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Foreword  

 
Dear Readers, 

 

Welcome to this Special Issue of the Asian EFL Journal, December 2010. The 

production of this special issue marks the successful culmination of a year-long 

laborious process involving negotiation prior to the conference, conference planning 

and organizing, screening of presentation proposals, the very successful Asian EFL 

Journal 2010 Conference itself held at Providence University, Taiwan in April, and, 

eventually, the preparation of this yearôs refereed proceedings. First of all, on behalf 

of Providence University, we would like to thank Paul Robertson and Dr. Roger Nunn 

for giving us this opportunity to host this conference. We are also grateful to the 

conference review committee which provided valuable feedback during the review 

process. We would like to express our special gratitude, as well, to all of our staff 

members, including our volunteer students whose work was behind the scene and 

often unrecognized. Without your devotion to this conference, this annual academic 

meeting would not have been possible and successful.    

 

This yearôs 2010 Asian EFL Conference was surely another success in what has come 

to be recognized as the finest annual meeting in the TLT field in Asia. Our conference 

theme, ñInnovation and Integration of English Language, Literature, and Linguisticsò 

includes a variety of English teaching and research issues, thus attracting a significant 

number of submissions throughout Asia and beyond. In addition to our five plenary 

speakers (Roger Nunn, James Dear Brown, Claire Bradin Siskin, Roland Sussex, and 

Michael Thomas), we had 100 very well received oral presentations and 60 posters in 

a wide range of English related topics plus more than 100 local and international 

participants. These participants were privy not only to the stimulating keynote 
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addresses by the above mentioned leading figures in SLA but also to the important 

ELT work being done by presenters from such countries as Japan, Korea, Malaysia, 

Philippine, Indonesia, Thailand, Iran, Singapore, Saudi Arabia, the U.S., China, the 

U.K., Australia, etc. For many of the paper and poster presenters who shared their 

research, approaches, materials and ideas with participants and peers, the conference 

was a springboard for gathering the initial feedback and comments needed for later 

revision of the manuscripts for formal publication. It is indeed a very stimulating and 

important process, and we have taken great pleasure in seeing it through to fruition as 

this yearôs Proceedings guest editors. 

 

For the 2010 AEJ Special Issue, we are proud to present twelve papers in this 

December quarterly issue. Because this issue accepted a wide range of papers related 

to the topic ñInnovation and Integration of English Language, Literature, and 

Linguistics,ò the selected and invited works do not focus on a single or specific issue. 

However, one common trait of the selected papers is that all the papers are of high 

quality, and were subjected to a thorough, two-stage, rigorous, blind review processes 

with an acceptance rate of only 20%. We hope that all the papers will help our readers 

broaden their view in their research endeavors and in their English language teaching.  

 

In the first paper, Roger Nunn and John Thurman discuss program assessment in the 

context of EFL instruction. They argue that holistic assessment requires careful design 

of assessment tools and that such assessment should be designed internally to the EFL 

program, with faculty and students participating, as opposed to external entities 

determining assessment criteria. The authors offer recommendations for tasks and 

rating designs that support teaching. Such discussion is important because the overall 
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goal of assessment should be program improvement, as opposed to evaluation leading 

to punishment or reward of the faculty and program. 

 

The second paper, by Ai Chen Yen, describes a learning environment in which 

students studied Shakespeare using participatory read-and-think-and-feel-aloud 

methods that drew on constructivist concepts. Reading Shakespeare can be difficult 

for native speaking students, much less for EFL learners, but the author presents an 

instructional design in which the students were engaged and collaborated actively to 

make meaning. Traditional lecture-memorization methodology has been shown, again 

and again, to be ineffective, especially when the subject matter is complex and 

difficult to grasp. The author shows the benefits of actively engaging students to 

deconstruct a text from a contemporary point of view. 

 

Lu-Fang Lin examines how video-based computer assisted language learning affects 

language acquisition of the learners in the next paper. The study used video-based 

lessons from the 2006 CNN news archive and found that such lessons facilitate 

incidental vocabulary acquisition. The importance of this paper, however, is the 

authorôs discussion of the vital roles reading and listening proficiency play in 

vocabulary acquisition via video-based multimedia material, and the resulting 

important pedagogical implications. The resulting CALL program provides a roadmap 

for a concrete and meaningful context that enhances the confidence and 

comprehension of the students. 

 

The fourth paper examines content-based instruction (CBI), which is widely used in 

ESL programs but not as often for EFL, and tests two models of CBI, one content-
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driven and the other language-driven. The authors, Michael C. Cheng, Chang Jui-

Chuan, Chen Yi-Chen, and Liao Ying-shu, found that students generally do not like 

courses which integrate language-skills training into literature, linguistics, and 

TESOL content courses, preferring language-based content. This understanding of 

student perceptions has important implications for curriculum development in EFL 

programs. 

 

Researchers Ying-Chieh Chiang & Lu-Chun Lin examined the Mandarin and English 

oral narratives of preschoolers in Taiwan in the next paper to examine their EFL 

morphological and syntactical abilities. They found more variety of morphological 

error patterns in the childrensô English stories and more diverse syntactic structures in 

the childrensô Mandarin stories, despite the fact that they had studied English since 

young ages. This paper is intriguing, not only for the actual findings, but because the 

authors presents an analysis model that could be applied to test morphology and 

syntactical accuracy at all ages. 

 

The sixth paper, by Chine-Ying Lee, considers lexical pragmatics, the processes by 

which linguistically specified word meanings are modified in use, an interaction often 

too advanced for L2 learners, and describes how pragmatic meanings in near 

synonyms can be derived from contextual usage data. The author examines verbs like 

cause and commit, and identifies nearby words with which they are most often used.  

This form of analysis is valuable because EFL learners typically use abstract 

definitions in dictionaries making it difficult to achieve a native speakerôs feel for 

which of many closely-related words is best used in any given situation.     
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Research done by Gary Fogal addresses the important role of authentic literature in 

university and college English as a Foreign Language syllabi by examining student 

reactions to three teaching methodologies that incorporate authentic literature in the 

classroom. The qualitative data reveals learner preferences for material that engages 

meta-cognitive awareness, and demonstrates that this awareness leads to improved 

performance and higher levels of work-related student satisfaction. This paper also 

makes suggestions and recommendations for both further research and classroom 

methodology. 

 

The paper entitled ñResearch Trends in Selected M. A. TESOL Programs in Taiwanò 

examines the research trends in selected masterôs programs of Teaching English to 

Speakers of Other Languages (TESOL) with a meta-analysis of the contents of 

masterôs theses. The authors found that the two most common contexts were 

secondary education in high school and undergraduate education in universities and 

the most frequently investigated topics were language skills, teaching methods or 

approaches, and materials or curriculum and computer assisted language learning 

(CALL) . The findings of this study will not only serve as a guide for current research 

trends in TESOL programs in Taiwan but also provide new directions and ideas for 

both future researchers and TESOL masterôs as they consider research topics to 

explore. 

 

Mei-jung Wang and Ka I Ip report their reflections on experiences in negotiating and 

facilitating international telecollaboration to bring to light ñtasks and challenges faced 

by teachers in handling an online project.ò Through the two instructorsô email 

exchange, their learning processes and challenges emerging at different phases were 
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examined to gain insights into implementation and management of the 

telecollaborative partnership. The pedagogic implications can optimize the use of 

online projects.  

 

Takeshi Sato and Akio Suzuki attempt to examine the potential of multimedia 

materials as tools for language learning by comparing the effectiveness of traditional 

paper-based two-dimensional glossy images, which have been shown to enhance 

learning, compared to three-dimensional images in multimedia (which they define as 

multimedia glossy images. Their research experiment used the two different types of 

glosses in the EnglishïJapanese dictionary as the basis for learning seven spatial 

prepositions. Contrary to the theoretical principles of image schemata and noticing, 

they found no difference between 3D visual aids and planar images in learning the 

meaning of spatial prepositions. Vocabulary acquisition, they conclude, requires more 

than dictionaries functioning as a reference tool.  

 

The study of Waseema Tasneen discusses teachersô and studentsô views of 

literary texts in the language class. Teachers and students generally were aware 

of the benefits of literary texts in language teaching. Their imaginative 

properties can foster the studentsô academic literary skills. While the 

importance of literature as a language teaching resource is recognized, teachers 

need to face the challenge of the studentsô linguistic level and cultural 

unfamiliarity, which hinder their comprehension of literature such as novels, 

plays, and poetry. Tasneen further discusses the compatibility of classroom 

activities and teachersô preferences about ELT materials to suggest approaches 

for using literary texts in the language classroom.  
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The motivation of students is another major concern of the effectiveness of English 

teaching-and-learning. Differing from those who examine what students do to 

increase learning motivation, Lisa Hsu focuses on teachersô nonverbal immediacy 

behaviors in relation to the motivation of students for learning English. Findings 

suggest that student motivation for learning English is likely enhanced when the 

teacher utilizes smiles and gestures, has a relaxed body position, and uses a variety of 

vocal expression and a monotone voice while teaching. 

