEREEETE - BRERSTE -
BHEA > B EUEAMBELLELE ENARSERFEFEM - £ - F3boiE
Bk BT AR - R - IR 2R R - 211989 FEIKK B - e
AR - R =REBEEBH > RN ARTER I RBED 9 8  SSTERESE

v ».-?'" . .'. "4
Al
Sy

e d . & ) \
[P - S RS

BRFEEEERE "B P ESSRIE  FFEFIIE - HERE A
a4l s - 2EEA TR, ZEE ? tFERRE - EH NS
T BRIWDH T VARBCRETE ) RERER T T EREHEE - HAKE
YRR - SRR -

&% BlEnBNEE B R PURE A - S5 — -/ UAIRAYERE L R
b - = HEERRIGTHRIVREER - 5= X EWRE (NBEL - SCEg )
TEBN AR AR - B ER G - ZTHEHEE - Sirrssat - K/ Uag
]\Eﬁﬁg'%% o U~ REMEE TERAEEE - #TMTHEIRT - REVS - FEEERD)
R o

At > HEEMBUEAAAFTA T HE » EEER SR AL Z B2 Rt E
R > AR R SRR T o SR B EUR R - A 0 1
BURFERFIATA T > QRS R EABEACRE HE— S0 AEPTH SR

2 A (R EE) o H 8l
2y (SEEpsE) o T EEREKIEER A STREa

50



WL EEN IR FEZER T EK ) a8 L (1945—2013)
FEHIZER SN T » S PISERFT > FHE B AN a R h R - 2
1000 E AT HBAERK N A RREES L BAS X T B

BN E B ORFE]  RRFEER T TRE ) B4 Wit - AAEEHREAR
IR ~ RO > ARIEE B E I NG BR s - DUER o 2B
[68 FF a5 ELERAL I T RORFERE - 28T ST AL S B N E IR I AIRAE
EREAE TR RUE ISR E T B PR IRREHE Tl — 383 Rt T B A 2
TR T2 BEFRR AR R R AT R B S PR e AR U - ™

JUERBEE R AT > 1E 1990 SR R Aar AR - U ISEHEe T HER
EHEE - MBS o s S AR BT - BRNBUN SRS A S AR - IER
HIRE TR HIAEZIEFE SN R - SEIAIA ERE -

1997 a0\ FEHIEOL o RECEERAFBKHED T BRI — e o
ERNUEFE LR THERBRLCUET O EERERESDFE T - BARAFTAER
BB G/ VAt o RTIFEFHR RS S EHE AT - BB
IR ARIE T EEET » (RN e B /K I X R B T IR R B R AR AR » P R e

®eEe7r -

[+ 71 ek ARG R (1997 £8) - [& 5 2 - BERIE R -

[FERE IR ) A BRI N iR A /D H B e i e YRR SRR -
et -

1999 AT EE S Sl i ARSI SR BRI BUR S IP R LA 85 - B0 AR
BN T BUR R B 22 ~ B SCYIE PRI RF4EE - (ERBUE IR
S SRR E AN - I BT ER I b O B S
iR EeE/ Al TRNESERNEREETEE - ®

SCEER A B EN EAR B AL - P R E R RS - /A EILIE
KA LMEREE » IR AR RMEE - SCEE TR - 188/ atia BaaHI

2 gt - $8E 0 T3(b  3R0E - EE) B EEILT AT 2B, (2001 BEEST{EEE CRERT
FUEFEG-BRUEEENVEEN) WiE -

A (EETEEEEEEEW O MR TR e gRTM) o (28 EETHBITX
{EEDLIE > 2009 ££) -

PHESE  (EEEK T\, PreE) c H 230

51



[FESS)

IR » A EI R4

B BANATEE }/Ej—jr/g/\@%]? THIRG 78 WA B 2 GBI 22 S 2%
AT BRI R RE DA PG B BT - 2000 4F 2 A » WECUEE E R AEIE
1E5 TlfﬁﬁfﬁZiﬂ: SEE P IIA IR RS AR | [ SE B EENEE A TAE LY
i

ﬁﬁﬁhﬁﬁﬁx{%ﬁﬁ e G B R B Y/ DR HEEE o AR M AR
A BECHYATESERREIT o RIS SE SRR e R T E RS LAY TR
SrEESN - EE TH HREILERCIRE A SRR - AEESR > A EME—KE
PR R SR RS E 2 PR AT -

J\ AR K e By IR S e —(E el - 2Bkt s L ERYECE
RRBUN RS A SRR TR AREEE I > EEOREETE 2003 40 A TR
SREREE o

e« LAldERAE  HEEEREYNESR - 2JHIER » BEM DM B
NG o 3 EL SR -

J\ARBIE A& R SR SR > RESE AR SC B EIEEE - SHEE/K A
F PSR EE R

- MRS . HhEEEHEFE VRN " EESRT -

T~ ACEMELALEHE - BT - JR(E - KBRS -
=~ B UK 2L B E%E@ﬁf’ﬁ%xtbm%i_ THEDEZE— -~ ZH1
PR FTRE A £ 4SR50 - B E R H A RS 8 R L R4S A

St Z TS -
o~ BEOK ) AR TEEG%EIHEEJ%&%W?@ RSP T s/ K ) A AR B e s H

FARE Ty A E 1 E R
f~ TEERRESE ) (EBELDENE E?‘;EE"IS B K R EL A R A B RS - NS E

FEsE FAHESEE -

EAEMERE » DU\t T BEMEIS(51E - " RMEREMEE | - T &5, /=K
FEIEE - DL TEEME Tt T EAREEAA ) T sIMEEREBETTE
FelR Rl o (BB H0 B P8 e/ AR R T RS 4E B AL afm Ny - 18R VA2 RS FEH
TREE - ZEZERIEEERERERE » ZERE LR PR - U
ZE IR RE AN AKRE] - Bkig AMEM R T BUEN &Y - L ERERE > T8 H
EFBRAERT » WA -

K& B EBEE - B1ERN/ AR ARFIRANEEEN - —#&
M RTER R R R E - AR EE R EEE R NI S -

P EHEE - (BRI AEEEA RS T M) o R BB 0 2004) o A 0 (BARY
BN SRS ) o (BORKESEEEN) 290 2002457 / -
TORERE . (R TEUK i, FEIR R EEIE) c Hel.

52



A EERRFBIEER T Bk At /(b (1945—2013)

(i AN E2 oK JANCEL QD) i e e 2K JANCE L A G STED)

2009 £ 5 H - JNAMHASE T RESE ) St BEET T HESER) £
R - BB ER/KHREEAENES - &/ VBV EER(E 2 A - IR /iR By e
B B /AR - D)\ MR T RS AR -
R\ AR B A EES T -

ZAER ] HA SR RHERTIRIE e N T 1B RS thaER S
PTNE SRR - SFERA B > /B E R R R R R A S -

B/ B AR (BEOH) » 1908 fF 115 10 B § HES i -
I~5®

@f%%ﬁhjiﬁﬁi%ﬁﬁﬁﬁﬂﬁﬂﬁiﬂ > FERI AL R AZ B - R — AR o P PRt B
PRI TR B SR ISR T RS - BUKE RIS - BRaAE B
JiRAEHIFESE - ﬁ#%ﬁ SR OIEFRE - BB AR G RN #AR
ATHI 22 T AERRS - S EKE N s iziE TR E ) - et AT HE
EEEE VP RMFEEROESE > SOEHAERENIE -

R EEEEAERIE - WEEREES - I EZERN A HE - FERE
fEERE - R EEA OS] - B TEK/A ) 2061 AlEEH  BIRERA L

{EEERER - HERA ANEARE S BUFTE - StEEsa Tl - G588
%%E%’&ﬁmﬁﬁﬁ%—iO

PHEE  (BKER/ AETRRHEAS) - (HWEHW) > 1998FE11H10H -

53



[FESS)

A > T UEEEREE ) MITES HERETHF - HiusB s S hEiRG
KAHIERE > 2RI i LR A (@ R R ROl S & B E - 2 —EsUt
RGBTSR - P > SRS EAA HBEIRBRIVIRS » CH B E A B AT
’ET  HERBENVEGER A EL - R > EEaltVIEER
FEEESYTEET R - UGB A S A B =R EE L B G RB HAFR
FEA - hEEEYIIHEE S - SCEEMARMERTE A RE R - BIEERL
Y mBERFEE - A SENRE - BIEEBUF LA IUSTE AR
B SRS RS SREE SR - JRERERREE > EATEEREEE
el — A BYIt A RACEEE - BEPOCETEARUE S B - BIR VA ERBIF A
LR TT -

WrgerhasiR - HERRGE LIFRVEARARE © BEREEINIT AN RETE
BESh - S A [FI A A ER A — (e R IR R - WA B E G ALY
ALFEEAHUR R S Z2 Tl E] - A R RV ER - 52 - —(EHBERA
A~ EEARMITER - £ EREEE T Ay E R MR - HERARE > H5h
DI AREEZE RN DB RE - B EREN DA B EREFNEED
71 MR LGV ER > FEAEHEHEEEAA AN (BEEA) « BT
E - BURFARIEIFS » oTDUE— S S R suE R R ek - %

B i R o B L RN R R G TS - BRI H SR R AU -
tEFRCREIHANERE - BEEMAA ST > G HERFEEOHIRERNE
FRFORAFIE LSRRG > 1983 A BUFHEE b EEMRE » RENBEZE
R A EENVE SRR FEFHIE R 7K - 500 g liREEEZ G fE -
tEERLA - Al EEeECUbEEES - hERMTTHE SR - AR = ER
B © I AR AR 12 2(1917) > T BRryEETiE R - e SUEEirRE » 1
EEES - BRMEE - HRIEAISEE L a bR

BBEUKERFRVEI R B Y E R R R E 25N > AP E TR R (I
T8~ Ko B/ BB - SUEESUEEEET R - ACHEREALA SR
EHYEE T > AN SR EE ST ERALE - B RELASEE SIS
FRERRER < B ¥E » BEIF IR AMIBA S A B PIs E E R (B ¢ ARE T RA S
B~ FESUEESR R R B HAEE - BERENAHREE - TERESETHE -

(SCEVEE 26 f) - JRENHp o EE R SO & B EEE T ~ M BUF AR —E &L
(RN SREBNRLA o BB S R R 2 A © (R A TR A -

At - BT RS EERERESE - Hp S b EEMEL AT E
LB » It - FAESCEAEAR S B e s o T AT e B
W () BUF, BRids TEBERTAE A~ BERA - BELA ) DIAT > 2R HEUFRIE R
FIEBRZ R4S - SESEATAA - A - BEAZREERSH > BHEIA
e E R LA Z ST e Sy - Er i BUR S EBDE R AR 2009 4 8 F 18 H 83y}

" EMTBFTEEEEEERH BB E TGS ) o St RAUH BN R 5
W TRE S 2B R R BT THERS ~ Wi > R TBURFIERE - ERBIREst
MAEEAEA ~ (EAA - EE A S RERAEE K EE - AT
TFHESH > (U EEEREZ IR IE - 28N - ARE S LIF Z S BT - B

® prits 45N ¢ T or(k ~ SO MY MREEILTTE BRI 2B, (2001 BEESUL AR
GeAE BT (LE A i -
® b LR E R B -

54



A EERRFBIEER T Bk At /(b (1945—2013)

=B UE CEEE LR - W REEIERE - ie7HiA
EHEATAE A B BB B IARRH] 2 SRaR AR - 2R HEDEREH L
BN e A & A RSHEANEREE - A8 > UKL R B S £ a8 g 2
BERERER RN STEZFAA - EAA - BEA > BHETESHEECEEZ
TCEKE o GBI B BRET  ERERE o (5 e R -

o (UEBEERGEE) BIEE - WIIERRER « BRhEREE R e Bl F R
o MFHENTAA SR - BB IEERVAFTA A S FAEE Z BAEN - BRER
WHYRFINER - T2 RRERVN G ERCRINE » (g RESA S EHEE
R EHWANAESERRGAGER - E8E L WARARAVER) -

AR VEUK At &ERLVAEYIES # - (55 - € L T REAERATTE
TS - e B B B S R R A ZE B - /AR e R 25 (1945
—2013) > —HGERFTERA A e ] » ANBUN RS A SRR - ERARARI
sk > TOMREEE > AT T HER ) JREAER R R ARy e R AEREK -

JNABEAXEEE  FERR  RERER

F—~ JUAERER S H BRI -/ UEBHRI B B /KR S8 A
SRl - BACERIAEEE 5 o AREEREACBEEANTT - A RELETTH
AP -

F AR R (T R VAR M WA - /Ui B AR 2 = B RE
bEE 0 ABURHIEIURUR - R A EFREYIIAESEE - WSHIAEE - B T7AE
EAYHIAT -

F= AR E RN TGRS EES - b a it Ry FEC R
NSRRI S M Bt 5 M R B Z P

WS AR KR AR RS - R ER A RATHE > EBUTFE
BB ER TRV LS T - e TR 255 ERHERFEET -

A (EET RS O e TRV g R TMm)
55



[FESS)

- A (BEFELR)

THE | (BRSO EERIRT M) - FR RSO - 2004 4 -

[k (RS » BER ¢ AlGOC(E > 2001 4F -

FER (B ) o BL  EmE - 1983 4F -

rrk (R PSR » R ¢ FIOC L 1996 4F -

ST (T EHAE ) FREIL ) WAL (1945-1047)) » 0L A6
SRHAL » 2007 4 -

ST (RS RE) © 2R RlOr(E > 1007 4F -

sREF ¢ (ErE SRS TEUK/ At REVIREEERE) - 2 0 ZRME
J&F » 2003 £ -

moFH - (ERThE e EEE S E e E TRV g ER T > 26 2/
TR SAEEDERR > 2009 4F -

PEEEE PRI - (ME4TEC) - =40 0 AR > 1995 4 -

st e (ZEEERESS) > mik - ZEESUE > 1997 4 -
R - (EEpoGE) - 2/ ERIE - 1988 4F -

HFeE  (EEEE - Z2ERERRZ—) 2 0 EHRoUE > 1996 4 -

=~ A
(—) i
(AU« CRERY GBS ) » (ROREEEERERN) 2002 4 7 265 29 1 -

PHE - 8520 - T (b - BEE - EE) - BraEILTTEERRE RS (2001 ZESL
BERFIIFREG-EXCUEEENVEEY) fWiE -

BESC UL - CREREE) - 194849 A -
HFe T - (EREK T/ VA, BRI ) > (FESEHT) 1999 £ 6 F 55 137 # -
(=) HX

it - (R EEZHEOEER (1)) (REOZE) - 1942 55 A5 10 #i5
2% -

BN

AR ¢ (BB BB TR S A (e (1624 1045)) « B8R © BRI AEAE
STALRFGEFRIE -3 » 2007 4 -

PIZLGE (G AR T S S T s B 2l ) - e MR
SR R S FTRE -3 L 2004 4F: -

56



z ~ FF K
BREEK

A EERRFBIEER T Bk At /(b (1945—2013)

(EXNEY)
(MR [ElRYEEEE — 8550 )\ ) - (Biadlr) > 198246 H 18 H -

oA - CEK/ UEERES AR - AR E (Rt - B ZEIEU - E s

Pt 8
AR
SRR -
SRR -
SRR -
AR
HET R

1EEEMRR ) (2EH®) > 1989 £ 8 H 10 H -
(HE/\EEEGES ) (Bai) - 1990 F4 22 H -

(BER TR/ aEas)  (BiaW) > 1990£8 H 21 H -
CUatdEEEs) > (Bia#) > 1990 £8 H 25 H -
(JUAIRIER ATRERR (L ) - (BfEHR) - 1990 -8 H 26 H -
(BEK/UEEOAEE ) - (Bad) - 19909 H 14 H -
(BE/KEEZ ) a0 RaS) > (Bic#k) > 1998 £ 11 H 10 H -

57



[FESS)

58



% \Hf » H 59-70

LR A SRR
:O;Eiﬂﬁ

BmEEE (

EBgE2E

+)

r B
LN
i &

S S ER R X
a\z‘ﬂgﬁ'ﬂﬁ BoE el g RgF 3
'k’z“:'ﬂfjaiﬁlm
Py

o e

FEE
F 00 I N
FAG

mgja ® >

%\3799

NS
71 erie ’F. s
éﬁm

o

\,b,—}
5
2, m
EFEE B RA G AR o
/);?1}_‘4:?%57}?/"
Eff(m\?xr

FP H

W§Maw

@wﬂwbw
AT, 4
lj“/uaéd‘ ‘ﬁﬁF_%‘]mZ
@%ﬂmé&ﬂ&’_#%mﬁbm#@i’iE?WWZF%3’”“ﬁﬁ
2
B:id A;}vv s fu ff“
DR
‘F‘» l——)\g\")"
S
!

iE
{

o

M 4

\

‘—1-, .

uls

BT e SRR o A
)\%FP Al

“Fmr
('f-w

S| é’~}_~$”"@$cm b Z2_— ood 3
’w&fﬁgfﬁmﬁvr"lﬂtbﬂvl\vqpui‘

%ﬁ?’fﬁﬁ.‘ > B rTJ"? * A 3?{’{'1‘3\: IFm&FﬂiFi avlg'ﬂl%
é‘%g/if ,&mO«k
B> F = —+mnrr.r.,1&§«}— ’ fo:rﬁ?: P\l‘ft’/»\‘)ﬁ' » E L Hp
LH~ 2

T %
L { T A F wE K
S NI ¢

mh]’rll“%\ rr]& ;}';v_
LG TR R
’%——‘a ~ F‘

2

mls

" AL AR A S
14 H o

FfsHH] - 201345 F 15 H ; MEETIEHHH 1 20134 11 H 12 H

&IESTHIA : 2013 £ 11 H

59



NCUE Journal of Humanities
Vol. 8, pp. 59-70
September 2013

On the Entering Tone Rhymes of Quan Zhen Religion in the
Jin Yuan Period: The Corpuses of Wang Chong Yang’s
and Quan Zhen Qi Zi’s works

Chih-chien Keng"
Abstract

Most scholars advocate that entering tone rhymes have gradually vanished from the
Northern Mandarin since the Song, Jin and Yuan Dynasties. Di Zhou, Bai, a scholar in the
early years of Min Gou, proposed that most rhyming in ancient poems and prose is based
on local dialects. Wang Li also made the point that phones used in rhyming in the ancient
times could compensate for the deficiencies derived from the Rhyme Books and Rhyme
Tables. In particular, poets of different dynasties have their characteristic expressions in
merging and separating different rnymes. Therefore, the variations on para-rhyming range
from different times to different areas.

Some of the important poets of Quan Zhen religion in the Jin-Yuan period whose
works represent half of the available Jin proses. Since the prose writings of the Quan Zhen
religion were mainly to propagate their religious doctrines, therefore, the prose rhyming
provides a valuable resource for research, especially to determine whether the uses of
entering tone rhymes are phonetic properties in Ninhai Shandong or the Mandarin at the
time. Thus, this study analyzes the corpuses of Wang Chong Yang’s and Quan Zhen Qi
Zi’s works, the representative poets of the Quan Zhen religion. It is expected to lead to
more research findings about the entering tone rhymes.

