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Forward

Welcome to the June 2011 Issue of AEJ. We are happy to present another very varied
issue with contributions from a broad variety ofdtons and authors across Adiathe

first paper John AdamsonHoward Brown& Naoki FujimoteAdamson(Archiving Self
Access: Methodological Considerationy provide an interesting illustration of an
ethnographic approach to investigating a Self Access Learning Center in a Japanese
University, using qualitative interviews and corsagional narratives. Among the
advantages of this approach is the provision of voice and agerogal stakeholders
whose voice might often not be heard. The study also addrélssesontinuous

improvemenbf practice

Deepti Gupta and Getachew Seyoiuvoldemariam(The Influence of Motivation and
Attitude on Writing Strategy Use of Undergraduate EFL Students: Quantitative and
qualitative perspectivgésexamine the influence of motivation and attitude on the writing
strategy use of undergraduate EFL stigeat Jimma University, Ethiopia. They found

that motivated students demonstrated a high level of enjoyment, confidence, perceived
ability, and positive attitude towards effective teaching methods of writing and employed
writing strategies most frequentlyhey also found a link between high writing strategy

use and effort, high scores and early support and encouragement from significant others.

In another paper focusing on writing in a neighboring couthyned Mahmoud Aliweh
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(The Effect of Electroni or t f ol i 0os on Promoting Egyptiar
Writing Competence and Autonomgxamined the effect of electronic portfolios on
enhancing Egyptian EFL coll ege student so
Interestingly, whileAliweh could not identifysi gni fi cant effects on
competence and learning autonomy, he still provides a convincing argumentation for both

using Electronic Portfolios and for investigating their effect differently.

Wenxia Zhang, Meihua Liu, Shan ZhamdQiongX e suggest that dAaltho
studies have been conducted on language learning strategy use and its relationships with
individual learner characteristics, not much research has been done in the area of English
testtaking strategy use, which meritgtluer investigation in that it may greatly influence

| earner sd t es tEnglsle Tebtoa kmiamgc eS©Or dthegy Use and
PerformanceZhang et. alreporton a study in a Chinese university of English-taking
strategy use and its effeoth st udent sé t est performance. T
performance was significantly correlated with compensation and social strategies and that

metacognitive strategies were particularly influential.

A regular contributor to AEJ from Oman over yewars, Mohamed EDkda Developing

Pragmatic Competence: Challenges and Solujiansestigates perceived challenges

faced by teachers finding that they face difficulties in this area in related to their pre

service education program,-gervice training,textbooks, teacher guides, tests and
opportunities for | earnersd exposure to na
Arguing that pragmatic competence is both teachable and testakDkd&l suggests

strategies for overcoming those difficulties.
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InDiscour se Markers in the ESL CI| a,daretta o m: A S
Fung explores the pedagogic values of discourse markers, considering the attitudes of

Hong Kong teachers towards them. Fung concludes thptatteainderused in existing

teachlp materials and teaching. Fung i1 dentifie:
awareness of DMs, to modify existing teaching materials and prepare learners to develop

more effective communication by learning how to use them across contexts.

In the Rehtionship between Iranian EFL Teachers' Sense ofESftfacy and their
Pedagogical Success in Language Instituédsaneh Ghanizadeh and Fatemeh Moafian,
examine the relationship between EFL teachers-effitfacy and their pedagogical
success in Lan@gge Institutes and the relationship between age, teaching experience and
selfefficacy. The surveypased study revealed a significant relationship between
teachers' success and their sdficacy and between teachers' sficacy, teaching

experience athage.

Hui-Ju Wu @Anxiety and Reading Comprehension Performance in English as a Foreign
Languagé investigates the relationship between language anxiety, reading anxiety and

reading performance. The results indicated that lower LA andgBAwith higher

performance. Creating a leanxiety classroom environment can therefore be expected to

help i mprove studentsé reading comprehensi ol

with RA appears to require more time than coping with LA.

Manfred Wu (L e ar n e refs @nd Bhe lUse of Metacognitive Langudemning

Strategies of Chinesgpeaking ESL Learnerdnvestigated the relationship between
8



beliefs about language learning and the use of the metacognitive lafdgaageg
strategies in a vocational educatiomiaxt in Hong KonglIntegrative Motivationand
Language and Communication Strategwesre found to have the strongest positive
relationships with MCLLS use. It was also found tRatif-efficacy and Learning and
Communication Strategiesere good predictorsof the use ofmany MCLLSs. The
importance of boosting selffficacy (whether for students or teachers) is therefore once

again underlined in this same issue.

Saad Torki Teachers' intention vs. learners' attention: Do learners attend to what
teachers wat them to attend to in an EFL vocabulary classfyestigates the
relationship between teachers' intention and learner's attention in a vocabulary class. The
study adopted a mulinstrumental approach, relying on uptake to obtain strong evidence

of intake. The results showed that learners appear to focus on meaning at the expense of
spelling and pronunciation in this context. Torki proposes a more holistic approach to

lexis which includes greater attention to form (pronunciation and spelling).

Yuko Yamahita and David Hirsh (Second Language and Cognition: Conceptual
Categorization of Count/mass Nouns in English with Japanese University Sjudents
explore count/mass noun distinction with Japanese students. The study examines the
notion of cognitive individation (count nouns are conceptualized in the mind of the
speaker as individuated while mass nouns are nb®.study also providassights into

effective waydo helpstudents make count/mass noun distinctions in English.

In the final paper, Bekloon Tan (Innovating Writing Centers and Online Writing Labs



outside North Amerigadiscusses two successful centers in North America and surveys
the emergence of writing centers in Asia. The study highlights common difficulties such
as countering concepts @friting centers as simplylgces where a client can go for

proofreading and grammar correction.
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Archiving SelfAccess:Methodological considerations

John Adamson Howard Brown and Naoki Fujimoto-Adamson

University of Niigata Prefecture, Japan

Bio Data:
John Adamson received his Doctorate of Education from Leicester University. He
teaches English for Academic Purposes at the University of Niigata Prefecture in Japan.
His research has focused on interview discourse, learning strategies, Teacher
Develgpment, and Business English methodology. His current interest is in the area of
anterdisciplinaritya

Howard Brown is an assistant professor at the University of Niigata Prefectudajan.

His teaching interests are iknglish for Academic Purposeand Content Based
Instruction. His current research interaatdude issues in self access and Content and
Language Integrateldearning. He is also involved faculty development

Naoki FujimoteAdamson is currently completing her Ed.D. thesis from Leicester
University, U.K., on tearteaching in Japanese junior high schoS8lse works at the
SelfAccess Learing Center (SALC) in University of Niigata Prefectuirer research
interests are in the fields of teaeachingand the history of ELT in Japan.

Abstract

This studyhasillustratedhow a longterm ethnographic approach of archiving data and
profiling its key participants represents an effective means of revealing perceptions of a
new SelfAccessLearning Cente(SALC) within a university in Japan. This -@oing
process of conducting qualitative interviews and conversational narratives with center
staff, accompanied by student questionnairess required methodological reduction of
the large amount of ensuing datauch a processs achieved by acombinationof
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crystallization of themes emerging from dialogues, and analysis of questionnaire data
from vaious perspectives. This methodology reflects the reseaéch@shes to
investigate the seliccess center where they work in a manner more locally situated, co
constructive and, importantlyn one which accords voice and agency to peripheral
SALC stakeblders. As a study for the purpose of the continuous improvement of
practice, the triangulatechethodologyemployed to gather and analyze data can be
adopted by other se#ccess centers seeking a rich, diverse body of evidence and an
analytical frameworko respond to the pedagogical and institutional environnéete

they operate.

Keywords: Self-Accesd.earning Methodology EthnographyArchive

Introduction

By investigating the growth of a seitcess learning center (SALC) in a Japanese
university,we as center staff and committee members seek to illustrate in this study the
ethnographic methodologynplementedover a 2year period from 2009 to 2010. The
methodological stance is that longitudinal, qualitative research undertaken by three
central figues in the running of the center and involving various stakeholders represents
an effective means to investigate and understand shifting views oeécsels and
institutional conditions surrounding the center.

We start the study with an overview oktbhontext in which SALC was established and
profiles of the stakeholders using and managing the center. Following this, the
methodological approach in the creation of a trianguléechivedof data is outlined. In
keeping with the centrality of ethnogtap principles in the research process, we then
critically describe the methodology itself. Thereaftselectedarchived findings are
presented in order to illustrate the importance of using ethnographic techniques to
understand diversity and shift ovémée of themes central to a growing SALC. Finally,
we state conclusions and implications for the methodological approach.
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Context of the research
The context of this study focuses on the history of SALC, the institution, and the
stakeholder$ the committeereated to direct the cenferoperation, students who use it,
university management, and nostitutional bodies at the regional and central
governmental levels. As botommitteemembers and researchers, we believe that this
rich description provides aneans to understand more clearly the tditological
microsyster (Creese & Martin, 2008) surrounding SALC.

The university was established in April 2009 and was previously ayéap college
with courses in various fields, including English Studigpon becoming a university,
fields were expanded and English Studies was removed from the curriculum. Instead,
English wasannounceds the intended medium of instruction for maoytentcourses,
hence requiring a full first year of English for Academiapdses (EAP) instruction to
160studentsn International Studies andefonal Development (ISRD), and 80 students
in Human life Studies (HLSI including nutrition studies and a psehool teachés
course). The EAP programme offers students instructioreading, writing, speaking,
andlecturelisteningand notetaking. SALC was established in April 2009 as part of the
change to university status and a SALC Committee was immediately set up to direct its
operation. The committee meets every few monthshasdl3 members, the largest in the
university, the majority of which ardenglish language instructors and SALC mentors.
Three partime mentors staff the center in shifts from 9am to 6pm Monday to Friday.
Their role is to maintain the center and provideiee to students on language learning
strategies, resources and events in the center.

SALC itself is a large hall with 10 internkhked computersareception, tables, chairs,
asofa and a carpet area. It has full graded reader collections (irgcladtio book CDs)

13



from most major publishers, DVDs, grammar reference materials, games, and a large
number of paperbacks and reference materials linked to subjects taught on the ISRD and
HLS curricula. Some Chinese, Korean and Russiarssaly materialgire also available

as those languages are atéteredas options fromhe 2 year. Sf-study sites are also
bookmarked on the computers for English amth€se studies.

SALCO6 dayto-day operationsare fundedby the university, which is a regional
government institution, and budgets have been allocated for its materials from the
university itself and the central Japanese government (the Ministry of Education).
Furniture and otherinfrastructure expenses are funded directly by the regional
government.

Use of SALC English materials (graded readers and audio CDs) is integrated with the
EAP curriculum as taught bgix expatriate teachers. Qfie six Japanese teachers of
English,onehasintegratedhis syllabus with SALC materials usage. No integratiati
content teachers in the ISRD and HLS faculties has been made. As EAP is obligatory for
first year studentsrequiring up to 16 hours per week of study, the vast majority of
visitors arefreshmen Second yearstudentsare only required to take five axtits of
English classes a year, most of which are taught by Japanese faculty members, so
considerably fewer sophomores use the center for Englisistadlj although students
taking Chinese, Korean and Russian do visit to borrow-seifly materials inhiose
languages Use of seklstudy materials for those languages has not been linked to
evaluation in tke correspondingyllabi.

There are various other ways in which the center has been integrated with the EAP
programme taught by expatriate teacherark&hopsare held with a view to focusn
areas which the mentors and teachers feel represent deficits in siederistencies, for

14



example, process writing. In an attempt to involve teachers of tdhguagesand
subjects in SALC, mini lectures are givby some of those teachers who are willing and
able to introduce their subject areas and tbeeperiencef learning English. These
lectures have been welttended and popular.

In this study, an archive of ofte-one semustructured interviews, formal group
ficonversational narrative§CNs) (Ochs & Capps, 2001, p.3) and questionnaire findings
has been compiled. We have adopted this mixture of methods in consideration of our dual
role as practitioners and researchers, two stances which informotterhandbenefit
from multiple perspectives of SALC usage, both in terms of accessing a wide range of
participant voices, and also allowing thgsa&rticipantsvarious means to express their
voices. This process is one which firstly regards narrativesoandwn experiences as
valid forms of data in that they provide insightful evidence for research purposes (Sperber
& Wilson, 1995). Additionally, our mthodof data collection reflects and enriches the
democratic practice of the SALC committee in whichcoostruction of ideathrough
dialogue is considered professional practice in its own right.

Every few months the researchers have met to discuss &AlrGgress in the ofte-
one interviews and group CNs, all of which have been recorded and sunin@&hese
participants havepseudonymsto protect their anonymity. To aid the reader in
understanding the role of participants as a key part of the context of this ethnographic

study,andtheir profiles are given in bridfelow.

Participant profiles
Peter. Peter has been the head of the SALC Committee since its opening and reports to

Mr. Tanaka. He hasxperiencen setting up small extensive reading ssitess centers
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(in Japan), mediursized seHlaccess centers (in Thailand) and has visited other santer
Europe and Asia. As committee head, his role is tordinate the SALC operation,
particularly with regard to budgets allocated to the cehters a doctor in his laté0s, a

UK national and is keen on ethnographic, qualitative research.

Paul: Pauis a committee member and has experience teaching in Turkey and Japan. He
has set up small, nestaffed seHaccess centers in other universities and is familiar with
computerizedsystems of monitoring student sstidy. He is a Canadian national
qualified with an MA and is in his early 40s. He is interested in perceptiosslidiccess

and the role of mentors.

Lee: Lee is a committee member from Singapore with varegeeriencesf selfaccess

in Japan and Singapore. He is a strong advocate of sexteneading and learner
autonomy. He is doctorin his early 40s. Heonductsresearch in the field of language
policy and is responsible for SALC promotion.

Sayaka Sayaka, a Japanese graduate of the institution when it was a college and in her
early Ds, worked for one year as a mentor in SALC before moving on to -tinfigl
teaching position elsewhere. She graduated from an American university (an
undergraduate degree in second langusaggiisitior), but had little teachingxperience
before becomin@ mentor. She was instrumentaketing up and promoting the center.

Keiko: Keiko has been a mentor in SALC since its opening and is seen &eitiha@d
mentor. She is Japanese, in her early 40s anéxtassiveexperiencdeaching English

at junior hgh schools in Japan. She has an MA from a UK university and is studying for
a doctorate. She has experience usingasmléss in large UK universities and also helped
set up a small extensive reading center in a Japanese college before becoming a mentor.

Her specific role in SALC is to manage the deyday budget for the mentdrs

16



administrative needs and make orders for resources.
Simon: Simon is a young American mentor who joined SALC in its second year of
operation. He recently graduated frauniversty in America but was brought up in
Japan. He is multilingual (bilingual in English and Japanese) and also speaks some
Chinese. He takes care of the computer systems in SALC and is responsible for co
ordination between teachers of Chinese, Korean ansiduand SALC.
Rika: Rika also joined SALC as a mentor in its second year. She recently came back
from university in Canada where she graduated with a BA and has a teaching certificate
in TESOL. She organizes SALC events and is responsible for coordirtaéirduties of
SALC student assistants.
Mr. Tanaka: Mr. Tanaka is the administrative manager of SALC and is a regional
government official working at the university. He is head of the mentors but does not
manage their dato-day activities, preferringot leave that to the SALC committee to
determine. His role as manager is to allocate budgets and evaluate the center to report to
the university management, regional governmeuwlministration and Mnistry of
Education. With an MBA from an Englighedium unversity in Japan, he speaks
English well and is a strong advocate of-saltess in the university.

With this contextualization of SALC and its participants, we now turn to the

methodological approach employed in this study.

Methodology
The triangulatd methodology draws upon an archive of-oo®ne interviewsandgroup
ficonversational narratives(CNs) (Ochs & Capps, 2001, p.3) with various SALC

stakeholders (committee members and management), along with a large Eodingé
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from questionnaire completed by students (see Appendix 1 for the questionnaire).
Among the committee members involved in the study, all were encouraged to keep
journals to record their feelings about SALC over time, especially to note any critical
incidents affecting their vies and to use in interviews or CNs. The concept of CN was
used when the group met to discuss issues as the agenda was-aeteprened. For
oneto-one interviews, themes were negotiated beforehand so that preparation could be
made, for example, by recalyy notes kept in the participadjsurnals. The schedule of

data collected is illustrated chronologically in table 1.

Time/Method Participants Theme

1. ' November/ CN 4 Committee membef£M) Mentors

2. 2% November/CN 5 Committee members Half-year eview

3. February/Questionnaire1® year students SALC use in first year

4. March/CN 4 Committee members Questionnaire /year review

5. April/Interview 1 CM & office manger Images/management

6. May/CN 3 Committee members First year review

7. T June/Inteview 1 mentor Images/curriculum/improvement
8. 2 June/Interview 1 mentor Images/curriculum/improvement

Table 1: Schedule of data collection

This represents the archive of CNs, interviews and a questionnaire over th202009
period. The data is qu#dtive and involves much reflection on SA#Cprogress and
future directionswithin the interviews and CNs. In this sense, we see sesmance to
studies into autonomous learning in Finland by Kjisik (2007 in Gardner ed.) in which an
action research appaich was adopted and in Hong Kong by Morrison (2008) in which

the voices of a range of stakeholders was regarded as important. The process in this study

18



of creating an archive of data is epistemologically ethnographic in that it focuses on the
position of a SALC within a larger university community and on its participants over
time. It also places the process of understanding shifting contexts and critical views
towards SALC at the center of the researdhesssiderations. Blommaert and Jie (2010,
p. 10) ®e this process as thproducd of ethnographic research since the archive

fidocuments the researcfeown journey through knowledge

Interviews and conversational narratives
As a large amount of recorded data was collected for the archive, dataareduas
necessary. In the analysis of CNs and interviews, a-gtegge process of data reduction
was carried out based on an adagitgth e nomenol ogi credlo85kKvdle,ct i ono
1996). h the first stageit was noted from the audio recordingsvhat views were
expressed (and by whom) for each tapicler discussigrwhether relevant to thtepic or
not. New themes that had not originally been predetermined were also added to the list of
topicssFor t he second stage of @educficemtrahatth
(Kvale 1996, p. 195yvere identified which werdirectly relevant to thépics,termed by
Hycner(1985,asci t ed i n Cohen & Mani on, 1909 4s, p. 29 :
meaning,and ircluded éiminating irrelevant dataAfter fAcr y s twad completad i on 0
for each interviewa final stage of analysisompared and contrasted the views expressed
across interviews and between participants to ascertain what shifts in opinions had
occurred over time.

