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A Qualitative Study on Culture Shock: The Shock Factors and
Coping Strategies of First Year “Jun-Japa” Students in English-
Medium Instruction

AF B34 ik R YA

Culture shock is well known for the U-shaped curve developed by Sverre
Lysgaard (1955), depicting the stages of adjustment people undergo when
residing in a new culture. Some researchers interpret this shock as a sickness,
while others claim it to be a positive experience in learning about the host
culture. However all researches may come to an agreement that culture shock
are the “...multiple demands for adjustment that individuals experience at the
cognitive, behavioral, emotional, social, and physiological levels, when they
relocate to another culture” (Chapdelaine & Alexitch, 2004, p.168). People may

register “culture shock™ as an overseas issue. Nevertheless, it is as likely to
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happen within one’s own country as well.

“Jun-Japa” students are Japanese who completed education in Japan and have
not resided overseas more than 90 days. Considering such background, they
may go thorough culture shock in English-Medium Instruction (EMI) schools.
However, since most studies have focused on international students and
sojourners, EMI students have rarely been studied. Moreover, most culture
shock studies are quantitative which overlook individual experiences.

Key questions are 1) Are the first year Jun-Japa EMI students experiencing
culture shock? 2) If so, what type of shocks do the EMI students’ lack of
English skills cause? 3) What is the relationship between their English skills and
different types of shocks? 4) How do their shock(s) change overtime? What
coping strategies were used? 5) What factors can make their shocking
experience on English skills more intense/less severe?

A survey, 3 individualized interviews, and weekly diaries within 16 weeks, in
a qualitative manner, analyzes their culture shocks, reasons of their
interpretation, and methods to cope with their shock. Keywords found in
participants’comments and diaries were categorized into interpersonal,
psychological, and physiological symptoms to investigate signs of shock.

Overall, interpersonal and psychological symptoms were the most
conspicuous as symptoms. Besides providing English support classes/ school
life supporting systems, it is important for Jun-Japa freshman students to have
places to socialize with people outside of their small circle of Japanese friends

and find places to rely on when interpersonal and psychological issues occur.

Exploring Polite Modal Verbs in EFL Textbooks
ok w34 U T

This study analyses modal verbs in two English as a Foreign Language (EFL)

textbooks with two inquiries; 1) what amount of modal verbs are taught and 2)
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how they are taught in terms of politeness strategy of English and if the
textbooks have any lessons dedicated to politeness strategy. This study
particularly focuses on how these textbooks deal with polite request forms by
using modal verbs such as will, can, would, and could. Firstly, I analysed the
textbooks quantitatively by looking through the whole number of modal verbs
in them and what amount of modal verbs were used as polite forms. Secondly,
the situation and context where modal verbs appear were analysed with a
qualitative study perspective in order to investigate how these linguistic forms
are taught in textbooks.

According to the numerical analysis, only 10% in all modal verbs in the
textbooks dealt with politeness strategy and most of them were polite request
forms, which were more frequently seen in spoken dialogues. With regard to
the qualitative analysis in the second inquiry, there was only one lesson
explicitly focused on polite request forms with modals in the textbook for lower
proficiency learners. Another textbook had no explicit lesson for politeness
strategy and modal polite forms appeared sparsely throughout the textbook.
Another finding was that there was a difference in the size of imposition and
distance of interlocutors between spoken and written request forms. While
spoken polite request forms were used in casual relationship such as family and
friends, written ones were used for people in higher positions. Mostly, the size
of imposition was relatively smaller in spoken dialogue than in written forms.
Through reviewing these results, the possibility of introducing politeness

strategy in EFL textbooks in Japan is suggested.
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. *He eat it.
. *A boys are tired.
. *Girl is tired.