Keywords: Entering Tone Rhymes, Quan Zhen Religion, Quan Zhen Qi Zi (The Seven
Priests of Quan Zhen), Rhyme, Phonetic Properties in Shandong, Middle
Chinese
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Factors Affecting College EFL Learners’ Listening
Comprehension and Listening Problems

Janet Yu-gi Chao”

Abstract

Listening comprehension plays a pivotal role in effective communication in spoken
language in the global village. However, comprehending English speech is not an easy
task for EFL learners in Taiwan. This study aimed to investigate non-English majors’
English listening performance and listening problems. Seventy-five college students
participated in the study. At last, sixty-eight valid data were used in this study. The
instruments comprised of a General English Proficiency Test (GEPT) at the intermediate
level and a Listening Comprehension Problem Questionnaire (LCPQ). The results showed
that, first, most of the subjects (62%) did not reach the passing score of intermediate level.
The subjects generally performed better on the subcategory of Part A followed by Part B,
and Part C ranked the lowest of the GEPT listening test. Second, the listening problems
met by the subjects were mainly from the input factor, followed by the listener factor and
the task factor. Most frequently encountered listening problems included easily forgetting
the content, long listening texts, not knowing which strategy to use, unclear pronunciation,
and unfamiliar intonation patterns. Third, there was strong relationship between listening
problems and listening proficiency. The proficient listeners identified their main problem
as easily forgetting the content when hearing new words as the foremost problem. The
less proficient listeners identified difficulty to focus on the text while having trouble
understanding as the major obstacle. Finally, significant differences existed in listening
problems encountered by students from different colleges. Conclusions and pedagogical
implications of listening instruction were provided at the end of the paper.

Keywords: listening comprehension, listening problems, GEPT listening test, college
student
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Factors Affecting College EFL Learners’ Listening Comprehension and Listening Problems

Introduction

Listening is an essential skill of language learning as children learn their first
language (L1). Just as the fundamental role listening plays in L1 acquisition, it is by no
means less important in second language (L2) learning (Rost, 2011). In fact, learners
spend over 50% of the time on listening while functioning in a foreign language (Nunan,
2002). Research has also found that improvement in listening skill has a positive effect on
other language skills—reading, speaking, and writing (Pearson & Fielding, 1991; Rost,
1994, Yalcinkaya, Muluk & Ashin, 2009). Apparently, listening plays an important role in
foreign language learning, so it has gained more and more attention in foreign language
classroom.

The Ministry of Education (MOE) of Taiwan embodied an English proficiency
benchmark policy for college undergraduates to promote globalization in Taiwan. For
college students, they need to provide the evidence of passing the threshold for English
proficiency by graduation. For example, for the GEPT intermediate level, college students
have to obtain a listening score and a reading score of 80 or higher. Poor listening is a
major barrier to effective communication. Therefore, it is necessary to investigate
non-English major college students’ listening performance and listening problems on the
GEPT Listening Comprehension Test at the intermediate level. Based on this purpose,
three research questions were developed as follows.

1. How do non-English major college students perform on the GEPT Listening
Comprehension Test?

2. What listening problems do college students encounter while taking the listening
comprehension test?

3. Is there any difference in listening problems between different colleges?

Review of Literature

Factors Affecting Listening Test Performance

Listening comprehension is a complex process. There are various factors influencing
the comprehension in the process. Alderson et al. (2006), Bridley and Slatyer (2002),
Kostin (2004), Ying-hui (2006), Wagner (2010), Rost (2011) and others have synthesized
several factors that are likely to influence performance and interpretation of test results.
L2 listening test-takers and instructors must take into account a variety of factors in order
to reduce the effect of these factors on test performance of the listening abilities. Based on
Jamieson et al.’s (2000) learner process models during listening tests, Rost (2011) added a
number of variables that may affect listeners’ test performance during each stage. These
variables included stimulus variable, listener variable and item variable.

Furthermore, Rost (2011) listed four factors as a summary, including medium of the
input, nature of the input, nature of the assessment task, and individual listener factors.
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First of all, medium of the input includes video or audio-only presentation or
accompaniment with graphic or text enhancement. Enhancements tend to improve test
taker performance, such as video presentation, graphic cues, text subtitling or selective
captioning. Second, nature of the input refers to dialect, speech rate, length, background,
prepositional density, and amount of redundancy. Third, nature of the assessment task
involves use of visual context, amount of context given, clarity of instructions, availability
of question preview, and types of thinking process. The final one is individual listener
factor, including memory, interest, background knowledge, motivation, and readiness to
take the test.

Studies on L2 Learners’ Performance on Listening Test

Students of English in a foreign language environment have difficulty
comprehending the spoken language, especially in one-way listening situations. Test
takers are not informed of the test topics in advance, they are allowed to listen to the input
only once, and they may not receive any supporting information (Chang & Read, 2006). It
is not surprising that EFL learners experience considerable stress when taking a high
stakes listening tests.

In order to examine the effects of test format and text type on the listening
comprehension of senior high school students, Luo (2005) conducted an intermediate
listening test of the GEPT. The results showed that senior high school students performed
significantly better on the tests with pictures than those without pictures. They also scored
significantly higher in response to statements than dialogues. On the contrary, Yang and
Lee (2008) investigated the performance of 250 college students from a University of
Technology on the intermediate GEPT listening comprehension test. Almost half of the
students failed the listening test. The results showed significant differences among three
sections. The students performed best on the Part A; Part B ranked the second; and the
Part C scored the worst.

Taxonomy of the Factors Affecting L2 Listening

In the last two decades, several studies on the effects of specific factors on the
learner’s listening comprehension have been pointed out (e.g. Boyle, 1984; Brown, 1995;
Chang & Roebl, 2011; Chiang & Dunkel, 1992; Lotfi, 2012; Rubin, 1994; Rubin &
Thompson, 1994; Teng, 2002; Yagang, 1993). Rubin (1994) was the first to classify
listening factors into five categories, including text, interlocutor, task, listener and process
characteristics. Text characteristics refer to features of the listening content delivered to
the listeners. Interlocutor characteristics identify the speaker’s personal variations. Task
characteristics refer to the tasks teachers use in class. Listener characteristics identify the
listener’s personal traits. Process characteristics reveal listeners’ cognitive activities while
listening. According to Teng (2002), there are two factors that influence listening
comprehension, the internal factor and the external factor. Internal factor indicates the
inside factor of the listener. The external factor represents the factor outside of the listener,
for example the speaker, stimulus, and context.
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Moreover, Chang and Roebl (2011) investigated the factors affecting listening
difficulties by a six-point Liker scale questionnaire containing 31 items. The results
largely supported previous research that L2 listening difficulties come from text, listener,
speaker, and task. They added two more factors— ‘input channel and surroundings’ and
‘relevance.” The former was particularly important in test situations because noise may
come at a critical point, which can be frustrating for listeners. The latter has been widely
discussed in communication contexts, and refers to listeners only paying attention to
information that is relevant to them in order to obtain maximal contextual effect with
minimal effort.

Unlike previous studies, Lotfi (2012) conducted an exploratory factor analysis of the
responses of a sample of Iranian EFL learners and then designed a forty-item
questionnaire with six distinct factors: process, input, listener, task, affect and context to
assess EFL learners’ beliefs about the English listening comprehension problems they
may encounter in unidirectional listening. The first factor, process, reflects learners’
beliefs about listening problems associated with different aspects of listening
comprehension process—applying cognitive and metacognitive strategies. The second
factor, input, represents learners’ beliefs about problems related to different aspects of
aural input—vocabulary, speech clarity, grammatical structure, speech rate, prosodic
feature, accent, pause, and text length. The third factor, listener, reflects learners’ beliefs
about listeners’ characteristics, including attention, attitude, and memory. The fourth
factor, task, reflects learners’ beliefs about problems associated with characteristics of
listening tasks—task type and type of responses demanded when answering global and
local questions. The fifth factor, affect, reflects learners’ beliefs about problems related to
affective dimension of listening, such as comprehension failure and the level of anxiety.
The sixth factor, context, reflects learners’ beliefs about unfavorable characteristics of the
learning context affecting listening comprehension, including inferior machine and
acoustically unsuitable rooms. Among all taxonomies of listening difficulties, Lotfi’s
taxonomy is one of the most comprehensive classifications.

Studies on L2 Listening Problems in Taiwan

In Taiwan, there were studies investigating learners’ problems in comprehending
listening input (e.g. Chen, 2002; Cheng, 2004; Chien, 2007; Chiu, 2008; Chuang, 2009;
Sun, 2002; Teng, 2002; Yang, 2011). Teng (2002) investigated EFL listening difficulties of
95 college students at a university of technology in Taiwan through a 43-item
questionnaire with eight open-ended questions. The results showed that stimulus factor
ranked the highest, followed by speaker factor, context factor, and listener factor. With
regard to the greatest difficulty in each factor, vocabulary load and vocabulary expression
was the main problem in stimulus factor. Clarity of the speech enunciation was the main
problem in speaker factor. Noise and interference was the main problem in context factor.
English proficiency was the main problem in listener’s factor.

In addition, Chen and Cheng (2007) investigated listening difficulties of 51 civil
engineering students enrolled in the two-year junior college program at a technical college.
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The data were based on three listening exams the students took during two semesters of a
general English course and a survey conducted at the end of the course. According to
students’ responses, fast, natural native-sounding speech, limited vocabulary capacity to
understand the message, speakers’ habitual expression of spoken English such as accent,
stress, linking, and omitting of sounds, and insufficient knowledge or cultural differences
were four major listening problems.

Recently, Yang (2011) conducted a study on exploring the English-listening
difficulties encountered by 32 students at an institute of technology in order to better
understand the listening process from the perspective of EFL learners. The subjects were
asked to keep a listening diary about their English listening experience and their listening
problems. From an analysis of the diaries of EFL learners, listening comprehension
problems were divided into five categories: text, listener, listening process, speaker, and
task. The top five listening problems encountered by the subjects were unknown words in
the text, the speedy delivery of listening text, limited vocabulary knowledge, insufficient
practice, and inability to pay attention to the next part of the text when thinking about the
meaning of the previous text.

Based on the findings of the studies, most Taiwanese EFL learners seemed to
encounter different listening problems. As regard to the listening problems encountered by
college students, apparently a fairly large body of research focused on listening problems
related to learners with different proficiency level. However, few studies focused on
university students’ listening problems from different colleges. Therefore, the present
study aimed to investigate college student’s listening performance and listening problems.
It is hoped to provide useful insights into learners’ performance on the listening
comprehension test and its relation to listening problems.

Methodology

Subjects

The participants in the study were 75 non-English major college students. However,
since there were seven subjects who did not complete the questionnaire or hand in the
listening test sheet, their data was treated as invalid. Therefore, finally, 68 valid data were
analyzed, including 37 students from College of Technology and 31 from College of
Education.

Instruments

The instruments employed in the study included a listening comprehension test and a
listening problem questionnaire. The listening section of the GEPT at the intermediate
level was adopted to determine the subjects’ listening proficiency. Each section contained
15 questions so that there were 45 questions in total, as shown in Table 3.1. All of the test
items were the multiple choice type. The Part A was the picture description, the Part B
was question or statement response, and the Part C was short conversation. As for scoring,
the scoring list was adopted from Talovich and Liu (2006). The total score of the GEPT
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Listening Test at the intermediate level was 120.

Table 3.1

Structure of the Listening Comprehension Test

Part Nature of the Task Nature of Input Question Number
A Picture recognition description Qs 1~15

B question response dialogue Qs 16~30

C written options conversation Qs 31~45

The listening problem questionnaire employed in the study was based on the six
categories specified by Lotfi (2012). The questionnaire was comprised of two sections:
the background information and the listening comprehension problems. The listening
comprehension problems included six factors: Process Factor (Item 1 to 12), Task Factor
(Item 13 to 15), Input Factor (Item 16 to 25), Listener Factor (ltem 26 to 35), Affect
Factor ( Item 36 to 39), and Context Factor (Item 40 to 41). Responses to each item were
on a six-point Likert scale, ranging from 1 for “strongly disagree” to 6 for “strongly
agree.”

This questionnaire was proved to be reliable and practicable. Cronbach’s alpha was
employed to test the internal consistency reliability of the questionnaire using in this study.
The results yielded .96 for all 41 items on the LCPQ. As for each category, the reliability
coefficients of the process factor, the task factor, the input factor, the listener factor, the
affect factor, and the context factor were .94, .87, .89, . 89, .90, and .94 respectively.

The data collection was conducted in class. All of the participants followed the same
procedures. First of all, the purpose and the procedures of the study were explained in five
minutes. Second, the GEPT Listening Comprehension Test took approximately 30
minutes to finish. After the participants finished the test, the Listening Comprehension
Problem Questionnaire was distributed to students. In order to obtain more
comprehensive results, students were welcome to give their feedbacks about the
questionnaire at the end. The approximate time of the whole experiment was about an
hour. The data gathered from the listening comprehension test and the listening
comprehension problem questionnaire was analyzed quantitatively on the SPSS, version
18.0 for Windows, such as descriptive statistics and the independent-samples t-test.

Results and Discussions

To answer the first research question, descriptive statistics and the
independent-samples t-test were employed to analyze the data of listening comprehension
test. The passing and failure rates of college students on the GEPT Listening
Comprehension Test are shown in Table 4.1.
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Table 4.1

The Passing and Failure Rates on the GEPT Listening Comprehension Test
Education Technology Total

Passing 17 (55%) 9 (24%) 26 (38%)

Failure 14 (45%) 28 (76%) 42 (62%)

Total 31 (100%) 37 (100%) 68 (100%)

It shows that only 38% college students passed the GEPT Listening Comprehension
Test, but 62% college students failed the listening test. For College of Technology, only
24% students passed the test. Most of students (76%) failed the test. For College of
Education, 55% students passed the test. It means that more than half of students could
not pass the threshold of the GEPT intermediate level listening comprehension test,
especially those in College of Technology.

The results of students’ performance on three different sections of the GEPT
Listening Comprehension Test are shown in Table 4.2. It shows that the students generally
performed best on Part A; Part B the second, and Part C was the worst. The means of
students from College of Education were significantly higher than those from College of
Technology in overall and for each section of the GEPT Listening Comprehension Test.

Table 4.2
Students’ Performance on the GEPT Listening Comprehension Test
College Technology (N=37) Education (N=31)

Mean SD Mean SD t
Part A 24.00 6.24 29.97 5.17 4.24 folalel
Part B 20.62 7.20 27.39 7.54 3.78 il
Part C 18.11 8.33 25.29 9.10 3.40 **
Overall 62.73 17.63 82.65 18.45 4.54 **

Note. **p<.01, ***p<.00L1.

The finding shows that most of college students’ listening comprehension has not
reached the intermediate level. Students from college of Education performed better than
college of Technology. Based on the learners’ performance on the each section of the
listening comprehension test, picture cues did enhance listening performance significantly
because they can activate background knowledge. However, comprehending dialogues
involves the ability to grasp the main ideas and framework of utterances. Moreover,
figuring out the purpose of talking or the relationship between speakers, locating
important details, and making inference made college the listening more problematic to
understand the listening texts for college students.

The descriptive statistics were employed to analyze the data from the Questionnaire.
As shown in Table 4.3, the overall mean of the participants’ listening problems was
slightly high (M= 4.05). Among the six listening problem factors, the input factor (M=
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4.26) had the highest frequency, followed by the listener factor (M= 4.20), the task factor
(M= 4.00), the process factor (M=3.92), the affect factor (M=3.80), and the context factor
(M= 3.69). Then, listening problems of each item in each listening factor category were
presented as follows. The mean scores above 4.00 as ‘slightly agree’ are included in the
results of the study.

Table 4.3

The Rank of Listening Problems Factor Category

Factor Category Mean SD Rank
Input Factor 4.26 0.71 1
Listener Factor 4.20 0.79 2
Task Factor 4.00 1.00 3
Process Factor 3.92 0.94 4
Affect Factor 3.80 0.96 5
Context Factor 3.69 1.35 6
Overall 4.05 0.73

The top five listening problems encountered by college students are presented in
Table 4.4. It demonstrated that the students met with listening problems the most
frequently in two listener factors: “I forget the content when hearing the new words” and
“not knowing which strategy to use” and three input factors: “long listening texts”,
“unclear pronunciation” and “unfamiliar intonation patterns”.

Table 4.4
The most frequently encountered listening problems

Item Description Category Mean SD Rank

When | hear the new words, | forget the

30 ) . Listener 4.62 096 1
content which was mentioned before.

19  The listening text is too long. Input 446 085 2
I 't kn hich hil

34 _ dor%t ow which strategy to use while Listener  4.46 108 3
listening.

21  Words are not pronounced clearly. Input 438 091 4

nfamiliar intonation rns interfere with
24 Unfamiliar intonation patterns interfere wit Input 438 117 5

my listening comprehension.

The findings showed that the listening problems met by the college students were
mainly from input factor and listener factor. College students considered that easily
forgetting the content, long listening texts, not knowing which strategy to use, unclear
pronunciation, and unfamiliar intonation patterns as most difficult listening problems.
These findings were similar to Chien’s (2007) findings in which English majors
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considered text factor and listener factor as their primary obstacles. In Teng’s (2002) study,
however, most technical college students selected stimulus factor and speaker factor as
their major problems in listening.

In order to find out if there were any significant differences in listening problems
between different colleges, the independent sample t-test was used. A comparison of
listening problems between two different colleges in each listening factor category is
presented in Table 4.5.

Table 4.5
Differences in Each Listening Factor Category between Different Colleges
Technology Education
Category (N=37) (N=31)
Mean SD Rank Mean SD Rank t
Process Factor 4.32 091 3 344 075 5 4.28 Fkx
Task Factor 4.11 115 4 3.87 0.78 3 1.00
Input Factor 4.49 077 1 3.98 050 1 3.28 **
Listener Factor 4.44 0.79 2 3.92 0.70 2 2.83 **
Affect Factor 4.04 115 5 3.52 056 4 2.44 *
Context Factor 4.00 145 6 3.32 114 6 2.11 *

Overall 4.33 0.75 3.72 0.55 3.74 Fkx
Note. *p<.05, **p<.01, ***p<.001.

It indicated that there were significant differences between different colleges overall.
There were five significant differences between the students from different colleges,
except for task factor. Generally, the students from college of Technology reported
listening problems more strongly than college of Education. The results also showed that
students from both colleges encountered problems in the input factor and the listener
factor more frequently than the other factors.

The top five listening problems encountered by college of Education are presented in
Table 4.6. It demonstrated that the students met with listening problems the most
frequently in two listener factors: “I forget the content when hearing the new words” and
“not knowing which strategy to use,” two input factors: “unfamiliar intonation patterns”
and “unclear pronunciation,” and one task factor: “having difficulty to answer
wh-questions.”

Table 4.6

Top Five Listening Problems Encountered by the College of Education

Item Description Category Mean SD Rank
| forget the content when hearing the new Listener 481 087 1
words
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34  Idon’t know which strategy to use. Listener 477 0.88 2
24 unfamiliar intonation patterns Input 455 1.06 3
15  difficulty to answer wh-questions Task 448 072 4
21  unclear pronunciation Input 432 060 5

Moreover, the top five listening problems encountered by college of Technology are
presented in Table 4.7. Generally speaking, these top five listening problems are totally
different from and all of the means are higher than those of college of education. It
showed that the students from college of Technology had great difficulty in two listener
factors: “neglect the next part of the listening text when thinking about meaning of
unfamiliar words” and “cannot recall their meaning immediately although some words

2 ¢

sound familiar” and three input factors: “long listening texts,” “too many unfamiliar

words” and “fast speech”.

Table 4.7
Top Five Listening Problems Encountered by College of Technology

Item Description Category Mean SD Rank
I neglect the next part of the listening text when

26 thinking about meaning of unfamiliar words. Listener  4.89  0.74 1
I cannot recall their meaning immediately .

29 - Listener 481 0.81 2
although some words sound familiar.