Interviews were based up@ loosesemistructured schedule of themes conveyed to all
participantsbeforehandbut were also open to both participantspic extensions and

deviations (Drever, 1995). In this sense, all interviews were thematically open to
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negotiation andico-congructed (Jacoby & Ochs, 1995, p. 171) betweaarticipants
HolsteinandGu br i um (1995) see this .drsrealityatbee i ve o i |
openrendednature of the interviews and frequent deviation from any predetermined
themes resulted in longiterviews which more resembled the group CNs in which
participantsencouraged each other to jointly build mini narratives without a strict, pre
determined agenda. The interviews and CNs attempted to explore and extend themes in a
reflexive manneibetweenparticipants. These themes were often indexed to unrecorded
and spontaneous conversations which arose on #doddgy basis out of participarits
readings and critical incidents. We believed the creation of rapport was essential to
achieve this joint meaniagiaking and so aligned the interviews and CNs with
Alvessoris (2003) and Roulstds (2010, p. 217j§romantic conception of interviewing

where themes are drawn out in the form of mini narratives. Additionally, the process of
participation in both interviesr and CNs could be seen as beneficial for personal
development anditransformativé (Roulston, 2010, p. 220) in that, through the dialogic
process, ideas and assumptions aboutaseless were frequently challenged, and new
insights were formed during tltscussionshemselvesrather than preletermined ideas

simply being reportedBaker and Johnson (1998. 241) actually sesuch interactioras
Asituated professi onal itpreatesad healtte oppartanityitot s o wn
Ashar e maroal( Barkeu 1998 p.23lhaneste rapport and share stories
related to practicgEllis & Berger, 2003). In effect, the discourse emanatifigpm
interviewsand CNs formed twdicartographies of communicabildyBriggs, 2007 as

cited in Talmy, 2010p.130) which conceptualize how the interactions can be viewed as
fisocial practice (stakeholders meeting to talk about SALC as collegial, collaborative

meaning making) and afiresearch instrumenis(methods in which data can be
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generated) (Talmy, 2010,. @29). All oneto-one interviews and CNs were audio

recorded in SALC itself or at a conference venue.

Questionnaires

At the end of the first academic year we gave out questionnaires to all university students
who had access to SALC. The two fields ¢didy, ISRD (International Studies and
Regional Development) and HLS (Human Life Studjdsad various levels of classes, as
shown intable 2. Institutional consent was granted and the objectives of the study were
explained to the students by all class temsh Some teachers allocated class time to
complete the questionnaire, whilst others chose to allow students to complete it in their
free time. Of the 240 students enrolled in ISRD and HLS, 180 students were available for

the study, among which 114 retudnieir questionnaires, representing a 63% return rate.

Basic Intermediate Advanced
HLS 1 class: 18 returns | 2 classes:39 returng no classetaught
80 students
ISRD

1 class: 17 returns | 3 classes27 returns| 1 class 13 returns

160 students

Table 2: Questionnaire returns

The questionnaire was devised imsaltation between mentors and teachers working for

the SALC committee and comprised ten questions on six areas of enquiry as represented

in table 3:

Views of SALC (room and materials): Questions 13
Views of mentors: Questions 45
Reasons for using 34 and personal use: Questions 67
Teacher engagement with SALC: Question 8
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Metaphors of SALC: Question 9
Suggestions for improvement: Questions 10

Table 3: Questionnaire themes

There were two final sections for opended responsgsne asking tsidents to add a
question that they feel should have been asked and answer it, and the other inviting
students to write any free comments. A mixture of epeted and closed questions was
used which were qualitatively analyzed. We invited students to ebtenpihe
guestionnaires anonymously in either Englishl@panesand informed them that there

was no obligation to participate in the study.

The questionnaire data from the 114 students was in paper form and collected from
class teachers in the last tmeeks of the first year of study. Analysis of returns was
conducted in Japanese by Japanese speakers and in English by Emgltshespeaker.

This involved identification othe mostor leastcommonlyoccurringwords or phrases

such aginformative &indg delpfulbor @oodd In questions for which responses could

be counted, numbers wetetaledfor classes, levels and fiathut then brought together

to constitute generalizations suchdamst students at the basic levels in the HLS iefd
Gomestudent§ @ few studentsor ne studerdt It was thought among the researchers
that data quantitatively analyzed to produce findings represented in detailed percentages
would be less informative aneaningfulto us.

Following the basic concept aofata reduction (Miles & Huberman, 1984), the
analytical framework for this questionnaire data was formulated to meet local needs of
revealing student perceptions of SALC at multiple levels. The returns avetgzed

according to théollowing scheme of datreduction in four stages:
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Stage 1: Individual class analysis

Returns were analyzed from the eight classes revealing patterns (most common
responsesandidiosyncrasiegleast common bunhformativeresponses) within classes.

Stage 2: Level analysis fowo fields

Findings from each level were compiled in separate fields, ISRD (Basic, Intermediate and
Advanced) and HLS (Basic and Advancef.this stage patternsstarted to emerge at
different levels.

Stage 3: Combining levels across the fields

Findingsfrom the three levels were then combined across the HLS and ISRD (with the
exception of the advanced level which existed for the ISRD faculty only). This revealed
some commonalities across the two fields, yet care was taken to note important
differences btween the fields if they occurred.

Stage 4: Rvisiting the individual classes

To make sure that importanésultshad not been missed in the subsequent stages of
findings, individual class returns were then redistributed among the researchers, each
receiing a set of returns that they had not originally analyzed. This enabled us to make
the analysis more reliable in that initiallyissed yet potentiallyinformative; responses

could then be reintegrated in the findings at stages 2 and 3 respectivelgt, Isofae
insightful findings were successfully reintegrated in this manner.

The four stages adopted in this data reduction scheme providepengiiectives on the
same body of data: from the individual class, individual fields, and levels of classes
across the fields. These perspectives serve not simply to inform the researchers
educationally, but also equip us in appropridisseminationof the findings to the
various stakeholders in the university and beyond who need different types of detail on
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SALCGs effectiveness.

Archived findings

The methodological approach in this study leads to the formulation of data which needs
to be interpreted withithe contextand setting For the purpose of this study, selected
findings from only one major thenvéithin the archives are given to illustrate the diverse
and shifting nature of opinions. They amesentedn a variety of forms which constitute

the ethnographic procedurkey group conversational narrative (CN) findings in their
same conversational formap treflect the ceconstructed nature of many decisions:
interview and questionnaire findings in summarised form. Participant psydonymns and

positions as described in their participant profiles earlier are given in brief in table 4

below.

Peter Committee had (UK, English teacher)

Paul Committee member (Canada, English teacher)

Lee Committee member (Singapore, English teacher)

Sayaka Committee member (Japanese mentor for one year in 2009)
Keiko Committee member (Japanese mentor from 2009 to present)
Simon Committeemember (American mentor from 2010 to present)
Rika Committeemember (Japanese mentor from 2010 to present)

Mr. Tanaka SALC manager (Japanese regional government/ university staff)

Table 4: Participants

An example of one theme emerging over teeiqgd 2009 to 2010 was that of language
policy for SALC. Below key findings from the archives are presented chronologically
and are followed by a discussion which both summarises the opinions expressed and links

them to keyiteraturein the field.
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Language policy

2" November, 2009: CNextract

Lee: One committee membsuggested strict guidelines on language ppkwen asking
students tdeaveSALC if they speak Japaneddany felt this to beoo strictsince most
students come from nelnglish speakig school environmesit

Keiko: | was one of the objectors to this proposal as my experienemgiage cente

use in the UK was one of flexibility in code  switching.

Lee: Initially our policies were based on a view of one homogenous student group.
Howe\er, the diversity among them fairly wide as we have groups of students doing
different programmesThere was also diversity as how faculty members perceived the
students.

February, 2010: student questionnairsummary

Some studenésfeedback stated #b the loose language policy should be more strictly
enforced as many students appeared to make little effort to practise English in the center.
May, 2010: CN with mentors and other committee memismymary

Keiko reaffirmed her image of sedfccess asre influenced by her owexperiencesn

UK universities which employed multilingual mentors. This made those centers the
scenes of linguistic coeéewitching, rather than of the strict monolinguahguage
policies in other selaiccess centers. Peter andKgereferred to this aftranslanguaging
where the ability to switch languages between L1 and L2 is regarded as a linguistic
competence in its own right because the L1 is valued, not censored.

June, 2010: Interview with a new mentor, Simeammary

Simon encouraged students to use English, but would not ban Japanese. He felt code

switching was linguistically beneficial for both students and himself when giving advice.
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More important than a striéEnglish onlypolicy was theicost/benefib idea (persuding
students that theghouldthink of the costs of their study to get as much benefit as
possible).

June, 2010: Interview with a new mentor, Rikeummary

Rika was unsure how strict a language policy should be enforced and felt that a positive
ficooldo fknock-on effecb occurs when students speak English in the vicinity of less

confident students.

Discussion of language policy

Archive findings appear to show that the initighglish onlypolicy has been superseded

by the realization that some use of stedentd L1 is beneficial when talking about
language. Thigitranslanguaging (Creese & Blackledge, 2010, p. 105) suggests that
codeswitching is recognized as a third competence (after competence in L1 and L2)
among mentors and committee members. Howedtere remains the important issue of
how students themselves regard use of the L1 as some findings illustrate objections to a
loose language policyiParallel monolingualisin (Heller, 1998) or thditwo solitudes
(Cummins, 2005, 2008) approach to lamggieacquisition would appear to be more
embedded in studeteliefs about language learning than among committee members.
The new mentds (Rika) comments about making English usagmlo among student

peer groups, coupled with the other new mdst@&ima) policy of reminding students

of the ficost/benefib of using as much English as possible both reprgsenhtapsa more
persuasive approach of achieving more English use in the center. Although, in principle,
codeswitching is seen by committee membersaslid Ghird competena® feelings of

resistance to L1 usdiguiltd (Setati et al, 2002, p. 147) and lack of awareness of

26



translanguaging as a bone fide skill remain possible obstacles to the multilingual space as

envisaged by the elder mentor, Keiko.

Conclusions and Implications

The purpose of this study has been to represent the methodological apwoastio

inform researchers involved in developing a neef-access learning center in a
university context. The longitudinal and qualitative procasployedis ethnographic in
nature as it regards context as central and-ghiting. Static approaches to assessing a
centets performance are rejected in this study since they do not account for such
longitudinal changes. Instead, the diversity of \deiw better represented by carefully
collected archives of discussions (sestiuctured interviews and CNs), and questionnaire
data representing views of a range of stakeholders who impact thexeetezlopment.

We have argued that within the progesf gathering data, particularly in the semi
structured interviews and CNs, various purposes can be cited for talking with
stakeholders. One is to gain access to opinions and beliefs over time to create a body of
data, meaning that the discussions theweseareiresearch instrumerigTalmy, 2010, p.

129); the other is to create sites figcial practice (Talmy, 2010, p. 129) in which
participants ceconstruct beliefs through mini narratives in a collegial manner. This
represents a form of professionavelopment at the workplace which can be regarded as
empowering for participants who may normally feel excludedmarginalizedin the
organization at large.

The archives in this ethnographic approach have been presented in chronological
format for thepurpose of illustrating potential shifts of views over time as well as how

participants express a diversity of opinions. This representation is an important exercise
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for the SALC committee to engage in regularly so that the archive itself is constantly
being reviewed, revisited and challenged. Findings themselves are localised to this
particular university context, yet the methodology outlined here may serve as a useful
basis for otheself-access centers in monitoring growth over time.

Implications for this study suggest that an expansion of methods may benefit the
effectiveness of the archives. A greater emphasis on autoethnographic jeaepelg
canprovide more individual recordsr publicuse in the archives, rather than private use
alone. Imporntly, as the center operates within a larger university organization which is
itself overseen financially and evaluated by regional and national governments, access to
stakeholder voices outside of the committee and student badyprovide wider
perspedtes on how the center is positioned and viewed. As internal evaluation by the
committee has adopted this current ethnographic stance, the possiblyimaocgally-
oriented, quantitative evaluation criteria of the university management, regional and
national governments also need to be taken into account to supplement the qualitative

criteria of thecommittee
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Appendix 1: English questionnaire

1.What do you think of SALC?
The room? (Space, enough seats ..)
The posters (interesting? Informative?)

2 What do you think of the resources in SALC?
Books/CDs/DVD8

PCs , DVD players?

Games,?

5
5
5

Grammar materials, testing materials?etc

., Magazines?
3.What do you think of the activities/events?
With teachers (including the lecture series)

5

Workshops

5

Festivals/celebratian

5

. Movie nights

4.Did you ask the mentors for advice{Yes/No)
If yes, what did you often ask?

If no, why not?

5.How was the advice from mentors?
About how to use SALC
About language and language learning

6.Why did you go to SALC?(Mark O as many times as you wish)
, My teachertold me ( )

SALC is a good place to study ()
SALC is comfortable ( )

SALC is a good sociplace ()

5
5
5

Other reasons:

5

7.How about your use?
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How easy or difficult is it to use SALC?

How often do you visit SALC per week? (Mark O)
1. Once aweek ( )

2. Afewtimes aweek ( )

3. Afewtimes a month ( )

4. A few times a semester ()

5.Never ( )

How long do you spend each visit? (Mark O)
1. Less than 10 minutes ( )

2. 117 30 minutes ( )

3. 3171 60 minutes ( )

4. More than 60 minutes ( )

What do you usually use SALC for? (Mark O)
Lecture activity? ( )

ER/EL? ( )

Games? ()

Grammar? ()

Testing preparation? ()

Events? ( )

Talk with friends? ()

To pick up materials to study at home? ( )

© 00N gk~ wNhPE

. Group projects? ( )
10.Watch DVDs? ()

Do you study by yourself or with friends?

8. How about your teachers?
Do they encourage you to use SALC? (Yes/No)

Do they encourage you to study independently? (Yes/No)

Is SALC integrated with classes? (Mark O)
No ()
Alittle ()
Enough ( )
Too much ()
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99How do you s ee (MakO @”manymesa aoy wish)
Selfstudy center? ( )
Homework center? ()
Place to meet friends? ()
Library? ()
Another CALL? ()
Advice center? ( )
Another ?

10.Suggestions for improvement:
More materials? Which?

More technology? Which?
More events/activities? Which?
Other suggestions?

11What question(s) did we forget to ask you? If you have a question, please answer it.
Question(s)

Answer(s)

Other comments:
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Abstract

The purpose of this study was to examine the influence of motivation and attitude on the
writing strategy use of undergraduate EFL students at Jimma Uniydtthiippia. The
students are required to develop their writing skills to meet academic requirements and
future demands of writing in professional settings. Data was collected from respondents
about their motivation and attitude, writing ability and writisgrategy use using
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questionnaires, proficiency test and interviews (n=680, 668 and 46 respectively).
Analyses and summaries of the data were done using quantitative and qualitative
techniques. Results obtained indicated that undergraduate studentsomighnsotivation
demonstrated high level of enjoyment, confidence, perceived ability, and positive attitude
towards effective teaching methods of writing, and they were found to have employed
writing strategies most frequently. That is, highly motivatediestis were found to use
more writing strategies than less motivated ones. Moreover, students who frequently
practised writing, exerted adequate effescored expected grades, and obtained early
support and encouragement from significant others were ailsalfto be high writing
strategy users. The study also revealed that the majority of the undergraduate students
were instrumentally motivated when learning writing. This motive has been found to be
one of the main driving forces in developing writing skof learners in the EFL context.

Keywords: Writing Strategies, Motivation, Attitude, Writing Goals, and Motivational
Variables

1 Introduction
1.1 Background of the study
In Ethiopia, English is used as a medium of instruction in secondary and tertiary
education and as a working language in most government and non government
organi zations. At tertiary |l evel, student sb
success, as they are required to carry out various academic writingAtasksk places,
good skills in writing are necessary to compile reports, write proposals, letters, and office
memorandums.

In order to enable students to develop the required writing skills, a 48 hour English
writing course covering 16 weeks of instruction is deliveaedimma University during
the first year or second year programme. From these writing students, some students
composed their thoughts and ideas clearly and logically using effective language,

whereas others faced difficulties in expressing themselvesappdared to be less
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motivated to perform writing tasks in and outside the classroom.

The researchers believe that the writing problems of the students can be alleviated
through empowerment; that iy raising their awareness about the importanceoofig
writing skills for successful career development and by organizing and offering effective
writing skills training courses that will enable them acquire knowledge and skills in
efficient writing strategies so as to help them develop good writing skilstated by
Hsiao and Oxforq2002 t he wuse of | earning strategies
proficiency, learner autonomyandsele gul ati.ono (p. 372)

However, the use of writing strategies may be affected by several factors (see a review
of Oxford, 1989) among these, attitude and motivation are crucial variables that could be
used to show the difference between high achievers and low achievers. The findings of
Gan, Humphreys, and Lyons (2004) i ndi cated

explained by a complex and dynamic interplay of internal cognition and emotion,

external incentives, and soci al contexto (p

such as attitude and motivation have not been studied well, particularly theimeoimbi
effects on the use of strategies for language learning in EFL contexts. Such factors may
play a significant role in determining the differences in language learning outcomes.

Therefore, since the influence of motivation and attitude on writingeglyatise has
also not been studied well in Ethiopia, the present study aims to provide empirical
evidence towards the influence of these factors on writing strategy use of undergraduate
EFL students. To guide this study, the following questions are addresse

1. Does motivation have an influence on the use of writing strategies?

2. Does attitude have an effect or influence on the use of writing strategies?

36

f



3. What motivational factors are most helpful for undergraduates to develop their
writing skills?
In what follows firstly, the review of rel evant [ 1 1
and learning strategies are presented. Subsequently, the method and procedures for data
collection and analysis are described, followed by a compilation of quantitative and
quditative data collected to address the research questions of the study. The data is then

analyzed and discussed.

2 Literature review

2.1Importance of motivation

Motivation research in language learning has shown that motivation is one of the key
factorsthat influence the use of language learning strategies. For instance, one of the
findings of Oxford and Nyikos (1989) reveal
power ful influence on the choice of | angua
highly motivated students were found to use more learning strategies than less motivated

ones; as a result they were able to improve their language ability. This implies that the

more students are motivated towards writing, the higher is the use of writiregttsat

which in turn leads to the development of writing competence.

Likewise, based on their findings, Sprattymphreys and Chan (2002oncluded that
Amotivation is a key factor that influences
autonomos | y@245) Furthermore, Dornyei and Csizer (1998) underlined the
i mportance of motivation saying AW thout s u
the most remarkable abilities cannot accomplish Hd@mon goals, and neither are

appropriate curriculand good teaching enough to ensure
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2.2 Motivational variables

Motivation is defined by Brown (1994) as fdan
moves one to a particul ar actanwre.elabprpte 152) .
description of motivation was given by Masgoret and Gardener (2003). These researchers
describe motivation as a gedirected behaviour demonstrated by an individual to

achieve particular goals. A motivated individual can demonstrateatdahaviour traits

which have been identified by the two researchers as follows:

The motivated individual expends effort, is persistent, and attentive to the
task at hand, has goals, desires and aspirations, enjoys the activity,
experiences reinforcemefrom success and disappointment from failure,
makes attributions concerning success and/or failure, is aroused, and makes
use of strategies to aid in achieving goals. That is, the motivated individual
exhibits many behaviour, feelings, cognition etct tha indivicual who is
unmotivated doesat (p.128).

Since the characteristics of a motivated individual illustrated in the above quote are many
and multifaceted, it is difficult to measure all of them. For this reason, Masgoret and
Gardener (2003) reaamend paying attention to those best characteristics that represent
the others. Consequently, they suggested three attributes to be employed in the
assessment of motivational behaviour. TheséVarigvational intensityDesire to learn a
target languageand Attitudes towards learning a target langueag

Motivational intensitymeasures the amount of effort a learner invests in learning the
language.Desire to learn the target languagmeasuresit he ext ent to wh
individual wants to achieve a highvles | of competence in the | ang
attitude towards learning the target languagee asur es @At he affect e X [

|l earning the | anguageo (p.128).
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2.3 Selection of motivational variables to the purpose of the present study
Inlinewi t h Masgor et and Gardener6s suggestion,

selected and considered the motivational variables listed below.