 

Finally, we would like to, again, thank all the 2010 Asian EFL Conference presenters 

and participants as well as the authors and the reviewers of this special issue. 

Hopefully all the contributions contained in this special issue will help provide new 

insights into conducting future studies for researchers, and will trigger fresh ideas 

about innovative English pedagogy for practitioners of the EFL field, both of whom 

will, accordingly, contribute to the ever-changing nature of English language 

instruction.           

  

Wen-chi Vivian Wu and Yu-chaun Joni Chao 

Guest editors  
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The Benefits and Challenges of Holistic In-house Task-based 

Language Learning and Assessment 
 

 Roger Nunn &  John Thurman 

 

Petroleum Institute, Abu Dhabi &  Hokaido University, Japan  
 

Abstract 

In this paper, insights from the specialized learning and assessment 

literature are used to outline some important challenges and the proposed 

solutions in one academic context in which holistic in-house tasks and rating 

scales that support teaching were designed. The first challenge is to ensure that 

the design of tasks and rating scales is not just task-based but also construct-

based. (Bachman, 2002, p.470). In this respect, holistic learning and the 

holistic nature of academic competence are key constructs. Secondly designers 

need to make sure the design is fully sensitive to all aspects of their own 

context (context validity, Weir 2005). Thirdly, specific areas of atomistic 

language ability that are relevant to the course need to be identified and 

included. (Bachman, 2002, pp. 470-471). Yet another challenge is to provide an 

adequate and varied sample of task responses through a variety of procedures. 

Arguably the most important challenge is to make sure that in-house 

assessment design enhances learning. In this respect, fully involving students in 

their own assessment can make an important contribution. In relation to 

construct validity one important holistic solution is to use ñcomplex, skills-

integrative and goal-orientedò assessment tasks (Norris et al., 2003, p.397) that 

match the teaching. Other relevant solutions involve designs of tasks that are 

sensitive to the relationship between academic competence and task 

performance and the relationship between task difficulty and task performance.  

 

Introduction  

Assessment literature is not frequently evoked in support of learning, but this paper 

will consider that learning and assessment are part of one holistic activity aimed at 

improving competence in any in-house context. Those institutions that have 

implemented some form of holistic teaching approach involving skills integration, 

project-based, task-based or content-based learning face concurrent challenges in the 

implementation of a more holistic form of assessment.  Following the lead provided 

by Byrnes (2002), who addresses task-based assessment in relation to a content-

oriented collegiate foreign language curriculum, this paper will therefore focus on the 
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challenges of designing learning and assessment tasks for holistic in-house instruction.  

The paper has two main purposes:  

¶ to use insights from the specialized testing literature to outline the challenges 

that need to be addressed when designing in-house learning and assessment; 

¶ to provide examples of how these challenges were provisionally addressed in 

one context to facilitate both the development and assessment of competent 

academic performance within a holistic project-based/task-based approach.  

In the communication department of the Petroleum Institute in Abu Dhabi, a 

holistic project-based course has been designed for engineering undergraduate 

freshman students to cover a broad variety of different tasks that integrate not only 

language skills but also academic processes such as critical reading, basic research 

skills, cognitive processing, the ability to contribute to a team and to develop 

individually from a team process. A semester-long team-based project acts as a 

holistic task-based framework for learning study and research skills and developing 

academic communication and language ability. A variety of spoken and written tasks 

based on the needs of engineering students are assessed at different stages of the 

communication course. These vary from short drafts of meeting minutes to a full 

research report, and from individual- to team-drafted tasks.  

  Rather than reporting one experimental research project, my study addresses 

different local research episodes in the spirit of action research, as an attempt to find 

workable and above all relevant solutions to local in-house challenges. Relevance 

(Sperber and Wilson, 1995) has long been an important construct for my research into 

curriculum planning. (See Nunn 2006b for a full discussion of relevance, teaching and 

learning.) It will be referred to throughout this paper at different levels of application. 

According to Sperber and Wilson (1995) well-supported arguments or information 

can influence audiences to modify or even abandon former assumptions. At a macro-

level, insights from specialist testers need to be adjusted to be relevant to in-house 

learning. At a micro-level, in the case of task-based learning, task fulfillment is 

assessed by determining that all parts of the task response are relevant and that all 

relevant aspects of the task as specified have been addressed.   

Background Discussion: Teaching and Assessing Holistically 

Samuda and Bygate (2008) suggest that the use of holistic tasks ñhas been one of the 

major focuses of educational debate over the last centuryò (p.5). For Samuda and 
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Bygate a task is holistic in the sense that ñit requires learners to decide on potentially 

relevant meanings, and use the phonology, grammar, vocabulary and discourse 

structures of the language to convey these in order to carry out the taskò (p.13).  A 

holistic context-relevant approach is in harmony with ecological approaches to SLA. 

Within this approach, Toolan (2003) emphasizes the more general need to take the 

context into account in the following terms: 

An ecology of anything has to be as holistic and inclusive an account of that thing 

as possible, rather than an account that must continually acknowledge post hoc 

the influence of factors previously denominated as óexternalô or ócontextualô 

(p.123). 

 

Fettes (2003) summarizes the ecological vision of linguistic activity as being in 

ñactive communication with its neighbours in the biological, social and human 

sciences, sharing and developing a holistic understanding of human thought, action, 

and ecological integrationò (p.44). 

Viewed holistically, a language is a living organism that cannot be reduced to a fixed 

code to be acquired by a learner. Toolan (2003) differentiates between a code and 

codification, which he defines as an ñafter-the-fact assigning of valueò (p.125). There 

may be some value in codification for educational purposes, but integrationists hold 

that ñour experience in [é] various language tasks not only exposes us to variation, 

difference, fluidity and continual adjustment, but requires us to engage with and 

exploit this inherent variability, indeterminacy, and scope for refashioningò (pp. 126-

127). 

We take this view to have implications for assessment that supports learning 

as it negates views of a personôs linguistic competence as something finite or static. 

Competence is never a reified given entity waiting to be objectively measured, but 

more a negotiable potential that may lead to achievement at different levels according 

to relevant aspects of the environment.    

At the same time that some in-house teaching has taken up more holistic paradigms, a 

similar more holistic trend can be found in recent testing frameworks that do not 

specifically focus on in-house assessment. Weir (2005), for example, provides a 

comprehensive socio-cognitive framework creating inclusive superordinates such as 

ócontext validityô within which atomistic notions may be considered both 
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independently and in connection to other interrelated factors. This moves away from 

the traditional and rather unproductive validity-reliability binary opposition. (Within 

Weirôs model reliability is subsumed under scoring validity.) It is this symbiotic 

relationship between the whole and the parts that can lead to some useful cross-

fertilization between specialist assessment practice in high-profile international tests 

and local in-house practices that focus on learning but may be under-developed in 

assessment. This holistic framework underlines the view that far more is relevant to 

assessment validity than was previously assumed.  

 

Figure 1 An Outline of the Socio-Cognitive Test Validation Framework (Weir 2005, 

p.2) 

 

Scoring Validity 

Scoring validity is used by Weir and Shaw (2005) as a super-ordinate for ñall aspects 

of reliabilityò (p.5).  

Scoring validity accounts for the extent to which test scores are based on 

appropriate criteria, exhibit consensual agreement in their marking, are as free 

as possible from measurement error, stable over time. Consistent in terms of 

their content sampling and engender confidence as reliable decision making 

indicators. (Weir and Shaw, p.5) 

Naturally, design features do influence both inter- and intra-rater reliability. 

The number of categories and the number of levels, the complexity of the concepts 
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involved, the clarity of the wording, the distinctions between categories, for example, 

all influence the ratersô ability to be consistent.  

Henning (1987) suggests using a Rasch model in the language assessment 

field partly because of the ease of interpretation of the results and the low number of 

participants needed for the model to be operative (p. 116). To support in-house 

assessment, a simple Rasch model is preferred as the best means of considering 

atomistic traits of measurement within a holistic framework. 

The Rasch approach is simple, not simplistic: The aim is to develop 

fundamental measures that can be used across similar appropriate 

measurement situations, not merely to describe the data produced by 

administering Test a to Sample b on Day c. Rasch modeling addresses itself to 

estimating properties of persons and tests that go beyond the particular 

observations made during any testing situation (Bond and Fox, 2007, p.143). 