19  the long listening texts Input 478 0.89 3

16  too many unfamiliar words Input 470 1.00 4

22  fast speech Input 462 1195

The findings show that there were significant differences between college of
Education and Technology in overall. Except for task factor, students from college of
Technology reported listening problems more strongly than those from college of
Education. As for the top five listening problems for each college, the major listening
problems met by college of Education students were primarily associated with memory,
strategy, intonation patterns, difficulty to answer wh-questions, and unclear pronunciation.
Due to poor memory and limited strategy use, it’s hard for college of Education students
to retain information. Because of lacking practice, when Education students listen to
different speakers’ accents, intonation patterns and pronunciation cause them listening
problems. As compared, for college of Technology students, their listening problems were
related to attention, inability to recall meaning, a long listening text, too many unfamiliar
words, and fast speech. Since college of Technology students with low listening
proficiency had limited vocabulary and relatively short attention span, the length of the
input and speed of delivery can affect their listening comprehension.
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Conclusions

As the findings of this study shown, most freshman college students failed to pass
the GEPT intermediate level Listening Comprehension Test. They performed best on the
Part A, followed by the Part B, but worst on the Part C. In addition, the main listening
problems identified by all college students were input factor and listener factors, such as
easily forgetting the content while encountering new words, long listening texts, and not
knowing which strategy to use as the most frequently encountered listening problems.
Moreover, there were significant differences in listening problems between students from
college of Education and students from college of Technology. Students from college of
Technology reported greater listening problems than those from college of Education
students did.

According to the findings of this study, a number of pedagogical implications were
suggested. First-year college students listening comprehension is still under the standard
of graduation threshold. This may be due to the fact that they take English courses for
only three hours per week in each semester. Apparently, they need more specific
instruction in listening to improve their listening ability. The strategy-based listening
instruction with authentic listening materials may facilitate college students EFL listening
comprehension. Furthermore, the findings provide teachers information to train students
developing proper EFL listening strategies to eliminate problems in comprehending the
authentic listening in order to accommodate the need of communicative competence in the
global village.
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Abstract

This paper is a book review that purports to present and comment on Liu Qiang’s
“An Introduction to the studies on Shi Shuo Xin Yu.” It begins with a brief introduction of
Professor Liu Qiang and his works, followed by expounding the intriguing aspects of the
book. The author maintains that Liu’s book has two distinctive features, i.e.
contextualization and conceptual thematization. From macro and multi-dimensional
perspectives, Liu Qiang outlines a research blueprint for studies on Shi Shuo Xin Yu, thus
providing a grand vision for its future research.
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Abstract

The Fable of the Bees argues that private vices like human wants, vanity and
extravagant consumption bring forth public benefits like charity, division of labor, hard
work, innovation, social progress and prosperity. The chapter of Chi-mi in Guan Zi
advocates extravagant consumption by the rich and powerful to stimulate economic
prosperity and employment especially in times of natural disaster and economic downturn.
The Fable of the Bees and Chi-mi share many similarities in their economic reasoning.
However, their fates, political backgrounds and objectives are quite different.

The Fable of the Bees was written in England a few decades after the Glorious
Revolution. It opposes putting religious and moral restraints on consumption. It
acknowledges the following preconditions for turning private vices into public benefits:
security of private property, political equality, the rule of law and freedom of thoughts.
These preconditions were largely satisfied in post Glorious Revolution England. The
triumph of parliamentary supremacy resolved major political conflicts between the landed
aristocracy and the middle class. Furthermore, great power rivalry among European states
prompted many intellectual enquiries into state powers and the nature of wealth.
Consequently, The Fable of the Bees inspired classical economics.

Chi-mi is a statecraft, its main concern is the centralization of power. It advocates
extravagance as a means to strengthen the control of the sovereign over powerful lords,
officials and aristocrats to reduce their wealth and power thus avoid their challenges to the
political center. Despite the calls for consumption, Chi-mi places the status of agriculture
over that of commerce and industry. Chi-mi was written during the formation period of
the traditional centralized imperial state of China. China maintained such political
ideology for the next two millennium where internal political control and stability were
the main concern of the empire. Therefore, mind control regime (including the Confucian
orthodoxy) was firmly established while commerce and industry were suppressed.
Furthermore, the lack of a competitive external environment means that there was no
motive to inquire into the state power and the nature of wealth. Consequently, Chi-mi
became virtually obsolete.

Keywords: mercantilism, liberalism, classical economics, statecraft, legalism,
extravagance, luxury
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A Political-Economic Comparative Analysis between the Fable of the Bees and Chi-mi

Introduction

In The Fable of the Bees, Barnard Mandeville (AD 1670-1733) argues that wants of
the mind and extravagant consumption are the cause of progress and prosperity of society.
Wants of the mind and extravagant consumption bring forth hard work and innovations
that raise output and productivity.

About two thousand years ago, ancient China produced the essay Chi-mi ({ZEg). It is
a chapter in The Book of Guan Zi (%&1). Chi-mi advocates extravagant spending in the
pursuit of pleasure and luxurious living by the rich and powerful to stimulate economic
prosperity and employment especially during the time of natural disasters and economic
distress.

The Fable of the Bees inspired classical economics. Adam Smith, for instance, took
important elements from Mandeville to build his own theoretical system and followed the
path of economic analysis beyond moral considerations.® The economic reasoning of
Chi-mi however was almost forgotten and produced no major intellectual descendants in
the long two millennium history of pre modern China.” Why did Chi-mi have such a
different reception from its English counterpart?

Section two studies the economic reasoning and liberal inclinations of The Fable of
the Bees. Section three analyzes the economic reasoning and statecraft considerations of
Chi-mi. Section four examines why the two defenses for extravagant consumption
spending met with so different fates. Section five concludes the paper.

The Fable of the Bees

Mandeville’s The Fable of the Bees is the most well known and controversial among
the earlier defenders for extravagant spending.® Mandeville argues that wants of the mind
spurs progress while abundance in natural condition causes stagnation. Extravagance in
consumption increases desires of human beings and is therefore good for society as it will
bring forth greater work effort and economic prosperity.

Mandeville argues that amiable natural environment causes economic
underdevelopment since nature provides man with almost everything he needs:

“Let us examine then what things are requisite to aggrandize and enrich a
nation. The first desirable blessings for any society of men are a fertile soil
and a happy climate, a mild government, and more land than people. These
things will render man easy, loving, honest and sincere. In this condition they
may be as virtuous as they can, without the least injury to the public, and
consequently as happy as they please themselves. But they shall have no arts
or sciences, or be quiet longer than their neighbours will let them; they must
be poor, ignorant, and almost wholly destitute of what we call the comforts of
life, and all the cardinal virtues together won’t so much as procure a tolerable
coat or a porridge-pot among them: for in this state of slothful ease and stupid
innocence, as you need not fear great vices, so you must not expect any
considerable virtues. Man never exerts himself but when he is rous’d by his
desires: while they lie dormant, and there is nothing to raise them, his
excellence and abilities will be for ever undiscover’d, and the lumpish
machine, without the influence of his passions, may be justly compar’d to a

! Refer to Prieto (2004, 1, 14-21).
2 %8 of Ming Dynasty advocated policies proposed by Chi-mi.
® Refer to Chalk (1966, 5-6) and Rashid (1985, 313- 317).
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huge wind-mill without a breath of air.” (Mandeville, 1924, part I, p. 183-4)

A hostile natural environment and wants of the mind are therefore blessings in
disguise. The wants of the mind spur man to labor and innovations:

“whereas the excellency of human thought and contrivances has been and is
yet no where more conspicuous than in the variety of tools and instruments of
workmen and artificers, and the multiplicity of engines, that were all invented
either to assist the weakness of man, to correct his many imperfections, to
gratify his laziness, or obviate his impatience.” (Mandeville, 1924, part L, p.
367)

Desires and vices bring forth progress:

“Thus vice nurs’d ingenuity, which join’d with time and industry, had carry’d
life’s conveniences. It is real pleasures, comforts, ease, to such a height, the
very poor liv’d better than the rich before, and nothing could be added more.”
(Mandeville, 1924, part I, p. 26)

Among the vices that Mandeville has in mind are: “the love man has for his ease and
security, and his perpetual desire of meliorating his condition.” (Mandeville, 1924, part I,
p. 180)

The vices also include lust and vanity: “Millions endeavouring to supply each other’s
lust and vanity.” (Mandeville, 1924, part I, p. 18)

Mandeville’s favorite vice is vanity:

“To this emulation and continual striving to out-do one another it is owing,
that after so many various shiftings and changings of modes, in trumping up
new ones and renewing of old ones, there is still a plus ultra left for the
ingenious; it is this, or at least the consequences of it, that sets the poor to
work, adds spurs to industry, and encourages the skilful artificer to search
after further improvement.” (Mandeville, 1924, part I, p. 130)

Private vices and imperfections contribute to public benefits: “But the necessities, the
vices and imperfections of man, together with the various inclemencies of the air and
other elements, contain in them the seeds of all arts, industry and labour.” (Mandeville,
1924, part 1, p. 366)

The end result is greater prosperity and specialization of labor in society:

“The greater the variety of trades and manufactures, the more operose they
are, and the more they are divided in many branches, the greater numbers
may be contained in a society without being in one another’s way, and the
more easily they may be render’d a rich potent and flourishing people.”
(Mandeville, 1924, part I, p. 367)

Mandeville defends private vices (including extravagance) by the public benefits
(including increased employment and innovations and charity works) they generated.
Mandeville stresses that vanity, that is, the concern for social status, leads to consumption
of luxury. That in turns leads to greater work effort, innovation, greater specialization of
labor and thereby increases the wealth of the nation. Therefore, private vices, including
extravagance in consumption, are public benefits. This is the famous Mandevillian
paradox.

Mandeville attacks frugality and argues that luxury employs people:* “The root of
evil, avarice, that damn’d ill-natur’d baneful vice, was slave to prodigality, that noble sine;
whilst extravagance employ’d a million of the poor, and odious pride a million more.”
(Mandeville, 1924, part I, p. 25)

Virtues, in contrast, are no basis for exchange, interdependence and specialization of

* Refer to Prieto (2004, 16).
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labor and therefore could not be a basis for society:
“for as this is entirely built upon the variety of our wants, so the whole
superstructure is made up of the reciprocal services, which men do to each
other.......To expect, that others should serve us for nothing, is unreasonable;
therefore all commerce, that men can have together, must be a continual
bartering of one thing for another.” (Mandeville, 1924, part I, p. 349)

Virtues are only fit for a small nation: “Few virtues employ any hand, and therefore
they may render a small nation good, but they can never make a great one.” (Mandeville,
1924, part 1, p. 367)

Mandeville argues that even for charity, selfish passions such as pride and vanity
have more contributions than virtues: “Pride and Vanity have built more Hospitals than all
the Virtues together.”

Mandeville argues that it is the individual’s concern with status which inspires
diligence.®> “A Search into the Nature of Society” also stresses the same point:

“here a man has every thing he desires, and nothing to vex or disturb him,
there is nothing can be added to his happiness; and it is impossible to name a
trade, art, science, dignity or employment that would not be superfluous in
such a blessed state. If we pursue this thought we shall easily perceive that no
societies could have sprung from the amiable virtues and loving qualities of
man, but on the contrary that all of them must have had their origin from his
wants, his imperfections, and the variety of his appetites: we shall find
like-wise that the more their pride and vanity are display’d and all their
desires enlarg’d, the more capable they must be of being rais’d into large and
vastly numerous societies.” (Mandeville, 1924, part I, p. 346-347)

There are of course preconditions for private vices to turn into public benefits. These
preconditions are:

“Would you render a society of men strong and powerful, you must touch
their passions. Divide the land, tho’ there be never so much to spare, and their
possessions will make them covetous: rouse them, tho’ but in jest, from their
idleness with praises, and pride will set them to work in earnest: teach them
trades and handicrafts, and you’ll bring envy and emulation among them: to
increase their numbers, set up a variety of manufactures, and leave no ground
uncultivated; let property be inviolably secured, and privileges equal to all
men; suffer no body to act but what is lawful, and every body to think what
he pleases; for a country where every body may be maintained that will be
employ’d, and the other maxims are observ’d, must always be throng’d and
can never want people, as long as there is any in the world.” (Mandeville,
1924, part 1, p. 184)

The preconditions are sanctity of private property rights, political equality, the rule of
law and the freedom of thoughts.®

Chi-mi

Chi-mi agrees with Mandeville’s argument that wants of the mind spurs employment

and production and hence extravagance should be encouraged:
“Let those who have accumulated wealth dress and eat in lavish fashion, use
highly decorated carriages and horses in an extravagant way, and consume

® Refer to Dew (2005, 154-5).
® This argument is shared by the classical economist. Refer to Rosenberg (1963, 187-191) and Chalk (1966,
12).
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large quantities of sweet wine in a luxurious manner. Then no one, even in a
thousand years, will ever lack for food. This is because there will have been
the promotion of essential production. The income from harvests in the outer
districts is especially important. The use of this income should be controlled.
If is not controlled, it will accumulate in the markets. If it accumulates either
in the hands of those below or those on high, it means that profits will be
irregular. For the hundred surnames, nothing is more precious. They consider
profit above all. Both those on high and those below will concentrate where
profits are to be found. Once there is profit, goods can circulate. Once they
circulate, a ruler may establish a true state. If profits fail to materialize,
people will look for places where they are forthcoming and move there.
When you observe members of the gentry who cannot be employed, reduce
them to ordinary people’s level. Select those of good reputation, those who
demonstrate their goodness unceasingly, should be treated as national
models.” (Rickett, 1985, p. 315-316)

Chi-mi goes to the extreme of advocating extravagance for the dead:

“Have the rich build grandiose tombs to employ the poor, construct highly
elaborate graves sites to employ engravers and sculptors, use large coffins to
provide work for carpenters, and prepare numerous sets of funerary clothing
and coverlets to provide work for seamstresses. Since this is still not enough,
there should be bundles containing different gradations of sacrificial meat,
containers holding different types of grain, and funerary objects of metal,
pottery, and jade. Doing this provides a source of living from which,
thereafter, all people benefit, and it is appropriate even when the country is
preparing for war.” (Rickett, 1985, p. 319)

Despite its proposal for extravagance in consumption, Chi-mi emphasizes the
agricultural sector above the commercial and industrial sectors. Chi-mi considers
agriculture as essential and commercial and industrial as subsidiary:

“When cities are poor, but outlying areas are prosperous, nothing could be
better for the court. When the cities are rich, but outlying areas are poor,
nothing is more efficacious than having markets. Markets are stimulators.
As stimulators, they are a means to develop essential production. When they
are well managed, subsidiary production will develop. Without extravagant
spending for consumer and extravagance goods, essential production cannot
be firmly established.” (Rickett, 1985, p. 306.)

The purpose of encouraging extravagance in consumption is to promote agricultural
production:

“Nothing is better than a policy of extravagance in spending. If the prince
treats the necessities of life as having little value but useless things with great
respect, man can be shaped at will. Accordingly, the prince should treat grain
as having little value but pearls and jade with respect. Likewise, he should
express his liking for ceremony and music but belittle productive enterprise.
Such a policy is the beginning of essential production.” (Rickett, 1985, p.
306-307)

Chi-mi argues that due to scarcity in natural resources, commerce and industry are
necessary for supporting the population. Yet, agriculture is still the most important:

“Land has become expensive and the population has increased. Broken and
exhausted and unable to support themselves, people have prospered only by
pursuing nonessential production. For this reason, they denigrate the empty
name of agricultural and esteem the reality of trade and handicraft production.
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The sage pays special attention to essential production so that his people may
indulge in various pleasures, including music and chess.” (Rickett, 1985, p.
305-306)

It is important to note that Chi-mi is not speaking on behalf of the commercial class.
Chi-mi in fact criticizes them for not being loyal and useful to the sovereign:

“After doing this, have itinerant merchants move into the country. These are
not ordinary people. They claim no district as their home nor adopt any
prince as the object of their service. When selling, it is to seek profit; when
buying, it is not to acquire possessions. From the country’s mountains and
forests they take what they can for profit. In the official markets, their income
will amount to twice their capital expenditures. Because of these flourishing
markets, those on high will indulge in extravagant spending while their
subordinates will be given to luxurious living, and both the prince and his
ministers will benefit accordingly. When both those on high and those below
feel close to one another, the wealth of the prince and his ministers need not
be hidden away. This being so, the poor will have work to do and food to eat.
Moving people from feudal estates to the markets is another way to solve this
problem.” (Rickett, 1985, p. 329-330)

Chi-mi is not mercantilist nor advocates the importance of commerce. It does not
advocate greater autonomy or political power or higher social status for the commerce
class. The main targets of Chi-mi’s extravagance policy are the powerful feudal lords and
members of the officialdom, as well as rich merchants. The extension of the special
privilege to luxurious consumption to the powerful lords and officers and rich merchants
is to make them willing to serve the sovereign: “One must expound the benefits of Earth
so that the people may become prosperous, and promote extravagant spending so that one
may gain the allegiance of the gentry.” (Rickett, 1985, p. 309)

Chi-mi proposes extravagant consumption for the rich merchants and powerful lords
and officers as a mean of statecraft.” Chi-mi is a way to control the powerful and rich
subordinates and associates of the sovereign. It does so by satisfying the desires of the
subordinates and associates for extravagant consumptions and thereby inducing them to
exert effort for the sovereign:

“Should you, our present prince, become involved in war, I suggest that you
act in accordance with what the people consider important. Drink and food,
extravagance and pleasure - these are what the people want. Satisfy their
desires and supply their wants, then you will be able to employ them. Now, if
they are forced to wear skins for clothing, fashion their hats from animal horn,
eat wild grasses, and drink raw water, who will be able to employ them?”
(Rickett, 1985, p. 310-311)

Encouraging the rich and powerful to consume extravagantly not only increases
social stability by reducing income inequality, it also reduces the wealth of the rich and
powerful  and thereby their ability to resist or rebel against the power of the sovereign:

“Lengthen the mourning period to reduce the time a family may be rich. See
the funeral escort is very lavish so the rich will spend their money. Keeping
relatives coming and going is a way to keep people cooperative. This is called
having much but being poor.” (Rickett, 1985, p. 318-319)

The following passage gives a good glimpse of the statecraft consideration of
Chi-mi:

“People who are disturbed in mind cannot be expected to perform meritorious

" Refer to 3E[E 1 (2001, 87-88, 90-91).
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service. Therefore, let people taste the richest tastes, satiate themselves with
the finest music, elaborately decorate eggs only to boil them, and finely carve
wood only to burn it. Never close the entrances to cinnabar mines so that
merchants and traders will not remain at home. Let the rich live in
extravagance and the poor do work for them. In this way the hundred
surnames may spend their lives in comfort, full of vigor, and with plenty to
eat. This is not something they could do on their own. One must accumulate
wealth on their behalf.” (Rickett, 1985, p. 311)

Chi-mi worries that if the merchants, ministers or lords become too powerful or too
rich, they might become threats to the sovereign or refuse to take orders from the
sovereign.® In fact, “mi” in Chi-mi has the meaning of scatter or dissipate or disperse.
Chi-mi therefore means to dissipate or disperse the wealth of the rich and powerful
through a policy of encouraging them to consume extravagantly.®

In sum, the main focus of Chi-mi is not economics but politics. It is about how to use
luxurious consumption as a mean to control the subordinates and associates of the
sovereign. Greater consumption and production is not the ultimate aim, but a mean to the
ultimate goal of better political control. This is the traditional understanding of Chi-mi in
pre modern China.’® This statecraft focus and political emphasis of Chi-mi is especially
clear if one reads it in the context of the whole work of The Book of Guan Zi.** The main
aim is not to strengthen the economy. It is to strengthen the ruler’s control over potential
internal rivals and to enable him to assert his dominance over the other states so that he
may become a true king. The ruler himself must not overindulge.

Differences in Historical Background and Reception of the Two Calls for
Extravagance

Both The Fables of the Bees and Chi-mi share the conviction that human beings are
motivated by self-interest. Both understand that if properly channeled, such self seeking
human nature could bring forth prosperity. However, despite the similarities they share,
their fates are fundamentally different. Mandeville has classical economics as his
intellectual offspring.*> Chi-mi, in sharp contrast, has no economic science as its
intellectual descendent. The only notable impact it has on Chinese intellectual history is
the work of Lu Ji ([E#E ) of Ming Dynasty which similarly argues for luxury
consumption to stimulate employment. Why the two justifications for extravagance have
with so different fates?