A Perceived level of enjoyment in writing (interest)
Perceived confidence in writing

Perceived ability in essayriting (selfimage)

Perceived importance of developing writing competence
Learning writing goals

> > > >

These selperception motivational variables have been recognized to have motivational
properties by different researchers who have applied them in theictigspstudies. In
what follows, a few examples of each variable are cited to demonstrate their use and
application in motivational researches.

The variablePerceived ability in essay writing (séfhage)c or r esponds t o Dor
(1994) concept ofPerceved L2 CompetenceSimilarly, the variable, Perceived
confidence in writings very similar to the.inguistic self confidenceariableas used by
Doryei and Csizer (2002) and Csizer and Dornyei (2008¢ and Oxford (2008) have
also used this variable their studies in the terfanglish learning selfmage Perceived
importance of developing writing competeneas the other variable recently employed
by Lee and Oxford (2008) and it is consistent with the conceptmdrtance of English
A similar concep al so appears in Wi lliams and Burd
Perceived value of t he MaeovejlLearniny writing goals o n a | r
have been found to be consistent with Gard
orientation which islassified into integrative and instrumental orientations. The variable,
perceived level of enjoyment in writing (interest) so corresponds to Dec

(1985) concept antrinsic motivation
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2.4 Attitude

One of the variables which has a closatiehship with motivation and the use of writing

strategies iIs the attitude of the | earners.
centr al role in | anguage | earning. This is
learning condition laguage learninpehavioo ( Gan , Humphreys, & Lyon
That I s, | earnersé6 attitude =either enhances

attitudes to learning a language are acknowledged as influential factors on making a
decision to learnhat language and to continue learning it (Williams and Burden, 1997).
Empirical instances include the study conducted by Liu (2007) which concluded that the
students with greater positive attitudes towards learning English, were found to
demonstrate mommotivation in learning that language (r=.867, p.=0.001).

As stated in the study by Zimmerman and Bandura (as cited in Charney, Newman and
Palmguist, 1995), the attitudes and the beliefs the learners have about themselves, their
language skills and kndedge may enhance or hinder the effort they exert and the
persistence they demonstrate in writing tasks. Particularly, in trying to employ new
strategies to accomplish writing tasks, learners need to have positive attitudes and beliefs
about writing.

According to Dornyei (1994), interest is one of the four motivational factors related to a
subject. If an individual has an interest in the subject, he/she may have a positive attitude
towards learning that subject. Attitude is likely to be influenced nigtlonthe interest of
an individual in learning the language concerned, but also by aspects of the learning
environment such as the course and the teacher. It is probably for this reason that Garden
(1985) considered the evaluation of the course and #uhiteg method so as to measure

the individual s attit ude -educavamal mhadel. indirer ni ng s
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with the components of Gardner 6s Attitude/ N
attitudinal variables related to the course amdtht eacher 6 s eval uati on se
the present study were the level of satisfaction the subjects had with the methodology and

the results of the writing course. Dornyei 0:s

in its third level,Learning Sitiation

3. Research Methodology
The study has used both quantitative and qualitative approaches to draw conclusions on

the relationship between motivation, attitude, and writing strategy use.

3.1 Quantitative study

3.1.1 Participants

The participants afhe study were mainly second year students drawn from eight faculties
and one college at Jimma University. These faculties were Medical Sciences, Public
Health, Technology, Business and Economics, Education, Law, Social Sciences and
Humanities, Natural ahinformation Sciences and College of Agriculture and Veterinary
Medicine.

From the total population of the study (N= 3980), a random sample of 680 students
representing 12 different departments was selected for the quantitative study. On an
average ach group had about 57 students to be used as a sample of study subjects. Out of
the 680 respondents in the study, 598 (81.3%) were males and 97 (13.2 %) were females
with the average age of 20.65 (SD=2.14). The majority of these students are enrolled in a
three year degree programme course and have stayed in the university for over one and a

half years. In their first year, most of them took one English writing course, but prior to
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their joining Jimma University, they studied English for about twelve years

3.1.2 Instruments for data collection

Data on studentsd writing strategy wuse and
administered questionnaire and proficiency test of essay writing respectively. The
questionnaire was developed by adapting cOxfd 6 s (1990) Strategy
Language Learning scheme (SILL) and using the experience of the researchers and

insight gained from the literature review.

3.1.2.1Questionnaire Part |

The writing strategy questionnaire included 38 items that deal difféerent aspects of

writing and approaches to writing (see Appendix 1). These items were meant to obtain

data regarding the frequency of strategies the students employ when writing in English.
Students were requested to respond to questions with closidbs frequency of writing

strategy use, based on a five point Likert scale (never or almost never true, usually not
true, some what true, usually true, al ways
SILL.

The overall reliability of the internal egistency of the 38 writing strategy items for the
study group was found to be .88. All the 38 items were categorized into five major
dimensions (rhetorical, cognitive, metacognitive, social/affective and others) based on
theories related to writing and mariences drawn from the previous studies. Then, a
factor analysis was performed to check whether coherent constructs were measured by
the items. All the items under each category were found to satisfy the criterion of factor

loadings greater than or equal.40.
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3.1.2.2 The sample writing proficiency test

The sample writing proficiency test was administered to 668 students in order to obtain
data on their levels of writing competence in writing essays. Here, the students were
asked to write an effectivesgay of about 300 words on a topic familiar to them within 70
minutes (see Appendix 3 for details).

The 668 essays written by the students were divided into three categories and were
randomly distributed to three pairs of trained raters. Two pairstefsranarked 222
essays each and the third pair of raters marked 224 essays. Each essay was rated by two
i ndependent raters wusing analytical scoring
English Composition Profile. To measure the agreement betweerraters (pair of
raters), Kappa was used.

After the completion of rating, the first data was recorded and analyzed using SPSS
version 13 to determine the average scores of the essays. Then the results obtained were
exported to Stat/ES 8.0 (statisticadftware) in order to group the subjects into three
writing proficiency levels: high achievers, average achievers, and low achievers, using

quintile.

3.2 Qualitative study
Qualitative data was collected from 663 subjects who completed Part Il of the
guestionnaire which comprises both close and epeded questions. The other

qualitative data was collected from 46 respondents through interviews.

3.2.1 Questionnaire Part I

This questionnaire includes questions related to motivation. These are mixsdotype
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questionnaire containing ope@mded and closended questions. The clesaded
questions include dichotomous questions (yes or no) on satisfaction with exam results
and ways of teaching writing, whereas the oprded ones focused on reasons for
satigaction or dissatisfaction with exam results and ways of teaching writing. -Close
ended questions were also used in order to rank reasons for learning writing (see

Appendix 2).

3.2.2 Semistructured i nterview

Of the 680 respondents in this study, 48 waredomly selected for the interview session

of 30 minutes duration. Forty six students were interviewed on their writing experiences
of whom 25 were from the high achievers group and 21 from the low achievers group.
They were asked to respond to two typéssemistructured interview questions. The
questions in the first category were related to attitudes towards writing and writing
strategies useful for developing writing competence. The questions in the second
category were designed to rate responsesrafegly use based on a five point scale
ranging from not important to very important.

To assess the respondentsodé attitude towar d:s
interview questions (item 1&2 below) were designed and used in the presenirstudy
addition to two operended questionsised in Questionnaire Part Il ( items 3 and 4
below)

1. The first question concerning the attitudes and feelings Wast is your feeling

towards writing?

2. The second question concerning identification of usefidtesgies wasWhat

writing strategies are most helpful for you in developing your writing skills?
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3. The third question concerning the evaluation of the course resuliMers: you
satisfied with your writing course (Sophomore English) exam result? Yes/No.
Explain why?

4. The fourth question concerning the evaluation of the teacheMer& you happy

with the way you were taught writing? Yes/No. Explain why?

3.3 Procedures and methods used for data analysis

To assess the relationship between motivation anthgstrategy use, first, motivational
variables were identified and the responses to these variables were analyzed. Next, the
relationships between these variable results and writing strategy use results were
examined using different statistical techniquegch as descriptive statistics and
correlation analysis.

In this investigation of relationship between motivational variables and the use of
writing strategies, qualitative approaches were adopted, in addition to quantitative
approaches. The qualitedi data analysis procedures used in this study were similar to the
techniques recommended by Bogdan, Biklen and Wolcott (as cited in Hancock, 2007).
All the responses to each opended question were compiled and carefully analyzed to
detect recurring thees and codes were designated for the same. The themes were
organized into two levels: major and sub themes, and presented with their frequency
counts and direct quotes chosen as illustrative examples (see Appendices 4&5 for details).

The process of oapizing interview data started with validation, that is, notes made
during the interview were read to each participant and it was validated that the notes
reflected their views. Following this, the notes were copied into a notebook and organized

in the same ways used in the process of analysis of the data derived from therugesh
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questions. Such organization of data is to facilitate the identification and development of
themes. Themes were identified in the texts not only by looking for the commonly
mertioned points or statements, but also by paying attention to distinct points mentioned
by individuals.

In general, the qualitative approaches adopted in the present study seemed to be similar
to that of phenomenological research design, which is ystatommended to study
participantsoO6 behaviours, experiences, and

perspectives (Lester, 1999), which are the main focus of the present study.

4. Results and discussions

The first motivational variable designedo i nvesti gate the responde]
enjoyment in writing tasks (interest) was item P&ate your level of enjoyment in

writing a text.This instruction was given with the following Likert scale options: extreme

dislike, dislike, neutral, gayment, and extreme enjoyment. The second variable was the

item that assesses the r espodwrdesamdmpdsitoper cei Vv €
in a class with confidence and ea3#is item was accompanied by five response options

ranging from newvetrue of me to always true of me. The third variable intended to assess

the respondent so6 per-amageyvwasiteraPqRate youy ability wr i t i r
in writing an essayhaving the following optionsvery good, good, average, fair and

poor. The fourth wvariabl e i ntended to assess
developing their writing skills was item q39pw important is it for you to develop your

writing skills in English?This item was followed by five response options ranging from

not important to very important.

Apart from the four closended questions designed to assess the level of motivation of
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the subjects, other variables were wused
were perceived learning writing goal§tems, Pg3137), which were designed as rank
ordering questions in Questionnaire Part Il that r&w the order of importance of the
reasons for learning writingThe quantitative analysis made on the seven learning goals

and the four motivational variablesshown in Table 4.1 below.

4.1 Quantitative data on motivation variables

Table 4.1. Descriptive statistics of motivational variables

Variables N Minimum | Maximum | Mean Std.
Deviation

(938) | write a compositionina | 670 1 5 3.37 1.05

class with confidence and at eas|

(Pg2)Level of enjoyment in 663 1 5 3.72 71

writing a text

(Pgl)Perceived ability in essay | 663 1 5 3.58 .86

writing

(939)How important is it for you | 46 4 5 4.80 .40

to develop your writing skills in

English?

To get prepared to medte future | 603 1 7 3.35 1.82

demands of writing in professioni

settings

To meet my academic 610 1 7 2.85 1.59

requirements

To get an opportunity to work in§ 573 1 7 5.03 1.95

foreign country

To express my thoughts and 609 1 7 2.45 1.71

feelings.

To master the English language | 565 1 7 3.93 1.93

written system

To pursue my postgraduate stud|{ 560 1 7 4.58 1.61
in the future

To achieve high grades in the 555 1 7 4.84 1.82
writing course and others

a7

t
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As shown in Table 4.1 above, of the three variabteaaiivation on a 5 point scale, item

Pgq2 that deals with the respondentsodé | evel
(M=3.72). Of the seven learning goalg) express my thoughts and feelinggs the

most important reason for developing writing skilisr it received the mean value of

2.45. The second most important reason wWas meet my academic requirements
(M=2.85). The least important reason for developing writing skills Wasget an

opportunity to work in a foreign count(i1=5.03). In rank ordeng of the seven learning

writing goals, the goal with the lowest mean shows the highest value attached to it (i.e.,

1=most important (M=2.45), 7= least important (M=5.03))

4.1.1 The relationship between the four motivational variables and the means of

writing strategy use

Table 4.2 below depicts the relationship between the four motivational variables and the
mean of writing strategy use. The motivational variables scores are measured by a five

point Likert scale similar to that of writing strategy useasurement.

Table 4.2. Relationship of motivational variables with writing strategy use

Variable Writing strategy Mean (1 to 5)
(Pg2)Level of Extreme Dislike Neutral Enjoyment | Extreme
enjoymeniin writing dislike 299 317 3.38 enjoyment
335 N=20 N=123 N=297 3.54
N=4 N=42
(Pgl)Perceived Poor Fair Average Good Very good
writing ability 2.95 2.94 3.21 3.40 3.64
N=17 N=25 N=141 N=260 N=43




(q38) | write a Never true | Usually not | Somewhat | Usually true| Always true
composition in a class of me true ofme true of me | of me of me
with confidence and at 299 321 3.45
ease. 2.76 ' ' ' 3.72

N=22 N=75 N=165 N=181 N=72
(939) How important is| Not Slightly Somewhat | Important | Very
it for you to develop important important
your writing skills in Important Important \o 3.64 520
English? N=0 N=0 B N=8 '

N=27

The intercorrelations between the motivational variables and the mean use of writing
strategies shown in Table 4.2 indicated that the respondents whose level of enjoyment in
writing rated 4 (Enjoyment) were found to lmeedium strategy users, whereas the
respondents with extreme enjoyment of writing were found to be high users of writing
strategies (M= 3.54). In other words, students who rated their level of enjoyment as
extreme were greater strategy users than thergiidath lower levels of enjoyment.

Those respondents whose perceived ability rating was 4 (Good) were found to be
medium strategy users (M=3.40), but those with the highest rating for their perception of
ability in writing were found to be high strageusers (M=3.64).

Furthermore, in relation to the third motivational variable, it was found that the
respondents whose level of perception of confidence in writing rated 4 and 5 were higher
writing strategy users (M=3.45 and 3.72 respectively) tham wWee students with lower
confidence. From this, a linear relationship between the rating for perceived proficiency
and the frequency of strategy use was evident. This means that students with the highest
perceived proficiency were found to be the mosg@rent strategy users.

With regard to the perceived importance of writing skills, a different trend was

observed; the respondents who reported writing skills to be important to them (4/5) were

49



found to be higher strategy users (M=3.64) cora@do the majority of respondents who

felt that writing was very important to them (5/5) ( M=3.20).

4.1.2 Correlation of motivational variables with writing strategy categories

To provide a clearer picture of the analysis of the responses to the regeestion,

Does motivation have an effect on the use of writing strategi®&s&son correlation

coefficients analysis was used to determine the relationship between the three variables

and the use of the five writing strategy categories and the resaltisptayed in Table

4.3 below.
Table 4.3. Correlation between motivational variables and writing strategy
category use
3 = 32 o ] > )
Do AWEIIA<COS=0NO0|ENO|00T| OIS |O0OMO
q38 Pearson
Confi- Correlation| 1 .232(*) .358* | 433 (**) 500 .065 .598 499
dence (**) (**) (**)
Sig.(2 .000 .000 .000 .000 110 .000 .000
tailed)
N 670 628 628 600 652 615 650 643
Level of Pearson .232 1 .336** 267 (**) .250 -.061 241 294
enjoyment | Correlation| (**) (**) (**) (**)
in writing Sig.(2 .000 .000 .000 .000 .140 .000 .000
a text tailed)
N 628 663 662 572 613 586 611 604
Perceived | Pearson .358| .336** 1 272 .308** -.011 .298 .357**
Ability in Correlation| ** (**)
essay Sig.(2 .000 .000 .000 .000 .789 .000 .000
writing tailed)
N 628 662 663 572 613 586 611 604
Meta Pearson 433 | .267 (**) 272%* 1 677 .186 .631 .656
cognitive | Correlation| (**) (**) (**) (**) (**)
Strategy Sig.(2 .000 .000 .000 .000 .000 .000 .000
Category | tailed)
N 600 572 572 608 585 560 586 579
Rhetorical | Pearson 500 .250 (**) | .308* | .677 (**) 1 .046 .630 .685
Strategy Correlation| (**) (**) (**)
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Category | Sig.(2 110  .140 789 .000 264 .000 .036

tailed)

N 652 613 613 585 653 602 634 629
Other Pearson .065 -.061 -.011 .186 .046 1 147 | .086 (*)
Category | Correlation (**) **)
of Sig.(2 .110 .140 .789 .000 .264 .000 .036
Strategy tailed)

N 615 586 586 560 602 621 600 595
Social/ Pearson 598 | .241(*) .298** .631(**) | .630(** 147 1 .678
Affective Correlation| (**) ) (**) (**)
category | Sig.(2 .000 .000 .000 .000 .000 .000 .000

tailed)

N 650 611 611 586 634 600 650 626
Cognitive | Pearson 499 | .294(*) .357** .656(**) | .685(** | .086(*) .678 1
Strategy Correlation| (**) ) (**)
caregory | gig (2 .000| .000 .000 000 | .000 | .036 | .000

tailed)

N 643 604 604 579 629 595 626 644

** Correlation is significant at the 0.01 level (2-tailed).

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

On the basis of results of Pearson correlation coefficients analysis shown in Table 4.3,
item 38 was found to have a significant correlation with most of the categorgging
strategies. The highest significant correlation, however, was seen between item 38 and
social and affective category (r=.598, p<.001). Similarly, there was a significant
correlation between level of enjoyment in writing and the use of the foumgurit
categories. There was also a statistically significant correlation between the level of
enjoyment and perceived writing proficiency level (r=.336, p<.001). Perceived ability in
essay writing was also found to be significantly correlated with the fai@gories of
writing strategies and item 38. Of theperceived abilityshowed the highest correlation

with item 38 (r=.358, p<.001). Learners with higher perceived writing ability were more

likely to have higher perceived confidence than learners witker@erceived writing
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ability. Similarly, students with higher level of enjoyment of writing have higher

perceived proficiency level than students with lower level of enjoyment. These findings

are consistent with the findings of Charney, Newman and Pasin@895, p.311), who
reported that AStudents who enjoyed writini

themselves as good writerso (r=.58, p <.0001

4.1.3 Rank order of reasons for developing writing skills

The participants were asked to order theesaeasons for developing writing skills based

on the importance they attach to each from most important to least important (see g3 in
Appendix 2). Table 4.4 below indicates the number of subjects who chose each reason as
their first priority, the mean raiy, standard deviation, and ranking of the seven reasons

for learning writing.

Table 4.4. Reasons for developing writing skills by first choice of subjects, mean
rating, standard deviation, and ranking

Reasons for develonin Number of Total No of Mean* SD Rank
ping Resmndents by respondents
writing skills 1t choice

To get prepared to meet the
future demands of writing in 118 (19.6%) 603 3.35 1.82 3
professional settings

To meet my academic

. 153 (25.1%) 610 2.85 1.59 2
requirements
To get an opportunitio

) ) 26 (4.5%) 573 5.03 1.95 7
work in a foreign country
To express my thoughts

244 (40.1%) 609 2.45 1.71 1

and feelings
To pursue my postgraduate 19 (3.4%) 560 4.58 1.61 5

52



studies in the future

To master the English
] 69 (12.2) 565 3.93 1.93 4
language written system

To achieve high grades in the

0,
writing course and others 33 (5.9%) 555 4.84 1.82 6

*In rank ordering of the seven learning writing goals based on mean rating, the goal with
the lowest mean shows the highest value attached to j1{neost important (M=2.45),
7=least important (M= 5.03)).