According to Yang and Kramer (2007), the Rasch model is a ñmathematical 

probability model that allows for the investigation of dimensionality and the ordering 

of items on a measurement continuumò (p. 163). In this model, items and persons are 

measured on a common interval scale, and the estimates of persons and items are 

independent of one another, which makes for less subjective measurement.  

The Rasch model transforms raw data into equal-interval scales through log 

transformations of raw data odds and probabilistic equations (Bond and Fox 

(2001, p.7). Through this, the measure of a person is separated from the scale to 

which he or she is measured. The person measure, called the ability estimate, is 

reported in logits. The entire sample is placed on a logit scale, which is an 

interval scale where the interval between two and three, for example, is the same 

distance as that between three and four. An important assumption of most Rasch 

models is that the data are fundamentally unidimensional. One way in which this 

assumption is often checked is through the inspection of Rasch fit indices. An 

item that does not fit the Rasch model may not be measuring the primary trait 

(Yang & Kramer, 2007, p. 163).  

Bond and Fox (2001, p. 77) point out that items in a Likert response format 

are likely to vary in their difficulty, and the items are also unlikely to contribute to the 

construct equally (p. 85), an assumption of Likert scaling. In this case, data are 
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regarded as ordinal data and the Rasch model is used to transform the ordered Likert 

categories into interval scales. Linacre (2004) suggested guidelines for the validation 

of rating scale categories. While not all guidelines are relevant for all data analyses (p. 

276), the guidelines most important for verifying the validity of the rating scale for 

this study are (a) the outfit mean squares, (b) the frequency of the observations for 

each response category, and (c) minimum and maximum step distances between the 

categories.  

When doing multi-faceted assessment only the Rasch model is mathematically 

available  (McNamara, 1996, p. 257). Multi-faceted assessment has been chosen 

as  the most appropriate theoretical tool for considering rater  reliability: it can be 

used to examine the interaction between judges,  students and each of four traits on 

the rating scales. According to  McNamara, ñthis measure of the candidateôs ability 

results from an  automatic adjustment of the candidateôs raw score to take account 

of  what is known about the influence of these facetsò (p. 128).  Advantages of using a 

multifaceted analysis are that the effects the facet has on the raw score given to a 

candidate can be rated, that we can examine the bias between facets, and that fit 

statistics, which show scores that significantly departs from the expected responses. 

 

The Challenges of Holistic Task-based Design ï Assessment and Learning 

Bachman (2002, pp. 470-471) discusses four aspects of test-design that 

represent the most relevant challenges. In my view, these are equally relevant 

to learning. Firstly (challenge 1), Bachman recommends that we should "ensure 

that test-design is both construct-based and task-based" (p.470). Bachman 

argues that focusing only on task specifications results in intractable problems 

of generalizability and extrapolation. Fulfillment of a task by achieving the 

stated purpose in terms of an outcome or final product is open to over-

interpretation unless it can be demonstrated that facets of the test are based on 

valid pedagogical constructs. There are many ways at arriving at a competent-

looking product, so factors such as the amount of modeling provided also needs 

to be considered.  In the worst case scenarios assessed responses may even 

have been rote-learnt.  

  Bachman next refers to task characteristics "that are uniquely attributable to 

facets of the particular assessment being designedò (p. 470). In this respect, 
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Bachman (challenge 2) warns against adopting an external framework, 

encouraging in-house designers to "select those characteristics that are most 

relevant to their own particular testing situation".   

  A third point (challenge 3) underlined by Bachman is the need to define 

"specific areas of language ability to be assessed" (pp. 470-471). In relation to 

challenge 2 above, we might also underline that this challenge involves 

defining the most relevant aspects relating to holistic rather than atomistic 

concepts such as the systemic characterization of modality. Modality has 

linguistic realizations that help express the important holistic academic 

function of expressing an academic authorôs level of commitment to the truth 

of claims. Such claims need to be based on the strength of evidence provided. 

Finally Bachman recommends using a '"variety of procedures to collect 

information about test performance" (p.471).  Norris et al. (2003, p.397) 

suggest that assessment tasks that ñrequire language use for their 

accomplishmentò should be (1) ñcomplex, skills-integrative and goal-oriented.ò 

They also state that specific criteria for task accomplishment should be 

determined by specialist informants. But they also argue that, in addition to 

task-specific criteria, a different set of more global ñcriteria for holistic 

examinee abilitiesò (p.397) are also required across performances. Relevant 

examinee abilities can only then be determined with respect to both ñparticular 

tasksò and ña domain of tasksò (p.397) (challenge 4).     

Norris et al.(2003) consider that the most relevant focus is on the 

construct of task performance and that we need to consider the relationship 

between task difficulty in terms of cognitive processing and task performance 

(challenge 5).  Bachman (2002, p.466) makes an essential link between task 

difficulty and context, in particular the test-takerôs ability. Both Bachman and 

Norris et. al. (2003) consider the three aspects of difficulty proposed by Skehan 

(1998, p.88): code complexity, cognitive complexity and communicative stress 

involved in the demands of processing and accomplishing the task components. 

It can be noted that in any assessment, these three factors are not directly 

attributable to tasks per se. For Bachman, code complexity ñis uniquely a 

characteristic of test tasks themselvesò (p.466). Bachman goes on to argue that 

cognitive complexity and communicative stress are not characteristics that can 

be unilaterally assigned to task. They are rather ñfunctions of the interaction 
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between the test-taker and the taskò (p. 466).  

However, as even code complexity involves predicting the language 

needed to accomplish the task, we might also suggest that task participants  

may find ways of compensating for gaps in their language ability, so even code 

complexity is not uniquely a feature of the task. Difficulty therefore has to be 

assessed holistically by considering the interactions between all of the 

components involved in the task. Task conditions and the personal 

characteristics of test-takers inevitably intervene.  

  

Task design: Covering an Adequate Sample (Solution 1) 

One implication of these challenges is that the potential for extrapolation from one 

task is limited because it lacks content validity. Davies et al. (1999) characterize 

content validity as ña conceptual or non-statistical validity, based on a systematic 

analysis of its test contentò (p.34). The purpose of such an analysis - ñto determine 

whether it includes an adequate sample of the target domain to be measuredò (p.34) ï 

is clearly important when a holistic view of language and language learning is a 

central tenet. Leather and van Dam (2003) underpin the holistic nature of an 

óecological approachô stating the following premise: 

The premise that most clearly characterizes an ecological approach to 

language acquisition is that language behavior always involves more than can 

be captured in a single frame or script ( p.13).  

Course assessment needs to be applied to a comprehensive and varied sample 

of studentsô work. Selecting a broad range of related tasks within the domain allows 

students to exercise choices from a broad range of knowledge and skills in relation to 

both the tasks themselves and their own competence. 

  Robinson and Gilabert (2007) make a ñfundamental pedagogic claimò based 

on their cognition hypothesis: ñthat pedagogic tasks should be designed and then 

sequenced for learners on the basis of increases in their cognitive complexityò (p.162). 

Robinson and Gilabert (2007, p.164) provide a detailed rationale of task classification. 

While the outcome of our background discussion leads to the premise that perceptions 

of task difficulty and complexity will vary across individual performers and task-

performance contexts, the following simplified list of criteria has been considered 

most relevant for task design in our context. (See also column 4 in figure 2 below.)  
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Cognitive complexity 

¶ Number of skills needed 

¶ Evaluative, inferential reasoning demands  

¶ Integration of skills 

¶ Familiarity with the task 

¶ Predictability and fixity of the task structure 

Level of language sophistication needed 

¶ Specific language requirements that cannot be avoided 

¶ Stylistic, or genre considerations 

Task conditions 

¶ Time allowed for the task 

¶ Size of the deliverable 

¶ Team or individual work 

¶ Support given to complete it  

¶ Communicative stress potentially caused by the task (such as spontaneous public 

spoken performance) 

¶ Importance of the results  

Different but inter-related genres of academic communication need taking into 

consideration. In the Petroleum Institute context, an initial task specification was 

drafted for a semester-long project for each of eight written and spoken deliverables 

that led to the production of a full research report and presentation. These have been 

classified in order of difficulty (figure 2 below), 1 being the most difficult, 8 the least 

by all five teachers and by six students. For each group the total figures were used to 

make an average score. For example, three teachers chose the source evaluation as 

most difficult, one as second most difficult and one as third most difficult. This was 

therefore the most difficult with a total of 8 and an average of 1.6. In agreement with 

Bachmanôs (2002) view of perceptions of task difficulty, the students had very 

different perceptions to the four instructors. There was also a range of answers within 

each group, but students tended to agree more, with unanimous agreement on the 

most difficult task, for example.  
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Task- 

Deliverables 

In order of use 

Team-written 

unless stated 

Order of 

Difficulty as 

assessed by 6 

students 

1-8 

Order of 

Difficulty as 

assessed by 5 

teachers  

Relevant Criteria 

Minutes of 

Meetings 

order & average 

8             (7.5) 

order & 

(average) 

7            (6.8) 

Short and relatively simple, low grade 

weighting, 2
nd

 draft graded. 