The conventional reason given for the neglect of Chi-mi in pre modern China is that
pre modern China was a large landmass agrarian society. Many Chinese scholars cite
China’s backward agricultural economy as the chief reason for the failure of Chi-mi’s
economic reasoning to develop further.”* By this conventional argument, England was
highly commercialized when Mandeville wrote The Fable of the Bees. It is therefore no
surprise that thoughts of the agrarian sector such as frugality and saving dominated
traditional Chinese economic thinking while thoughts from the commercial sector such as
extravagance and spending dominated the English thinking.

8 Refer to 5E[E . (2001, 88-90).

® Referto F#f (2011, 50).

0 Referto 5E[E [ (2001, 91).

! Referto 5E[E I (2001, 87-89, 91) and E5Hify (2007, 24-25).
? Refer to Hayek (1948, 9) and Chalk (1966, 1).

® Refer to Yang (1957, 39-43) and [+ (1984, 192-193).
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This conventional reasoning overlooks two points. First is the fact that England
during the time of Mandeville still had a very large agricultural sector. Most employments
in Great Britain during that time were still in the agricultural sector.* At the time Chi-mi
was written, China, while predominantly an agrarian civilization, was having thriving
commercial activities.”> Merchants not only accumulated immense amount of wealth,
they also participated actively in politics. The First Emperor, for instance, once had a
foreign prime minister (=~ &) with a commercial background. The second point is that
according to this conventional reasoning, Chi-mi advocated on behalf of the merchant
class, defended its interests and thoughts. As shown in the previous section, this was not
true. Chi-mi was neither mercantilist nor was it advocating the rights and interests of the
merchant class. Though the English and Chinese calls for extravagance are very similar in
their economic reasoning that consumption of luxuries stimulate employment and
production, their main objectives are very different. Chi-mi is primarily about statecraft
and its main concern is centralization of power while The Fable of the Bees is arguing for
freeing economic activities especially consumption from moral and religious restraints.

The differences in the primary objectives of the two works have a lot to do with their
different historical background. Barnard Mandeville (AD 1670-1733) wrote The Fable of
the Bees a few decades after the Glorious Revolution (AD 1688) in England. The
Glorious Revolution affirmed parliamentary supremacy and democracy. The Bill of
Rights (AD 1689) further limited monarchical power and strengthened democracy. The
preconditions for the main argument of The Fables of the Bees (private vices are public
benefits) to work are sanctity of private property rights, political equality and the rule of
law.® These preconditions were largely satisfied in post Glorious Revolution England.
Therefore, in the England when Mandeville was writing, private vices would become
public benefits and Mandeville’s argument found an audience. The Fable of the Bees was
to further liberate consumption and economic activity and reasoning from religious and
moral restraints. It was written within a political and cultural environment whereby the
rule of law was in place. It was a liberal thinking in a liberal cultural tradition, with strong
free market and individualism inclinations. Mandeville’s work could be seen as a further
attempt to enlarge the domain of individual liberty.'” Consequently, the new perspective
of looking at the economy offered by The Fable of the Bees, one that is relatively freed
from concern with morality, virtues or justices, paved the way for the emergence of
classical economics.’® The Mandevillian paradox is the precursor to Adam Smith’s
argument that that individuals’ pursuit of private gains benefits the society through the
invisible hand of the market mechanism even though they have no benevolent
intentions.™

The international political environment played a role too. Ever since the collapse of
the Roman Empire, Europe had largely remained politically fragmented. Political
fragmentation and competition spurred the competitive pursuit of wealth and power
among states.”> For the few centuries after Mendeville wrote The Fable of the Bees,
England remained a major player of the European competitive states system. External
defense was a paramount concern to the English state. The English commercial class

4 Refer to North and Thomas (1973, 146-156).

° Referto [ (1984, 179-187).

'8 This argument is shared by the classical economist. Refer to Rosenberg (1963, 187-191) and Chalk (1966,
12).

7 Refer to Rashid (1985, 316), Rosenberg (1963, 183) and Chalk (1966, 1-2, 12).

18 Refer to Chalk (1966, 1-2, 5, 15-16) and Dew (2005, 151-152, 154-156).

19 Refer to Dew (2005, 152).

%0 Refer to Bernholz et al. (1998) and Teng (2014).
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played a dominant role in English politics since the wealth and skill of the commercial
class were needed for England to fare well in her rivalry with other European great
powers. The incorporation of the commercial class into politics through the parliamentary
system further integrated the interests of the commercial class with that of the state. There
were therefore many inquiries into the causes of wealth and power of nations. The search
for the causes of wealth and power of nations spurred scientific and economic inquiries.
Consequently, the line of economic analysis pioneered by The Fable of the Bees was
inherited by the classical economists.

The historical background of Chi-mi (and The Book of Guan Zi as well) was very
different. Historians do not know exactly when the essay Chi-mi ({%JEE) of The Book of
Guan Zi (& 1) was written. Most of the researchers believe that Chi-mi was written
during the early Western Han Dynasty (206 BC — 24 AD) while some think that it was
written during the later part of the Warring State Era (475 BC — 221 BC) or Chin Dynasty
(221 BC — 206 BC).?! However, it is certain that Chi-mi was written during the formative
period of the imperial tradition of China, that is, from the later period of the Warring State
Era through the Chin Dynasty till the early Western Han Dynasty.

Imperial China greatly worried about the power of the feudal lords, high ranking
officials and rich merchants. How to control the powerful aristocrats and officials and rich
merchants was a major concern for the central government and imperial house.
Consequently, centralization of power and repression of commerce and the merchant class
was the mainstream policy of pre modern China.?? The Western Han Dynasty, for
instance, adopted the suppression of commerce and the commercial class as state policy.
This intentional suppression of commerce and merchants class by Western Han Dynasty
and later Chinese governments had a political rationale. The purpose is to ensure and
tighten the grip of the government on the society. The merchants, given their exposure,
skill and wealth, were considered detrimental to the imperial order. For instance, the
founders of Western Han dynasty were all of commercial or urban background. The
imperial house therefore undertook measures to prevent another dynastic turnover.?

A careful reading of Chi-mi’s advocacy of extravagance, as done in the previous
section, reveals that the primary objective of Chi-mi is not to strengthen the economy. It is
to strengthen the ruler’s control over potential internal rivals and to enable him to assert
his dominance over the other states so that he may become a true king. The ruler himself
must not overindulge in extravagance. The intended audience was the imperial house. The
concern for maintenance of political control and the practical aspect of statecraft
permeates the Chi-mi essay, The Book of Guan Zi as well as the other works of the School
of Statecraft (or Legalism).

Chi-mi is essentially a work of statecraft or political art and strategy of manipulation.
It was part of The Book of Guan Zi, a major work of the School of Statecraft (or
Legalism), the school of thought which significantly affected the imperial tradition of
China. Most of the works of the major Chinese schools of thought, including the School
of Statecraft, were written during the Warring States era of China, BC 481 to BC 221.
From BC 772 until BC 221, China was without an effective central government. BC 772
to BC 481 was termed the Spring and Autumn Era. During the Spring and Autumn Era
and the Warring States Era, feudal lords or regional powers constantly jockeyed for power
and influence. The rivalry among different states was especially intensive during the
Warring States era. This was quite similar to the competitive states system of early

! Referto 75 (1983, 145-193) and Rickett (1985, 3-24).
22 Referto ZI{HH (2003, 106), ZIEHEE (2004, 137) and [§/[\% (2008, 22-23).
2% Referto ZI{HH (2003, 107-108), ZIZHEE (2004, 137) and [i/[\%% (2008, 22-23).
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modern and modern Europe. Under such competitive states environment, both economic
activities and intellectual inauiry had larger room of freedom from the control of a
centralized unified authority.?

During this period of political fragmentation, no school of thought had an intellectual
monopoly, including the School of Statecraft. The major intellectual rivals of Legalism
were Confuscianism, Moism and Philosophical Taoism. Confucianism, Moism and
Philosophical Taoism advocated frugality. Confucianism was especially a powerful
intellectual rival. Confucianism was the traditional thought and education of Chinese
aristocracy existed since the founding of Zhou Dynasty, BC 1066. It had a powerful grip
on the thinking of intellectuals and statesmen. However, since the demise of central
authority from BC 481 onwards, statesmen were looking for new intellectual guidance for
their pursuit of power and wealth in a world of competitive and warring states. Legalism,
Moism and Philosophical Taoism were all the products of that search for new ideological
guidance. Legalism, as well as Moism and Philosophical Taoism, were rebels against
Confucianism. Chi-mi was the product of such intellectual rivalry. Chi-mi was a chapter
in The Book of Guan Zi, a major piece of work of Legalism. Legalism stressed practical
statecraft and relentlessly challenged the teachings of rival schools. By arguing for
extravagance in consumption as a means to stimulate production and exchange, as well as
a way of practical statecraft, Chi-mi was assaulting the teaching of frugality of the other
three rival schools in general, and Confucianism in particular.® This was very similar to
the role Mandeville played in the intellectual history of England. Mandeville was a major
figure in the rebellion against the dominant ascetic teaching of Christianity.

However, since B.C. 200, China had been under the rule of a unified empire for most
of the time. The intellectual rebellion against Confucianism ended soon after the Western
Han Dynasty was established. The Western Han government crowned Confucianism as
the orthodox doctrine of Chinese thinking, a practice to be followed by all unified
dynasties later. The preaching of frugality by Confucianism in both private and public
spheres soon made Chi-mi a heresy. Confucianism concerns mainly with morality, not
practical statecraft or economic inquiry. Consequently, an economic science such as that
of classical economics failed to emerge in imperial China as the Chinese intellectuals self
indoctrinated themselves in the way of the sages for a career in the officialdom. The
sophisticated economic reasoning put forth in Chi-mi was therefore forgotten by the
Chinese for over two thousand years.

Conclusions

In sum, Chi-mi was a work of statecraft aimed to strengthen the rule of the sovereign
domestically. It aimed to decrease the wealth and power of high ranking officials and
feudal lords and rich merchants by luxurious consumption on their parts. However, a
unified imperial China soon enshrined Confucianism as state orthodoxy and stifled
Chinese minds. Consequently, the sophisticated economic reasoning of Chi-mi was
largely forgotten in pre modern China. In contrast, The Fable of the Bees aimed to liberate
consumption and economic activities and thoughts from religious and moral restraints. It
was an intellectual product of a politically and culturally liberal nation within a
competitive state system. The economic reasoning of The Fable of the Bees was soon
extended and refined by other inquires into the causes of wealth and power of nations
within that competitive state system.

? Refer to Bernholz and Vaubel (2004) and Teng (2014).
» Referto 3% (1984, 185-187).
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Abstract

This study probed into the effects of shadowing on students’ listening comprehension,
speaking proficiency and their response to and attitudes towards the skill. Subjects consist
of 28 freshman students from a private technical college with lower intermediate to
intermediate level of English proficiency and the participants are given a weekly
20-minute lecture for two semesters. All participants took a TOEIC test on the listening
and speaking sections before and after the experiment. Paired-samples t-test was
conducted to check the statistical significance in the participants’ pre and post mean
scores. In addition, if the mean scores reach statistical significance, the eta squared may
suggest the correlation between shadowing and post test, and shadowing skill can further
explain the measures of variance in the scores. Individual interviews were conducted to
survey participants' attitudes towards shadowing. After one-year shadowing lecture the
results indicate that 28 participants have shown significant improvements in their listening
comprehension and speaking proficiency. The eta squared also suggests that shadowing
has significant effect on the improvements. Moreover, the qualitative findings also
indicate that the participants hold more positive attitudes towards shadowing lecture in
terms of language improvements, motivation to learn, and changes in English learning. As
a result, the findings suggest that shadowing is an effective method to provide EFL
learners with enormous amount of language input and opportunities for spoken English.
The paper concludes with discussions of the pedagogical implications of the research
findings, author's views on the shadowing and the limitations of the study.

Keywords: Shadowing, listening comprehension, speaking proficiency, EFL,
interpretation
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Let’s “Read Their Lips”!: An Empirical Study Probing the Effects
of Adopting Shadowing in an EFL Classroom

Introduction

It is a great idea to state the background and purpose of this study with my own
personal experience and story. Having been out of school for eight years, | decided to go
to an American university in the Midwest for graduate studies. As a non-English major
(political science) in college, | was truly worried about my general English proficiency. I
was especially worried about my speaking ability since | would study in an
English-related field, Teaching English to Speakers of Other Languages (TESOL). A
senior Taiwanese couple (Walter and Yvonne) who had a great command of English (both
of their TOEFL' scores were over 650 in the pencil-and-paper version) kindly offered me
an original learning method: speaking what | hear while watching a TV program or a
movie. They told me that they had been watching TV programs (especially 30-minute
sitcoms standing for situation comedies) three hours a day since they had arrived in the
United States. Moreover, they repeated what the characters said and mimicked the tones
and intonations immediately after they heard the words. I was very surprised at Yvonne’s
speaking fluency; she was one of a few people | met who spoke English almost like a
native speaker though she was raised and educated in Taiwan and had never been to an
English-speaking country until she was 25. Walter, who was a then doctoral student in
industrial engineering, jokingly called this approach “read their lips.” The couple highly
recommended this method to me because it worked wonderfully for them.

In my days (the 1980s), “repeat after me” was widely used by English teachers in
Taiwan and it is still popular in some ESL/EFL (English as a second/foreign language)
classrooms. However, | had never heard of the “read their lips” method. It was very novel
to me. Because I really admired the couple’s English proficiency, I tried to “read their
lips” since then, and I, in addition to heavy loads of graduate studies, watched TV shows
almost two hours a day. That was in 1998, September. During those days, sitcoms like
Family Matters, Friends, Seinfeld, Will and Grace, etc. were my favorites. In addition, the
campus cable programs had many reruns of previous popular sitcoms such as Family Ties
(the most popular TV sitcom during the 1980s), Saved by the Bell, and Doogie Howser,
M.D. These sitcoms were wonderful material for English learning. The shows were
incredibly hilarious, and the language in them was plain and easy to understand in terms
of the linguistic aspects and culture background. However, listening was one thing, and
speaking (“reading their lips”) another. I understood at least over 70% of these shows.
However, at the beginning, | could hardly repeat over 30% of what | heard though I
already had a TOEFL score of 603. I did “read their lips” almost every day and was not
sure (or noticed) if I was making great strides in listening or speaking. By doing it on a
daily basis, gradually I could simultaneously repeat 70%-95% of what | heard in a sitcom,
depending on the speed, length, and clarity of the language. Also, I did notice that | spoke
faster and did not have to first organize a sentence on my mind every time | spoke English.
In other words, being able to speak English more intuitively, | did not think about
grammar and sentence structures too much, as I usually did before, every time | produced
an utterance. More interestingly, I found that doing “read their lips” actually helped me
not only pay more attention to listening and speak more fluently but also organize what |
heard and understand the meanings better. After one semester, | went to New York City to

! TOEFL stands for Test of English as a Foreign Language. For the past five decades, it has been a
mandatory, standardized proficiency test for non-native speakers who want to go to college (both at the
undergraduate and graduate level) in the United States. The admission scores varied from school to school
and program to program. During the 1990s, the admission scores for graduate school usually ranged from
550 to 600 (with 677 the highest).
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visit my friend studying law at New York University. When hearing me speaking English
in some public places, she said that she was very surprised at my improvements in
speaking because it had been just one semester.

After finishing my graduate studies for a few years, I gradually found that Walter’s
so-called “read their lips” method is actually also known as “shadowing,” one of the most
commonly used methods in the training of professional interpreters. In fact, previous
research studies showed that shadowing could improve language learners’ speaking ability
in terms of intonation, accent, speed, and even a sense of collocations (Mackintosh, 1991).
For years, | have been reflecting on my own experience and thinking about how to adopt
shadowing in my own class because many Taiwanese students do not have many chances
to speak English even in the classroom, let alone outside the classroom. Shadowing
provides students with both large amounts of listening input and many opportunities to
produce English output.

For these reasons, this study was conducted to probe whether or not shadowing can
improve the listening and speaking ability of students with low-intermediate or
intermediate levels of English at a private technological university. Moreover, it also
investigated into participants’ attitudes and reactions toward to the shadowing method
used in an English conversation class.

Literature Review

It is necessary to first mention interpreting before we review Shadowing. Generally
speaking, interpretation or interpreting is a type of product of communication from one
language into another language. When doing interpretation either consecutively or
simultaneously, interpreters hardly have time to entirely digest their input and they usually
have to make an instant reaction (interpretation) of the aural input (Bathgate, 1985).

With the advent of advanced technology, the whole world has become a global
village. International relations rely more on cross-cultural communication now than ever.
In other words, interpretation is in great demand for the reasons of politics, economy, etc.
For this reason, interpreters play an important role in this global communication. To train
qualified or professional interpreters, many institutes and universities offer a wide variety
of courses and training programs on interpreting at either undergraduate or mostly,
graduate level.

For interpreters, bilingual (or multilingual) language proficiency is certainly crucial
and mandatory though it is more than just language ability that makes a highly
professional interpreter. Many researchers proposed different methods, techniques or
activities for interpreting programs to enhance interpreters’ language ability (Lambert,
1992; Mackintosh, 1991; Van Dam, 1989; Wu, 1999). These programs have one thing in
common: They all include Shadowing as a basic and important method to improve
interpreters’ language proficiency and interpreting skills.

What is Shadowing exactly? It means that the trainees of interpretation or
interpreters repeat verbatim what they hear immediately after listening to the aural input,
often without waiting for the completion of a meaning unit, or even a word in a sentence.
The repeating could be the native language of the trainees/interpreters or a foreign
language though it often refers to the latter.

Originally, Shadowing was used to treat stuttering, which is a disorder affecting the
fluency of speech, in the field of language or speech therapy. The stutterers follow the
words spoken by the speech therapist. Shadowing produced dramatic results in speaking
fluency (Kelham & McHale, 1966). The studies showed that 90% reduction in stuttering
occurred under some conditions like Shadowing (Andrews et al, 1982; Guitar, 2005).
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Later, Shadowing is usually included in a training program of interpretation because the
interpreters, like stutterers, also have to listen and speak at the same time. In addition,
research showed that the ability to shadow the input of a foreign language could be a
strong predictor of a person’s potential to become an efficient simultaneous interpreter
(Lambert, 1992; Schweda Nicholson, 1990).

Here it should be noted that there are differences among interpreting, Shadowing,
and traditional repetition drills (“repeat after me” or “repeat after the CD”) in the
ESL/EFL classroom. Interpreters often listen to one language (source language) and speak
another language (target language) with the same meanings of the source language.
However, while also listening and speaking at the same time, people who are doing
Shadowing do not take the source language ideas and convert them into the target
language structures. In other words, both the source language and target language are
involved in interpreting, whereas there is only the source language involved in Shadowing.
In this case, the language output is different (Lin, 2009).

In addition, the main difference between traditional “listen and repeat” drills and
Shadowing is that in the former method, students listen while usually looking at a written
script and repeat after listening to a complete sentence by often looking at the script too,
while, in the latter, students listen without looking at a written script and repeat word by
word without waiting for the completion of a sentence (Lin, 2009). That is, with the
traditional repetition, students just read a sentence out loud by looking at the words of the
sentence. Students pay less attention to listening since they can look at the words. On the
other hand, with Shadowing, students need to listen more attentively because there are no
written words they can look at, and almost speak out the sentence they hear
simultaneously. Thus, compared to the traditional “listen and repeat,” Shadowing is a
more demanding task in listening and speaking though it does not involve reading.