As seen from Table 4.4, 40.1% of the 609 respondents stated that the most important
reason for developing their writing skills wassexpress their thoughts and feelinghis

reason has also recen the lowest mean rating on a scale of seven (M=2.45, SD=1.71).
Please note, however, that the lowest mean here is interpreted as the most important
choice (see the description given below Table 4.4).

Twenty five percent of the 610 respondents repdthiatithe most important reason for
developing their writing skills was tmeet their academic requiremerithis was also
rated as the second most important reason for learning writing with a mean rating of 2.85,
SD=1.59. 4.5% of the 573 respondents reggbthat they wanted to develop their writing
skills in order d get an opportunity to work in a foreign countiyhis was ranked seventh
with a mean rating of 5.03, sd=1.95.

Table 4.4 shows a higher percentage of the respondents (about 40%) whoredtside
express their thoughts and feelings the most important reason that intrinsically
motivated them to develop their writing skills. However, the majority of the respondents
(about 60 %), were instrumentally motivated, for they considered the otheasons as
the ones most important to them. So it is possible to conclude that the majority of the

respondent sé dominant reason for developing
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such as for academic and work purposes and mastering the Bmgflish system.

4.1.4 The relationship betweeneasons for developing writing skillsvariables and the

means of writing strategy use

The effect of intrinsically and instrumentally oriented writing goals on the use of writing

strategies was examined ahe following strategy use mean value was obtained.

Table 4.5. Mean of writing strategy use for the reason for devabing writing skills

by first choice of subjects

Reason for developing

Mean of writing

N
writing skills Strategy use
To express my thoughtind feelings 3.31 171
To meet my academic requirements 3.24 122
To get prepared to meet the future demands of writin
. . : 3.45 86
in professional settings
To get an opportunity to work in a foreign country 3.40 23
To pursue my postgraduate studieshia future 3.30 13
To master the English language written system. 3.41 48
To achieve high grades in the writing course and othg 3.18 24

The assessment of the relationship between the reasons for developing writing skills and
the use of writing stratges revealed that the highest mean score of 3.45 of strategy use
was exhibited by those respondents whose most important reason for developing their
writing skills was © get prepared to meet the future demands of writing in professional

settings which g¢ands as one of the indicators for an instrumental motive. Thus, the
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respondents with such an objective were high writing strategy users. Therefore, it is
possible to conclude that students whose dominant reason for developing their writing
skills (which s associated with practical gains) were high strategy users. The findings of
rank ordering questions on both learning writing goals and the influence of these goals on
the use of writing strategies, suggested that the majority of the students were
instrumantally motivated to learn writing. That is, they learn writing because they require

it mainly for academic and work purposes.

4.2 Qualitative data on attitudinal variables

To identify the respondentsd attitthele towar
qguestions were closely examined and summarized, recurring patterns/themes were
categorized and the frequency count of the themes was computed in order to draw

possible interpretations and inferences.

4.2.1 EFL studentsodo attitudes towards writin
With a view to assessing their attitudes towards writing, the respondents were asked to

rate their level of enjoyment in writing a text on a five point scale ranging from extreme

dislike to extreme enjoyment. As seen in Table 4.6 below, 68.9 % of them wacktéou

have positive attitudes towards writing because they enjoy writing.

Table 4.6. Level of enjoyment in writing a text

Valid Cumulative

Frequency | Percent | pocont | percent

Valid Extreme dislike | 5 0.7 0.8 0.8
Dislike 29 3.9 4.4 51
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Neutral 172 23.4 25.9 31.1
Enjoyment 400 54.3 60.3 91.4
E;‘jtgimgm 57 7.7 8.6 100.0
Total 663 90.1 100.0

Missing | System 73 9.9

Total 736 100.0

To assess the respondentsé6é attitude towards

What is your feelig towards writingAvas also addressed to them and their responses are

summarized in the table below.

Table 4.7. Attitudes of EFL undergraduate students towards writing

Attitude High achiever Low achiever Total
Positive 19 (76.0 %) 16 (76.2%) 35 (76.1%)
Negative 2 (8.0 %) 3 (14.3%) 5 (10.9%)
Neutral 4 (16.0%) 2 (9.5%) 6 (13.0%)
Grand total 25 (100%) 21(100%) 46 (100%)

As shown in Table 4.7 above, 35 (76.1%) of the 46 respondents replied that they have a
positive attitude towards writing, 6 (13%) sadftht they have a neutral attitude towards
writing and the remaining 5 (10.9%) were found to have a negative attitude towards
writing.

According to Wenden (as cited in Gan, 2004) attitudes consist of three aspects. The first
IS a cognitive aspect whicancompasses beliefs or perceptions about the objects or
situations. In this case, it refers to the beliefs that the learners have towards native English

speakers and their own culture. The second is an evaluative aspect which is related to
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either liking or disliking the objects or the situations. The third is a behavioural
component which may influence learners to exhibit or adopt a particular learning
behaviour. In line with the second aspect, 35 of the 46 respondents of the present study
reported that the have positive attitudes towards writing; that is, they like learning
writing. This is clearly evident from their
when | read my own writingo (high achiever)
my own thoughtsa nd f e éhigh aclyeveds)From these statements, it is also

possible to infer that these students are intrinsically motivated in writing tasks because

the writing activities are enjoyable and satisfying to them (Deci and Ryan, 1985).

On the other hand, 5 of the respondents reported having negative attitudes towards

writing. They hate writing, for they find it challenging. This attitude is evidenced by the

following two statementsi | hate writing becausei dleafsadce di
(l ow achiever). A do not have adequate ex|
di fficult for meo (high achiever). This neg

emanated from lack of practice which hindered particularly low achievens f
performing writing tasks.

The statements of the other 6 respondents who claimed to have neutral attitudes
towards writing appear to be similar to those with negative attitudes. Three of the

statements are shown below:

| did not have much experiencewriting (low achiever).

| had poor background in writing (low achiever).

I do not have experience in writing; it is difficult for me (high
achievers).

From the statements above, one can safely infer that lack of practice and experience in

writing is a @mmon problem among most of those respondents with negative and neutral

57



attitudes towards writing. From the evidence given in the third statement, high achievers
also share this problem. But this might be ascribed to their ambition to reach the highest
level of proficiency in writing through hard work. The anxiety caused by lack of
experience in organizing thoughts during writing is evident from the following statement:

AWhen | start writing | am worried about my

4.2.2 Satisfactionwith writing course results and ways of teaching writing

The quantitative data obtained from the subjects on the two variables was analyzed and

summarized in the table below.

Table 4.8. Relationship between Attitudinal variable and writing ability

Variables Ability groups | Yes No Total | Chi-square test
Sig (2
value df sided)
Satisfaction | _ow . o
with writing | Achievers 65 (32.2%) 137 (67.8%) 202
course A 13.512 5 001
results verage 0 0 :
Achievers 79 (39.9%) 119 (60.1%) | 198 (@)
High achievers| 98 (50.3%) 97 (49.7%) 195
Total 242 (40.67%) | 353 (59.33% | 595
Low
: 135 (69.6%) | 59 (30.4%) 194
Satisfaction | Achievers
with ways .039
e AVﬁ.rage 136 (69.0%) | 61 (31.0%) | 197 2 |.981
of teaching| Achievers (b)
writing High
Achievers 135 (69.9%) | 58 (30.1) 193
Total 406 (69.52%) | 178 (30.48%) | 584

a 0 cells (.0%) have expected count less than 5. The minimum expected count is 79.31.
b 0 cells (.0%) have expected count less than 5. The minimum expected count is 58.83.

As proved by the number of respondentghe first variable, 353 of the 595 (59.33%)
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respondents were not satisfied with the results of their writing course. Of these, 137 were
low achievers, 119 were average achievers and 97 were high achievers. Generally, chi
square test results, with abilitgvels as dependent variable, indicated that there was
statistically significant difference in their response to the variabfel1®51,df=2,
p<.001). That is, the majority of the low and the average achievers were not satisfied with
their exam results ahe course compared to the high achievers. Only 65 (32.2%) low
achievers and 79 (39.9%) average achievers were found to be satisfied with their course
results, whereas 50.3% of the high achievers were satisfied with their results. From this
result, it midit be possible to infer that the majority of low and average achievers are not

satisfied with exam results.

4.2.3 Qualitative data on satisfaction and dissatisfaction of the exam results

The qualitative data obtained from the osed question on the asons for

satisfaction and dissatisfaction of the exam results indicated that 5 major and-31 sub
themes were identified as factors that reve:
results. Of these, the most frequently mentioned siadent relateghroblems(72 times)

and the next frequently mentioned wgmde related problem$63 times). Of the 31

individual problems, the most frequently mentioned as the major source of dissatisfaction

was obtaininginexpected grad3 times) (see Appendix 4).

Here are examples of student related causes for dissatisfaction with the outcomes of the

courses:

| did not prepare myself for the exam (average achiever).

| did not have adequate knowledge of grammar and vocabulary (low
achiever).

When | was in high sclod | did not learn about writing and when | was
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taught at the University | was very confused (average achiever).
| did not get opportunities to practice writing and develop my writing
skills (low achiever).

Each of the above statements indicates the reshbent 6 s r eal i zation of |

(See Appendix 4 for more examples

On the other hand, 9 major motives that inclob&ining expected grade, development
of knowledge and skills, effective ways of teaching, good background, hard work, interest
in the course, practising writing, good exam and interesting topics for easy wriireg
identified as indicators of the positive attitude of the respondents. Of thigtséning
expected gradevas the most frequently mentioned reason for their satisfaetith the
exam results (85 times). The second most frequently mentioned reason for satisfaction
with the exam result was developing the required knowledge and skills of writing (50

times).

One of the interesting findings of the present study is thabth sets of the variables
influencing the development of negative and positive attitudes gettiegpected and
expected gradeseceived the highest frequency counts. This implies that grades are the
most influential factors in the development of eithegative or positive attitudes towards
writing. Dornyei (1994) hi mself emphasi zed
satisfaction over course results, as this can be rewarding in terms of developing positive
attitudes or enjoyment towards writing. Tefore, it is imperative that teachers need to
consistently <check on their studentsbé react
should also ensure that students feel that they developed the required knowledge and
writing skills from the writing courséecause, as findings indicated, if they do so they

will be more motivated to undertake writing activities happily and be committed to
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improving their writing competence. The statement from one of the respondents reflects
this feel i ng: waérmoveaough,l learnechusefulweitthg techniques that |
wi | | use in the) futureodo (high achiever
With regard to satisfaction with grades, high achievers were not easily satisfied with
their results unless they got what they had expected. Findingstied that 50% of the
high achievers were not satisfied with their writing course results, probably because they
mi ght have got BO6s. This is evident in the f

result, for | got only B, but | had done wellenouglp get an AQThiSisingh achi

l' i ne with Dornyei 6s (1994) expectancy, wh i
motivational factors related to the course.
can have greater impact on the studentodos att

4.2.3.1 Evaluation of ways of teaching writing

The third attitudinal variable that <can be
attitude towards writing is their evaluation of ways of teaching writing. In response to the
guestion,Were you hapy with the way you were taught writingthe majority of the

respondents (n=406, 69.0%) replied affirmatively and about 30% responded negatively.

4.2.3.2 Qualitative data on evaluation of ways of teaching writing

The evaluation made by the respondemtsthe ways of teaching writing courses is
summarized in Appendix 5, where both the factors that contribute to the development of
negative and positive attitudes towards ways of teaching writing are shown. With regards
to factors contributing to developingegative attitudes, 15 factors were identified and

classified into three major categories of themes. Of these, the first fdotodeveloping
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the necessary knowledge and skills of writtregeived the highest frequency count (28
times out of the total B counts) and the second omegompetent/unqualified teacher

received next higher frequency count.

On the other hand, 21 factors, classified into four major categories, were identified as
factors contributing to the development of positive attitudegatds ways of teaching
writing. Among theseDeveloping writing knowledge and skills required in academic
and professional settingeceived the highest frequency count (76 out of 308 of the total
counts). The second and the third factors that obtainedariB 33 counts were
Interest/EnjoymerdndFor self expressiorespectively.

The presence or the absence of the first factor can have positive or negative effects on
oneds attitude. This implies that | earners
effectiveness of the knowledge and skills they acquire from their writing classes. In other
words this will instrumentally motivate them to further develop their writing competence.

Rel evance, which is one of the ategpimpsonent s
considered as an important motivational variable for the development of a positive
attitude. For exampl e, one respondent ment i
prepared to meet the demands of writing in academic and work place sattthgkso to
be able to express ideas in a good manner 0
from perceiving the value of the course to their career development enables learners to

persistently exert the necessary effort to acquire knowledge anidplewging skills.

4.3. Quantitative data on the relationship between attitudinal vaebles and writing
strategy use

In Table 4.9 the mean of writing strategy use and the number of responses given to the
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two attitudinal variables are presented.

Table 49. Relationship between attitudinal variables and the writing strategy use by

mean

Variable Strategy use mean (1 to 5)
Were you happy with the way you we Yes No

taught writing’? 3.50 (N=324) | 3.17 (N=142)
Were you satisfied with your writinf Yes No

course (Sopbmore English) exan 3.35 (N=206) | 3.31 (N=262)
result?

The relationship between the level of satisfaction, as evidenced by the positive and the
negative responses given towards ways of teaching writing, and writing strategy use,
indicated by the ovall means of strategy use, shows the existence of a difference in
strategy use between the two groups. That is, the mean writing strategy use of the
respondents who were happy with the ways they were taught writing (M=3.50, SD=.56)
was significantly highe (t=4.14, df=285.6, p<.001) than that of the respondents who

were unhappy (M=3.17, SD=.53).

On the other hand, the mean difference of writing strategy use between the respondents
who were satisfied with their course results (M=3.38, SD=.58) and the vaine were
dissatisfied (M=3.31, SD=.54) was found to be insignificant (t=1.26, df=425.9, p =.210).
This implies that there might not be a significant relationship between writing strategy
use and the positive or negative attitude towards course result®oth groups of

respondents were found to be medium strategy users (Yes=M= 3.35 and No= M= 3.31).
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4.3.1 Identifying factors influencing the use of writing strategies and their
contribution to development of writing competence
What writng strategies are most helpful for you in developing your writing skills?

The primary objective of this question was to reveal different motives that influenced the

devel opment of the respondentsdé6 writing skil

interview group were recorded and read carefully and the following major motives were

identified.

1 Encouragement (from parents, family members, teachers, friends and classmates)
Personal efforts

Practising writing

Effective teaching

Usefulness

Confidence

= =4 4 -4

The motivational factors identified above were found to influence the development of
respondentsdé writing skills and they <can
motivation used by Shoaib and Dornyei (2004).

The first factor,encouragemenfrom parents, family members, teachers, friends, and
classmates belongs tsignificantOtherRelated DimensianThe second motivational
factor, personal effort€an be associated wigeltConceptRelated DimensianThe third
and fourth factorspractising wriing and Effective teachingbelong toGoalOriented
Dimensionand EducationalContexi Related Dimensiomespectively. Finally, the last
two Usefulnessand Confidencefit into Instrumental Dimensionand SeltConcept
Related Dimensiomespectively Each ofthese will be discussed and illustrated in the

following section.
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4.3.1.1 Encouragement

Encouragementvas mentioned 14 times as the most important factor that contributed to

the devel opment of the respondentsav writingq
achievers). Most of these respondents disclosed that while they were in the elementary

and high schools, they were greatly encouraged by parents, family members, teachers or

friends to develop their writing skills. Of these, teachers were mentionednespsently.

For example, the following excerpts reflect thBuence of significant others:

Family Members (4): | was encouraged to develop my writing skills by my
brother while | was in lower grades. As a result, | used to read
different books and trielo summarize what | had read so as to
practise writing (high achiever).

Parents (3): | started writing letters when | was a grade 7 student because my
mother advised me to develop my writing skills for it was useful for
my future high school and univengistudies (high achiever). | was
encouraged by my father to develop my writing skills while | was in
the lower grades (high achiever).

Teachers (6): | was encouraged to develop my writing skills by my high school
teachers, but | did not exert any effortdim so (low achievers).

Friends (1): | was informed about the importance of writing by my friend (low
achiever).

These quotes show that motivated students tend to use different writing strategies to
achieve their writing goals (i.e., letter writing, reagli different materials, and
summarizing). Representing external factors, significant others were found to be the
sources of studentsd motivation and this fi
view of motivation (Williams and Burden, 1997). In &dzh to this, the responses of the

high and the low achievers further revealed that the low achievers lack the determination

t o exert sufficient effort i n order t o deve
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develop my writing skills by my high sobl teachers, but | did not exert any effort to do

soo0 (low achievers), whereas the high achi e
their writing skills using different writing strategies (see the first statement above under

family members, as an exain). The other interesting finding that can be inferred from

these responses was that the high achievers reported to have begun to become aware of

the importance of writing skills while they were in the lower grades. This further testifies

to the importane of the significant others in language learning as confirmed by several

researchers such as Lunt (2000), Williams and Burden (1997).

4.3.1.2 Personal effort

This motivational factor was mentioned 16 times by 12 high achievers and 4 low
achievers duringhe interview session. These respondents believed that the development
of writing skills is mainly attributed to personal effort. But the low achievers were less
committed to exert effort to achieve their goal. Unlike these, the high achievers were
found © have exerted the required effort for developing their writing skills. This
difference in the amount of effort exerted by the two groups is evident in the following

statements:

Personal effort is needed to develop onebé
| did not make conscious efforts to develop my writing skills while | was

in lower grades; | have just begun to think about the development of my

writing skills lately at thauniversity (low achiever)

The response of the higher achiever reflects his agaseand strong belief in making

necessary efforts to develop his writing competence.
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4.3.1.3 Practising writing

This factor was mentioned 25 times (by 12 high achievers and 13 low achievers).
Although practising writing was mentioned to be useful toettgy writing skills

by both groups of respondents, the low achiever group was found to be
inconsistent with it. They exhibited less commitment to purposefully practising

writing than did the high achievers. This is evident from the responses below:
Practsing writing purposefully is the best strategy that helps me to
develop my writing skills (high achiever).
I believe that practising iIs good to dev
not practice purposefully to develop my writing skills (low achiever).
| practised writing adequately, for | had been advised by my father that
writing is very important (high achiever).

4.3.1.4 Effective teaching

Effective teaching was mentioned 3 times (by 2 high achievers and 1 low achiever). This

factor is regarded as infle nt i a l in engaging studentsdé mot.
is generally agreed that if the students are provided with writing activities that are
meaningful and interesting to them, they will be happy and encouraged in performing the

writing tasksgiven to them and helped to understand and value the role of effective

teaching in enhancing their skills. This is evident in the following statements:

Effective teaching is crucial to help students develop their writing skills
and teaching writing shoulthe stressed in the high school like many
private schools do (high achievers).

Effective techniques of writing should be taught (low achiever).

While | was in high school, one teacher taught me writing very well, his
ways of teaching and the activities ¢@@ve us made me love writing (low
achiever).
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The statements also illustrate that the high and the low achievers equally value the role

and significance of effective teaching in developing their writing competence

4.3.1.5 Usefulness

This factor was mentieed two times byhe high and the low achievers:

Since English is an international language, | can exchange inforniation
writing with people from different parts of the world (high achiever).

| did not know the importance of writing while | was in thevéor grades
(low achievey.

The response of the low achiever indicates that he was not aware of the usefulness of

writing until he joined the university, where the students are required to produce essays in

their sophomore classes. This instance substastine dynamic nature of motivation

which was discussed by Shoaib and Dornyei (2004) and indicates that motivation
changes over time and students, as they mature, tend to develop an interest in a particular
activity when they realize its use and import&no their achievement. The response of

the high achiever indicates that his awareness about English as a global medium of
communication, urges him to become committed towards developing his writing skills.