Memorandum 

of 

Understanding 

5            (5.66) 6           (4.83) Unfamiliar, but relatively short and simple, 

low grade weighting, 2
nd

 draft graded. 

Source 

Evaluation 

(individual 

task) 

 

7              (6) 

  

1           (1.6) 

Requires critical reading and evaluative 

reasoning, sophisticated use of modality. 

Individually written. Awarded grades lowest 

of all tasks. 

Research 

Proposal 

 

2           (2.66) 5           (4.2) Proposal for a semester-long project, some 

time pressure, synthesis skills in background 

reading section, research knowledge and 

organization needed. 

Progress 

Discussion 

6          (5.83) 8         (7.4) Format familiar, spoken and informal, 

support from teacher.  

Full Written 

Research 

Report 

1           (1) 2=        (3.4) Longest, most complex document requiring 

multiple skills, sophisticated language and 

reasoning, good organization and genre 

awareness. High grade weighting on first 

draft. 

 

Presentation 

Storyboard 

3  (2.83) 2=       (3.4) New and unfamiliar task, requiring a 

combination of media creativity and 

planning, visual and verbal skills. 

Multi -media 

Research 

Presentation 

4  (4) 2=       (3.4) Communicative stress of public 

performance, complex task requiring 

multiple skills, sophisticated speaking 

ability, but some familiarity with presenting. 

Figure 2 Providing Adequate Coverage ï 8 Research Project Tasks 

 

 We can note from this micro-investigation that an activity like the source 

evaluation can be identified as one extremely relevant focus for the next course, 

given the low grades obtained and the difference in perceptions between students 

and teachers. It appears that students under-perform because they remain unaware of 

the difficulty. In contrast, grades awarded for the most difficult task according to 

students, the full team-written report, were high. Another point that arises here is 

that a source evaluation task is needed early in terms of the research project, but in 

terms of cognitive complexity studies (Robinson and Gilabert, 2007), it should be 

introduced later. The fact that the order of use conflicts with the order of difficulty 

has pedagogic implications in terms of the amount of support provided by the 
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teacher and the need to modify the task itself. 

In addition to these team-based research tasks, several non-research related 

individual tasks are learnt and assessed at different stages of the course, with the 

expectation that a team process will also impact on individual performance. Only 

one of these, the source evaluation to support the teamôs literature review, is directly 

linked to the research project. All other individual tasks are essay-style, single-

drafted free-writing questions performed under time restrictions. (Approximately 

one hour.) These include a diagnostic writing reflecting on teamwork in the previous 

course, a mid-semester test answering a question on a seminar topic such as 

effective listening, a reflective writing task, repeating the diagnostic task, in which 

students reflect on teamwork at the end of the current course and a final test 

repeating the mid-semester task on a different seminar topic. It is assumed that 

studentsô holistic competence cannot be fully assessed by any of these tasks alone. 

In combination, they provide an adequate sample from which holistic competence 

can be developed and within which teachers and students can identify the most 

relevant individual focus for this course. 

 

Providing a Holistic Definition of Academic Competence (Solution 2) 

 As a construct ñis generally defined in terms of a theoryò (Davies et. al. 1999, p.31), 

the view of competence that underlies the learning and its assessment needs to be 

made as explicit as possible. The construct validity of a test is defined by Davies et al. 

as ñan indication of how representative it is of an underlying theory of language 

learningò (p.31), in this case, a holistic task-based approach that aims to develop 

academic competence.  

  There are so many areas related to academic competence that are holistic in 

nature that  óholismô itself can be usefully viewed as a guiding philosophy of 

education. (For an earlier discussion of holism in relation to designing integrated task-

based units of learning, see Nunn, 2006, 2007.) Constructs to consider are (1) the 

holistic nature of language use itself, as expressed in fields such as systemic 

linguistics, pragmatics and discourse analysis (2) the holistic nature of competence, 

(3) the interlocking nature of SLA principles (See for example the ten SLA principles 

of instructed language learning in Ellis, 2005), (4) the range of genres that students 

need to be familiar with and the frequent need to integrate a broad range of linguistic 

and extra-linguistic skills (5).  
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  Competence is always re-negotiated in every context where it is evoked 

(challenge 2), but assessment is more transparent when an effort is made to specify as 

explicitly as possible the view of competence that underlies the assessment rubrics. 

One important aspect of holistic academic competence proposed in Nunn (2007) is 

that it is only partially available to any individual, and only partially exploited in any 

single context.  

1. Competence in academic communication encompasses various interlocking components of 

usable knowledge and the skills and abilities needed to put these into practice within an academic 

community. The main components are generic, pragmatic, discoursal, strategic, interpersonal 

and linguistic. Competence includes skills in areas related to both written  and spoken language 

and certain adaptive, cognitive and strategic skills such as the ability to read a text critically in 

order to extract relevant information that is supported by adequate evidence (an important critical 

thinking skill) to support and inform original research. Creativity is also a characteristic of 

competence. The sum of these and other components amounts to something very large and only 

certain aspects will be called upon in any one context.  

2. Individual competence is always partial and subject to compensation and development both for 

local and global use. Total competence is beyond the range of any individual, group of individuals, 

or indeed of any single community, but competent users and members of communities will 

legitimately compensate for weakness in one area with skill or knowledge in another. 

Figure 3 Aspects of Holistic Academic Competence (modified from Nunn, 2007) 

 

Allowing for Compensation (Solution 3) 

Fettes (2003) argues, ñindividuals never really óacquire a languageô in the sense of 

being able to reproduce the whole system in all its dynamic complexityò (p.37). 

Coping with partial elements of a larger system that is ñpre-existent and external to 

any individual agentò (p.37) is therefore the norm. Languages only exist within and 

between people so this larger system is not to be seen as a fixed entity.  

The problem with atomistic assessment is that any particular atomistic test 

may identify a (rare) gap in the knowledge of a competent student who is able to 

compensate when engaged in a holistic task. Less competent students may also be 

able to score highly in an atomistic test without having the ability to apply this 

knowledge to a holistic task in combination with other aspects of competence. A 

holistic view therefore implies that to produce relevant and applicable results in any 

assessment context, students need to be given a range of tasks that provides the 

opportunities to both display all aspects of their competence and to compensate for 
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those aspects they do not possess.   

 

Providing Task-familiarity  (Solution 4) 

It has already been pointed out that some tasks are required early within a particular 

course, where they would be best introduced later in terms of familiarity and 

complexity. Task familiarity is important because students doing a new task are 

confronted with too many cognitive and organizational demands to function at their 

optimum level. Students are therefore rarely assessed on a completely unfamiliar task, 

but neither are they overly primed on a limited number of tasks, as they need to 

demonstrate that they can transfer their competence across tasks and genres. In our 

context, each research-related task is supported by a task specification document. A 

task specification needs to find a balance between supporting students with useful 

guidelines for tasks, in relation to a genre that might be new to some students, without 

providing an inflexible format that must be followed blindly by all teams regardless of 

particular characteristics of their own project.  

Task familiarity is also addressed by using some previous examples of student-

drafted documents, which are not models to imitate, but rather examples of similar 

documents produced for a different project for students to engage with and improve 

upon. Such reconstructive modeling activities are used to provide scaffolding for the 

least familiar tasks. Exercises are designed from competent examples of previous 

studentsô project work, which both practice language and create familiarity with the 

task type.  

 

Designing Rating Scales to Highlight a Holistic Task-Category (Solution 5) 

Having briefly considered the design of tasks, the second purpose of this study is to 

consider the design of rating scales to assess performance on these tasks. Hyland, 

(2004) provides a scoring rubric for an argumentative essay which illustrates a three-

part classification: format and content (40%), organization and coherence (20%), 

sentence construction and vocabulary (40%). The highest level for format and content 

is worded as follows:  

Fulfills task fully; correct convention for the assignment task; features of target 

genre mostly adhered to; good ideas/good use of relevant information; 

substantial concept use; properly developed ideas; good sense of audience 
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(Hyland, 2004, p.176). 

Given our current focus on holistic tasks, a separate category is proposed for 

holistic task fulfillment to avoid overloading one category and to allow for both a 

holistic overview of the task addressed and a separate evaluation of detailed 

argumentation within and between sentences at paragraph level. One category is 

holistic in scope looking at the whole piece, the other focuses more atomistically on 

detailed argumentation, on the expression and support of particular arguments within 

sub-sections. The example below contrasts the two categories at the óexcellentô level 

of the scales for a research report written in small teams. 