For these reasons, Shadowing is almost always a compulsory training technique in
interpreting courses due to its nature of simultaneity (listening and speaking a language at
the same time). It is believed that Shadowing can train both pre-service and in-service
interpreters to eliminate distraction when listening and speaking at the same time and to
improve pronunciation and enunciation (Schweda Nicholson, 1990).

Since Shadowing (listening and speaking simultaneously) imposes a certain load on
the cognitive capacities of the shadower, it is an acquired skill and is more than just
listening and speaking (Lambert, 1991). For this reason, researchers provided instructors,
trainees, interpreters, or even people who just want to practice Shadowing to enhance
their language proficiency with some considerations. First of all, shadowers’ language
proficiency should be taken into consideration. Mackintosh (1991) suggested that the
materials chosen for Shadowing should be fairly slow and easy. Also, the chosen materials
are preferably representative of the work that interpreters will be performing (Schweda
Nicholson, 1990). For example, with many international meetings on business,
interpreting instructors should choose topics, dialogues, and texts related to business
meetings, participants and situations involved.

Second, a common problem with Shadowing is that shadowers are easily, especially
at the beginning stage of practice, distracted by the sound of their own voice (Schweda
Nicholson, 1986). This is particularly true when people are shadowing a second or foreign
language together in a classroom. On the other hand, Shadowing in one’s native language
tends to be much easier for the beginners than in a second or foreign language. For this
reason, it is methodologically better to begin with Shadowing in the native language. It
will also slowly but surely help trainees or shadowers without advanced level of foreign
language proficiency build confidence.

Last, it is very important for the interpreting instructors to demonstrate Shadowing to
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trainees before they start to try it on their own. After explanations and demonstrations by

instructors, shadowers might still have some problems and cannot identify them on their

own. In such cases, Schwweda Nicholson (1990) suggested instructors demonstrate what
shadowers are doing and what shadowers should be doing. Instructors are responsible for
clear and correct Shadowing techniques.

As discussed above, imitating other people’s speaking and shadowing aloud provides
learners with a great deal of oral practice to improve speaking fluency, and it is a good
way to practice pronunciation and intonation patterns (Graves & Graves, 1994). Actually,
Shadowing also provides learners with large amounts of aural input from listening and the
concept of input is “perhaps the single most important concept” in the field of second
language acquisition (Gass, 1997, p.1). Without input, successful second language
acquisition cannot happen at all (Wong, 2003). Thus, in the field of interpretation,
Shadowing is considered an elementary skill, taught to help pre-service interpreters feel
comfortable with concurrent listening and speaking, and served as the preparation for
consecutive or simultaneous interpretation. Although Shadowing has received much
attention in the field of interpretation, it has not received much notice in the ESL/EFL
education yet. I recently read Lin’s study (2009) about exploring the effectiveness of
Shadowing in an EFL program in a junior high school in Taiwan. Based on an EFL project,
Lin taught English to 25 eighth graders (with a beginning level of English proficiency) by
using the Shadowing approach for five weeks (a total of 25 hours). The results showed
that the Shadowing program helped the participants improve their listening and speaking.
However, few studies about utilizing Shadowing in the English classroom to enhance
students’ aural and oral skills have generally been conducted across all the educational
levels in Taiwan. Similarly, there is a paucity of empirical research regarding how
Shadowing can be applied in the English classrooms of technological universities as well.

As a result, this study was conducted to explore the possibility and outcome of using
Shadowing in an EFL classroom at a private university of science and technology. It
aimed to find answers to two research questions:

1. Are there significant improvements in listening comprehension and speaking
proficiency after the student participants received the one-year treatment of
Shadowing? In other words, does Shadowing have a significant impact on
participants’ progress in listening comprehension and speaking proficiency?

2. What are the students’ attitudes and reactions toward the one-year treatment of
Shadowing?

Method

For most researchers, generalizability is often one of the major concerns in research.
However, generalizability is not just about an adequate sample size. Merriam (1998)
suggested that a thorough description of the context, setting, and participants is helpful to
those who are interested in making decisions about whether generalizability could be
suitable in other settings. Dornyei (2007) also thought that after an appropriate description
of the research sample, readers could better decide whether the generalization of the
findings is legitimate. For these reasons, this methodology section has four subsections.
The first two depict the participants and context of this study, and instruments and
materials adopted, both of which can add to the generalizability of the findings presented
afterwards (Creswell, 2009, 2012). The latter two describe the procedures during the data
collection, and data analysis summarizing the procedures of data processing.

116



Let’s “Read Their Lips”!: An Empirical Study Probing the Effects
of Adopting Shadowing in an EFL Classroom

Participants

The participants were 28 first-year applied-English majors, including seven males
and 21 females, at a private university of science and technology in Taipei. All the 28
participants were taking an intermediate, two-hour English conversation class under the
instruction of the author of this paper during the 2010 academic year. Due to the nature of
the course, the English conversation class was conducted in a language laboratory where
it had audio and visual equipment. The age of the student participants ranged from 18 to
20. Judging from their entrance exam scores, their English proficiency was considered
low-intermediate to intermediate level (C. L. Kwan, personal communication, September
28, 2010).

In addition, the 28 student participants had some common background. First of all,
they all started to learn English no later than ten years of age, with some doing it before
six. For this reason, all the participants had learned English in regular schools at least over
eight years before this study was conducted. Moreover, though majoring in different
disciplines previously in vocational high schools, they all were interested in English after
going to college and hoped that they would pursue careers related to the English language
such as English teachers, translators or interpreters, flight attendants, and receptionists in
a foreign company. Last, they had never been taught or heard of the Shadowing method
while all of them had been taught the traditional “repeat after me” method in elementary
or high schools.

The teacher researcher (thereafter the instructor)® in this study worked as the
instructor teaching the English conversation class as well as the researcher conducting this
research data with regard to Shadowing. He had already been teaching English-related
classes for eight years when this study was being conducted. As a lifelong EFL learner, he
usually tried various activities to stimulate his and students’ motivation to keep acquiring
English and use the language outside the classroom. One of his major goals in English
education was that his students would keep using the English language after leaving his
classroom and even school. This was the first time he adopted Shadowing in his own
classroom based on his personal experience and previous studies as discussed in the first
two sections.

Instruments and Materials

Shadowing Materials. The considerations of adopting Shadowing discussed
aforementioned indicate that the content of the Shadowing material should be easy
(because students need to listen and speak at the same time) and relevant to students’ life
or jobs (because students would be greatly motivated by something they are interested in).
Furthermore, the language and recording speed of the materials should be suitable for
students’ level of language proficiency. For these reasons, the instructor adopted six
articles from an EFL book Reading People for Better Reading (Brand, 2009). The
difficulty level of the adopted articles (an intermediate level) was close to that of the
participants’ textbook adopted in the conversation class. Brand’s book included 28 terse
biographies of influential people. The instructors let the student participants choose six
biographies they preferred because self-selected materials would certainly motivate their
learning. The student participants chose biographies of Barack Obama (the President of
the US), Aung San Suu Kyi (the democracy fighter in Myanmar), J. K. Rowing (the

2 Researchers have different opinions on if using the first singular pronoun is appropriate in a research
study. Generally, most researchers agree that using a neutral term is more suitable for a quantitative study
such as an experimental study, whereas using the first singular pronoun a qualitative study such as an
ethnographical study (Creswell, 2009). This study adopted a mixed methods approach combining the
quantitative with qualitative methods. However, to be neutral and consistent, “the instructor” was used
throughout the Method section.
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author of Harry Potter series), Jerry Yang (the founder of Yahoo), Michelle Kwan (the
figure skating champion), and Tiger Woods (the leading golfer). All six influential people
that interested the 28 student participants were living people who were famous and often
made headline news. The six chosen articles were also in audio form on a CD recorded by
native speakers of English.

Syllabus for the Shadowing Treatment. The Shadowing treatment lasted for one
academic year. The English conversation class ran two hours per week and there were 36
weeks during the entire academic year. Generally speaking, the instructor and the student
participants completed one biographical reading via the Shadowing method only using
five weeks. In other words, the participants shadowed another new article every five
weeks. Every week, the instructor spent the first 20 minutes of the weekly conversation
class leading the participants to practice Shadowing on a selected article to improve
listening ability and speaking fluency.

Before anything went further, the instructor explained what Shadowing was and
modeled it every time he asked the student to do a new activity. For example, the
instructor, at the beginning, showed participants how to shadow a short Chinese passage
(both the instructor and participants’ native language was Chinese) and asked the
participants to practice in the same way to have a clear idea about what Shadowing is.
Then the instructor shadowed a short and easy English passage and again asked the
participants to do the same thing.

After the participants knew better what Shadowing was and why they would do in
the first 20 minutes of each class meeting, they started to shadow the chosen articles
mentioned above. Take the class meeting using the first paragraph of the Obama article
(see Appendix A) for example. For each class meeting, there were usually four major
steps involved in order to shadow a paragraph.

First of all, the instructor showed the text of the target paragraph of the Obama
article on the monitors and played the recording of the paragraph to the participants two to
three times to make sure that they identified the pronunciation of words in the paragraph.
It should be noted that the class was conducted in a language laboratory; for this reason,
every student had a monitor in front of him/her. Also, in this step, the instructor briefly
explained some linguistic items, cultural background that the participants might not be
familiar with, and the meaning of the paragraph.

Then, still with the text of the paragraph on the monitors, the instructor played the
recording and led the participants to read aloud the paragraph two times by looking at the
text on the monitors. For the first time, the instructor played the recording of a sentence,
paused the recording, and read aloud the sentence, and then the participants repeated that
sentence. The second time both the instructor and participants read aloud all the sentences
in the recording together without any pauses. It should be noted that the first practice in
this step was similar to “repeat after me” and the second was like simultaneous
Shadowing except for looking at the text. The purposes of this step were to try to match
the participants’ visual words with audio words and let them speak aloud to train their
tongue muscles.

Third, the instructor completely turned off the monitors and guided students to
shadow the recording consecutively. In other words, the instructor played the recording,
paused after one complete sentence, and asked them read it aloud. This time, the
participants practiced “consecutive” Shadowing without looking at the written text.?

% The instructor coined the word “consecutive” here. From previous studies concerning Shadowing, we
cannot find a collocation of consecutive Shadowing. It seems that in the field of interpretation, Shadowing

is supposed to be simultaneous. However, the instructor thought the step of “consecutive Shadowing” would
lay the groundwork for the participants to do “simultaneous Shadowing.”
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Last, still with no text on the monitors, the instructor played the recording without
any pauses, and asked the participants to put on the earphones and shadow what they
heard simultaneously. When the participants put on earphones and shadowed what they
heard individually, the voice interference from others would have been reduced to a
minimum. While students were shadowing what they heard, the instructor was also
walking around the classroom (to check if every student opened his/her mouth) as well as
shadowing what he heard with the class (to encourage students to do Shadowing). This
step was actually the Shadowing method usually included in the training program for
professional interpreters. However, these 28 student participants could not compare to
professional interpreters or trainees in terms of background knowledge and English
proficiency. For these reasons, the first three steps were very important to let the
participants shadow the target paragraph without much difficulty eventually. In fact, the
first three steps took less time than the instructor had expected maybe because the
difficulty level of the text suited participants’ level of English proficiency. Depending on
the time allowed, the participants often did simultaneous Shadowing two or three times.

Overall, each class meeting went through the above four steps. Usually, one to two
paragraphs of an article was covered each week depending on the length of the paragraph,
and one article was completed after five weeks. After one article was done, the instructor
sent the entire article with its audio file to the participants via the school digital system. It
was hoped that the participants would shadow the completed article(s) on their own as
many times as possible outside the classroom. During the year of the treatment, the
instructor always encouraged the participants to do this: If they felt that they had not
spoken any English today, just shadow the completed article(s) a few times to train their
oral fluency (actually, it trained their listening comprehension as well while doing this).

In the first article (the Obama article), a few student participants still had difficulty
keeping up with the recording speed simultaneously. However, they all did much better
and shadowed what they heard more fluently after the first Shadowing article. After one
academic year, the participants finished shadowing the six self-chosen biographical
articles of influential people in class.

Pre-test and Post-test. The pre-test was administered before the one-year treatment
of Shadowing. The pre-test was a proficiency test based on a TOEIC (Test of English for
International Communication) test. TOEIC is an English proficiency test for non-native
speakers of English, and mainly measures the kind of English used in everyday activities.
Considering limited time for one class meeting, the listening section was a reduced
version of a TOEIC mock test (Rilcy, 2008) and included two parts: Short Conversations
(SC, 30 items), and Short Talks (ST, 30 items). Participants’ listening raw scores (0-60
points) on the TOEIC test were used as the scores for the listening section of the pre-test.

The speaking section of the TOEIC mock test had 11 questions including five parts:
Read a Text Aloud (2 questions), Describe a Picture (2 questions), Respond to Questions
(3 questions), Respond to Questions Using Information Provided (3 questions), Propose a
Solution (1 question), and Express an Opinion (1 question). According to Educational
Testing Service (ETS, 2009)," these five parts precisely measure test-takers’ speaking
ability in terms of pronunciation, intonation and stress, grammar, vocabulary, cohesion,
relevance of content and completeness of content. Technically speaking, the assessment of
the speaking ability was more subjective and thus harder. For this reason, two well-trained

* ETS is a nonprofit testing organization and advances quality and equity in education for people worldwide
by creating assessments based on rigorous research. It develops, administers and scores more than 50
million tests annually, including the TOEFL (Test of English as a Foreign Language) and TOEIC tests, in
more than 180 countries, at more than 9,000 locations worldwide.
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native speaking English teachers from Acme Language Institute (ALI),> a language
school in Taiwan, were employed to score the participants’ speaking ability. Both
English-speaking teachers were also certified IELTS raters. The two independent raters
could increase the inter-rater reliability of the speaking score (Richards & Schmidt, 2010).
By following the scoring rubrics by ETS, each rater assigned a raw score (0-17 points) to
each participant, and each participant got an average score for the speaking section of the
pre-test.

Right after the one-year treatment of Shadowing, the 28 participants took the
post-test. To increase the test reliability, the same TOEIC test items on the pre-test were
used again for the post-test. The one-year interval between two tests was considered
reasonable and strongly reliable because it could avoid any memory effect (Worthen,
White, Fan, & Sudweeks, 1999). In addition, no participants would pay extra efforts for
the post-test because they did not get the results of the pre-test either. At the very
beginning of this study, they were already told that the results of the pre-test and post-test
and interview data were used only for academic research in a confidential way and not
related to their final scores in the English conversation course.

The pre-test and post-test were compared to determine whether or not the 28
participants made significant progress in the listening comprehension and speaking
proficiency after the one-year treatment of Shadowing.

Interviews. Interviews are important sources to check the trustworthiness of a study
(Rubin & Rubin, 1995). To be flexible and to explore possible emerging issues, the
questions in the interviews were open-ended and less structured (Appendix B). During the
last three weeks of the treatment, each participant was interviewed once and each
interview conducted in Chinese lasted about 10 minutes. The interview questions were
about the participants’ overall attitudes and reactions toward the Shadowing treatment.
Their advice and experiences could also offer suggestions for EFL teachers who want to
adopt Shadowing in the future.

Procedures

The entire study began in mid-September 2010. The instructor spent the first two
class meetings administering the pre-test, and explaining and modeling simple Shadowing
activities. As depicted above, the Shadowing treatment lasted for one academic year and
the participants finished shadowing six biographical articles of influential people. The
post-test and interviews were conducted during the last three weeks of the spring semester.
During the entire period of the Shadowing treatment, there were no forms of assessment.
The instructor just led participants to do Shadowing in the first 20 minutes of each
conversation class. The data collection officially ended in late June 2011.

Data Analysis

To test the null hypothesis that there was no significant difference between the means
for the pre-test and the post-test, a paired-samples t-test (two-tailed) in Statistical Package
for Social Science (SPSS) was run and the alpha decision level was set at .05. If the null
hypothesis was rejected at p < .05 and the research hypothesis that the two means for the
pre-test and the post-test were significantly different was accepted, eta squared (effect size)
would also be calculated to indicate the strength of association between the Shadowing
treatment and the improvements in listening and speaking on the post-test. In other words,

5 ALI was a private English school that mainly helped learners take English standardized tests such as
TOEFL, TOEIC and IELTS (International English Language Testing System). Besides, ALI also offered
over 25 specific English courses such as Journalistic English, Business English, English Etymology, and
English Writing, to name just a few. | has been affiliated with ALI since 2004 and conducting a few studies
with teachers at ALI. The institute had many qualified English teachers. With its permission, | employed
two experienced English teachers to help me score the speaking section on the pre-test and post-test.
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eta squared could be interpreted as the percentage of the variance in the dependent
variables (in this case, the improvements on the post-test) explained by the independent
variable (in this case, the one-year treatment of Shadowing).

As for the qualitative data from the interviews, they were collected to attempt to
cross-validate the quantitative findings. The qualitative data explored participants’
attitudes toward the one-year treatment of Shadowing and were characterized into
different striking themes if there were any. All the interviews were first transcribed into
Chinese and checked by the participants to confirm the accuracy (Creswell, 2012). Then
they were examined, coded, and sorted into themes that expressed details of the
participants’ thoughts. For easier coding and privacy protection, the female participants
were simply named from G1 to G21 and male participants from B1 to B7.

Results and Discussion

This section includes two subsections. The first subsection shows the results of the
pair-samples t-tests and interviews as well as interprets the findings, and is further divided
into the quantitative and qualitative data. The second discusses pedagogical implications
from the findings.

Quantitative Data

Table 1 shows the descriptive statistics and significance of differences for listening

comprehension and speaking proficiency between the pre-test and post-test.

Table 1°

Paired-Samples t-tests of the Participants’ Performance on Listening Comprehension and
Speaking Proficiency of the Pre-test and Post-test (N28)

M SD d t Effect Size®

Listening Comprehension 27  -12.69*** .86
Pre-test 41.61 2.56

Post-test 47.36 3.25

Speaking Proficiency 27  -16.59%** 91
Pre-test 5.57 1.26

Post-test 8.18 1.28

*** p <.001.

*Eta squared.

A descriptive mean comparison between the pre-test and post-test for listening
comprehension indicated that the 28 student participants of this study, after one-year
treatment of Shadowing, did perform better on the post-test. The participants scored better
on the post-test than the pre-test by 5.75 points in listening comprehension. In addition,
the results of the t-test showed that this mean difference for listening comprehension was
statistically significant (p < .001). It meant the 5.75 points difference in means on the
listening comprehension section of the TOEIC test between the pre-test (in which the 28
participants did not receive the Shadowing treatment) and the post-test (in which the 28
participants received the Shadowing treatment for one academic year) probably did not
occur by chance alone (99.9 percent sure). That is, after the one-year Shadowing
treatment, there was a statistically significant improvement in the listening comprehension
section of the TOEIC test from the pre-test (M = 41.61, SD = 2.56) to the post-test [M =

® SPSS printouts usually provide several tables with a great many statistic data for paired-samples t-tests.
However, many statistics are not necessary in reporting the findings. Thus, Table 1 was constructed by
following the statistic requirements of American Psychology Association (American Psychology
Association, 2009; Dornyei, 2007; Nicol & Pexman, 1999).

121



Shih-fan Kao (&1 ML)

47.36, SD = 3.25, t(27) = -12.69, p < .001].

Similarly, the participants also performed better in speaking proficiency by 2.61
points on the post-test. Moreover, the paired-samples t-test also showed that there was a
significant difference in speaking proficiency (p < .001) between the pre-test and the
post-test. Statistically speaking, the mean difference (2.61 points) in speaking proficiency
between the two tests probably did not occur by chance alone (99.9 percent sure). For this
reason, the inferential statistics confirmed again that after the one-year treatment, there
was a statistically significant improvement in the speaking section of the TOEIC test from
the pre-test (M = 5.57, SD = 1.26) to the post-test [M = 8.18, SD = 1.28, t(27) = -16.59, p
<.001].