This conforms to 61l redasoneafthe motiationapvariadiesin e 6 i d €

learning English in an EFL context by Kormos and Csizer (2008).

4.3.1.6 Confidence
This motivational variable was mentioned 3 times. But surprisingly, it was mentioned

only by the high achievers.

| am more confient in my writing ability than in my speaking ability
(high achievers).
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| always feel at ease when | write something (high achievers).

By and large, the above six factors were mentioned by the respondents as the main
sources of motivation that initiateathd sustained their efforts towards developing their

writing skills.

5. Conclusions

In conclusion, the study presents, first, the analyses of the relationship between
motivational and attitudinal variables on one hand and writing strategy use on the other.
Subsequently, the study draws conclusions from findings and finally, it states its

limitations and implications for future research.

5.1 Motivational and attitudinal variables and writing strategy use: Results of
guanitative data analysis

The results of te analysis done on the quantitative data collected revealed that the
respondents who had the highest mean results in motivational varidéves ¢f
enjoymentability level in essay writingndlevel of confidence in essay writinggnded

to employ writng strategies most frequently. This finding is similar to the outcome of the
studies conducted by Valler et al. on motivation (as cited in Amare, 2001), which
concluded that learners with greater motivation demonstrated a higher level of enjoyment
and sasfaction while learning, due to the prevalence of suitable learning environments
(for example, teachers, classmates, schools). This implies that the more students are
motivated towards writing, the higher the use of writing strategies which in turntteads

the development of improved writing competence.
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Similar to the results obtained through descriptive analysis, the Pearson correlation
coefficient analysis revealed that the learners with highest results in the three
motivational variablesperceivedconfidence, perceived level of enjoyment and perceived
ability) were found to have employed writing strategies most frequently.

The results obtained from the quantitative analysis undertaken on the relationship
between writing strategy use and level sattisfaction with ways of teaching writing
indicated that the respondents who were happy with the ways of teaching writing were
found to have employed writing strategies more frequently than those students who were
unhappy. Moreover, based on the resulldamed from the analysis done on the
relationship between writing strategy use of an individual and his or her attitude towards
ways of teaching, it can be concluded that an individual with a positive attitude is likely

to employ writing strategies frequidy to accomplish writing tasks.

5.2 Motivational and attitudinal variables and writing strategy use: Results of
qualitative data analysis

Qualitative analysis techniques were used to analyze data obtained from the respondents
on their attitude towardariting, their level of satisfaction with the course results and the
ways of teaching writing. The frequency counts and the percentage of the responses of
the interview group revealed that the majority of both high and low achievers have
positive attitudegowards writing. From this result, it was difficult to draw conclusions
regarding the influence of attitudes on writing strategy use, for no significant difference

in the mean of writing strategy use was observed between respondents with positive and
negdive attitudes towards writing.

The analysis made on the responses given regarding the relationship between the level
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of satisfaction with the course results and the results revealed that 31 factors contributed
to the development of negative attitudewards writing, whereas 9 major factors added

to the development of positive attitudes. On the other front, in both the sets of the
variables influencing the development of negative and positive attitudes, obtaining
unexpected gradandexpected gradeeaived the highest frequency count. From these,

it is possible to conclude that the grade which students scored is the most influential
factor in determining their attitude towards writing.

The analysis of qualitative data obtained on the ways of tegohiiting yielded
various factors that contributed to the development of both negative and positive attitudes
towards the ways of teaching writing. Therefore, it can be concluded that inability to
develop the necessary knowledge and skills of writingagiihjor factor that contributed
to the development of negative attitudes. In contrast, acquiring the necessary knowledge
and skills of writing is the major factor for the development of positive attitudes towards
writing. Based on this, it is possible torlude that students are likely to give value to
ways of teaching that help them acquire the required knowledge and skills in writing.

The gualitative analysis made on the data collected about the factors influencing writing
strategy use yielded six riees: encouragement, personal efforts, practising writing,
effective teaching, usefulness, and confide@ehese practising writingand personal
effort received the first and the second highest frequency count respectively.
Encouragement from signiioit others which received the third highest frequency count,
was found to be an influential motive that led high achievers to use different writing
strategies to develop their writing competence. Indeed, the low achievers were also
reported to have beem@&uraged by the significant others, but the possible reason for not
developing their writing skills was due to lack of commitment to exert adequate personal
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efforts. In contrast, high achievers demonstrated strong commitment to continuously

improve theimwriting skills using different writing strategies.

Generally speaking, based on these findings of the study, it is possible to draw the

following conclusions about the writing behaviour of the undergraduate students at

Jimma University.

A

AS

Undergraduate stlents with strong motivation demonstrated high levels of
enjoyment, confidence, perceived ability, and positive attitudes towards effective
teaching methods.

Those students, who obtained expected grades, practised writing, exerted
adequate personal effahd who got early encouragement from significant others
were found to be high writing strategy users.

The majority of the undergraduate students were instrumentally motivated when
learning writing. This motive has been found to be one of the main dfietogs

in developing writing skills of learners in the EFL context.

Writing strategy use is individual and it is dependent on the desires to learn
writing and to expend the effort to do so on the part of the individual, until that

desired goal is achiede

a whol e, the findings of this study sugg

attitudes and motivations to improve their writing. This is because, as seen in the study,

there are different variables associated with attitudes and motivatiearoers. These

variables should be considered by EFL teachers while teaching writing in order to

i mprove students6 | earning of writing and

The fact that motivational factors are many and multifaceted has made it difficult to

consider all of them in the context of the present study. As a result, it is assumed that this
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may negatively impact the quality and comprehensiveness of the results obtained from
the assessment carried out to determine the relationship between the eesporsl 6

motivation and the type of writing strategies used

5.3 Limitations of the study and implications for future research
In designing the research instruments, attempts were made to maximize their reliability
and validity. For instance, the writing i@ency of the subjects was assessed using both
the writing proficiency test and the perceived rating of writing ability level using-close
ended questions. Although all the necessary measures were taken on writing proficiency
test designing and rating, élresults obtained from this instrument did not match the
results obtained from a sefiting questionnaire (perceived rating). However, this
requires further research to identify the underlying reasons for the discrepancy between
the results obtained fromme two instruments used for testing. Due to some cultural and
social factors, the instrument used for self rating may have limitations in bringing about
the desired outcome in the Ethiopian context

The fact that the questionnaire and the proficieesywere time consuming resulted in
disinterest towards accomplishing the task as per expected standards. For instance, the
writing proficiency test was administered for the duration of 70 minutes and the
completion of Questionnaire Part | and Il for arestB0 minutes. Consequently, during
the assessment, some of the essays were found to be carelessly written. Such a problem
could have been overcome if some sort of incentive was given to motivate the
respondents.

Another limitation of the study relate® the inability of generalizing the results

obtained beyond the subjects. Since the study was based on data obtained from students
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at one university, generalization of the findings is limited to these participants only.
Therefore, a more comprehensivedstwith a large sample size from different contexts
should be replicated using both quantitative and qualitative approaches in order to test
whether the results are similar and consistent among different samples of undergraduate

EFL students.
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Appendix 1
Code Na of the Questionnaire

Dear students,

This questionnaire isesigned to investigate the writing strategies of undergraduate
University students at Jimma University with the objective of identifying effective

writing strategies that can be recommended for application and use in teaching students to
improve their writng competence. Therefore your frank and thoughtful responses to the
guestions are appreciated and crucial to meet the research objectives.

While taking part in this project, you will be required first to complete a questionnaire on
your writing strategy se and also take a writing proficiency test.

Personal Details
Identification card number (ID.Card. No) Sex: Male ___ Female
Age Mother tongue:

Department/School

Grade Obtained in Sophomore English

Part Il

Directions: The following are statements about writing experience. Each statement is
followed by five scale responses of whimhe is chosen that indicates the frequency of
strategy use with reference to that particular statement. Each frequency option is defined
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as follows:

1. Never true of me =the statement is not true of you at all. (100%)

2. Usually not true of me = the stateménimost of the time not true of you.

3. Some what true of me = the statement is about half of the time is true of you
(50%)

4. Usually true of me = the statement is most of the time is true of you.

5. Always true of me = the statement is true of you always (100%

Please tick P) under the option given that best describes your real writing experience.
Remember since there is no 6rightdéd or dwrong
required is to be honest to choose the one that best describe your personal writing

experience or strategy.

Writing Strategies Questionnaire

Never | Usually Some Usually | Always
- : what
Item Writing strategies true of | not true true of true of true
me of me me me of me

1 Whenever | write an essay or any otl
piece of writing, | go through thi
following stages: planning, drafting
revising, and editing.

2 I spend more time on planning al
organizing (outlining) the ideas | want |
include in my writing.

3 As | go on writing, my plan or outline wil
be revised and modified when nedeas
come to my mind.

4 | start writing an essay when ideas on |
topics and ways of organizing them ¢
clear to me

5 In order to generate ideas for my writing
usually discuss the issue with a friend
classmate.

6 In order to gearate ideas for my writing,
usually engage myself in brainstorming
reading relevant materials.

7 When | write an essay, | quickly put dov
whatever ideas come to my mind.
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| keep a diary in which | regularly writ|
my dayto-day experiencg (thoughts,
feelings, happenings, etc.).

| read English newspapers, magazines
fictions for pleasure.

10

| read newspapers and write my reflecti
on one important issue that interests me

11

| write a lot to develop my writing shd
and monitor and evaluate my progress.

12

When | write a text, if | face shortage |
ideas, | will try to rewrite what | havi
already written.

13

When | write a text, if | face shortage |
ideas, | read other materials that m
inspire me fo generating new ideas.

14

| revise my writing in order to improve it
contents by adding points, deleting irrelevi
points, and moving texts from one place

another as appropriate.

Iltem

Writing strategies

Never
true of
me

Usually
not trueof
me

Some
what
true of
me

Usually
true of me

Always
true
of me

15

| revise my writing in order to improve it
paragraph organization by checking whetl
each paragraph develops one main idea
fulfils its function as an introductory, or a bod
or a oncluding paragraph and by reorganizi
paragraphs to achieve the good flow of ideas

16

| revise and edit an essay two or more tin
before | hand it in to my teacher

17

Atfter finishing my draft, | leave the editing tag
for some time to da iwith a fresh mind.

18

To revise my writing, | read it aloud to be ak
to check whether it really communicates f
messages | want to convey or whether it gi
sense.

19

To revise my writing, | read it aloud to be ak
to identify problems elated to lack of
connection between ideas or transition fr(
one idea to another; use of inappropriate wol|
grammatical errors, etc.

20

To revise my writing, | will use a check lis
containing the following questions: Is th
content adequate? Ar¢he points arranges
logically? Are all the points discussed relevz
and clear?

21

After completing writing and revising my firg
draft, | edit errors in grammar, senten
structure, word choice, spelling, capitalizatic
punctuation and appearance.

22

After revising and editing my essay thorough
| ask a friend or my classmate to read 4
comment on it.

23

| am actively involved in group work at &
stages of writing. My involvement in grou
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work especially in revising and editing oth
peoplebs work enabl e
of critical reading, revising and editin

including improving the quality of my writing.

24

| revise my writing not only after completin
the first draft but also while planning, writin
and editing.

25

I learn from my mistakes by reflecting on the
and making systematic notes of the correctio

26

To produce a piece of writing in the classrog
I go through the following stages: first, | reag
model text to imitate or learn from its linigtic
features (mainly the appropriate use
vocabulary, sentence patterns and cohe|
devices). Next, | do controlled and guid
writing exercises to develop my skills ai
finally, | write freely on a given topic.

Iltem

Writing strategies

Never
true of
me

Usually
not true of
me

Some
what
true of
me

Usually
true of me

Always
true
of me

27

| start writing an essay or any other formal t¢
before deciding what to include and how
organize it.

28

When | write a text, | give a high priority fts
grammatical accuracy than any other of
aspects; that is, | try my best to make |
writing free from any grammar and mechan
mistakes.

29

When | write a text, | use a dictionary or
grammar book to check the correctness
spellings, gramnteor word choice.

30

| write the first draft of an essay and then 1 jl
hand it in without revising and editing it or wit
little revision and edition.

31

When | write an essay, | do not have a
particular target audience in mind.

32

To produce a particular type of text (e.g.

letter or a report) in the classroom, | go throy
the following stages: first | read and analyz¢
model text. Next, | do exercises on
linguistics and organization features of t
model text. Finally, | wite the text in question.

33

When | write an essay, | have my teach
classmates or other readers in mind as
audience.

34

| write a text to achieve a particular purpos
Consequently, | incorporate the featur
(vocabulary, grammar and orgaation)
commonly found in texts similar to it so that
can meet the expectations and needs of t3
readers.

35

| write a variety of text types that inclug
essays, reports, letters, emails, notes, mess;
term papers, articles, notices orrie.

36

Before composing a text, | engage in conc
mapping (showing a visual representation

related ideas or concepts on a particular toj
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to identify issues and secure the organizatiof
my writing.

37 When | write a text, | use effége linking
words and other cohesive devices and meth
of organization in order to ensure clear g
logical relationships between and amo
sentences in a paragraph as well as betw
and among paragraphs.

38 | write a composition in class with nfidence
and ease.
Appendix 2

Code Na of the Questionnaire

Dear students,

This questionnaire is designed to investigate the relationship between writing strategy use
of undergraduate University students and their motivation to leatingvT herefore your

frank and thoughtful responses to the questions are appreciated and crucial to meet the
research objectives.

Personal Details

Identification card number (ID. Card. No) Sex: Male __ Female
Age Mother tongue
Department/School

Grade Obtained in Sophomore English

Directions Answer each of the following questins based on the instructions. For
the questions that require written answers, provide your answers in the space
provided.

Pg 1. Rate your ability in writing an essay. Put a tick in the appropriate box.

A Verygood A Good AAverage A fair A poor
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Pg2. Rate your level of enjoyment in writing a text. Put a tick in the appropriate box.

A Extreme dislike A Enjoyment
A Dislike A Extreme enjoyment
A Neutral

Pq3137. What are the reasons for developing your writing skills? Put a number (1, 2,
3, ¢é) in the box to show the order of import
with the number 1 that represents your most important reason.

A To get prepared to meet the future demands of writing in professional settings.
A To meet my academic requirements

A To get an opportunity to work in a foreign country.

A To express my thoughts and fegtn

A . To master the written system to English language.

A . To pursue my postgraduate studies in the future.

AT o achieve high grades in the writing and other courses.

Others please specify

Pg10. Were you satisfied with your writing course (Sophomore English) exam result? Put
a tick in the appropriate box.

A Yes A No

Why, explain

Pqll. Were you hagpwith the way you were taught writing? Put a tick in the
appropriate box.

A Yes A No

Why, explain
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Appendix 3

Writing Proficiency Test

Instructions: Assume that JimmdaJniversity intends to identify the major problems
student face in the teachuhgarning process and find ways and means to improve the
quality of education it offers. As part of this endeavor, you are required to write an essay
about 300 words on the tapi tie Major Problems Student Face in the Teaching and
Learning Process ausinglihe blank shdgts bf \paper attatcHgdo

your essay, please include possible solutions you may think are useful to overcome the
problemsPlease note that thenformation you give will be confidential and shall not

be disclosed to the third party.

The essay is used to assess your writing proficiency and will be
evaluated as per the following evaluation criteria:

1 Adequacy and relevance of the content (35%)

1 Correct grammatical patterns and variety

of sentence structures (25%)
1 Development and organization of ideas (20%)
1 Use of appropriate words (diction) (15%)
71 Correct use of spelling, punctiat, and capitalization (5%)

Please provide information on the following:

ID. Card No

Department/ School

Time Allotted: 1:10 hours
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Appendix 4

Factors contributing for dissatisfaction and satisfaction with the exam results

identified from open-ended questions

Major and minor themes Fre Typical Example
quency

Causes for dissatisfaction 240

Teacherb6s rel ated55
Our teacher was partial during evaluation (low achiever).

A unfairness 14 The teachegave me unfair grade; he did not care to iden
who deserved what (average achiever).

A Intimidation/discouragement 5 The teacht_ar dlscourage(_:i us by saying that no student was
to have written an effective essay (high achiever).

A Lack of commitment 9 The teacher d_ld not tgach us well, he came to class four tim
a semester (high achiever).

A Inattentive marking of exan 7 The instructor did not read my essay carefully and gave|

papers unexpected grade (high achiever).

A Incompetent/unqualified 18 Th_e_ teacher was not competent and | did not develop
writing skills (average achiever).

P . | was not satisfied with it because of overcorrection (ave

A Overcorrection 2 .
achiever).

Grade related problems 63

A Unexpected grade 33 I W(_)rked hard, but | did noget the expected grade (averg
achiever).

A Poor grade 13 The teacher gave me poor grade (low achiever).

A Unsatisfactory grade 14 | worked very hard and did Fhe exam very well but my re
was not satisfactory (low achiever).

A Scale problem 3 | got unsa_sfactory grade f(_)r a matter of 2 marks deficient fr
the cut point (average achiever).

Course related problems 27

A Vast 2 Since the course was very vast, we did not learn it prog
(average achiever).

< . A lot of reading materials which areffiiult to cover with

A Boring 1 :
interest.

A Difficult 13 The course was difficult to manage, so | did not get a d
grade (high achiever).

A Theoretical 3 | learned the theory only (low achiever).

A Incomplete 2 Something was missing fro_m the course th_at it couldhedp
us to develop our writing skills (average achiever).

i The time allotted for the course was not enough. As a res

A Inadequate time 4 did not develop the required knowledge and skills in writ

(high achiever).
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The course wagood but the environment in which we learn

A Unfavorable context 2 the course was not favorable (average achiever).
. . Fre- .
Major and minor themes Typical Example
quency
Exam related problems 23
i _ _ The time allotted for the exam was inadequate
A Inadequate time allocation| 10 _ )
(high achiever).
A Unrelated to the content 5 There was a difference between the exam and
covered we were taught (average achiever).
A Uninteresting topics for 5 The topics given for essay writing were unfamil
essay writing and not interestg (low achiever).
" - The exam was very hard and the teacher did
A Difficult 5 teach us properly (high achiever).
Student related problems 72
i _ | did not prepare for the exam (average achiever
A Inadequate preparation 10
A Inability to generate an 6 | have no ability to generate ideas and orga
organze ideas them (average achiever).
A Inadequate grammar ar 9 I did not have adequate knowledge of grammar
vocabulary knowledge vocabulary (low achiever).
When | was in hif school | did not learn abo
was very confused (average achiever).
i - Since my hand writing was not good, my result y
A Poor hand writing 3 not satisfactory (low achiever).
A Not developing the righ | did not get opportunities to practice writing. Ag
; . 22 result, my writing skills remain undeveloped (Iq
skills (lack of practice) :
achiever).
A Feelings of anxiety in th While doing the exam, | was under stress and
2 e .
exam because the exam was diffic(diverage achiever).
A Not doing the exam well | 7 | did not do _the exam well, for | made mistak
(average achiever).
A Poor relationship with thg 1 I had poor relationship with the teacher (aver
teacher achiever).
i N I am not good at viting (low achiever).
A Not good at writing 6

I do not like writing (average achiever).
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Major and minor themes

Fre-

Typical Example

quency
Causes of satisfaction 176
Grade 85
) Although | have different shortcomings
A Satisfactory 16 overcome in the future, | am satisfiedthw my
result (high achiever).
| got what | deserved. | really liked the course af
worked hard; it is one of the important cours
i ) given in the University (high achiever).
A Deserving 31 o . _
| was satisfied because | did not give much atten
to the course so | got what | deserve (hig
achiever).
A Good grade 38 I got a good grade based on my work (h
achiever).
| have gained adequate knowledge and skKills
Development of required writing (average achiever).
knowledge and skills 50 Even if the resultvas not good enough, | learn
useful writing techniques that | will use them in {
future (high achiever).
. : | appreciated the way | was taught writing (hi
Effective ways of teaching 12 achiever).
| had a good background in learningdlish and |
Good background 3 am interested in the course (average achiever).
| had been working so hard to improve my writi
Hard work 8 skills and | did it (high achiever).
Interest in the course 6 The_ course is essential and interesting (I
achiever).
- " | practiced writing adequately by writing lette
Practising writing ! essays and reports (high achiever).
The exam was good, it needed all the points
Good exam 4 have known before and after learning the col
(high achiever).
Interesting topics for essay | was satisfied with my writing course because
7 topic that the teacher gave us to write on was

writ ing

close to our heart (high achiever).