 

Figure 4 Holistic Task Fulfillment Opposed to Content as Detailed Argumentation 

 

While it is highly relevant to highlight task-fulfillment within a task-based 

approach, it is important to emphasize that practising 'holism' is not an excuse for 

neglecting detailed content or linguistic knowledge, as expressed in challenge 4.  (See 

Nunn, 2006 for a detailed description of the design of task-based units as an attempt 

to address this issue  and Nunn 2010 for a previous version of rationale for combining 

holistic and atomistic rubrics.)               

The pyramid (figure 5 below) expresses the relationship between categories. 

The broader macro-structural elements are rated in the first two categories, rating (1) 

the extent to which the different components and generic aspects of the task are fully 

addressed and the extent to which all sections are relevant to the task, and (2) the 

overall organization of the report including the development of the argumentation and 

the coherence of the macro-structure between sections such as the discussion of 

Holistic task fulfillment Content: Detailed argumentation within paragraphs 

Task fully understood.  The writers 

demonstrate full awareness of the holistic 

task requirements, as outlined in the task 

specification but also clearly define the task 

in terms of their own research project. 

 

Virtually all parts of the task are fully 

addressed. 

  

Virtually all of what is addressed is 

relevant.  
 

All references to source reading is fully 

acknowledged and used appropriately. 

Paragraphs contain an adequate quantity of relevant 

and accurate information. 

 

Virtually all statements are consistently and 

qualitatively well supported with evidence and/or 

sound argumentation.  

 

'Evidence' can include: examples, facts, primary and 

secondary data, reference to, quotation from, 

authoritative sources.  

 

The writers demonstrate the ability to express a fully 

appropriate level of confidence in the evidence using 

modality. 
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methodology and the results.  

 

 

Figure 5 The Assessed Components of Holistic Task Fulfillment 

 

The more detailed argumentation within subsections (paragraphs) and the linguistic 

choices within and between utterances are rated in the third and fourth categories 

(figure 6 below). In the task/genre category a whole paragraph or section may be 

irrelevant to the task. In the content category, which emphasizes argumentation at 

paragraph level, a sentence may be irrelevant although the subsection is highly 

relevant to the overall task. Different areas of competence are thus identified within 

the task framework to provide usable feedback both in detail and in relation to the 

whole task. This responds to challenge 3, the solution being to provide descriptions of 

particular language and content areas highlighted for a course. 

Figure 6 Atomistic Content within a Holistic Writing Task 

  

Content : Detailed Argumentation Within Paragraphs Language 

Paragraphs contain an adequate quantity of relevant and 

accurate information. 

 

Virtually all statements are consistently and qualitatively well 

supported with evidence and/or sound argumentation.  

 

'Evidence' can include: examples, facts, primary and secondary 

data, reference to, quotation from, authoritative sources.  

 

The writers demonstrate the ability to express a fully 

appropriate level of confidence in the evidence using modality. 

Style and expression highly developed and 

engaging, with a consistent level of 

formality fully appropriate to the task.  

 

Sophisticated and appropriate use of a broad 

repertoire of grammar and  vocabulary.  

 

Excellent coordination between sentences 

within paragraphs. 

  

Clarity and accuracy are of a high standard. 

Evidence of thorough, careful proofreading. 

Correct spelling and punctuation. 
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The four-part framework used above remains constant across task assessments to 

provide stability and comparability, but the wording of the rubrics varies according to 

the specified focus of the task. For example, the content and language scales (figure7 

below) are used for a multi-media spoken presentation. 

Figure 7 Rewording According to Task ï A multi-media Presentation Task 

 

Providing Students (and Teachers) with Common and Relevant Goals (Solution 6) 

A rating scale provides students with a realistic goal by describing the performance 

just above their present level. It is reasonable to assume that in graded courses in 

institutional learning, in subjects which draw on so many different aspects of 

competence, what is seen to be emphasized for evaluation is more likely to be learnt. 

To be seen as relevant, in-house holistic assessment criteria need to be perceived as a 

central part of the learning process. Rating scales cannot provide a complete 

description of the competence criteria highlighted for particular courses. They can 

only act as a summary of the skills and knowledge that underlie competent 

performance in relation to a particular theoretical and practical framework. They help 

provide meaningful reports of all assessed deliverables to stakeholders alongside task 

descriptions and recorded samples of work produced. They also guide the teaching 

process as they are based on task specifications of both assessment tasks and 

pedagogical tasks, providing teachers (and students) with descriptions of the criteria 

used to define competence in relation to particular tasks. By summarizing different 

levels of competent performance, they also help teachers and students set themselves 

achievable goals. This can create a kind of solidarity between teachers and students 

who share the goal of developing the competence that can lead to improved 

Content : Detailed Argumentation Within Presentation 

Sections 

Language 

Information is fully adequate in quantity, relevance and 

accuracy. 

 

Virtually all statements are consistently and qualitatively well 

supported with evidence and/or persuasive argumentation.  

 

(ñEvidenceò can include: examples, facts, primary and 

secondary data, reference to, quotation from, authoritative 

sources but may also be in the form of visuals such as charts, 

images.) 

 

Very good pronunciation and delivery. 

Fluency and clarity are combined to make the 

talk enjoyable to listen to.  Excellent use of 

non-verbal communication (eye contact, 

gesture, etc.) 

 

Sophisticated and appropriate use of a broad 

repertoire of grammar and vocabulary.  

Excellent coordination between utterances. 

 

Text in slides/images/graphics are readable 

and error free. 
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performance.  By training students in the use of rating scales, it is possible to involve 

them in both peer- and self-assessment. The scales discussed above have been 

extensively trialed with students as well as being used by instructors.  

 

Results for Scoring Validity in One In-house Context (Challenge 6) 

A team of three student raters were employed and trained to rate six writers on a 

simple 50-minute free-writing essay task. An important focus of this study is the 

separate use of a task category. It was noted that total agreement was reached by all 

three raters in the task category on all of the scripts except one, in which only 

one rater was one point apart. The results of the Rasch analysis indicate that there are 

large gaps between the items, Language, Content, Organization, and Task (Figure 8). 

This is usually not the case in standard testing situations as the items might normally 

be expected to group around the midpoint, but it is consistent with the situation in this 

context. For example, Language has a logit score of 2.53. This means that the item is 

very difficult for the students. Assuming that all items are weighted equally, this item 

is having the most serious consequences for the final score in comparison with the 

other items.  

In the trait measurement report, Task is almost a mirror of Language and is rated 

as very easy, with a logit score of -2.72, suggesting that students have fulfilled 

the holistic task requirement better than the language requirement. Again, more 

samples may help even the scores out and possibly center them on the scale. 

Assuming it is a rating rather than an achievement issue, this is possible as the raters 

become more familiar with the rating scales. For the rating overall, the rating scale 

itself was reliable with a score of .93 (figure 8).  

Obsvd   Obsvd  Obsvd  Fair - M|        Model | Infit      Outfit   |Estim.|                 

Score   Coun t Average Avrage|Measure  S.E. | MnSq ZStd  MnSq ZStd|Discrm| N Traits    

 

  59     18     3.3   3.25|   2.53   .45 |  .71  - .9   .72  - .8| 1.33 | 4 Language   

  69     18     3.8   3.84|    .54   .46 | 1.31   .9  1.31   .9|  .66 | 3 Content   

  73     18      4.1   4.08|   - .35   .48 |  .99   .0   .88  - .1| 1.06 | 2 Organiz.  

  82     18     4.6   4.71|  - 2.72   .57 |  .58 - 1.0   .48  - .3| 1.34 | 1 Task   

 70.8    18.0   3.9   3.97|    .00   .49 |  .90  - .2   .85  - .1|      | Mean Count:4  

  8.3      .0    .5    .52|   1.88   .05 |  .28   .8   .30   .7|      | S.D.           

Figure 8 Traits Measurement Report 
RMSE (Model)  .49 Adj S.D.  1.82  Separation  3.67  Reliability  .93  

Fixed (all same) chi - square: 54.2  d.f.: 3  significance: .00  

 

Inter -rater Reliability  

Using Rasch Analysis, the raters were grouped together in the minus logit area 
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(Figure 9). However, the number of scripts in this sample is small and it is reasonable 

to assume that the raters would even out more with a larger sample. While rater 

reliability remains a major challenge in this and other holistic assessments, according 

to Wright (2001), this does not mean that the scale is unreliable but rather that, with 

all its potential for assessing various levels of proficiency, it is not being fully utilized 

with the participants in this study. Wright also suggests that there is a correction 

available using the logit scores and the standard errors. In fact, rather than being 

unreliable, the raters fit the model well and there was no misfitting rater.  