Many applied statisticians have warned researchers that statistical significance only
means that an observed phenomenon is most probably true in the population (and not just
in the sample); thus, what is true in the sample may not necessarily be important
(Dornyei, 2007; Pallant, 2007). With very large sample sizes even tiny differences
between two groups or tests could easily reach statistical significance. However, these
“significant differences” may have no practical or theoretical importance. For this reason,
it has been highly suggested that after a significance level is reached, effect sizes be
computed for a study as well to provide information about the magnitude (of the treatment)
on an observed phenomenon (Dornyei, 2007).

For these reasons, though the results presented above had already told us that the
differences in listening comprehension and speaking proficiency between the pre-test and
post-test were very unlikely to occur by chance, it did not yet tell much about the
magnitude of the intervention’s effect (in this case, the one-year treatment of Shadowing).
So far, we can only state that there is only a 0.1 percent probability that the observed
differences in listening comprehension and speaking proficiency between the pre-test and
post-test occurred by change alone. We do not know how strong the Shadowing treatment
has on the improved differences.

Thus, to avoid over-interpreting the t-test results, statisticians usually suggest that
researchers calculate the “effect size” (also known as “strength of association”) and the
most commonly used effect size statistic has been eta squared. Eta squared’ is often
calculated to provide an indication of the magnitude of the differences between two
variables (not just whether the differences could have occurred by chance). The value of
eta squared can range from 0 to 1 and represents the proportion of variance in the
dependent variable that is explained by the independent or intervention variable (Pallant,
2007). The eta squared from Table 1 (the right column) was .86 for listening
comprehension and .91 for speaking proficiency. The guidelines proposed by Cohen
(1988) showed that both of the eta squared values were very large. As a result, the
one-year treatment of Shadowing had a large effect on the improvements in listening
comprehension and speaking proficiency on the post-test. It also meant that, on the
post-test, 86 % of the variance in listening comprehension and 91% of the variance in
speaking proficiency on the post-test could be explained by the one-year treatment of
Shadowing. It was obvious that the Shadowing treatment truly had a large impact on the
progress in listening comprehension and speaking proficiency on the post-test.

Both the above descriptive and inferential statistics displayed that there were
significant improvements in listening comprehension and speaking proficiency on the
post-test after the 28 student participants received the one-year treatment of Shadowing.

" Cohen (1988) provided the following guidelines to interpret the strength of eta squared: 0.01=small effect,
0.06=moderate effect, 0.14=large effect.
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Furthermore, eta squared values showed that the treatment had a large effect on the
improvements on the post-test and thus large amounts of variances in listening
comprehension and speaking proficiency on the post-test could be accounted for by the
Shadowing treatment. Therefore, the quantitative data confirmed the power of the
Shadowing treatment with statistical significance and large effect sizes.

Quialitative Data

The interviews were conducted to explore participants’ attitudes and reactions toward
Shadowing after the treatment. These qualitative data were analyzed, assembled and
categorized by the nature of similarities. Generally speaking, three major themes were
emerged and categorized. The first theme was about language improvement, second
affective enhancement, and third changes in English learning. Thus, this part is discussed
in terms of the three striking themes as follows.

Language Improvements. The first and foremost theme from the interview data was
that all the 28 student participants reported that they improved their listening
comprehension and speaking proficiency, especially in pronunciation and fluency, after
the treatment. Listening-wise, the participants thought that they developed a habit of
listening to English without reading texts after the Shadowing treatment, whereas
previously, they could not continue to listen to English recording for long without looking
at the written texts. They even jokingly said that their previous habit of “listening” was
more like a mixture of listening and reading with more weight on reading. Listening to
English materials without texts really helped them improve their listening comprehension
ability. Although the participants could look at the text scripts of the recording in the first
two steps of the Shadowing syllabus as described above, the first two steps were designed
mainly to help them do consecutive and simultaneous Shadowing subsequently. For this
reason, the instructor placed much more emphasis on the last two steps (doing Shadowing
without scripts). All they had to do in the last two steps were just listen and shadow what
they heard. With the help of the first two steps in the syllabus, the participants could better
understand the meaning, sentence structures, vocabulary and idioms of the recording, and
even cultural background, all of which helped them build ability and confidence in
shadowing what they heard in the last two steps. In other words, the Shadowing syllabus
helped them listen better and thus make improvements in listening comprehension. Here
are two of the excerpts related to this point.

For some reason, I can “just listen” to English recordings now. Previously, I was
used to listening to English materials while looking at the scripts. Without a script, |
couldn’t listen to the recording for too long. I am surprised that I don’t need scripts
anymore after shadowing those articles about influential people. (Participant G2)

| used to depend on written texts to understand a recording or repeat a sentence;
without texts, I couldn’t concentrate on listening very well. However, now I can
concentrate on just listening, and it seems that listening without looking at texts
actually improves my listening ability. (Participant B6)

Speaking-wise, the participants reported that previously, they were shy to speak
English due to poor grammar, pronunciation, fluency, etc. They seldom spoke English
actively unless it was necessary (like being required in class or taking a speaking test).
However, after the Shadowing treatment, they spoke out fairly actively when they heard
something in English, and this happened more often than ever. Like the improvements in
listening comprehension, they felt that Shadowing also helped them speak better and
make improvements in speaking confidence and proficiency. When they understood what
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they heard better, they tended to speak better as well. Below are some related excerpts
from the interviews:

I don’t know why. Previously, I was used to first looking at a sentence and then
reading it out loud as most students did in class. But now I need to listen to the
recording (of the sentence) first. In other words, I’ve changed my habit: Now I feel
more comfortable that | speak out a sentence after | listen to it. 1 know it sounds
weird, but | do need listening first in order to better improve my speaking. | think
that the Shadowing treatment unconsciously changed my habit. And, the new habit
really lets me speak better. (Participant G12)

I think | do speak better now. Before the Shadowing treatment, I seldom spoke
English either in public or in private. | often thought too much about grammar and
sentence structures every time | needed to speak English. This resulted in my
unwillingness to speak English. However, now | feel more comfortable to speak
English and | do it more often too. Also, | feel that | can just speak out the English
words without thinking too much about correct grammar and sentence structures. |
know nothing about the theory of Shadowing but it does miraculously help me speak
English more fluently and naturally. That’s my feeling. (Participant G15)

In addition, 25 participants (89% of the student participants) believed that large

amounts of English input received via tasks from the Shadowing process contributed to
their improvements in listening comprehension and speaking proficiency. Due to Taiwan’s
EFL context (where English is not spoken), how to have adequate English exposure
indeed stays as one of the major problems to most English learners. For this reason,
Shadowing is a feasible alternative to creating a speaking environment. As some
participants stated as follows:
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I still remember that in the very beginning of the Conversation class, the teacher
asked us how often we speak English and most of the students said that they seldom
speak the language on a daily basis. Honestly speaking, I had “almost never” spoken
English since | learned English, especially outside the classroom, before the teacher
asked us the question. | considered my English above the average though I didn’t
speak it in real life. However, at that time, | was a bit shocked by my own answer:
“almost never.” Then I was wondering: how can I improve my English if I don’t
even use it every day? It seems impossible to make it via just a few English classes
in school, right? I felt then that | needed to create my own language exposure and
doing Shadowing has been one of the major tasks to me since then. Now | do feel
that I’ve listened to and spoken a lot of English after the one-year treatment of
Shadowing. (Participant G8)

I do think that of all the English-related activities in all the English courses | was
taking during my freshman year, Shadowing was the method that let me receive most
English input and produce most English output. In other English classes, teachers
often used Chinese to explain grammar or vocabulary items, or translated the reading
passages. Even though a few classes were conducted in most English, the teachers
usually did most talking and there were the same students who dominated the
interactions or conservations with the teachers. Most students like me just kept silent
and did not speak much English. Of course, some teachers led us to do “repeat after
me,” but that was more like “reading” rather than “speaking” a sentence aloud.
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However, with the steps the instructor used in Shadowing, everyone needed to listen
carefully to the English recordings with and without scripts. Moreover, everyone
needed to listen to and speak what he/she heard at the same time for many times. At
first, I thought it was impossible for us to listen and speak at the same time and
Shadowing sounded a strange method. I mean, who will listen and speak English at
the same time? But, we did it after following the step-by-step syllabus! The entire
process gave us a large amount of English input; it also gave us an opportunity to
produce English output. For this reason, | believed that the English exposure we had
from Shadowing was much more than that in other classes. (Participant G21)

Two more intriguing findings were found along the same line here and they should
be noted as well. First, 13 participants (almost 50%) reported that the part they did not
like most was the first step of the syllabus when the instructor was explaining the meaning,
sentence structures, and vocabulary and phrases of the target paragraphs. The reason was
that they thought the first step was a little mechanic and dull as they often did in other
English classes. Another possible explanation for this was that the Shadowing articles
were suitable for their literacy level. These participants did not really need the instructor’s
further explanations on the articles. That is to say, they did not need much emphasis on
linguistic aspects.

Second, after shadowing the six biographical articles of influential people, 16
participants (57%) reported that they almost memorized the written texts and could
shadow the article with the recordings almost at the same time. They felt that they spoke
more fluently after Shadowing but they did not know why. This interesting finding was
consistent with Chang’s observation on her friends (2003). Chang stated that she observed
people around her who could speak English like native speakers and she sorted these
people into a few categories like people who made many foreign friends, people who
insisted on using English in school or a certain period of time during a day, people who
loved to watch English movies and TV shows (with or without English captions), etc. One
category was that some people (who spoke English natively or almost natively) did one
thing outside the classroom: Since the first day they began to learn English, they just
memorized all the readings taught in class by reading them aloud numerous times. In this
regard, the experience of the 16 participants was similar to that of this category described
by Chang. It is fairly possible for EFL learners to speak English more fluently and
intuitively if they keep shadowing what they hear, or reading aloud something they are
interested in and then memorized them unconsciously on a daily basis.®

As a result, it was not surprising that the student participants performed significantly
better in the listening comprehension and speaking proficiency of the post-test since they
truly felt that they listened and spoke better after receiving large amounts of listening
input and producing a great deal output during the treatment.

Affective Enhancement. It was fairly surprising that all the 28 participants
unanimously reported that the Shadowing treatment interested them and motivated them
in learning English to some extent. The entire Shadowing syllabus motivated the
participants to listen and speak English at the same time because of its novelty. Not a

® This finding was actually consistent with my personal experience too. As | mentioned it in the
Introduction section, after doing “read their lips” for one semester, I went to New York City to visit my
friend who was studying there during my first winter break. When my friend was surprised at my
improvement in speaking, she asked me how I could speak more fluently after just four months. She was
wondering if | hired an American tutor or hung out with Americans very often, none of which | did at that
time. When I told my friend that I just “read their lips” every day, she was even more surprised at how this
simple method could help non-native speakers speak more fluently and intuitively.
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single one of them had ever heard of Shadowing before the treatment. In my opinion,
young students were usually more open to a new learning method, especially when the
method was confirmed effective by previous literature. Shadowing was also more
interesting and challenging than the traditional “repeat after me” drills because more
mental efforts were involved in the Shadowing tasks. Interestingly, the participants also
felt that they were using the English language for a real purpose instead of just repeating
something mechanically. For instance, they felt that they were more like telling a story of
Obama rather than just speaking or repeating what they heard from the recordings while
shadowing the Obama article. In this regard, Participant G16 expressed how she felt about
Shadowing while shadowing the Obama article:

I’d never heard of Shadowing before, frankly speaking; however, it’s an innovative
method for me after the teacher introduced it to the class. At first, I couldn’t get used
to it because | had to listen to and speak English, a foreign language, at the same
time. But, | started to love this method after just a few weeks. You might not believe
this, but | feel like I was telling a story or delivering a speech while doing
Shadowing. This made me feel that | was actually using the English language for a
real purpose like telling people a story instead of just listening and speaking
robotically at the same time. Take the Obama article for example. While shadowing
the article, I felt like I was telling others Obama’s fabulous life story though I knew it
was the writer’s ideas not mine. My point here is that Shadowing made me feel that I
was using the language with my own feelings and intonations instead of listening to
something in English and speaking what I just heard at the same time. Let’s face the
fact: Most people including myself don’t use English often, especially the aspect of
speaking, outside the classroom because we simply don’t need to use it in the most
cases of real life. Thus, the entire Shadowing treatment let me feel that | was using
English for real purposes, and it enhanced my interest in learning English as well as
motivated me to use English outside the classroom.

Participant G16 was not alone in this aspect; all the other participants had similar
feelings as hers to some degree. Indeed, compared to the traditional “repeat after me”
approach, Shadowing provided relatively more authentic situations to the student
participants. Most researchers and practitioners in the field of second or foreign language
acquisition have agreed that a second/foreign language is best learnt when it is used for
real purposes or communication (Brown, 2007). For these reasons, | think that Shadowing
is not only a method that trains EFL learners to listen and speak simultaneously and then
improves EFL learners’ listening comprehension and speaking proficiency but also a
relatively authentic source that provides them with more input to listen to and
opportunities to speak, which an EFL country such as Taiwan usually lacks. In other
words, Shadowing can compensate for the inadequacy of language exposure in Taiwan.
Thus, EFL teachers in Taiwan can use Shadowing to build up students’ confidence and
facilitate their learning in listening and speaking.

Changes in English Learning. The third theme from the interview data was
categorized as changes in English learning. It meant that most student participants
adjusted or even totally changed their learning habits, attitudes, styles, or methods after
the Shadowing treatment. Before the treatment, they were all used to the “repeat after
me/CD” method since it was widely used in the English classrooms. They were all
accustomed to repeating an English sentence by looking at the text after they heard the
sentence read by the teacher or played by the CD. The findings showed that the first big
change in English learning was that the participants felt now they prefer or need to first
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listen to audio input (without texts) to produce output (speaking), while previously they
needed to look at the script before they spoke English. As quoted above, Participant G12
said, “I know it sounds weird, but I do need listening first in order to better improve my
speaking. | think that the Shadowing treatment unconsciously changed my habit. And, the
new habit really lets me speak better.”

The second change in the participants’ attitudes toward learning English was that
they became more independent EFL acquirers after the Shadowing treatment. From my
experience and observation, | have noticed that many adult EFL learners in Taiwan have
been complaining about the local English education. These complaints usually include the
exam-based orientation, over-emphasis on the rote memorization of grammar and
vocabulary, lack of environment for using English particularly in the speaking aspect, a
dearth of native English-speaking teachers (or so-called foreign teachers), inadequacy of
teaching hours in school, incompetence of English teachers, ineffectiveness of teaching
methods (one of the harshly criticized methods has been almost always “Grammar
Translation Method,” whereas one of the critically acclaimed methods “Communicative
Language Teaching”), poor quality of English textbooks, etc., to name just a few (C. L.
Kwan, personal communication, September 28, 2010). These complaints are all true to a
certain degree. However, shouldn’t the adult learners take full responsibility for their own
learning? Using these complaints as excuses for not learning English well only block
them from improving their English and moving on. Conversely, | have met many people
who were born, raised and educated in Taiwan (a so-called EFL context), but they turned
out to be great English learners. Some of them (for example, Walter and Yvonne
mentioned in the Introduction section) even spoke English almost natively. People might
think that Walter and Yvonne were native speakers of English if they just heard their voice.
How could these people possibly achieve a native or native-like English proficiency in
Taiwan where all the aforementioned learning difficulties have existed for years? They did
have one thing in common: They all tried hard to create their English environments
(language exposure) with their own preferred learning methods all the time. In other
words, they all considered themselves autonomous English acquirers. Similarly, | found
out that all the participants in this study changed their attitudes or ideas about learning
English after the treatment. It was that not only they considered Shadowing an effective
method but also they re-thought their experiences of English learning and adjusted their
learning in the future. Here are two quintessential excerpts in this regard from the
interviews.

When | was in elementary or high school, I thought that my English would be great
only if 1 went to live or study in the US, or met great English teachers. | blamed
Taiwan’s English education for my mediocre English. However, after this year,
especially after the Shadowing treatment, |1 gradually found that I was wrong to
expect my English to become great automatically and simply by having some
wonderful teachers or great textbooks. We often complain that Taiwan doesn’t have
an environment of using English, but we still can see that many people around us
have a good command of English. Most people seem to ignore that it should be the
learners instead of the teachers, textbooks, or other factors who take full
responsibility for their final achievements. People may wonder: Then why do we
need English teachers or classrooms if we really can improve our English just via
self-studies or using English every day outside the classroom? It might sound a little
philosophical, but in my opinion, a good English teacher or a classroom is like an
inspiration. The teacher or classroom should give us some innovative and effective
learning methods or ideas, and we (as learners) decide to adopt or not adopt them
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outside the classroom to improve our English. 1 did meet some people who speak
English very well, and | found that these people had some things in common. For
instance, they all did a lot of outside-the-classroom activities with some effective
methods that fit their learning styles. In this class, | was happy that our instructor
introduced the Shadowing method and led us to practice it at the beginning of every
class meeting for the whole year. | think the entire Shadowing treatment sort of
changed my learning habit and ideas of speaking English because now | shadow
what | hear quite often. Of course, the English input | receive should be fitting to my
level too as the instructor said in class many times; otherwise, I can’t shadow it
smoothly. I know in Taiwan, it is almost impossible to speak English very often or
every day; however, with Shadowing, | do feel that | speak English every day.
(Participant B2)

I was really into the instructor’s personal story when in the first class meeting, he
was telling us about his “read their lips” almost two hours a day in the US. I also
love to watch American movies and TV shows. After the Shadowing treatment, |
found that I do this very often. If I watch the movies or shows on DVD’s, |
sometimes turn off the Chinese subtitles and just listen attentively to the
movies/shows. Besides, if some scenes are really easy, interesting, or impressive, |
not only turn off the Chinese subtitles but also shadow what | hear. | wrote down
some interesting expressions too! | never did one of them before the Shadowing
treatment. | just watched the movies/shows by looking at the Chinese subtitles and
my ears were almost 99% off to the English sound. Looking back, | feel that | was
more like “reading” American movies and TV shows instead of “watching” them.
Overall, I do enjoy my new learning habit. Also, after the treatment, I’ve gradually
realized that learning a language, especially a foreign language such as English, is a
lifelong process because there is always room for improvement. (Participant G20)

I really enjoy the two above excepts because how many college students of this
generation are as reflective as Participant B2 and as enthusiastic as in using English as
Participants G20 (turning off the Chinese subtitles, shadowing the interesting scenes, or
writing down idiomatic expressions that interested her)? Furthermore, | cannot agree more
with what the two participants said above because | had the similar feelings when | started
to “read their lips” while watching American sitcoms in the late 1990s. After studying in
the US for a few months, | realized that an English environment was an important factor
but it was not the only factor to acquire a native-like English proficiency. | found that
many international students who went to the United States for a few years had not yet
acquired a great command of English ability. The main reason was simple: They did not
use the language every day. The American environment might give them enough language
exposure but they did not utilize it for some reasons. Therefore, it is the adult learners
who should take full responsibility for their English learning. They may expose
themselves to many effective learning methods and see what fit their learning styles
instead of simply relying on teachers, classes, textbooks, etc. In this regard, the findings
showed that Shadowing is one of these effective learning/teaching methods. 24
participants (86%) said that they would surely keep practicing Shadowing after the
treatment.

As a result, the qualitative data concluded that the participants had positive attitudes
and reactions toward the Shadowing treatment. After the treatment of shadowing the six
self-chosen articles, the participants felt that it became easier for them to listen and speak
at the same time. They also spoke English more intuitively and confidently without too
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much thinking about linguistic concerns after the treatment. Moreover, the entire
treatment helped them develop new habits and ideas in learning English as well. The
qualitative data re-affirmed their significantly better performance on the post-test.