86



Appendix 5

Factors contributing to dissatisfaction and satisfaction with the ways of teaching

writing identified from open-ended questions

Major and minor themes Frequency Typical Example
Causes for dissatisfaction 82
Teacher related factors
P . Our teacher was not dedicated enough to teac
A Lack of commitment ! writing (high achiever).
P e I was taught by the teacher who was not
A Incompetent/unquéied 9 acquainted with the subject matter (high achiever).
A Giving no feedback 3 No comment was given on my writing (high achievg
A Autocratic 1 The teacher was tyrannous (low achiever).
) The teacher did not give us opportunities to prac|
A Ineffective teachig methods 5 writing; as a result we did not develop our writi
skills (average achiever).
Student related factors
A Not developing the necessa o8 The course did nognable us to develop our writin
knowledge and skills of writing skills (high achiever).
i I do not like writing because | do not have go
A Disliking writing 4 grammar and vocabulary knowledge (avers
achiever).
A Poor background 4 I_dld not learn how_ to develop my writing skills
high school (low achiever).
Course related factors
< . The course was boring and the teacher
A Boring 3 ; :
undemocratic (average achiever).
A Inadequate time > The_ time allotted to the course was not enough (
achiever).
< The course was insuffiait to provide me with the
A Incomplete 6 - :
necessary skills (average achiever).
A Not understandable 1 The_ concept of writing is not conceivable to me (I
achiever).
Writing can not be developed by learning
A Theory oriented 7 f[heor_etlcally; we h_ave to practice it alwa}mjt what
is being practiced in the class as | noted is loading
of theoretical ideas and handouts (high achiever).
P . There were many students in one class, being croy
A Inconducive atmosphere 2 ; ; ” - .
while learning a writing course (high achiever).
A Difficult 1 Writing is very difficult; most of us have problems

writing effective texts (average achiever).
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Major and minor themes Frequency Typical Example
Factors contributing to the
development of positive attitudes in| 308
ways of teaching writing
Usdulness of the course
A Developing writing knowledge an The course is very gssentlal to get prepared to meg
. . . X demands of writing in academic and work place setti
skills required in academic an 76 . .
. . and also to be able to expsegleas in a good mann
professional settings X
(average achiever).
) | am happy to develop my writing skills so that | ¢
A To communicate with foreigners 2 communicate with foreigners effectively (averd
achiever).
) I will become a good writer and | may tgen
A To be a good writer 9 opportunity to work in a foreign country (avera
achiever).
A For self expression 33 To express my thqught_s and _feellngs, developing
writing skills is crucial (high achiever).
A To develop critical thinking skills | 4 Writing is important to developritical thinking skills
(low achiever).
Since English is an international language, the co
A English is an international languaat 4 enables me to communicate with different foreigners
9 guag | have the interest to be a well skilled writer (Id
achiever).
A ltis akey to success in life 20 | was happ_y to learn how to devz_alop my writing ski
Writing ability is a key to success in life (low achiever,
A For self evaluation 1 Th'e' course engbled me to evaluate myself in e
writing (high achiever).
A Develging knowledge and sharin 7 Writing skills enable me to build my knowledge a
with others communicate my ideas with others (high achiever).
Developing writing skills makes me a perfect g
A To improve writing skills that build 5 confidentman (average achiever).
self confidence | became knowledgeable and confident in writing (h
achiever).
Teacher related attributes
] | was very happy with the way | was taught writing,
A Knowledgeable 9 | was able to improve my writing skills, since t
teacher watalented and smart (average achiever).
A Well qualified 11 | was happy with t_he skllls_ and ways of teaching writ
of the instructor (high achiever).
A Committed to teaching writing 7 My instructor tagght me writing with great devotion &
interest (high ahiever).
. . . The teacher taught me in an organized way. It
A Emplc_)yed _e_ffectlve strategies fd 24 effective and attractive; it made me love the sub
teaching writing . :
(high achiever).
Major and minor themes Frequency Typical Example
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Effective ways ofteaching writing

The guidelines for writing effective texts can help us

A Guidelines for effective writing 3 our future career (high achiever).
Since the method employed in teaching writing
A Student centered 2 student centered, it made studentskwbard (averagg
achiever).
. Our teacher taught us the theory and helped us pra
A Theory coupled with practice 5 adequately. He gave us a lot of writing assignments
writing tasks in the class (high achiever).
A Practising writing o5 I got opportunnkes to prac_;tlce V\_/rltlng. As a resul_t of thi
| have improved my writing skills (average achiever).
Students related factors
I am happy with the way | was taught writing;
enhanced my skills of organization, developing omn
. o N point of view and correcting mistakes in writir
A Interest/Enjoying writing 53 (average achiever).
When | express my thoughts and ideas in writing, |
satisfied (high achiever).
A Good at writing 1 | am naturally gifted with writing ability (averag
achiever).
A Good background 7 I was taught through out the high school by naf

speaker teachers (high achiever).
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Abstract

As a response to the ongoing developments in Egyptian Higher Education which call for

the implementation of more innovative technolapgisted methods of teaching, and out

of the universal paradigm shift that emphasises learner autonomy and perceives learning

as a lifelong process, this study examines the effects of electronic portfolios, as a non
traditional tool , on enhancing Egyptian EFL
auonomy.The study was conducted on sixty fourth year college students (23 males and

37 females). The participants were randomly assigned to either an experimental group, or

a control group, of 30 students each. Whereas members of the control group develope
traditional paper portfolios, members of the experimental group used the Internet and

online resources to develop and present the same essay portfolios. Two instruments were
developed and used to assess the impact ofelietronic portfolio:a) the Wriing

Competence Rating Scakend b) the Learning Autonomy Scale. Results ofANEOVA
analysis reveal that online portfolios did 1
competence and learning autonomy due to the interference of various ewsrane

variables which are the least controllable in online research. Further interpretations and

study limitations were discussed

Keywords: Electronic Portfolios, Writing Competence, Learning Autonomy
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Introduction
As we move forward through this rapidlyaving information age, the integration of
information and communication technol ogi es i
(Warchauer, 208, p. 455). Therefore, electronic literacy (mastery of basic technology
skills) has become a prerequisite forlegé graduates in this era. Without necessary
el ectronic competence, t hese graduates A wi
educationally and occupati onalO0lypo87)( Ae aman,
such, there is an overwhelming demand for tio@iporation of modern technologies into
education at all levels. This is most evident in higher education where many institutions
around the globe are racing toward the incorporation of online courses into the curricula
of various academic fields (DesaidaLoso, 2003). Thus, many institutions have begun
Ato enrich their once | nmaksydsaissiorognoaps, addect ur e
personal welpage® {Piérte, 2001p. 96).

Obviously this is due to the acknowledged potential of the médronrich
environmentinstructionaltechnologies offer for educatiom fact, thesetechnologies
Ahave opened new avenues f oo Digosand hinson,g bot h
2001;p. 40). Among other benefits, modetachndogies offereasy acess to a plethora
of data through various means, especially the World Wide Wisl, information and
communication technologidsave facilitated interaction between teachers and learners
through both synchronous and asynchronous chan@elssequently, hiis has helped
learning and instructioto surpasshe limitationof time and space.

Clearly, he i mpact of i nformation and communi c at
certainly felt at all levels, from preschool ttee college arena Sdeman, et. al2001;p.

8l))Consequent| vy, technol ogy has beconme fan ir
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(Alvarez and Rico, 2006. 13), and, as Cambiano, et. al., (2001) aptly put it, education

today fAis searching for a nemcesdpepali)i ng for t

This vivid influence encompasses both teach

epistemologies to construct knowledge with and from more robust modes of
representatiod ( Di ¢ k e nps3®)nThus, 2h8 idfluence of technolo@gy education
is manifested in the shift toward adopting new forms of course delivery which
conceptualise learners as knowledge creators, rather #@isapassive recipients.
Accordingly, the roles of both the teacher and the learner have drastically chanded
the authoritarian relationship has given way to a more democratic, humanistic, and
constructivist orientation where the two sides act as partners.

Clearly, education in Egypt is not immune to the strong influsndeich technologies
have brought tther educational systems worldwidéis change has beenanifested
by the officially announced policy of the Ministry of Higher Education to implement
drastic measures which aim at bringing about educational reform in various institutions
throughout thecountry.In fact, the ongoing reform policy h&wo characteristics: First,
the shift toward multmodal electronic resourceshich aims to replacéhe obsolete
paradigm characterized by mesource textbook curricula, domineering lecturers, and
passive ecipient learnersOf course, this necessitates the incorporation of modern
instructional media; especigllcomputer faciliieswh i ¢ h help maxi mi ze
learning potential. Second, at the heart of this reform pdiesythe focus on student
centred approaches and practices which aim at achieving gréséener autonomy.
Obviously, this objective has a high priority in order for studentake the initiativan
their own learning and acquire thetical thinking skillsnecessary for academic life.

In line with the ongoing developments in Egyptian Higher Education which aim at the
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implementatio of more innovative technologgssisted methods of teaching that help
foster | earnersd autonomy, afrond teaghettertredf t he u
toleartnecent red instructionod which sees |l earni.i
something done to prepare for the exadatobs and Farrell, 2001), this study attempts
to assess the potential of electronic portfoliosaas f-tradlitionaltoolt h a t Nfseems t
show the greatest promise in enhancing diverse dimensions of learning@odoting
|l earner s® @Qh oempadm3x00 6 ;

In fact, electronic portfolios provide both teachers and parents with an accessible
archive of authenticworhhi ch mani fests studentsdé fAndeep |
the tasks. Mor eover, el ectronic portfolios
systematically over time on the learning process and to develop the aptitude, skills, and
habits that com from reflectio® ( Zubi z ap.5ept a, 2004,

Also, electronic portfolios can help promote writing competence. In order to
successfully complete their portfolios, learners experience variousrggfjing activities
through which they become activerpaipants in the writing process; students are held
accountable for topic selection, development, reflection, organization, as well as
publ i shing. As such, el ectronic portfolios
writing competence. Howevergseath exploring theuse of electronic portfolios for
developng writing is quite scarce(Song and August, 2002, Ushioda and Ridley, 2002,
Sullivan, 2004, Barrett, 2005a, and Barrett, 2088)such, many researchers recommend
the use of this technologyasedtool so that it can be later affirmed through research
whether or not theeducational objective® which reformers asge are actually being
attained To citeone Barrett (2005 bsyighstda sautlyghe potehtiaft At he t

electronic portfdbs to engage students in active participation in assessing and managing
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their own learning p.@23).To be more specific, she calls fan examination othe role

of electronic portfolios in supporting student learning, engagement, and collaboration in

order to better understand what worksspecially with adolescent learners and their
teachersTherefore, investigatinghe impact ot hi s new medium is need
evidence of st u d e nting sbandpds (Bagrette 2065bpt H.Whaus, d me e
through more informative research on the use
true potential of using technology to both improve and showcase student achievement
across the curriculuin ( Bar r @.10). As a2e@p@r&e to such research calis

study attempts to examine the potenti al of

writing competence and autonomy.

Background

This section sheds light on the fundamental concepts relevant to podésign and
implementationin the educaibnal arena. Specifically, ihighlights basic issues such as
portfolio defnitions, purposes, components, aadvantages, as well ake major
distinctive features of thelectronicportfolio. It also reviews previous research relevant

to the use of eleatnic portfolios in foreign language programs.

The Electronic Portfolio
According to the National Learning Infrastructure Initiative (2003, cited in Barrett,

2005a), the electronic portfolio:is

i Acollection of authentic and diverse evidence, drawn fr@narge
archive representing what a person or organization has learned over time,
on which the person or organization has reflected and designed for
presentation to one or more audiences for a particular rhetorical pdirpose
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An electronic portfolio madés use of modern technologies to create and publish a
documentthat a certain audience can access seatl through the computerAlso,
through electronic technologies, students and teachers can collect and organize portfolio
artifactsinto varioustypes €.g. audio, video, graphicgndtext). Moreover, hey can use
hypertext links to organize the material and include evidence of accomplishing
appropriate outcomes, goals or standards.

Electronic portfolios have several advagga: 1) organizational fletbility, 2) display
flexibility, 3) ability to connect content to standara@sd 4) use of communication topls
(Davies, 2002p. 2). Besides, electronic portfolios requinginimal storage space and,
therefore, students do not need massive storage sysisus.electronic portfolios can
be easily accessed by prospective employers online. In addition, electronic portfolios can
contain multiple media; e.g., visual, audio, and t&xtrthermore electronic portfolios
are easy to upgrade; theontentmaybea pdat ed from time to ti me t
interests and objectives throughout the coufsel finally, electronic portfolios allow

crossreferencing ostudent work through hyperlinKali, 2005).

Portfolio Components

According to Barrett (2005bp portfolio has three general components; content, process,

and purpose. These atescribedelow:

1)Theconteni ncl udes the evidence (thAanekamger ner 6 s
might be writing samples, assignments, or activities undertakentime and selected to
showcase studentsdéd writing proficiency devel
2) The processncludes the tools used, the sequence of activities, the rules set by the

institution, the reflections constructed by the learner, the evaluation Gréaria
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3) The purposeefers to the reasaifior which this tool was developed. portfolio could
have various purposes; assessment, learning, professional development, and marketing
etc
Yet, based on the portfolio purposgjucators give a special emphdsishe following
two types:
a) Assessment (Summative) Portfolios
The focus here is on th@roductor outcomes exemplified in documents aggregated over
time to meet the expectations of a particular institution as in the case of graduation or
certificatonThus, assessment portfoli oso r(ebdrelcitn gi,t |
2001;p . 108), and as such, studentmetpthemcei ve t
rather than something theyantto maintain as a lifelong learning taoBd[rett, 2008).
In other words, the learners do not seem to have the strong sense of learmenghip.
b) Learning (Formative) Portfolios
The major purpose of this type is to foster learning and document growth over time.
Unlike the previous type, the focus is oe grocessof learning.In other words, this tool
Afembodi es the pains students experienced thr
and analysing their documeatdDdrling, 2001 p. 108). Therefore, thdems included
refl ect perispedivesn@& outsile standards arak a resultstudents develop a
strong sense @iwnershipps t hi s t ool turns to be déda story

(Barrett, 2005a).

Previous Studies
A review of relevant literature reveals that most empirical ssudigich investigated the

incorporation of electronic portfolios in various educational domains have focussed
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mainly on using this tool for assessmefi cite a few,Cambiano, Fernandez, and

Martinez (2001) administered a survey on 58 college studentslén tb examine how

they differ in 1) the process of developing and conducting traditional and electronic
portfolios, 2) methodology and 3) evaluation. Study findings indicated significant

differences between the experimental and control groups in teegse®f developing

and conducting traditional and online portfolios. On the other hand, no significant
differences were reported on methodology and evalualibough this study stopped

short of elaborating on these differences, ¢ o n c | u danid pottfbliastcaniee | e c t r
used to visualize student s O0Thgyeanbeutilized asc e an d
tools for teaching, learning, and evaluatop. 24).

Also, Wilson, Wright, and Stallworth (2003) found that students prefer usingaoslect
portfolios to self evaluate their conceptional knowledge and show their ability to connect
learning.As a result of assessment through electronic portfolios, students betame
engaged and their personal theories, beliefs, and practices cameitogedhcohesive
bond. Students reported that portfolios provided them with the opportunity to showcase
their artifacts and bear responsibility their learning.

Brown (2004) used online surveys to ident.
electronc portfolio assessmentlis study showed that authentic assessment through
electronic portfolios was useful for facilitating reflective thinking that resulted in self
regulated learningTherefore, he concluded that electronic portfolio assessment is not
only a valid measure of skill and concept attainment, ibulso a reliable tool for
predicting future career performance.

Wickersham and Chambers (2006) conducted a study on 26 graduate students

(majoring in secondary education) in order to identiy effective strategies that can be
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utilized to design and develop electronic portfolios for the assessment of learning. After
three semesters of i mpl ementati on, a surve
perceptions concerning the benefits and chg#erof electronic portfolios as assessment
tools. Data analysis revealed that there has been an overall continual improvement for
items within three learning outcomes; 1) organizational skills, 2)keelMviedge, and 3)
knowledge and skills transfekloreover, this authentic assessment tool helped students
promote reflection and self efficacyhrough journaling exercises, the participants were
better able to express their ideas and look back on past assignments to observe their
progress.Study results alss howed studentsdé preference to
opposed to traditional assessment tedftectronic portfolios allowed a broader
expression of learning, immediate feedback on progress, and more authentic assessment
They also helped document stade s 6 gr owt h dndl efapenrisnagn atl h ze
of fering fa relevant per sonal journey and
measuring the depth and breadth of their per

However, few studies have addressed the emerging issuesadforic portfolio
implementation in foreign language learnifkgr example, Chang (2002) administered an
evaluation questionnaire to 35 students in asgm@ice teacher education program in
order to identify the impact ofweb-based portfolio on learngnprocesses and outcomes.
Study results revealed that theb-based portfolio system helped students obtain more
feedback from their peers than from their teachers. Accordingly, peer feedback became a
necessary componeot web-based learning activities.

Also, Dhonau and McAlpine (2005) reported the results of a piloted foreign language
program that required students to produce aRom portfolio as part of a second

language Methods cours&éhe CDRom was part of a package presented during an
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accreditaton review.Although the creation of the GRom was for institutional review,
it also led to fostering interaction among the faculty and the students and helped raise
standards for better institutional accreditation.

Chang, Wu, and Ku (2005) examined therceptions of 37 eighth grade Taiwanese
students towasl introducing electronic portfolios in teaching English as a foreign
language. Study results indicated overwhelmingly positive reactions among the
participants who hailed the use of this tool in Tamse schools.

Similarly, Kocoglu (2008) conducted a descriptive study which investigated the
perceptions of Tur ki sh EFL student teacher
portfolios as a learning tooThe e sul t s of st udentdicateddthat her s 6
electronic portfolios helped the participants collect study material, stag-dgte with
innovations in the digital world, find relevant careers, and support their professional
development through working collaborativel{However, a few stueht teachers
underestimated theffectivenes®f electronic portfolios for promoting reflective thinking.