Obsvd  Obsvd  Obsvd  Fair - M|        Model| Infit     Outfit   |Estim.| Exact Agree. |       

Score  Count Average Avrage|Measure  S.E.| MnSq ZStd MnSq ZStd|Discrm| Obs %  Exp % |N Raters      

  91    24     3.8   3.83|  - 1.16   .41 | 1.42  1.3  1.28   .7|  .62 |  41.7   56.7 | 2     

  95    24     4.0   4.01|  - 1.85   .42 |  .57 - 1.5   .55  - .9| 1.40 |  58.3   58.7 | 1     

  97    24     4.0   4.11|  - 2.21   .43 |  .75  - .7   .72  - .3| 1.23 |  58.3   58.0 | 3   

 94.3   24.0   3.9   3.98|  - 1.74   .42 |  .92  - .3  .85  - .2 |Mean (Count: 3)|  

 2.5     .0     .1    .12|    .43   .01 |  .36  1.2  .31   .7 |S.D.    

Figure 9 Raters Measurement Report 
RMSE (Model)  .42 Adj S.D.   .10  Separation   .23  Reliability  .05  

Fixed (all same) chi - square: 3.2  d.f.: 2  significance: .20  

 

Using classical test theory to assess inter-rater reliability (figure 10), the results 

confirm that there was an acceptable rate of agreement.  

 

 
Rater1 Rater2 Rater3 

Rater1 

Pearson Correlation 1.000 .865(*) .805 

Sig. (2-tailed) . .026 .053 

N 6 6 6 

Rater2 

Pearson Correlation .865(*) 1.000 .799 

Sig. (2-tailed) .026 . .057 

N 6 6 6 

Rater3 

Pearson Correlation .805 .799 1.000 

Sig. (2-tailed) .053 .057 . 

N 6 6 6 

* Correlation is significant at the 0.05 level (2-tailed).  

Figure 10 Rater Reliability ï Classical Test Theory 
 

The writers (figure 11 below) separated well in this sample, as did the items. As with 

the raters, there were no misfitting items or participants. This indicates that the rating 

scale is working well in this study. As for the rating scale, Linacre (2004) suggests 

that no category should be more than five logits distant from a neighboring category, 

but that there be at least one logit of a step distance between the categories for a rating 
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scale with five categories. For this data set, there were no occurrences where a 

category was more than five logits apart from the neighboring category and where 

there was less than one logit between the ratings. This shows that the rating scale 

separated the writers efficiently. 

 
Obsvd  Obsvd  Obsvd  Fair - M|         Model| Infit     Outfit   |Estim.|        

Score  Count Average Average|Measure  S.E.| MnSq ZStd MnSq ZStd|Discrm| N Writers      

 56        12             4.7          4.79|          3.10          .71    | 1.30        .7      .95        .3     |   .76       | 4        

  55        12             4.6          4.69|          2.62          .67    |   .43     -1.4      .34       -.6     | 1.58       | 2       

  48        12             4.0          4.00|             07          .57    | 1.56      1.2     1.57     1.2     |   .45       | 3       

  47        12             3.9          3.92|           -.24          .56    | 1.21        .6     1.19       .5     |   .77       | 5       
  39        12             3.3          3.23|         -2.62          .55    |   .45     -1.6       .43   -1.6      | 1.59       | 1      
  38        12             3.2          3.14|         -2.93          .56    |   .63       -.8       .63     -.8      | 1.38       | 6      
 

 47.2    12.0          3.9           3.96|           .00        .  60     |  .93       -.2     .85      -.2       | Mean (Count: 6) 

  7.0      .0                .6             .64|          2.31         .06     |  .44      1.1     .43     1.0        |S.D.     

Figure 11 Writers Measurement Report 
RMSE (Model)  .61      Adj S.D.  2.23        Separation  3.66         Reliability  .93 

Fixed (all same) chi-square: 81.4     d.f.: 5      significance: .00 

 

Conclusions 

It has been argued in this paper that a holistic approach requires awareness of a broad 

range of potentially relevant aspects of learning and assessment before selecting the 

most relevant to focus on in local contexts. In contrast to external examining, in many 

in-house university assessment contexts, highly qualified subject teachers have the 

ultimate and exclusive right to determine their own grading. Ideally, participants, 

including students, will have been given the opportunity to influence and modify the 

description of these criteria. The criteria are a developmental tool and periodical 

modifications should be seen as a normal part of the process.  

In our context, once a holistic framework has been established, it becomes 

possible to focus on more atomistic aspects of the system for more detailed 

investigation, such as rating scale design, task difficulty and scoring validity. An 

atomistic focus is not an end in itself, it is not opposed to holism, it is rather included 

within a holistic focus.  The most relevant foci for particular learners at a particular 

stage of learning will always vary. No holistic course can focus on all aspects of 

competence, but attention to atomistic detail may be a very relevant focus at certain 

stages of the course. One aspect identified in our context is the need to regularly 

address language ability throughout the course. Once the more holistic categories of 

the framework have been established with learners, it is then possible to focus in 

detail on particular weaknesses for special attention as a regular feature of a holistic 

course.  
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Abstract 

This research differs from the literature-based Shakespeare class for EFL 

students in two main ways.  First, the researcher focuses on studentsô development of 

language awareness, culture awareness, text awareness and intertext awareness. 

Second, the researcher invites students to incorporate some elements of actor training, 

not for acting but for feeling and echoing the figurative language, especially the 

frequently cited quotes.  The research concludes that if  the students can 

collaboratively read-and-think-and-feel-aloud the texts with ease, Shakespeareôs texts 

will stop being dead literary texts in black and white and become alive for EFL 

students. 

 

Key Words: Shakespeare, language awareness, culture awareness, text awareness, 

intertextual awareness, thinking tools 

Introduction  

This paper describes a Shakespeare module for English majors in Taiwan employing 

participatory schemes with strong purposes to make the plays accessible for students 

and to help students overcome their fear of the language via the use of ñthinking tools,ò 

concept maps and mind maps.  A Shakespeare teacher may ask, ñWhat is the purpose 

of studying Shakespeare at University in an EFL country?ò The answer for the 

researcher is for languageôs sake first, then the literary knowledgeôs sake. For the 

teacher of literature, then, there can or should be no question of teaching for the 

university or graduate exams and letting the language art come later.  The first time 

EFL students of Shakespeare confront the texts, they are confusing and hard to be 

literarily and culturally translated because of his word choices, the Elizabethan 
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sentence wording order, puns, usage, and pronunciation.  

        Murray (1985) points out that ñ[a] teacher [might have fired] studentsô 

enthusiasm to give them the energy to attack the biggest difficulty with Shakespeare 

for a newcomer: the languageò (p. 46) and Crystal (2003) claims that by studying the 

texts of Shakespeare, students ñlearn how it is possible to explore and exploit the 

resource of language in original ways, displaying its range and variety in the service 

of the poetic imaginationò (p.77). These two viewpoints framed the research model, 

ñRead-and-Think-and-Feel-aloud Shakespeareò (please see Fig. 1).  

 

Figure 1 Research Model, ñRead-and-Think-and-Feel-aloud Shakespeareò 

It is important for students to understand that Shakespeare did indeed write in English, 

just a different version of what people consider to be modern.  To arouse or extend the 

studentsô interest in a great and widely-performed dramatist, to the extent that for the 

rest of their lives they will find pleasure and satisfaction in reading and seeing 

Shakespeareôs plays, are the results of breaking the language barrier. 

Literature Review 

Memory Techniques 

Martin Tarrôs (2007) research on study memory has shown that, during the learning 

process, the human brain primarily remembers: 

1. items from the beginning of the learning period, 

2. items from the end of the learning period, 

3. items that are associated with ideas or patterns already stored, or linked to 

other aspects of what is being learned, 

4. items that are emphasized as being in some way outstanding or unique, 
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5. items that appeal particularly strongly to one of the five senses (or sometimes 

to the sense of humor), and 

6. items that, for some reason, are of particular interest to the learner. 

 

These findings are illustrated graphically in Figure 2. In this figure, A, B and C 

indicate the improved recall of items which are associated or linked, and O the even 

higher recall of something which is outstanding or unique.  