To sum up thus far, both the quantitative and qualitative findings showed that owing
to a great deal of language exposure to input and output, Shadowing not only improved
the listening and speaking ability of the student participants but also enhance their interest,
motivation, and confidence in learning English. Furthermore, it also changed their
attitudes and habits toward English learning in a positive way.

Pedagogical implications

Three implications can be derived from the findings of this study. First and foremost,
if providing students with abundant English input is one of the English teacher’s main
responsibilities in the classroom, Shadowing can be used to resolve the deficiency of
listening and speaking practice at regular schools. Both listening and speaking skills could
be combined, instead of being considered separate skills, in Shadowing. Lin’s study (2009)
also concluded that repeating the listening text verbatim is a good way to develop oral
fluency, and more English input helps students’ overall English performance. To shadow
well, students need to listen to a recording many times. After numerous times of listening,
they can speak simultaneously or almost synchronously with the audio recordings. All the
entire process does significantly improve their listening and speaking ability. Therefore,
Shadowing could be merged into the conversation class or other EFL classes focusing on
the aspects of listening and speaking since in EFL situations, students often do not have
many chances to use English in real life. To put it in a nutshell, Shadowing could provide
students with large amounts of listening and speaking practice. Moreover, after students
get used to the Shadowing tasks, it is very possible for them to speak better, reduce their
speaking anxiety and build up their confidence, and motivate their further English
learning outside the classroom.

Second, Shadowing should not be the only activity the entire class time. 20 to 25
minutes should be the maximum due to its “mechanic” nature. In Lin’s study (2009), her
participants (the second-year students at a public junior high school) thought that some of
the shortcomings about Shadowing were that it was repetitive, time-consuming, and tiring.
In this study, almost half of the student participants also thought the first two steps were
not very interesting though they were helpful to the last two steps. However, in Lin’s
study, she spent the entire class (50 minutes) doing only Shadowing and her Shadowing
treatment lasted five weeks in a row, with three classes a week (a total of 15 class periods).
Thus, it is suggested that English teachers who want to adopt Shadowing in their class
spend no more than 25 minutes on Shadowing. It is a better idea to start other language
activities before the students get bored with Shadowing.

The third implication is about the materials used in Shadowing. Although I first let
the student participants select six articles they enjoyed, some still encountered a few
difficulties when first receiving the Shadowing treatment. For example, some students did
have difficulty listening and speaking at the same time. Moreover, a few of them said that
the articles had some vocabulary items (that they did not know) or that the recording
speed was a little fast. For these reasons, | would recommend that the Shadowing
materials be readings fitting or even a little below shadowers’ level of language
proficiency. Additionally, the readings should be accompanied with audio files (recordings)
with natural and clear pronunciation and moderate (or even a little slower) speaking speed.
According to Krashen’s Comprehensible Input Hypothesis (2004), language acquisition
happens best if a learner receives input that a bit beyond his/her comprehension. Krashen
further called it comprehensible input or i+1 input (i refers to the learner’s current level of
language proficiency). Krashen claimed that the Comprehensible Input Hypothesis works
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very well in acquiring a first, second, or foreign language. However, while shadowing
English as a foreign language, shadowers have to not only pay great attention to what they
hear but also speak it out loud simultaneously. Therefore, due to the intensive mental
efforts required, materials with i or even i-1 would be more suitable for the Shadowing
tasks.

Conclusion and Limitations of Study

This study investigated the effect of Shadowing through a one-year treatment with a
four-step syllabus and 28 student participants of a private technological university took
part in the treatment. Moreover, it probed the student participants’ attitudes and reactions
toward the Shadowing treatment.

The statistical results indicated that after the one-year treatment of Shadowing, the
participants significantly improved both listening comprehension and speaking
proficiency. The large effect sizes further confirmed the strong magnitude of the
Shadowing treatment. That is, the Shadowing treatment had a large impact on the
participants’ progress in listening comprehension and speaking proficiency and explained
large amounts of variances of the participants’ improvements on the post-test.

Moreover, the findings from the interviews showed that the student participants had
positive attitudes and reactions toward the Shadowing treatment. Specifically, they
reported that after the one-year treatment, they improved their listening and speaking
ability, enhanced their motivation and confidence in English learning, and adjusted or
changed their learning methods or ideas in English learning (in a more effective way). For
these reasons, the qualitative data also affirmed the power of the Shadowing treatment.

As for my personal perspectives on the proposed syllabus of Shadowing, | think that
Shadowing has three major advantages. First of all, as argued previously, in an EFL
context like Taiwan, whether or not we can improve our English proficiency depends on
the amount of comprehensible language input and output (and personal efforts, of course).
Language-wise, Shadowing is one of the simple methods that can provide students with
large amounts of language input and chances of producing output. Also, the language used
in Shadowing can be relatively authentic though it is not technically interactive. For EFL
learners in Taiwan, Shadowing could be one of the substitutes for speaking English with
native speakers or foreigners, if learners do not have many chances to speak English in
real life.

Second, inspiration-wise, Shadowing gives students an alternative for their own
learning. Teaching is not just a process of explaining English words, phrases, grammar,
sentence structures, etc. This linguistic process is unguestionably important. However,
how many linguistic items can a school teacher cover in a classroom? From my
experience, most students forget what the teacher teaches in the classroom after the course
is over, but they possibly remember the original approaches or activities the teacher
adopts. Thus, the EFL teacher needs to make efforts to provide students with inspiring and
effective methods. Shadowing is surely one of them for the EFL learners. More than a
decade ago, | learned the Shadowing method from the couple (Walter and Yvonne) and it
inspired me a great deal (though at that time I did not know this method had been called
Shadowing in the field of interpretation, and neither did the couple). Years later, | adopted
it as the first part of my conversation class and it also inspired the student participants too
as discussed above. Lin’s study (2009) indicated that Shadowing could help students to
think and organize the meanings while performing it, besides providing them with large
amounts of listening and speaking practice. When learners get used to Shadowing, they
will gradually understand that Shadowing is more than listening and speaking
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simultaneously. It is also a way to organize what they hear and understand it better. All the
entire process improves not only language ability but also thinking capacity.

Last but not least, shadowing is an inexpensive and accessible learning method after
EFL students leave the classroom or even school. All we need is a simple MP3 player or
any electronic devices that can play out audio files. 24 participants (86%) in this study
reported that they would keep practicing Shadowing after the course was over. It
happened to me as well. It has been 14 years since I started to “read their lips” from the
TV sitcoms for the first time. | did shadow more intensively during the four years of my
doctoral program. However, | still do Shadowing rather often in all occasions, especially
when [ watch the popular and easy TV sitcoms. I love to “read their lips” by imitating
sitcom characters’ pronunciation, stress, intonation, and even speaking speed. Via
Shadowing, | feel that 1 am acquiring the English language unconsciously and naturally.
And, | do not have to worry that | cannot find any foreigners to talk to on a daily basis.
From my personal experience and classroom observation, EFL learners who went through
the Shadowing treatment tend to keep practicing Shadowing after they leave the
classroom. In other words, these “shadowers” tend to become autonomous English
acquirers, and training students to be autonomous English acquirers should be the one of
the major goals in Taiwan’s English education (Kao, 2009). One of the serious problems
in the local English education is that students stop learning, acquiring or using English
after leaving school or even the classroom. There are many factors involved, and one of
them is that the mechanic and boring methods the teachers use de-motivate students to
further use English outside the classroom.® The findings of this study showed that most
participants felt that Shadowing enhanced their motivation and interest in English learning
and they kept practicing Shadowing after the one-year treatment was over. For these
reasons, Shadowing is an easy way that is worth trying for any EFL teachers in order to
train their students to be autonomous English acquirers.

Every research study has its limitations, and this study is no exception. It has two
limitations. First, the sample used was small. The t test is widely applied in language
studies because theoretically, it does not require large samples (Brown, 1988). In other
words, when the samples are small, the t test can show its flexibility; it can adjust the
critical values of small samples. For example, the critical values of the t test necessary to
reject the null hypothesis will increase when smaller samples are used. However, the
sample size of this study was still too small to represent the population by any standards.
Therefore, anyone who would like to generalize the results of this study should prudently
consider the context of the study.

Second, there was no control group. For this reason, | would not rule out a possibility
that part of the significant improvements in listening comprehension and speaking
proficiency on the post-test might result from the general learning effect (more time with
English) or a combination of the Shadowing treatment and the weekly English classes the
28 student participants were taking since there was no control group used in this study.*

% For example, | took a reading class in a famous language institute in early 1998 (right before | went to the
United States for graduate studies). The teacher adopted the Time magazine as the textbook. | found that |
had to memorize at least over 50 vocabulary items every time | finished a three-hour class with the teacher’s
detailed explanations on words, idioms, cultures, etc. The result was that | lost my interest in reading Time
for the next 10 years.

9 During the Shadowing treatment, the student participants of this study also took the Freshman English
course. According to the participants, the teacher of Freshman English also played the audio recordings of
some texts before she explained or translated the meanings, but they were not required to speak English or
repeat after the recordings. For this reason, Freshman English was more like an English course combining
reading and listening, depending on the teacher’s preferences.
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Appendix A: The First Paragraph of the Obama Article
(Brand, 2009, p. 43)

Barack Obama was born into a mixed race family. His mother was a white American
woman, and his father was an exchange student from Kenya in Africa. They met when
they were in college, and got married. Two years after Obama’s birth, they divorced, and
Obama’s father returned to Kenya. Obama’s mother they married again, this time to a man
from Indonesia. After some time, the family moved to Indonesia where Obama spent his
early childhood. At the age of 10, he returned to Hawaii where he was brought up by his
grandparents.

Appendix B: A list of Questions for Semi-Structured Interviews

1. What is your overall attitude or reaction toward the Shadowing treatment?

2. What are the differences before and after the treatment in terms of your English
learning including motivation, interest, listening comprehension, speaking proficiency,
learning approaches, learning habits, etc.?

3. What do you think of the syllabus of Shadowing adopted by the instructor? How
could the four-step syllabus help you do simultaneous Shadowing?

4. Which part(s) of the Shadowing syllabus did you like most and which did you not like
most?

5. Do you understand the meanings autonomously while shadowing the assigned texts
after the four-step training?

6. Do you do Shadowing after the treatment? Why or why not?

7. How does the Shadowing treatment influence your English learning, if this is the case?
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Violence and Popular Music in Nigeria
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Abstract

Youth music culture is relatively a new phenomenon in Nigeria, but the rise of hip
hop/rap threatens the survival of other genres of popular music targeted at youth audience,
such as rhythm and blues (R&B), reggae, afro-beat and yo-pop. Innocuous as youth music
may seem to adult Nigerians, it may contain elements with potential to provoke or
aggravate violence. To determine what this newly discovered culture could reveal about
violence in the system, and particularly among youth, a group of youth were asked to
assess popular music with bias to violence. The premise is that music could reveal the
mindset of its composers and consumers. In a descriptive study, essays written by
undergraduate students were analyzed to ascertain whether youth music contains elements
of violence in title, lyric, beat, narrative and video presentation; and whether violent
music elicits aggression from the consumers. Violence in society can be restrained by
taking cognizance of potential causes of violence, and managing situations that can
engender violence. This can be done by examining various aspects of community life,
events, communication and language use. This study of music violence reveals that
artistes, by being accepted by their youth audience, do influence their consumers’
behaviours through their music.
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Violence and Popular Music in Nigeria

Introduction

It is difficult to contemplate a world without music, rhythms for dance and
pleasurable distraction. However, music lends itself to diverse message embodiment and
communication and may influence its consumers’ behaviour. Thus, music could be used
by political and social movements to achieve particular goals. Bob Marley and Fela
Anikulapo Kuti became legends because of their political conscience music — music that
attacked government or the highly placed in society who oppressed or ignored the masses.
In the era of mass consumerism, composers and producers of youth music explore the
entertainment features of music to a great gain. The portrayal and celebration of
aberrations and the absurd have much appeal; but also impacts consumers and the society
at large negatively. Music may, in fact, constitute a young person’s first teacher on some
critical life issues, such as sexuality, sexual behaviours and criminal adventurism.

Hip hop took Nigeria’s music industry by a storm, with tracks hitting the airwaves
faster than youth could compose their lyrics. It is important that society pays attention to
what youth are listening to, especially where the music scene may be developing faster
than other aspects of urban culture, since youth easily access the sound waves of the
global popular (Dolby, 1999). This article is concerned with how violence-laden music
engenders violence. The significance of this study stems from the fact that the global
popular, embedded in Nigerian youth music, holds much appeal for the youth in pristine
Nigerian society where the general concern of the population is how to meet basic human
needs. The society and security management may lack the capacity to contain
consequences associated with youth music elsewhere. Already, at the present, murders are
committed with little hope of finding their perpetrators, even when those killed are key
national figures; and criminal acts are often tolerated as “acts of God.” Allowing the
system to heat up beyond its present level through youth aggression may be more than a
developing nation can accommodate and ensure that peace and development coexist.

Recently, violence in Nigeria took a new turn, from an ethnic crisis in (urban) Jos in
the middle belt that lasted for some years, causing dislocation and relocation of families
that had established themselves there for decades, to terrorism in the northern part of the
country. Hundreds of thousands have been killed by the Boko Haram group since 2009. It
is noteworthy that these crises perpetrated with the youth have proven more intractable
than a militant uprising in the Niger Delta. Decades of structural and exploitative violence
in the Niger Delta that led to environmental devastation of communities attracted the ire
of able-bodied youth who employed sophisticated weaponry in guerrilla warfare that
gravely undermined the nation’s economic stronghold. Despite the return of peace in the
area, the Niger Delta crisis bequeathed the nation a new type of violence — widespread
kidnapping for huge ransom. It became very attractive to youth across the nation,
degenerating into a seemingly intractable social malady in parts of the country. However,
peace and national development have been subjected to indiscriminate terrorism by Boko
Haram, which have bombed gatherings and churches in states in the northern part of the
country, and the United Nations building in the country’s capital. It almost undermined
the nation’s electoral process in 2011, and has cast a shadow of doubt on the necessity for
a national youth service programme designed for increased interaction and peaceful
coexistence among the diverse peoples of Nigeria.

The potential for violence in society should be understood so that violence can be
restrained through regulations, education and responsible governance. This researcher felt
that popular music may be one of the areas youth’s perceptions of society are expressed;
and that if there is going to be any violent reaction, popular culture of the day will not
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only presage it, it will contribute to it. If youth discourse is analyzed, their line of thinking
can be deciphered and appropriate measures taken to address their needs and/or forestall
aggression. Youth music may present a potential source of violence or of violence
escalation in urban communities. Thus, youth were requested to assess youth music with
bias to violence content and its tendency to engender violence. This article is derived from
information given in undergraduate students’ essays on youth music and violence.

Literature Review

Violence in Society

Violence is a social reality. According to the American Psychological Association,
“violence refers to immediate or chronic situations that result in injury to the
psychological, social, or physical well-being of individuals or groups” (Jipguep and
Sanders-Phillips, 2003, p.379). In associating violence with development, Galtung (1990)
contends that if peace is a necessity for development, diverse forms of violence must be
confronted by peace and development scholars. Violence is “avoidable insults to basic
human needs ... lowering the real level of needs satisfaction below what is potentially
possible” (Galtung 1990, p.292). Thus, Sylvain (2007) observes that neglect is a form of
violence and Galtung (p.292) that “threats of violence are also violence” (Galtung, 1990,
p.292).

Galtung’s (1990) treatise on “cultural violence” graphically illustrates how direct and
structural violence threaten the individual’s/group’s potential somatic and mental
realizations, albeit, with concentration on the “oppressor authority.” But there are potent
violent acts from below that confront individuals in society, for example, poor living
conditions can lead to and heighten conflict, crime and violence in urban communities
(Winton, 2004). Direct or physical violence is a tool that states or individuals employ to
make a point or to dominate the weak. From the home to the community, and across
national boundaries physical violence pose a threat to the individual’s well being. Galtung
linked different types of direct violence to various needs that they undermine — survival
needs (killing), well-being needs (e.g. maiming), identity needs (e.g. desocialization) and
freedom (e.g. repression). And one form of violence may be accompanied by another, for
example resource exploitation usually involves physical violence in addition to structural
violence (le Billon, 1996).

Due to institutionalized political injustice and ethnocentrism, elitism, racism and
colonialism, the people of South Sudan faced several years of civil wars which led to the
death of millions (Hanzich, 2011). For the living, "both institutions and social frameworks
inhibit the population from achieving basic human needs" (Hanzich, p.38), a situation that
leads to other direct violence, such as early deaths and poor physical and mental health
(van der Wusten, 2005). In the United States gang wars, drive-by shootings, sniper attacks,
and widespread sexual and other physical abuses constitute daily life-threatening
community violence in many low-income inner-cities (Jipgued & Sander-Phillips, 2003).
By implication, the individual can be under threat of violence from institutionalized order
and from those within an “oppressed” community. According to Winton (2004, p.165)
“the often challenging economic, social and political environment of many cities increases
the rate, intensity and impact of violence there.” And whereas physical aggression to a
person is easily understood as violence, structural violence and cultural violence are
invisible.

Generally, life-expectancy of those exposed to structural violence is lower than that
of members of other groups in the same geopolitical entity, as Eckermann (1999)
discovered of Aboriginal Australians. Structural violence manifests in privileged access to
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necessary goods for the achievement of the good life. Meyer (1998) lists seven “real
goods” identified by Mortimer Adler for achieving happy or good life, including the
goods of the body, economic goods, political goods, social goods, goods of personal
association, goods of the mind and goods of character.

But cultural values come into play on how people are treated by those who have or
exercise the power to inflict direct or structural violence. Cultural violence is based on an
ideology that accepts that some people are placed higher than others in society, and that
this privileged position warrants undue advantage of the one over the others. A society’s
belief on the relationships between people creates a foundation for determining whether
direct and structural violence are acceptable norms. For example, if women are inferior to
men then the husband makes the laws for the family and determines how family income is
to be spent (structural violence), and he may choose to abuse his wife physically or
verbally — patriarchal dominance contributes to domestic violence (Held, 1997; Michalski,
2005). In an African family setting, the husband should have the choicest piece of meat in
the pot, and children may go without. Similarly, in a society like Nigeria many accept that
the rich may live in choice areas, and their children attend good schools, while the poor
can live in ghettos and their children attend poorly provided for public schools. The latter
set of children struggles to achieve their life ambitions and many cannot. Eckermann
(1999) observes that systemic frustration characterizes aboriginal education.

Structural violence brings about psychological hurt and thereby alienation, repression
and deprivation. It also triggers off urban violence, poverty, inequality and exclusion
(Winton, 2004). Further, Bowen, Gwiasda and Brown (2006) observe that forces outside
the community give rise to violence, especially policies and values that induce structural
and cultural violence. When a people fail to recognize and negotiate the principles and
practice that arrange power structure and access to necessary goods, other violence could
occur. For example, Madriz (2001) suggests that terrorist acts perpetrated by people of the
Arab world in non-Arab countries spring from violence within the Arab world itself as
well as direct and invisible violence from outside the Arab world. For the individual,
“material deprivation and exclusion from educational and cultural networks open up ways
for more immediate identification and make demands to consume [drugs] more pressing”
(De Castro, 2006, p.180; Eckermann, 1999 also).

Experience shows that, unattended to or poorly handled, one type of violence
reproduces itself and other kinds of violence. Galtung (1990) establishes in his work that
the three types of violence are so connected that:  “Violence can start at any corner in the
direct-structural-cultural violence triangle and is easily transmitted to the other corners.”
Thus, Weinstock and Riedner (1999, p.7) observe that: “The potential for conflict
becomes most acute ... when internal inconsistencies exist, when ... unexamined
assumptions and contradictions — discrepancies between principles and practices —
structure responses in the absence of understanding and communication.” In line with this
argument, Sugrue and Goodman (2007) attribute civil disorder of the 1960s in suburban
north (America) in part to the failure of the local government to address the grievances of
African Americans and militant rhetoric of self-determination among suburban youth. The
inherent potency of the second factor, militant rhetoric, is often ignored. Hamm (2004,
p.326) observes that language is one of the factors that give meaning to terrorist
subcultures, noting that “White power rock exposes these youths to the raw and vitriolic
language of racial and ethnic hatred.”