. *Today is tired.
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. *We eat it yesterday.
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The Effect of Graphic Organizers Upon L2 Reading Comprehension
wor B 14 KOt HEX

This research investigated the effect of the use of graphic organizers (GOs)
for 1) collection of points in gist and for 2) comprehension in L2. A GO is a
visual representation of the content of a text depicting (a) its discourse structure,
also known as the text structure or the hierarchical text structure, i.e. a
framework employed by the writer to organize the text in a coherent manner
(Jiang, 2012) or (b) a more abstract structure of the information conveyed by its
discourse structure. A GO can thus be used as an instructional tool that
facilitates reading by providing visual and spatial representations of the text
(Robinson, 1997). On the basis of the previous findings about the efficacy of
discourse and information structure instruction, the effect of GOs was
hypothesized in this study to improve collection of points in gist and
comprehension of the text by facilitating construction of a coherent mental
model of the text. In this research, two groups of Japanese grade 12 English
learning students were given a task based on a text depicting developments of
events, but not necessarily in chronological order. One group was provided with
a task intended to make the reader follow the points in the text in the order in
which they are mentioned (non-GO group); the other group was provided with a
task in which the reader was made to use a GO intended to represent the
information structure of the same text (GO group). Results of this study showed
no statistical differences between the two groups, failing to support the

aforementioned hypothesis.
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Impacts of English Learners’ Proficiency Level, Gender, Major, and
Grade on the Frequency of Learning Strategy Use: Class Placement
for More Effective Strategy Instructions

wor B2 gl Ak

Instructions for English learning strategies are one of the most significant
factors in developing learners’ autonomy (Oxford, 1990). To make the
instructions more effective, the central question is what strategies instructors
should teach to which class. One of the focal points to answer this question is to
provide better understanding of factors which can be used for class placement
and which have impacts on the frequency of learning strategy use. For example,
English proficiency level is usually used for class placement, and previous
studies describe its impacts on the frequency of strategy use, showing that
instructors may need to spend more time on a wide range of learning strategies
in a beginners’ class (e.g., Takeuchi, 2003). Other factors such as learners’
gender, major, and grade can also be used for class placement. However,
impacts of gender have not yet been clear (Ehrman & Oxford, 1989, 1990;
Wharton, 2000), and those of major and grade have scarcely been studied. This
study aims to understand the impacts of English proficiency level, gender,
major, and grade, focusing on English classes in the School of Education at
Waseda University.

Participants in three English proficiency levels (N=353) responded a
questionnaire which included the following two parts. The first part was the
Strategy Inventory for Language Learning (Oxford, 1990) used to measure the
frequency of English learning strategy use. The second part consisted of
questions for personal information including gender, major, and grade. The
result of a multiple regression analysis with dummy variables indicates that
although their proficiency level has the strongest one, the other factors show
some impact. However, the coefficient of determination is relatively low
(adjusted R’=.158), showing that the four factors are not influential enough to

explain the frequency of learning strategy use. This implies that, for more
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effective learning strategy instructions, it may not matter to place students with
different characteristics of each factor in the same class. However, the impacts
of some other factors such as personality traits and learning styles should also

be considered in subsequent studies.

Motivation and Demotivation of EFL Learners in East Asian
Countries

HWF Bt 24E  Liu Xiaofei

In many countries, some students demonstrate more enthusiasm toward the
learning of a foreign language than the others. Motivation as an important part
of learning a language has drawn many researchers’ attention. Most of the
researchers on the issue have concluded that students’ motivation is an integral
part of learning and that it should, therefore, become an essential component of
second language learning pedagogy. On the other hand, negative factors such as
demotivating experiences also influence learners’ commitment and devotion of
learning.