 

Figure 2 Graph predicting the high and low points of recall during a learning period 

 

In cognitive psychology, memory is usually divided into three storage systems: 

sensory, short-term, and long-term (Costa-Mattioli et al, 2007). The sensory memories 

act as buffers for stimuli received through the senses. Information is passed from 

sensory memory into short-term memory by attention, which acts as a scratch-pad for 

temporary recall of the information under process. Long-term memory is intended for 

storage of information over a long time via different memory activities. Mastropieri 

and Scruggs (1991, p. 271) have identified eight guidelines for improving 

memorization using conscious strategies: 

1. Increase attention 

2. Promote external memory such as in using a student calendar 

3. Enhance meaningfulness (make it personal) 

4. Use pictures 

5. Minimize interference 

6. Promote active manipulation 

7. Promote active reasoning (ask questions), and 
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8. Increase the amount of practice 

Therefore, concept mapping and mind mapping were chosen in this research to 

help carry out the research model. The primary application of memory processing 

with concept mapping and mind mapping were the verbal learning settings. 

 

Concept Maps and Mind Maps 

ñConcept mappingò was developed at Cornell University in the 1970s, but the version 

that spread all over the world was invented in the 1980s. Novak and Gowin (1984) 

made it very popular among science educators. They point out that the characteristic 

of concept maps is that they are represented in a hierarchical fashion with the most 

general concepts at the top of a map and the more specific, less general concepts 

arranged hierarchically below (1984, pp.14, 22, 52). Visual learning is a proven 

method by which concepts, data and information are associated with images and 

represented graphically (Bellanca, 1990; Bromley, 1996; Jonassen, 1996; Tarquin & 

Walker, 1997; Thornburg, 1998). The same scheme is used for many different types 

of graphic knowledge representation techniques. Concept mapping is used in this 

module to help students create graphic organizers as they brainstorm ideas, organize 

plots and identify connections in reading Shakespeareôs plays (please see Fig. 3). 
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Figure 3 Concept Map from Draft to Finalized 

Developed by Tony Buzan (2000) in the early 1970s, ñmind mapsò are used as a way 

to help students make notes with key words and images. This visually-oriented 

knowledge management technique is non-linear and reflects the nature of mind maps 

because memory is naturally associative, not linear.  This skill is used in this module 

as a visual knowledge management tool that enables students to structure, organize, 

arrange, brainstorm, learn and memorize information in a highly organized way and 

also to help students provoke logic and inspiration for skilled thinking practices 

involving the 5 ñwhò and 1 ñhò questions (please see Fig. 4). 

 

 

Figure 4 Mind Map Sample 
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Intertextuality 

The concept of intertextuality is important for understanding the difference between 

the notions of ñmeaning potentialò and ñreferential meaningò in language. According 

to Irwinôs study (2004) on literature and philosophy, Kristevaôs coinage of 

ñintertextualityò represents an attempt to synthesise De Saussureôs structuralist 

semiotics with Bakhtinôs dialogism.  De Saussureôs structuralist semiotics studies how 

signs derive their meaning within the structure of a text, while Bakhtinôs dialogism 

examines the multiple meanings, or ñheteroglossia,ò in each text (especially novels) 

and each word (p. 228).  This intertextual view of a text, as shown in Barthesô (1977) 

ñDeath of the Authorò, supports the concept that the meaning of a text does not reside 

in itself, but within its viewers. Thus, the words ñtextò and ñreaderò can be used in a 

broader sense to refer to all kinds of teaching materials and the learners using them, 

all of which imply the figurative language or the meaning potential intertwined in a 

text.   

       For Kristeva (1980), ñthe notion of intertextuality replaces that of 

intersubjectivityò (p. 66) when readers realise that meaning is not transferred directly 

from writer to reader but instead is mediated through, or filtered by, ñcodesò imparted 

to the writer and reader by other texts. Whitehead (1929) says ñ[i]magination is a 

contagious disease. It cannot be measured by the yard, or weighed by the pound, and 

then delivered to the students by members of the faculty. It can only be communicated 

by a faculty whose members themselves wear their learning with imaginationò (p. 

145). This implies ña move towards interpretative spaceò and, at the same time, ñan 

immediate and vital necessity for text awarenessò (McRae, 1996, p. 20).  

Research Methodology 

Research Question and Hypothesis  

The research took place at National Dong Hwa University, Taiwan. It involved 15 

English majors from Year 4 who took the module of Shakespeare over a semester 

beginning in September 2009 and ending in January 2010. The body of participants is 

complicated because the members were trained to be English teachers for their first 

three years in the university. They had comparatively less literature knowledge than 

regular English majors. A Shakespeare study for them is just like Shakespeare in an 

EFL classroom instead of Shakespeare for English Majors.  Therefore, the researcher 

initiated this project with three objectives: 1) Students will develop the skills 
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necessary to read and understand selected plays of Shakespeare via collaborative 

reading with thinking tools, concept maps and mind maps; 2) Students will be able to 

use appropriate modes of inquiry, including identifying and framing problems, 

investigating and supplying evidence, and conceptualizing via collaborative reading 

with thinking tools, concept maps and mind maps; and 3) Students will know the 

contents, categories, and boundaries of the Shakespeare canon via collaborative 

reading with thinking tools, concept maps and mind maps.  

That is, the module objectives were to build up studentsô awareness of language, 

culture, text and intertext with the integration of teaching methods of read-aloud, 

think-aloud and feel-aloud via collaborative reading with thinking tools, concept maps 

and mind maps. Assuming studentsô emotional responses can inform literary analysis, 

this research featured a scaffolding intervention that involved modeling both cognitive 

and affective reading processes through the research model with thinking tools. 

However, are the students willing to team up? The research question is how to 

maximize the heuristic potentials of the research model in scaffolding studentsô skills 

in reading-and-thinking-and-feeling-aloud Shakespeareôs plays via collaborative 

reading with thinking tools, concept maps and mind maps. The research is to test if 

the students would have more confidence in reading Shakespeareôs language with the 

research model in a collaborative way. The research variables used in this study 

included (1) the subjectôs learning styles (N=15), (2) pedagogy of collaborative read-

aloud, think-aloud, and feel-aloud, and (3) the subjectsô learning performance and 

satisfaction. 

Research Process  

The hypothesis in this research aims to test whether taking Shakespeareôs plays as 

representational materials at a university level will be accepted more in reality than in 

theory with the treatment of the research model. Various experiments were described 

which attempt to engage students immediately with the plays: A Midsummer Nightôs 

Dream, Much Ado about Nothing, Macbeth, Romeo and Juliet, Othello, King Lear, a 

modern play entitled When Shakespeareôs Ladies Meet and Shakespeare Retold 

filmed by BBC. A series of core exercises in basic emotions ran through the semester 

like a backbone. The students were asked to incorporate some elements of actor 

training into the class, not for acting but for echoing the emotions in frequently cited 

quotes in order to think-and-feel aloud the literary value of the plays. 
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Stage 1 Reword Shakespeare                                                                               

Modern people commonly use the subject-verb-object (SVO) order in sentences as 

Standard English, whereas Shakespeare employed the object-subject-verb (OSV) 

order as Standard English in Elizabethan time (see Table 1). Students were asked to 

resentence the OSV to SVO order and to create other simple sentences or phrases and 

change the word order in groups, then discuss the changes in inference. For this 

reason, translation from Elizabethan English into modern English and ñrewordingò 

Shakespeareôs words into a modern and more understandable way are practiced (see 

Table 2).  

Table 1 Worksheet Excerpt of OSV to SVO Practice 

From object-subject-verb (OSV) to subject-verb-object (SVO) order 

ñAngelina walked her Barbie!ò  Barbie Angelina walked! 

ñMy mother will water the flowers.ò  The Flowers my mother will water. 

ñI bought a nice dress.ò  A nice dress I bought. 

 

Table 2 Worksheet Excerpt of Reword Shakespeare 

Reword Shakespeare: How do we speak English? (A Midsummer Nightôs Dream) 

Elizabethan Standard English Modern Standard English 

Prince: A glooming peace this morning with it brings. (Romeo and 

Juliet, V.iii, 315) 
 

Othello: That handkerchief/Did an Egyptian to my mother give. 

(Othello, III.iv, 56-7) 
 

Prospero: Thy shape invisible retain thou still. (The Tempest, IV.i, 

200) 
 

 

Stage 2 Reveal the Emotions Piece by Piece 

Read-aloud either by the teacher or the students was necessary in class. This provided 

chances for students to ñplayò with the emotions and employ their speaking styles 

when reading-aloud the lines first, then the often cited quotations and finally the 

soliloquies.  Students were asked to tell the difference between ñsurface and hidden 

emotionsò and make a list under these two headings.  Before taking this exercise, 

students needed to sensitize their levels of perception. Students were asked to read 

aloud the soliloquies many times, stressing a different sense each time. What might 

the character smell/see/hear/touch/taste from the soliloquy? (please see Table 3). 