Violence and Popular Music

Music, as other types of popular culture, lends itself to the articulation of all types of
violence, verbally and visually — in fact, it provides a window for “seeing” diverse forms
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of violence in society. As Adams and Fuller (2006, p. 952) observe: “Music is a powerful
art form that has the potential to be influential, particularly when it is supported by a
structural system and cultural ideologies.” Hip hop provides youth in a society a means of
self-expression, and particularly, for expressing frustrations experienced in that system —
usually social injustice deriving from structural and cultural violence, such as
marginalization, brutality, truncated opportunity and oppression (Adams & Fuller, 2006,
Bennett, 2001). Writing about Brazil, De Castro (2006, p. 194) avers that “musical
expression has become the ample, and perhaps the sole, cultural means whereby poor
youth can voice and express the silent and perverse conditions to which they are
subjected.” Music becomes a means of creating emotional and social bond.

However, hip hop attracts admiration as well as criticism. “Detractors have criticized
most rap music as a boastful promotion of violence and misogyny; others have admired it
as an inventive manipulation of cultural idioms and credit many rappers with an acute
social and political awareness” (The Columbia Encyclopedia 2009, p. 40560). Niang’s
(2010) observation substantiates this assertion: “Bboys (hip hop performers or fans) have
tried to use their rising popularity to influence Senegalese society, its culture and even
politics ... they sometimes dare to break certain social and political taboos.” Apparently,
some musicians transmute from mere musicians into, perhaps, “the chosen ones” (Galtung,
1990) or voice of the people; and “consumers of this music, in turn, seek to reconstruct
themselves from their ordinary realities to something wider, something that enlarges them
as people” (Hamm, 2004, p. 327). Thus, music can have strong impact on its consumers.
White power rock music conveys “raw and vitriolic language of racial and ethnic hatred”
(p. 326) and “such powerful emotions that youths began to link musical messages to their
focal concerns about white male hegemony” (p. 327).

Music with violent content not only makes consumers more aggressive but also
increases “the prevalence of symptoms of psychological trauma, and other psychological
and behavioral sequelae” (Jipguep and Sanders-Phillips, 2003, p. 379), since violent
media creates an image of a world replete with violence. Expectedly, consumption and
effect of media violence will vary with individuals. Jipguep and Sanders-Phillips avow
that poor and working class children in the US would engage in much television
viewership since it is the most available non-school extracurricular activity, while Slater,
Henry, Swaim and Anderson (2003) found that violent youth seek out violent media.
Consequently, a positive relationship exists between media violence consumption and
aggressive behaviour, more so in youth and communities predisposed to violence
(Jipguep and Sanders-Phillips; Slater et al.). Specifically, Bennett (2001) and Brian
Primack (Nauert, 2009) found similar evidence as Jipguep and Sanders-Phillips:

... that adolescents who had greater exposure to rap music videos were 3 times

more likely to have hit a teacher; more than 2.5 times as likely to have been

arrested; 2 times as likely to have had multiple sexual partners; and more than 1.5

times as likely to have acquired a new sexually transmitted disease, used drugs,

and used alcohol over the 12-month follow-up period (p. 387).

In the celebration of social taboos on sex hip hop denigrates the female gender,
placing her as an object to be used, abused and discarded — an ideology that is common in
society (Adams and Fuller, 2006). Adams and Fuller further observe that misogyny, the
hatred or disdain for women, emerged in rap music in late 1980s. They described its
manifestation thus:

Misogyny in gansta rap is the promotion, glamorization, support,

humorization, justification, or normalization of oppressive ideas about

women. In this genre of rap music, women ... are reduced to mere objects -
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objects that are only good for sex and abuse and are ultimately a burden to
men (p. 940).

Adams and Fuller (2006) opine that such a message passed across on a particular set
of women could have implication for all personalities of the female gender. Moreover,
young women could grow up acting out what celebrated artistes are singing believing that
it is what is expected of a woman (Basu, 2008). According to Biran (2003, p. 496), “when
we are exposed to images that leave no room for imagination, reality becomes chaotic and
undifferentiated.” Incidentally, misogyny seems to sell: "Since its emergence in rap,
misogyny has become a constant feature in the works of several artistes” (Adams and
Fuller, 2006, p. 939).

It is safe to conclude then that some musicians promote violence in society through
their lyrics, beats and videos. Violence in this paper is not limited to physical bodily harm;
and even though particular songs may not portray any physical violence, their messages
can convey or mediate violence. The rest of this work discusses violent features in
Nigerian youth music and their consequences from the perspective of third year
undergraduate students.

Methodology

This descriptive study of youth music and violence in Nigeria is based on data
derived from 31 third year undergraduate students’ essays on the subject matter. Although
the immediate objective of the essay was to test students’ competences in developmental
writing, the topic was deliberately chosen for two reasons: to encourage productive
writing — students write with greater ease on topics that they are familiar with. Secondly,
the students were to act as the researcher’s observers on the subject of music and violence
in Nigeria since they belong to the age and social groups that consume youth music. This
data generation procedure had the added advantage of eliminating bias in observation, as
the students were not told that their writing would be subjected to a study on youth music.

The students were aware of the music scene through party attendance, and/or being
active or passive audience in their university hostels and neighbourhoods (during the
holidays). In the Nigerian environment, music is usually “in the air,” there being little or
no restrictions to musical sounds emanating from buildings or apartments. Moreover,
companies, beverage and mobile telephony providers in particular, take advantage of
popularity of musicians to promote their products through music events. Such music
events are often aired on television.

Four major themes deducible from, and employed in analysing, the students’ essays
on youth music and violence include: a) perception of what music was/is, b) violent
elements in youth music, ¢) manifestations of violence in music, and d) consequences of
violent-engendering music content.

Discussion of Findings

What music is

In students’ assessment, the recent phenomenon of youth music is quite different from
what the society had been conversant with. Generally, they assess the messages of old
time (adult) music as more acceptable and beneficial to society than the current
“invasion,” which however, is characterized by the vibrancy youth prefer to the rhythm
adults “wriggle” to. Table 1 gives further details.

Tablel: What music is: a comparison between old school and youth music
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Description Old school (e.g. Highlife) | Youth music (particularly Hip hop)

Entertainment (means of) | Yes Yes

Exercise (means of) Yes Yes

Relaxation Yes ?

Nourishment to the soul | Yes No

Means of education Yes No

Moral education Yes No (Lust, sex, money)

Content Sense. Value-laden Sense and senselessness

Cathartic No Yes

Criticism of government | Advisory Adversarial

Manifest goals of artistes | Entertainment and Short-cut to fame and fortune
education

The above summary shows that youth music is clearly distinct from earlier
popular music. Hip hop has provided youth a means with which to express their
frustrations with a system that does not provide for its youth, cannot stem poverty but
permits wanton corruption and embezzlement. However, as in many other contexts
(Niang, 2010), after a while, hip hop artistes take licence of their popularity to exuberate
in youthful impulses. A student observes that youth musicians encourage their consumers
to satisfy today’s desires and impulses with no regard for the future.

Music elements suggestive of violence
Violence in music is largely a new introduction in Nigeria, and is evident in or
suggested by these features:
1. Song titles, e.g.: Kolomental [Madness], o4kasibe [It dashed in pieces “there”],
Bumper to Bumper, and Shayo [Drink to a stupor]
2. Song lyrics:
a) Message — promotion of aberrant sexuality, drug use, alcohol, fraud and
violence against government, e.g. Elewon [Drive them — politicians] and
Flog the politicians
b) Direct use of obscene language
c) Use of non-taboo words obscenely, e.g. Manchester as “man chester”
d) Coinage of new words and phrases — use of coded language.
e) Use of violent words, e.g. orie, o fokasibe [your head dashed in pieces]
3. Violent beat: e.g. o4kasibe starts with a very loud and violent beat.
4.Video — e.g. deranged and normal-looking people acting insanely in
Kolomental.
5. General presentation of music: glamorization of social taboos and violence.
Further, when youth sing about their perception of society, especially with
reference to governance, they render it in a violent fashion, unlike old-style melodies
which advise and give education about life.

Manifestations of violence in youth music

All forms of violence are manifested or song about in youth music. Some artistes
have used their songs to draw attention to social ills in society, particularly structural
violence. African China is credited with bringing to public consciousness youth’s
awareness of, and concern about corruption in government, poor provision of social
amenities, maltreatment of the poor, and denial of a voice for the poor while the rich
receive preferential treatment. However, African China’s and Timaya’s choice of word in
some of the lyrics is perceived as capable of instigating violence.
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African China (on neglect of the youth)  Timaya (on direct violence in the Niger Delta)

Our government bad oh! They rape our girls

They no want give ghetto man job And make us homeless o chai
If ghetto man no get job my brother Them kill our mama iyo

how he go take survive Them kill our papa iyo

Them make children orphans and homeless

P-square (Paul and Peter) clucidate government’s insensitivity to the plight of the
people in their songs titled Why e be say [Why is it that]. In Stand up they sang “Them are
faking, accumulating. Debating, money deprecating. Manipulating to hold us down, but
nobody can stop us now.” Consequently, another artiste, Junglist, recommends: Flog
politicians — part of the lyric (translated) says: “We shall flog the politicians. We shall tell
them that we don’t want their dirty messages (i.e. vain promises).”

Some students opine that such lyrics can start a social upheaval or fuel one.
Lagbaja’s (adult musician) Suru lere [patience has its reward] is preferred as it advocates
cooperation between the government and the governed. However, a few other students are
unapologetic, noting that violence in music is a reaction to violence in society, and that
music only documents societal violence. This view of violence in music may not be
supported by other evidence in the study. Violence manifests in renditions promoting easy
and quick money, drug and alcohol abuse, expression of enmity and invitation to violent
acts, and sexuality and misogyny (not started but exacerbated by youth).

Despite hunger and poverty in Nigerian, the society has a culture of ostentation. Thus,
mental poverty and ostentation drive wealth accumulation, unending corruption and
embezzlement at every level in the system. Moreover, the public rarely raises eyebrows
about one’s sources of fortune. It is therefore not surprising that the youth want easy and
quick means of acquiring wealth to live “the life” constructed from music videos, peer
associations and imagined lifestyles of artistes. Fraud, corruption and cybercrime sung
about and portrayed in music videos show how to make quick and easy money.
Consequently, it was observed that Yahoozee (by Olu Maintain), which gives a vivid
picture of what is gained through cybercrime, increased the incidence of cybercrime.
Students infer that the line: “If I hammer, first thing na Hummer (jeep)” [meaning: “If I
make a hit, the first thing I will buy is a Hummer jeep”’] made youth crazy about getting
money by any means. Similarly, other lines in Yahoozee support indolence among youth,
suggesting that some are born to harvest the labour of others for revelry.

Further, Internet fraud may come to be viewed as a normal practice by young music
consumers, since it is promoted by their icons. Kelly Hansome’s Maga don pay [the fraud
victim has paid] is explicit in its message on how patience on the Internet by the criminal
would vyield result eventually. The messages in these song lyrics contradict youth
musicians’ criticism of corruption and other social vices that are associated with structural
violence.

Music violence becomes particularly problematic when drugs, sex and fraud are
associated with success in life, and modelled for young people to emulate. Bigiano’s
Shayo encourages drinking to a stupor in parties, insisting that “to attend my party you
must shayo” [get drunk]. As a result, various forms of direct violence, particularly
fighting and rapes were witnessed after youths acted in line with the lyric’s demand.
Some other musicians celebrate the drug habit, for example, Jogodo. Students wondered
why 9ice, who claims that he does not take drug or alcohol, nicely celebrates drug habit in
Ganja [marijuana]. Students believe that, at the least, these song lyrics would create
identity problems for young ones, some of who would indulge in drug and alcohol habits
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in order to belong. At some parties those that do not take drug and alcohol are mocked,;
and some young women feel it a pride to date a guy that “is happening” [drinks a lot].

Some artistes actually promote aggression and enmity in their music. Eedris
Abdulkareem satirizes Olusegun Obasanjo and Tuface in Ko le ye won, blaming the
former president for giving to Tuface an award that he (Abdulkareem) deserved. In
another song he accuses his producer of exploiting artistes under his label. Some
musicians go further to include violent acts in their music, even killing and suicide. Youth
are also invited to execute violent acts, for example Wande Coal’s call to youth to drive
Bumper to Bumper. Faze’s Kolomental (video) that exhibits mad behaviours topped the
charts. But the most notorious violence that sells is sex, especially when it degrades
women.

Sexual immorality had the highest mention in students’ essays as a predominant
form of violence, either on the psyche of the audience or directly on participants in
musical acts — the victims are women. Starting from indecent dressing, students listed as
forms of violence to women: negative portrayal of women, pornography, use of vulgar
language, provocative dance steps, promotion of sex and lust, and the presentation of rape
and violent sex as normal and acceptable practices. It is clear that students oppose the
demeaning of women in society; that is, they are against misogyny.

Abdulkareem had won people’s admiration when he condemned lecturers that
sexually exploit female students, but he also contributes to the genre celebrating sexual
immorality. His use of foul language in Oko Asewo [the husband of prostitutes] promotes
promiscuity in the mind of the simple, to the effect that rape can easily be perpetrated
with impunity. Some other singers portray women as sex commodities or as property for a
male to possess, manipulate and discard as deemed fit. An example is D’Banj who
unconscionably sings about sex and promiscuity. In Suddenly he sings: “Late in the night
she is bugging me. Late in the night she is ****ing me.” Students frown at this artiste’s
suggestion that women are sex-starved animals. But Obesere (sings in vernacular) is more
notorious and is extremely explicit on the erotic and sensual in lyrics and music videos.
His songs appeal to commercial drivers (largely illiterate) who use his vocabulary in parks.
Students find his lyrics chauvinistic and unfair to women; especially as they promote
polygamy and promiscuity among the male folk while engendering gender discrimination.

On the other hand, Zule Zuu supports infidelity among women in Kerewa, and
X-project’s Lori ile [On the floor] promotes unscrupulous sex. Konga by Oritse Femi was
observed to have wrecked havoc in society with its promotion of indiscriminate sex, in
fact, right on the party floor. A line in the song says anyone at the party who is not
interested in indiscriminate sex should be sent out. But perhaps a more disturbing
celebration of the sacredness in public is the report that a musician stationed a nude
woman on stage during a concert, and in a true spirit of commodification, people came
out and dropped money on her, and could touch the “statue.” As Langman (2003, p. 237)
aptly puts it: “A woman is not a person but a pastiche of breasts and orifices to be
penetrated, dominated and denigrated, thereby dramatizing masculinity as superior.”
Misogyny in Nigerian music promotes all forms of violence — direct, in the form of rape;
structural, by placing women on a pedestal lower than men’s; and cultural, by perpetrating
cultural ideologies that demean women.

Students lament that some artistes do not see anything wrong with “their emotionally
disturbing lyrics and dark melodies.” In eulogizing sex, alcoholism and drug habits
artistes are celebrating (private) sensuality that is best jettisoned, repressed or controlled
to ensure that youth’s personal drives are channelled into the development and
advancement of the person and society. Consumers on their part tend to fall in love with
artistes that exhibit violence and eulogize sex.
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Observed Music Mediated Violence

Constant access to music guaranteed by technological advancement (e.g. iPods and
phones) means that youth can be connected with their own world and values and images
contained in lyrics and music videos while distanced from reality and their immediate
environment. The student-observers in the study found that youth emulate artistes who
they see as role models in lifestyle, dressing, mode of talking, beliefs, etc. This is not
unconnected with artistes’ success, affluence and life style that reflect desired media
images. A student believes that “youth take advantage of popular music to indulge in
hedonistic behaviours, which ordinarily they would not have [done] without being
externally influenced.” It is disturbing that some young lovers go out of their ways to kill
perceived trespassers.

Media effect of youth music on youth may be contestable, but there is no doubt that
music consumption elicits observable particular behaviours among youth; for example,
students found that when Yahoozee was popular cybercrime increased, but reduced after
its popularity waned. Further, ritual killing, armed robbery and frauds (cybercrime and
advanced fee fraud) are increasingly being perpetrated by youth. Nonetheless, the students
recognize that the larger society is also culpable because as 9ice says in his virulent
sermon, Gongo Aso, people will accept a rich person without asking questions about the
source of his wealth. He therefore urges people to make money by all means — a situation
that undermines the dignity in labour and the importance of developing respect for self
and others.

Summary and Conclusion

Students in this study note that in the past music was developed to nourish the soul,
relax the mind and provide exercise for the body. In recent times, hip hop created a space
for youth to be heard, but hip hop has become a means of celebrating social aberrations.
Student-observers maintain that the messages in music erode the sense of judgement and
limit thinking capabilities of adolescents. In identifying with media images and artistes’
lifestyle, youth construct identities that are out of tune with the expectations of their
family and community.

Should youth musicians take all the blame for the ills they are accused of foisting on
society, considering “the uncertainty created in every facet of the socio-economic system:
no food, no jobs after graduation,” as a student says, and that social injustices persist? The
question of hip hop violence and violence in society is analogous to the chicken and egg
metaphor, not just in the sense of which came first but that violence in the one raises
violence in the other. Galtung (1990) argues that structural and cultural violence lowers
needs satisfaction below potential levels. By presenting the different forms of violence
existing in the system in their songs, artistes raise youth consciousness on apparent causes
of their inability to access public goods and have the good things of life. Subsequently
adding to this awareness a desire to react among youth causes physical violence to
escalate among youth and heightens violence in society. In addition, the celebration of the
absurd and aberrations increases existing cultural violence, particularly misogyny.

Nonetheless, the evidence from this study suggests that most of the music
misrepresent reality in the real sense. Apparently, profitability and marketability criteria
“take precedence over quality, artistry, integrity and intellectual challenge” (Strinati, 2004,
p. 3). Thus, what is projected to youth is not a true picture of society. High level of media
violence inadvertently signals that violence is normal, glamorous and widespread in
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society. It is noteworthy that popular genres that promote violence are borrowed from
other cultures, and is inimical to the wellbeing of evolving urban communities in Nigeria,
particularly considering that: “In a mass society, the individual is left more and more to
his or her own devices, has fewer and fewer communities or institutions in which to find
identity or values by which to live, and has less and less idea of the morally appropriate
ways to live (Strinati, 2004, p. 6).

As advertisement messages are capable of creating a desire for a product or service,
in similar ways, long hours of watching music videos and listening to popular music can
engender the construction of undesirable perceptions of life in the minds of the young. To
counter such views, the youth require the capacity to develop desirable concepts about life,
negotiate their conceptions and conceptualize appropriate view of life that will guide them
to contemplate options and choices. The importance of media literacy in such a process
cannot be overemphasized. Moreover, it is improbable that a mind can be sufficiently
developed in today’s modern world (and mass society) without adequate provision of
books and literacy activities in the school and society. The role of appropriate literature as
a medium that helps the individual to construct and negotiate identity is yet to be
recognized and emphasized. Further, debate forums will encourage self-reflection by
society and the individual.

What youth consume can be controlled through regulation of consumption, if not
production. A student recommends proactive censorship to prevent unwholesome music
and videos getting to young people. According to McFarland and Kimmons (2008)
advisory warning labels on music was viewed by some as censorship, and led to public
denouncement of some rappers, rejection of some musicians from performing in some
cities, and importantly, self-censorship.

Further research is required to understand youth identity construction and behaviour,
such as a survey of relation between consumption of youth music and youth lifestyle and
behaviour; and identity construction among Nigerian youth and how this relates with their
life aspirations.
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