Dornyei (2001) defined demotivation as the “specific external forces that
reduce or diminish the motivational basis of a behavioral intention or an
ongoing action” (p.143). Demotivating factors are essential factors which
negatively influence learners’ attitudes and behaviors and hence lead to
undesired learning outcomes (Dornyei, 2001). Several studies concerning
Japanese EFL learners’ demotivation have been reported (Falout & Maruyama,
2004; Kikuchi & Sakai, 2009). However, the research of demotivation among
Chinese learners has not been researched much in the field of foreign language
learning. This study focuses on two particular groups of students: Japanese and
Chinese EFL learners at tertiary level. The purpose of the present study is to
investigate and analyze the demotivating factors of English language learning
among the two groups of university students. On the basis of Dornyei’s

qualitative study and other previous quantitative studies (Arai, 2004; Dornyei
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2001; Kikuchi & Sakai, 2009), a 22-item questionnaire was developed to gather
quantitative data. A questionnaire survey was implemented in two Japanese
universities and two Chinese universities in the early March, 2013, with
participation of 197 Japanese students and 215 Chinese students. Using factor
analysis, four factors were extracted in the sample of Chinese students: (1)
Teacher’s teaching competence and style; (2) Lack of confidence; (3) Parents’
expectation; and (4) Textbook and course content. Same factors were also
obtained in factor analysis among Japanese students. Based on these findings,
possible demotivating factors among Japanese and Chinese university students

were discussed.
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The Effect of a Segment-and Suprasegment-Focused Teaching on
Perceived Comprehensibility

ok 24 B OB

This study was designed to see what effects segment- and suprasegment-
focused teaching methods have on the comprehensibility of learners’ English as
perceived by their interlocutors.

These teaching methods were conducted in two classes of first-year high

school students. Each class consisted of 40 students. One of the two classes was
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taught in a segment-focused way, and the other was taught in a suprasegment-
focused way. Phonological features dealt with were ones suggested in
Amalgam of NS English (Cruttenden, 2008). The students received instruction
on each phonetic item at every one of the 50-minute sessions of the class during
the period of about two months. Before and after the treatment, students
recorded their own English pronunciation by reading aloud a diagnostic test.
These data were evaluated in terms of perceived comprehensibility on a scale of
1 to 5 by three native speakers of English.

The results show that both methods are significantly effective to enhance
perceived comprehensibility, possibly because segment-focused pronunciation
teaching helps students to reduce the number of phonological errors and, on the
other hand, suprasegment-focused teaching helps students to convey the
structure of information. Also, the results indicate that although there is no
significant difference between these methods, segment-focused class was more
efficient than the other class in terms of effect size.

Although conclusive evidence has not been obtained, there is a possibility
that specific methods of pronunciation teaching in the classroom can raise
perceived comprehensibility and, specifically, segment phonemes should be
taught to students with no experience of living abroad at the early stages of their

pronunciation training.

A Study of Self-Assessment of Written Production
2ot w24 K T

This study aimed to investigate the characteristics of Japanese high school
students’ self-assessment on the topic development in their written production.
This study also addressed: 1) the characteristics of topic development of the
students’ English written production and 2) the extent to which the students can
assess the topic development in their written productions by themselves.

Oskarsson (1989) presented six advantages of using self-evaluation: 1)

—113—



promotion of learning 2) raising level of awareness 3) improving goal-
orientation 4) expansion of range assessment 5) sharing assessment burden 6)
beneficial post-course effects. Cheng (2008) also showed three implications of
self-evaluation as follows: (1) the development of self-reflection on their
performance and learning process, (2) the aid to train students to become better
raters and learners, (3) students’ psychological factors such as confidence and
nervousness.

The data analyzed in the present study were essays written by 169 Japanese
high school students. Ten of those students lived in English speaking countries.

The students were asked to write an essay for thirty minutes without
dictionaries. The topic was: “A foreign visitor has only one day to spend in your
country. Where should this visitor go on that day? Why? Use specific reasons
and details to support your choice.” Then the students assessed their written
production with the same assessment sheet, focusing on the elements of
structures such as introduction, main body, conclusion and discourse markers.
In order to discuss to what extent the students can consistently assess their
written productions, I asked one American English teacher and one Japanese
English teacher to assess the students’ written productions to improve the
reliability of assessment, and compared these teachers’ ratings with those of the
students.

As a result, eight patterns were found in the students’ written productions in
terms of topic development. According to the result of the Wilcoxon Signed-
Rank Test, there might not be significant differences between teacher assess-

ment and student assessment.
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