Concept mapping was introduced for students to present the relationships among a set 

of connected emotions they proposed with the concepts and ideas Shakespeare might 

http://www.pbs.org/shakespeare/works/work157.html
http://www.pbs.org/shakespeare/works/work157.html
http://www.pbs.org/shakespeare/works/work161.html
http://www.pbs.org/shakespeare/works/work192.html
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seem to put forward in the plays. 

Table 3 Worksheet Excerpt of Five-Sense the ñLinesò 

Five-Sense the ñLinesò (Othello) 

Five-sense the lines wherever the emotions exist: Sight/Sound/Smell/Taste/Touch from ñthe leastò to ñthe mostò 

#1 OTHELLO IN SOLILOQUY  

This fellow's of exceeding honesty,  

And knows all qualities with a learned spirit  

Of human dealings. (III.iii, 288-290 ). 

5 senses #2 IAGO IN SOLILOQUY 

Trifles light as air 

Are to the jealous, confirmations strong 

As proofs of holy writ. ñOthelloò. (III.iii, 358-360) 

5 senses 

  

Emotion Collage and Relay (Othello) 

COLLAGE RELAY 

List Favorite lines with emotions Do Recreate a version by combining selected lines  

Must Spontaneous arrangement of emotions Think How will I act in the real life? 

 

Stage 3 Figurative Language Now and Then 

Shakespeare wrote in a formal manner with his poetic, metaphoric and imagery-filled 

language by comparing something to other things or personifications and allusions. 

The class, further, guided students to understand figurative meanings via the use of 

context clues and making inferences through concept mapping after they found a 

similar use in todayôs language
 
 (please see Table 4). It is a tangible way to display 

how studentsô minds saw a particular expression or allegory; they needed to organize 

a final group version. By constructing a concept map, students reflected upon what 

they knew and what they did not know between lines.  

Table 4 Worksheet Excerpt of Symphony of Meanings  

What Did He Say? And What Do I Say? (Much Ado about Nothing) 

Shakespeareôs language 
Meaning via concept 

mapping 

My 

language 

#4 BENEDICK: What, my dear Lady Disdain! are you yet 

living? (I.i, 81)  

  

#10 BENEDICK: Well, you are a rare parrot-teacher. (I.i, 94)   

#13 BEATRICE: You always end with a jadeôs trick: I know you 

of old. (I.i, 98) 

  

 

Since students had gained some knowledge of figurative language in their other 

modules (personification, alliteration, metaphors, imageries, similes, ironies, puns, 

idioms, onomatopoeias or hyperboles), students could somehow comprehend the texts 

that contain metaphorical and lexical meanings. This also aroused studentsô sensibility 

of intertextualy because Shakespeareôs plays were informed by other texts which the 

students had read, taught by the teacher or even drawn from their own cultural context. 

The simplest approach to involve students in the intertextuality of Shakespeareôs 
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plays is to read the footnotes that indicate source materials to which a given text is 

alluding, or which are known to have influenced Shakespeare.  

Encouraging students to create tableaux or concept maps to figure out the 

possible meanings of the lines (please see Table 5) prepared students to familiarize 

the texts and study literary analysis. ñPicture the Linesò was practiced all through the 

semester in order to help students clarify themes and motifs. After the work of 

concept maps, a mind-mapping technique for literary analysis was introduced. 

Haverkamp (1993) says, ñthere is no better ósouvenir,ô it seems, than the self-made 

photographic picture, which is meant to preserve individual memories from individual 

moments of an individual lifeò (258). Parallel to this idea of class note-taking and 

literary analysis, the universal success of this literary analysis, memory-storing 

activity has, in the manner of a supplement, supplanted what it is supposed to 

subserve, memory as well as its content, knowledge learned. This correlates to Costa-

Mattioliôs theory on sensory, short-term, and long-term memories, and Mastropieri 

and Scruggsôs guidelines for improving memorization using conscious strategies. 

 

Table 5 Worksheet Excerpt of Picture the Lines  
Picture the Lines: Say it in a different way! (Romeo and Juliet) 

Shakespeareôs way My 

way 

Picture the Lines (Mind 

Maps) 

#1 Romeo 
It seems she hangs upon the cheek of night 

Like a rich jewel in an Ethiopeôs ear (I.iv, 162-3) 

  

#2 Romeo 
My bounty is as boundless as the sea,/My love as deep; the 

more I give to thee 

The more I have, for both are infinite (II.i, 185-7) 

  

 

Shakespeareôs tragedies convey dialogues with strong anger not only to advance the 

immediate scenes, but also to advance the themes and continue to unfold characters.  

An exercise of approaching charactersô anguish language was carried out. The 

students were asked to translate the selected lines of the plays in two ways: 1) 

Shakespeareôs English into a literal version of Modern English; and 2) a gossip 

version as if the students were saying this to their friends (please see Table 6).  
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Table 6 Excerpt of Who Needs Manners Worksheet 

Who Needs Manners: Will you insult people this way? (King Lear) 

Shakespeareôs way My way 

#2 KING LEAR (King Lear) How sharper than a serpent's tooth it is/To have a thankless 

child! (I.iv, 236-7) 

 

Let Me Tell You Thisé.. (Translate into Modern English) 

 

#3 KING LEAR  (King Lear) Thôuntented woundings of a fatherôs course/Pierce every 

sense about thee! (I.iv, 8-10) 

 

 

 

The intertextuality in this class included the social and cultural context which 

included the reading, seeing, speaking, writing, thinking, concept mapping and, 

indeed, Shakespeareôs language itself. The intertextual space is not limited in 

Elizabethan time; instead, it includes infinite and communicable sources for the 

interpretive communities.  Culler says (2001)  

for a discussion to be significant it must stand in a relationship to a body of 

discourse, an enterprise, which is already in place, other projects and thoughts 

which it implicitly or explicitly takes up, prolongs, cites, refutes, transforms -- 

the presuppositions of a piece of writing. (pp. 100-101)  

A new differently intertextual text was established via the excise of translations 

of selected lines. The students read the translations and gossips aloud in groups first 

and selected the best 10 to share in class. When they finished reading, the students 

started to have an insult conversation in their style and later in Shakespeareôs style.  

In order to help students produce modern translation, BBCôs productions of The 

Taming of the Shrew and Macbeth were played before they started working on the 

ñmental imageò translations.  Since media images are perceived before accompanying 

text, it is necessary to focus on the adequacy and suitability of media images in 

relation to the original text.  In the context of text analysis prior to translation, it is 

therefore important to include image analysis as an important issue regarding the 

adequacy of an image in terms of a catalyst of the function and focus of 

Shakespeareôs plays. Furthermore, as studentsô eyes meet the visual information 

before the textual one, processing information through motion picture input might 

well condition the later understanding of the meaning and information contained in 

the text.  Metaphoric and figurative mappings have been recognized as central to 
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Shakespearean text analysis, not only as a means to make cryptic concepts accessible 

to the non-expert in Shakespeare, but, most importantly, as a resource to 

conceptualize new Shakespearean textual realities.  

Research Results 

Grasha and Reichmann developed the Grasha-Reichmann Learning Style Scales in 

1974 to affect college studentsô classroom participation.  The Grasha-Reichmann 

model focuses on student attitudes toward learning, classroom activities, teachers, and 

peers rather than studying the relationships among methods, student style, and 

achievement.  In addition, a teacher who clearly understands the prospects and limits 

of his or her teaching style can make more consistent judgments about how best to use 

this medium (Grasha, 1996).  Failure to do so may result in less learning, which 

conflicts with the objectives for both the teacher and the student. Instructors are 

advised to be aware of learning differences and to use a variety of teaching strategies 

to reach a cross-section of the classes (Filbeck and Webb, 2000.)  

The starting point of the research echoes the purpose on learning and teaching 

styles mentioned above. This is the first research variable that needs to be taken care 

of when setting a collaborative framework for a literature class in order not to 

frustrate both teacher and students (please see Fig. 5). 

 
Grasha-Riechmann Learning Styles 

Collaborative: motivated by sharing 

Participant: good citizen in class 

Independent: self-initiated 

Competitive: motivated by recognition 

Avoidant: uninterested in content or coursework 

Dependent: frustrated when facing new challenges 
 

Figure 5 Student Styles (Results of Grasha-Riechmann Learning Styles Scales) 

The results of Grasha-Reichmann Learning Style Scales showed that most participants 

were collaborative and participant learners (scaled 7 and 4 respectively). The collaborative 

learning was theoretically workable for this class.  However, the research hypothesis was 

further confronted by the results of Grasha-Reichmann Teaching Style Scales. Participantsô 

preferred teaching styles ranked from expert, personal model, facilitator and delegator 

(please see Fig. 6).  

  