On the other hand, Rossi, Magnoler, Giannandrea (2008) reported that electronic
portfolios are effective for enhancing reflection among both teaded studentsThe
researchers used surveys and quantitative log tracement data to examine 200 electronic
portfolios over a three semestmriod Study findings indicated that electronic portfolios
are useful for promoting adult-service training Electronic portfolios helped meet the
needs of the participants and provide them with formal and informal recordings of
learning activities.However, the researchers cautioned that these benefits might be
hampered by lack of motivation, activity overload, aiged portfolio structures.

Chi-Hua (2008) used electronic portfolios as part of an online writing system that

supports nomative students during their writing proce3sie central premise of that
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system was that learners need relevant resourceswiterg in an online environment.
Therefore, the proposed system provided students with a friendly suppariting
environment throughl) writing practice, 2) peer review, and 3) electronic portfolios.
This last component included a learning record ariéarning journal which students
could check and retrieve, both original and revised drafts, for comparison. In this way,
students made use of electronic portfolios to reflect on their writing processes and
problems.

Finally, Gary (2009) conducted a uglitative study which explored the realistic
problems and challenges facing various stakeholders (developers, adminjsradiensts,
as well as teachers) during the implementation of an electronic portfolio systam
language center in Hong Kong Pw@ghnic University. The study offered various
suggestionsin responset o stakehol der s o cse ot @ectrosic r egar d
portfolios for: 1) supporting lifelong learning, 2) archiving, 3) showcasing selected
artefacts, and) recording professiondevelopment.

From the above, it is obvious that electronic portfolios are increasingly drawing the
attention of EFL researchers and practitioners in various institutions world&gdenew
tool, its design, development, implementation, and evaluatemd o be thoroughly

investigated in order to maximize its benefits in foreign language programs.

Learner Autonomy

As explained earlier, a major characteristic of the portfolio is that it is stuwdenered.
In other words, the learner is fully engdgaroughout the portfolio development process;
that is to sayin the identification, reflection, analysis, and presentation of the artifacts

included in this tool.Thus, the learner has to take responsibility for developing his
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portfolio. Consequently, grtfolios have the potential for boostiritearner autononty

(which has becoma buzzword over the last two decaddsittle, 1999, cited in Chiu,
2008).Nowadays, |l earner autonomy i s perceived a
part of language leamg methodologies throughout the worlcarge amounts ofime,

energy and money are spent on its promotion and implemerntatiqnR e i n dpe2).s, 200 0 ;

Learningautonomyalsorelates to the prevalent paradigm shift which emphasizes the
roleofthelangage | earner as an acti vethepvhatatdi ci pant
thehow of the curriculum,0 and at the same t|
| e ar rfJacoly and Farrell, 2001).

Learning autonomy r efaerrgse toof Mot nhecd Sa&lénwn tlye aro
1981 cited in Reinders, 2000; 3). Thi s abil ity includes the #fc
critical reflection, decision making, and independent actiditfle, 1991; p. 4). Thus,
autonomy requires thedeamdar whem he takes tedpansibpita fort of
planning, monitoring, and evaluating his effo@onsequently, autonomous learners
Adefine their goals and croeatNeu ntalpelds)l 9Own | e
Besides ability and action, consciouss® seems to be an important part of the autonomy
processThis involvesthe consciousness of making choices about what to keadtow
to learn itand theconsciousness of progresstc Assuch fione cannot mak e
choices about what to learn ottese appropriate strategies without being consciousoof it
(Reinders, 200(. 11).

Thus,t he ter m fAaut o beousey i at heassfivecwayi dor ditu@ations
in which learners study entirely on their own; 2) for a set of skills which cdmabeed
and applied in selflirected learning; 3) for an inborn capacity; 4) for the exercise of

| earner so responsibility for their own | ea
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determine theidection of their own learnin¢gThanasoulas, 2000).

From this, the autonomous learner takes the initiatives own learningHe adopts an
active role in approaching the learning task, rather than simply reacting to stimuli of the
classroom teachet. n ot her words, Afithe autonthmggous | ea
merely happen; he is one who, by his own volition, causes things to h&jsaening is

seen as the result of his own seltiated interaction with the wort(Thanasoula2000).

The Study

Though writing is a major skill that most EFL prograniEgyptian universities give a

high priority, many students encounter serious difficulties when developing standard
essays of different gees and rhetorical patterrSt udent s I ncompetence
due to lack of practicand enthusiasm for writingAs a complex and recursive skKill,

writing requires steady engagement in appropriate activities in order for the learners to

fully experience the various aspects of this discourse. For this reason, this study aims
boostEgy pti an col | e g eompetencal trougls the incorpotatiom of
electronic portfolios into facto-face instructionin addition as a technologhased tool,

the electronic portfolio has the pdohuential f
in order to examine the impkof electronic portfolio®n these vaables, this study seeks

answers tahe following questions:

1. What effect doethedevelopment and presentation ofed@ctronic portfolio have on

s t u d everallwribing competence?

2. What effect does theevelopment and presentation of @ectronic portfolio have on

student sadtonbneyar ni ng
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Method

Sample

This study was conducted on sixty fourth year college students (23 males and 37 females)
majoring in English as a foreign language at the Collédgedacation, Tanta University.

The participants were randomly assigned to an experimental and a control group, 30
students each. The participants had studied literature, linguistics, as well as various
education related topics. As for writing instructitime participants had been studying the
es|y as a mandatory subject over the previous three years through which they handled
various types of genres; descriptive, narrative, expository, etc. Accordingly, members of
the two groups were required to hand ipatfolio which contained at least five final
drafts of different essays handled throughout the term. To this end, members of the
experimental group were able to use the Internet to develop their portfoliosanmpus
computer labsMeanwhile, membersfahe control group developed their pajbased
portfolios during traditional facto-face classrooms wherein they had no access to
computer facilitiesFinally, the same material, techniques, activities, and strategies were
used for the two groups by tsame instructor (this investigator) who implemented the

processapproachthroughout this course

Implementation

The electronic portfolio adopted for use in this stindgl a learning purpose,(not an
assessment ojjenamely, to help students experience wréing process on their own
through planning, setting objectives, gathering relevant data, carrying out objectives, and
reflecting on the writing process through revision and reformulation of the whole piece of

writing. Thus,since the main focus of thistudywasto have students experience writing
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as a complex and recursive process, the electronic portfoliodsas/a&a vehicle for
showcasing learning growth relevant to essay writithgpefully, this helpd support a
ifsense of 0 w n edrfisahenvpobmera rofdreflectiore antd eollalr at i on o

among the participan{8arrett, 2004).

A Framework for Portfolio Development

Bar r et5Sb)avalely(aékBo@ledged model for portfolio development was adopted for
use in this study. This model comprises ttypes of skills; a)portfolio skills and b)

technology skillsThese are explained below:

a) Portfolio Skills

According to this model, the portfolio development prod¢essive stages:

1. Collection Students gather artifacts (in this case, relevantmabhte essay writing)
that show their successful endeavors and growth opportunities in theto-day
learning.

2. Selection: Students identify the artifacts which act as evidentethe meeting
particular objectives and standards.

3. Reflection:Students evaluate their own progress over tiffieey review the successes
as well as the gaps in the portfolio development process.

4. Projection: Students compare their reflections to particular standards and performance
indicators in order to fulfil future BErning objectives. In this way, a portfolio becomes a
tool for lifelong learning.

5. PresentatiorStudents fulfil their commitment to share their portfolios with the public;

peers, friends, or parents. To this end, they store their portfolios in an agigopr
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medium, e.g., a computer disk, a hard dmskyeb serveretc. As a time to celebrate
achievement, this stage helps encourage collaboration and development of lifelong

learning through the feedback students receive from their peers.

b) Electronic SHls
The second component of Barret tdlesarnemsota e | for
master certain technology skills necessary for functiomiitigin the electronic medium.
Acquiring these skillsvas a prerequisite in order to convert theifacts into digital
format. Among others, learnefsadto acquire file management skills (i.éhe naming,
organizing, attaching, copying and pastafdiles). Also, they had to be familiar with the
use of web browsergmail programs, word processingnd cocept mappindBarrett,
2008;p. 19).

To attain such skills, members of the experimental group received necessary training at
a computer lab which had an Internet cotioe; a server, a whiteboardnd a printer.
Also, relevant assistance was providgdan experienced computer technician who was

on duty to help overcome technical difficulties

Computer Lab Activities

Members of the experimental group were engaged in the following activities:

1) Getting to know the computer lalbhese participants we informed aboutourse
objectives, requirements, portfolio concgpgiurpose, audience, and formAtso, they
were asgned personal accounts and passwords to use when laggmthe computer
2) Navigatinginternet Explorer;

3) SigningUp for aYahoo Mail Account;
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4) Joining a Yahoo Discussion Grou$incereflectionis a major component of portfolio
development, the participants needed a forum for exchanging views, comments, and
feedback with their peer3o this end, the moderator started a fidégcussionGroup on
Yahoo. The wuse of online discussion group assi
nurturing learning environment that appeals to a wide variety of students; and that
supports both a sense of collective purpose and individual construgtioomplex
responses o0 p.Ga)brherefor@ nénibers of the experimental group had to
subscribe to this forum in order to post their drafts and exchange feedbaek.
participants had to learn how to post files, send -ama#, respond to a commg etc
Thus,by the end of the program, the participamasl exchanged more than 38éssages

and commentsi.e., about 1lmessages per participant. (for more detail abihe
Discussion Group logon tbittp://groups.yahoo.com.group/writingactivifies

5. File Management Skilldvlost importantly, the participants were taught how to open,
copy, paste and attach fileBhey were also shown how to organize files into folders

which are the major components of the electronic portfolio.

Practicing the WritindProcess Online

Adhering to the above model, the participants handled their essays flomcess
perspective which conceptualises writing as
Aj umps bet weoeess amdntlee nextyand back and forth withen tht @ x t €
(Archibald and Jeffery, 200Qy. 2). Adopting this perspective is in full harmony with

recent assertioat h at the incorporation of el ectroni
programs that use a curriculum influenced by the writprgcess (italics added)

Portfolios can accommodate and even suppor
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progress over time, and encourage students to take respi bi | ity f or thei

(Song, and August, 2008; 50).

Teaching writing as a process entails fstages; prewriting, drafting, revising, editing,
and publishing (Archibald and Jeffery, 2000, Tompkins, 2000, Tsui @®000, Jung,
2001, and Cartei2007). The next section illustrates how members of the experimental
group undertook the various stageé the writing process when developing their

electronic portfolios.

1 Prewriting

The participants were engaged in gathering ideas and matesi@vant to the topic
through Internet engine searches and information quEséy. had to navigateeb sites

to attaindata relevant to their essayshely were required tcextensively read whole
papers, identify relevant information, and make use of certain pieces when writing their
topics, e.g., Sources and Sobus of Environmental ®lution, Advantages and
Disadvantages of Life in a Big or in a Small Tqvetc

Yet, a common probleraccurredat the beginning of the course; namely, the participants
abused the information they acquired through search engines by simply cutting large
portions of texts and pastirtgem into their essayfue to repeated warnindgsom the
moderator, the participants came gradually to realize hopataphrase thacquired

information into their writing.

2. Drafting
Here, the main focus is on the meaning; that is, putting ideasapar. Therefore,

imechanics and surf ace structur e such as
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should not be a concerhhis stage is centered on recording ide&srter,2007;p. 69).
Thus, the participants made use of the information gathieoed info-quests to write

their first drafts which were posted on the Internet Discussion Group site.

Peer Feedback
As explained earlier, the major intent of starting this Discussion group was to encourage
reflectionthrough exchanging feedback with pad-or this reason, each participant had
to offer feedback to another classmate once a wkelarder to avoid flattery, the
participants used pseudonyms when joining the Discussion Gftwgwas thought to
encourage the participants to offer seriousl amdepth comments without evoking
feelings of anger or embarrassmesis may have been the case if real names had been
used In reality, only the investigator keptthem | i st o
pseudonymgdor course evaluation considgions.
At the beginning of the course, most studen
mechanics, e.g., grammatical errors, spelling, and punctyagean thoughthe
participants were frequently reminded that handling such aspects shouldtbengd to

the editing stage.

3. Reviewing

At this stage, the participants were required to go through the content of their writing,
looking for improvementBased on the feedback they received from the instructor and
their peers, they had to clarify, gdtklete, or even reformulate the whole draft in order to

fit the intended purpose, tone, and audience.
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A Revision Checklist

The moderator developed a 15 item checklist which was verified by three EFL
professors in order for the participants to revteeir performance when developing their
first and second draft3.his checklist addressed all aspects of essay writing; the format,
content, organization, development, style, grammar, as well as the mechiérecs.
checklist was posted on the Growpb site so that the participants could easilgessit

when needed.

4. Editing

Thiswasthe time for students to polish their final drafts by examining the mechanics and
the surface features; e.g., sentence structure, spelling, punctuation, writing, fmat
The participants could make use of the spelling and grammar checkers of the Word

processing program when editing their essays.

5. Publishing

As a sort of recognition of their writing accomplishments, the participants had to share

their topics withthei peer s t hrough publ i stebpageTohei r es
do this, the participants had save their essays into fileand thencopy and paste these

files into a folder entitledMy Portfolio. This folder contained five essays which students

devdoped, selected, reflected on, and presented as evidence of their progress throughout

this courseA typical student portfolio had to start with a title page thatthdn e st udent 6s
name, class, academic year, and topiext was thecontent pagevhich contined the
studentsd topics and reflection notes, (for

electronic portfolios log on tdittp://groups.yahoo.com.group/writingactivities.
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Instruments
Two instruments were used in this study; the Writing Compet&atag Scaleandthe

Learner Autonomy Scal@hese are highlighted below.

1. Writing Competence Rating Scale

I n order to examine the 1 mpact of devel opi
writing performance, members of the two groups had to padeestsand postests; the
participants had to write a standard five paragraph essag) éteasons for Studying
English (pretest) and, b) Qualities in a Friend (ptss$t). Then, the investigator
developedan analytic rating scalée 0 a s s e s sriting tcamgdetenceT$ié scale
addressed theriting content, organization, and accuracy.

Face validity of this scale was examined by three EFL professors whose comments and
suggestions were adhered Tden, as suggested by Conor and Mbaye (2002)estutl s 0
essays were analytically rated by two senior MA candidatessMbiao r e d st udent s o
according to three criteria; content, organization, and accuracy. Rating sanges!
from 1 (the lowest) tat (the highest)Inter-rater reliability was also vidred before rating
studentsd essays,; Pear s on72 ¢fa more details about coef f

this instrument, see Appendix A).

2. The Learner Autonomy Scale

Due to lack ofautonomyscales that specifically address the writing process, the
investigator carefully examined previous studies which identified characteristics of
autonomous language learners (Thanasoulas, 2000, Ushioda and Ridley, 2002, Usuki,

2002, Wu, 2003, and Sert, 200@Based on findings of these studies, autonomy scales
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shoud specifically address learner self directed strategies, their perceptions of the
learning process, especially the roles of both the teacher and the learner, and the various
resources students access throughout learning. Accordingly, the chipenit Likert
scalehas two alternate forms; one form was used as anpesure and the other as a
postmeasureThe autonomyscalecomprised the following dimensions; a) use of self
directedstrategies (items-12 in both forms)b) perception of the learning press (items

13-21 in both forms)andc) seeking avariety of learning opportunities (items-2D in

both forms)

To verify their internal consistency, these autonomy surveys were pilotdd non
participating studentsluring the first week of the ten. Reliability analysis yielded
moderate coefficient alpha scoregl and.70for the preand the postorms, respectively.
Moreover, face validity of the autonomy scales was ratified by three EFL professors

whose feedback helped reformulate the dimerssgiated above.

Results

Student s6 r etwopsoaresxpkined above Wweee statistically analysed by
administeringthe ANCOVAt e s t i n order to examine the iIim
portfolios on their writing competence aadtonomy Relevat datafor studyvariables

are reported below.

Q.1What effet doest he presentation of el ectronic por
writing competence?

Relevant dataof ANCOVA analysis of studentscores forwriting competenceare

providedbelow.
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Table 1: Descriptive Statistics and the ANCOVATest of BetweeRSubjects

Effects; Dependent Variable, Post Overall Writing Competence

Mean St.D Source | Typelll| Df | Mean F Sig. Eta

Exp|Cont Exp|Cont Sumof Square Squarec
Squares
10.1/10.0 1.3 | 1.1 | corrected | 1.134 | 2 | .567 | .376 | .688 | .013
model

Intercept [160.972 1 |160.972106.800 .000 | .652
Overall Pre 930 | 1 .930 .617 | .435| .011
Group 1.003| 1 | 1.003| .665 | .418| .012
Error 85.911| 57 | 1.507
Total 6157.25 60
0
corrected | 87.046 | 59
Total

a Computed using alpha = .05 N = 60
b R Squared = .013 (Adjusted R Squared(22)

Table 1 shows that the means wet6.1and 10.0; the standard deviations wete3 and
1.1for the experimental and control groups, respectiveihe ANCOVAtest yielded (1-
58) = .665, p > .05.Apparently, electronic portfolios had no significant effects on

studentsé overall writing competence

The Effect of Electronic Portfolio on Learning Autonomy
Q.2: What effect does the presentation of the electroaic p f ol i o0 have on s

learning autonomy?

Studentsod responses on the Autonaesylts Scal es w
are reported below.
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Table 2: Descriptive Statistics and the ANOVA Test of BetweenSubjects

(Effects; Dependent Vable: AutonomyPOST)

Mean St.D | Source| Typelll| df | Mean | F Sig. | Eta

Sum of Square Squarg
Exp|Con{ Exp(Cont Squares d
98.7/98.412.7, 9.4 |Correcteq 10.224 | 2 | 5.112 | .040 | .960 | .001
Model
Intercept| 7074.024 1 |7074.0255.829 .000 | .495
4

Autonony] 8.874 8.874 | .070 | .792 | .001
GROUP| 2.559 | 1 | 2.559 | .020 | .887 | .000

[ERN

Error |7222.359 57 |126.708
Total [590353.( 60
00
Correcte(7232.587 59

Total

a Computed using alpha = .05; N = 60
b R Squared = .00fAdjusted R Squared =034

In Table 2the means ar@8.7and98.4 the standard deviations da2.7and9.4 for
the experimental and control groups, respectiieBsults of theANCOVA test are F (1
58) = .020,p > .05, and this indicates no statisity significant differences between the

two groups concerning learning autonomy

Discussion
The first question of this study examined the effect of the development and presentation
of electronic portfolios on sorteddabove, data over al

analysis revealed that electronic portfolios had no significant effect on this vaiiatse.
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resultis consistent with a myriad of previous research findings which indicated that there

is no significant difference in the learning outc@md students enrolled in wdiased

instruction and those attending traditional faodace classe¢Fallah and Ubell, 2000;

Johnson, et. al, 2000; Carey, 2001; Green and Gentermann, 2001; Carlisle, 2002; Press,

2005; and Frydenberg, 2007).

Along the samlinesCar ey (2001) reports that Ato this
thereis little differencein the performance of students taking online courses and students

taking facetof ace cl asses. " Al so, Carnevadeave (2001)
know for a factdoes not impacthe learning. It is the design of the instruction that

i mpacts the | earning, and al so what the stud

Thus,Keefe (2003)oncludes that

the no significant difference effect iarguably the most enduring

phenomenon in théterature. It supports using technology education,

not because it i ncr e a shecausetitecheaper ng ef f ect
and more convenieiip. 39).

Yet, several factors might have contributedhis finding. Most importantly,research

studieswhi c h i ncorporate onl ine activities ar e
variableso (Phipps and Merisotis 1999) whic
and might have eroded the impact of elecconi por t f ol i os on stude
competenceAccor ding to Lockee (2001), online | ea
There are so many important variables that do impact learning and should be analyzed

and considered; e.g. cognitive styles, learning styfestructional strategies, and different

teaching methodologies for teaching particular levels of objectives and different

domain® p.().As Felix (2001)maintainst hese variables are dthe |
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experimental research designs invesirgptheweb (p. 343).

In this study, for example, outside classroom practice, especially for members of the
control group who hadomputersat home, might have been an interfering variable that
impacted study resultén other words, it is not unlikelthat quite a few participants of
the control group used their home Internet connections to gather data through information
qguests and research engines in otdense when developinifpeir essaysn classroom
Though they were frequently warned againsthsactivities,barringt hese st udent s
outside access to compugevas not within thecontrol of the examiner, artthis might
have c¢ont r notsignifieadte ft foe athée oin wr i ting competenc

ConverselyJack of computer access among some membfettseoexperimental group
might have been a serious impediment that limited their online participdtiwugh
provisions were made for members of the experimental group to tsTIUS computer
labs, some participants could not afford the time to accemplieir assignments due to
schedule overloadand therefore, had to pay foff-campus Internet cafeépart from
the financial burden, this might have been a serious obstspecially forconservative
female participantsThus, as Joffe (2000) stateA,i nadequate computer/ I
renders programs uselésp. (L).

Another equally important factor that might have ledtosh fino si gni fi cant
thats t u d abude fdtechnologyesources, especially Internet searches, might have
destoyed t h e attainment of significant effects
According to Brown (2006), Afone of the most
sources is the indiscriminate copying and p
papers p.(39). As stated earlier in tHenplementatiorsection, it was noted that some

members of the experimentabgp stuffed their essays withformation they just copied
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from search engines and pasted into their documBgtso doing, these participantscha
not yet abandoned the dominant dbs® role of knowledge consumptioBesides, this
malpractice runs against the major requirementsefégctive portfolio development:
namely, knowledge construction, reflection, and ownerdfopneet these conditionthe
learners should have undertakéhe painstaking exercise afareful selection and
evaluation of resources before adapting relevant data to their docufkestgchiit is no
wonder then that d@Amany [ writinglesutséa@anc her s e
their studentsResearch papers requiring library and Internet resources for search projects
are often superficial in content and lackingzalid conclusion statemerits ( Br own, 2006
p. 39).

Finally, since developing an electronic portfois a time and effort demanding process,
it might have been unfeasible to bring about a significant impact in a twelve week period.
As Phipps and Merisotis (1999) point out, m
the whole academic program, nottjas individual course p. @1).

The second question of this study explored the effect of electronic portfolios on
devel opi ng st ud e nasmtticalystgrfinantmifferencAsghatwern the
two graups were reported. This result does seem atodds with previous research
findngs @ t hi s i ssue. As McCarthy (2000) poi nt
certainly entail autonomy development among learning; providing the learner with
opportunities to practice autonomy both inside andidatclassroom is necessary for the
effectiveness of autonomy training programs (p.2).

However, this finding could be attributed to various factddest prominently, the
Egyptian educational context at larggems antithetical to learner autonomys iteacher

dominated, textbook centered, and exam driven. As such, this system encourages teacher
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relianceand offers few, if any, oppdunitiesfor inquiry and reflectionT her ef or e,
not realistic to expect to achieve autonomous language leamimgre teacher dominant
C 0 nt e the nsa@rity of students lack necessary critical thinking skills to cope with the
requirements of academic life such as the skills to plan, conduct, and evaluate eesearch
(Sert,2006; p. 185). Again, figiven this situatia, it is not surprising that students have
failed to overtly demonstrate a great deautonomy (Holden and Usuki, 1999; p.191
192).

Besides, the time factor could be accountable for the above firfliagious research
has shown that learner automp takes a long time to develoff;honasalas, 2000 and
Yumuk, 2002). Thereforaemovingsomebarriess that impede students froasting in
certain ways does not necessarily guaranteethiegt will, once and for allpreak away
from the old habitsof behaior and thinking. Thus,isce old habits do not diso fast, a
twelve week period might have been inadequate for the participants to abandon their long
held learning beliefs and practices which foster teacher dependence, authority control,
textbook reliage, rote learning, and memorization of prescribed syllabuses. Again,
quitting such learning habitespecially at the very last semester of university instruction,
might have been unfeiée in thisrelatively short period of time.

Also, inabiltyto e vel op aut onomy mi ght be ascribed
have hindered students from coping with learning activities in this setting (Reinders,
2000; p.25). It seems that this factor might have been at work in this study where
student s6 wetable fohteel dével@gmentoand presentation of their own
portfolios. Yet , to conclude that these st
working alone in this webased environment remains an issue which was not explored in
this study.
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Finally, this result might beattributed to lack of technologyased skills among the
participants.As explained earlier, the development of the electronic portfolio is a
complex process that reqges some basic technology skille.g., emailing, file
managementhyperlinking, etc) Since technology iselatively new to the Egyptian
educational arena, the vast majority of the participants were novice computer users, and,
therefore, they had to fyeently seek the assistance lmfth the moderator and the
technicianto cope with course requiremenB®ased on anecdotal evidence, this might
have diminished opportunities of practicing independence and taking charge of learning
tasks throughout portfolio preparatioBonsequently, instead of focusing on portfolio
content it seems that the participants shifted attention to technology skdl8arrett
(2008) indicated, the focus should fAnot be
thismi g ht have | ed to fAthe | owest |l evel s of
and reflection are more important than technology in implementing electronic podfolios
(p. 9).

Closely related to this is the authoritarian atmosphere preyaitircomputer labs,
especially on the part of technicians who, out of thedue worryabout the computer
did not allow he participants much freedom to experimeith the lab facilitiesAgain,

such an atmosphere is not conducive to promoting learning autonomy.

Implications and Conclusion

The 1indings of this study have several inggliions for the implementation of
electronic portfolios in Egyptian educational institutions for Be#rtningandassessment
purposes. Most importantly, English language teachers should adopt electronic portfolios

as effective means f@romoting studest 8 w rcomipatencglintroducing learners to
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this viable tool enables them to experience hamdsvriting activities, especially in the

web environment which teems with multimodal online resources that students can use to
gather writing input through hyplinks, cross references, group discussions, and
feedback from both peers and teachdtsereover, the inclusion of portfolios in writing
classes has the potential of offering learners authentic opportunities to practice self
assessment and a sharing ahauty between teacher and student; students can Hedect

work on which they will be evaluated, reflect on their work, seek advice from teachers
and peers, and take control of revisidnh u &valuationbecoms a positive force to
encourage growth, matty, and independence, rather than a means of pointing out
differences. A power shift can occur because teacher and students are united in a common

effort to improves t udent s 6 wradversaneg an uneqtiakcandest afwhich

one player (the eacher) controls the outcome from

p.120).

Portfolios can also enhanset udent s & a c tnithe EFL plassrdomn.cThep at i o n

i ¢ gnovide students with:a) an opportunity for a more personal and comprehensive
relaionship between students and teachieyss chance for students to know themselves
better,i.e.,their strengths and weaknesses, and, consequently, monitor their future actions
and performances, ard an opportunity for students to relate their opinianghbse of
others, thus helping them to assess several viewpoints, keep an open mind to diversity,
and even construct, widen, and reconstruct their own knowdetligines, 2006p. 330).

Also, study implications include a shift toward learner autondmgrder to encourage
learners to take more responsibility, current teaching strategies and curricula that promote
teacher dependence should be revigedot abolishedThe introduction of autonomy in

language learning requires drastic changes in sykuteacher training programs, as
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we l | as | e aTonhis ensl,dangadge progrants should shift the emphasis from
theifcontent o to the #fApr oce $nother words,frathéréhanr ni n g,
focusing on knowledge retention througlemmorization andate learning, there should be

a shift toward learning strategies that foster siécted activities and reflective skills;

e.g. group activities, self assessment assignmeetsr assessmergic. (Jacobs and

Farrell, 2001).

Closely elated to this, the activities should require the students to take responsibility
for planning, monitoring, and evaluating their owrarleng. For example, language
progr ams A s h taskbaded learrting adtivitigseg., group presentations,
language games, online discussion groupsh& i | projactéeést avay, At e
can transfer the locus of control to learners and help them become autoao@igius
2008).

To conclude, the current study raetwi®eal ed t ha
did not yield significant effects on student
However these results should be approached with caution due to lHtealy short
duration of thestudy as well ato the interference of several extransovariables that are
the least controllable in online researdiherefore, a replication of this study on a full

academic year is recommended in order to make possible generalizatiotigs end

S

future research should combine both quantitative and quadt i ve techni ques
better understand the complex mental processes and strategies involved in electronic
portfolio implementation. Alsahe perceptions of both learners and teachers of electronic
portfolios is another area that is worth exaation. Furthermore, future research should
address the optimal conditions of classroom management in &eeigbnvironment

becauseeerydnais ¢utouttodec h i n this type of <classroor
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Beyer,200% p. 65). Therefore, strategse conditions, anthe varied roles of effectively
moderating technologgssisted environments entaildepth investigationln addition,
future research should explore the optimal conditions of employing electronic portfolios
to promote learning autononmglevant tovarious language skillsAlso, as Dornyei,
(200]) notes,ii | i wotk Ihas been done in the L2 field to devise and test motivational
strategies systematically (5f). Therefore, investigating motivationastrategies
pertinent toforeign langage learning is a newand intriguing area.Last, but ot least,
since technology changes the way we think, research is badlgdteeakssess the impact

of technology on RPht adreatrmemr Owayhi Aikinge
mediate thought, aks this mediation heighten traditional thinkingaimy way, or does it
change the nature of the question ofuing and expression altogetherfGibson and

Barrett, 2002p. 15).
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Appendix A

Writing Competence Rating Scale
Dear Raters;

The following essays were written by a group of EFL college seniors as part of a study
undertaken to assess their overall writing competence. You are kindly requested to rate
these essays according to the criteria below:

Content:

4: The essay has eedlr central idea that directly relates to the assigned topic.
It contains an abundanoé evidence and details that fully support the topic. All
sentences are related to the assigned topic.
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: The essay has a central idea that is reasonably well dedelbpentains most details

needed to support the topic with few minor details missing. It also contains very
few irrelevant sentences.

: The essay has a central idea that is partially developed. It contains some

details relevant to the assigned tofixther equally important details are missing.
It also contains several irrelevant sentences

: The essay has a central idea that is poorly developed. Very few details, if

any, support the topic. Substantive details are missing. Most sentences dateot re
to the assigned topic.

Organization:

4.

The essay has a clear plan that contains all major parts of a standard essay; an
introduction, a body, and a conclusion. All paragraphs are logically ordered and
interrelated through appropriate transitiamsl discourse signals.

: The essay contains basic parts; yet, it needs a little more elaboration and coherence

through the use of more accurate transitions and discourse signals.

: The essay has a plan that is partially coherent. Some paragrayoh lagically

ordered and contain few transitions and connectors.

: The essay does not have a clear plan. Basic parts of a standard essay are missing.

Transitions and discourse signals are nonexistent.

Accuracy:

4.

The essay contains no grammataamechanical errors. Words, phrases,
and idioms are accurately chosen to address the assigned topic.

: The essay contains very few grammatical or mechanical errors which do not obscure

the meaning. Most words used are accurate and felicitous.

: The esay contains some sporadic serious grammatical and mechanical errors which

irritate the reader. The writer uses some words which sound awkward and
monotonous.

: The essay contains too many serious grammatical and mechanical errors. It also

containssew r a | i naccurate words and phrases
comprehend the meaning.
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Appendix B
Scale of Writing Autonomy{Form A)
Dear Student;

Please mark one of the following choices whergands for ( never)R (rarely), S (sometimey O (often),

andA (always).

When writing English, N R S @] A

1) | know clearly what | am writing about.

2) | ask someone to thoroughly explain what | should include in
my essay.

3) | make my own way in writing.

4) | depend on mdf to understand what | am going to write about.

5) On my own, | identify ideas relevant to my essay.

6) | make use of what | learned before to improve my writing.

7) | choose the setting relevant for writing on my own.

8)Istartwr i ting only after | | ook a

9) | decide my own standards, techniques, and procedures.

10) | try various writing styles that match task requirements.

11) | question the usefulness, relevance, and accuracy of witdudeén
in my essay.

12) | analyze what | write in order to make sure that | am handling th¢
task properly.

13) | revise what | write in order to improve my writing performance.

14) | depend on myself to identify writing difficulties.

15) On my own, | seek effective solutions to my writing difficulties.

16) When | face writing difficulties, | wait till someone offers help.

17) 1 ask the instructor to provide me with all bits and pieces | should
include in my essay.

18) | strictly follow the directions dictated by the instructor.

19) | write about challenging and difficult topics

20) When | need help, | depend mainly on the instructor.

21) | ask the instructor to correct every single error | make.

22) | consider the instructor to be just a facilitator

23) The instructor decides what we write about; the topic, ideas, the
guantity, quality, etc.

24) The instructor knows best what | should or should not write abou

25) | fully depend on the instructor to revise my essays in order to
identify problems and fix them.

26) | depend on my colleagues to provide me with relevant writing
resources.

27) | depend on the classroom textbook as the sole source for writing

28) | go to the library to gather information relevant to my writing.

29) Even outside school, | try to obtain relevant writing
material.

30) | use the Internet to search for material | can use in my writing.
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Scale of Writing Auonomy(form B)

Dear Student;
Please mark one of the following choices whergands for ( never)R (rarely), S (sometimes)Q (often),

andA (always).

When writing in English, N IR |S |O |A

1) I am well aware of my objectives.

2) On my own, | idetify the ideas relevant to my essay.

3) | start writing immediately without waiting for help.

4) | ask other students to show me what | should write about.

5) Before | start writing, | read up on several topics relevant to my essay.

6) | am well aware of various characteristics and requirements of good
writing.

7) | choose certain topics to write different types of essays on my own.

8) | write on topics that are challenging and difficult, even if | do not
find enoughinformation

9) | vary my styles and techniques according to the different writing
tasks.

10) | keep a diary of the effective techniques and procedures | use in
my writing.

11) I decide the relevant place and atmosphere for my writing.

12 | do my best to include the information | learned in various courses
into my essay.

13) | examine what | write to fit the topic of my essay.

14) On my own, | carry out necessary changes that help improve my
writing.

15) | dgpend on myself to identify various types of problems | face in
writing.

16) | develop my own checklist to evaluate my writing performance.

17) | regularly ask someone to help me figure out writing difficulties.

18) | consult various wiing texts and resources to find effective
solutions to my writing difficulties

19) | depend on my classmates to correct my writing errors.

20) | ask the instructor to provides me with minute details | need for
writing.

21) 1 literaly follow the directions the instructor provides and write
accordingly.

22) | ask the instructor to correct every single error | make.

23) | go back to the instructor before | make any changes in my
writing.

24) | ask the instructoupt to give me clues about how to improve my
topic.

25) | depend on myself to obtain relevant writing material.

26) | ask my classmates for basic material | need in writing.

27) | use only the classroom text to develop my essay.

28) | try various resources when writing my essay.

29) | refer to library references for writing material relevant to my
essay.

30) | make use of online resources to develop my essay.
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Abstract

This papereports on a study of Englishtdsta k i ng strategy use and it
test performance at the tertiary level. After administering aiiteB3 survey to 526

students in three different study years at a university in Beijing, the study reveaied

(1) the students had a medium use of Englishtédsng strategies. The most frequently

used were compensation strategies, followed by affective, metacognitive, social strategies,
cognitive and memory strategies; (2) the most often used individatdgies mainly fell
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into the metacognitive category, while the least often used individual strategies largely
belonged to the memory category; (3) different categories of Englistakesy strategies

and overall strategy use were all significantly pesly correlated with one another; (4)
studentsod6 test performance was significant/
strategies; (5) twentgne strategy items, most of which were metacognitive strategies,
significantly c or r epedotmamnte; @) sigmificastt diffdrencet s 6 t e
emerged in the use of memory strategies among students in different study years. Based

on these findings, some educational implications are discussed.

Keywords: English Tes{Taking Strategy Use, Test Performancajvdrsity

Introduction
Testshavebecome a powerful tool for decision making in eompetitivesociety with
individuals of all ages being frequently evaluated with respect to dabbievemenand
abilities. Consequentlyhow to perform better on testeas become a big concern for
students and teachers in almost all areas. As a result, strategies to enhance test
performance have been discussed in various teaching and learning settings and some are
actually employed by learners during tests. Even somueh research has been done in
this area, especially in SL/EL testing situations. Though it is often said that Chinese
learners are good at using strategies to better performance on tests, research in this area
has been even scarcer.

Situated in a Chiese EFL context at the tertiary level, the present study aimed to
explore the frequency of English teaking strategy use by Chinese undergraduate non
English majors, its relationship with stude

students in dierent study years.

134



Literature Review

Research on study strategies has captured the attention of numerous language
researchers and educators during the past few decades. Widely agreed is that language
|l earning strategi es atheeleariies o enake fearring easidr,i ons t
faster, more enjoyable, more sdifi r ect e d, and more transfer al
(Oxford, 1990, p. 8). To better understand and research on language learning strategies,
researchers have tried to categorize thatesgies into various groups. For example,
Rubin (1981, 1987) identified strategies as those contributing to language learning
success either directly (e.g., inductive inferencing, practice, and memorization) or
indirectly (e.g., creating practice opportis and using production tricks). Synthesizing
earlier work on good language learning strategies in general, Oxford (1990) proposed a
language learning strategy system which classifies strategies into six categories: memory
strategies, cognitive strategie compensation strategies, metacognitive strategies,

affective strategies and social strategies. Memory strategies relate to the storing and

retrieval of information (e.g., o | use new |
t hemod) . Cogreist i aree si uwmit feige d by a common fu
transformation of the target | anguage by th

know in different waysé) (Oxford, 1990, p. ¢

to use the new languader either compensation or production despite limitations in

knowl edgedo (e. g., 60To understand wunfamiliar
1990, p . 47) . Met acognitive strategies dall
(e.g., 01l d otock tfalrk pteopi n Englishdéd) (Oxford,
are concerned with the regulation of feelincg
feel afraid of using Englishd), and soci al
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fact that language is a form of social behavior, involving communication with other
people (e.g., o6l practice English with other

Employing different classification models, many researchers have found that high
achievers, distinguished byein grades in certain content areas, grade point averages, or
achievement test scores, tend to use effective study strategies more frequently than do
low achievers (Bremmer, 1999; Kitsantas, 2002; Oxford & Ehrman, 1995; Oxford &

Nyikos, 1989; Pintrich & Swunk, 2002; Sundre & Kitsantas, 2004; VanZilamsen &
Livingston, 1999).

In language learning situations, learning strategies help learners acquire language
knowledge or vice versa, as evidenced above. During tests or in language use situations,
straegy use is related to the ongoing working memory in association with thetestmort
memory regarding the language to retrieve necessary declarative (knowing what),
procedural (knowing how) and conditional (knowing when) knowledge in thetény
memory tosolve task difficulty (Gagne et al., 1993). The strategies used during tests
should be looked at when researchers are attempting to explain variation in a specific
language test performance because they are directly related to test score variation.

Testt aki ng strategies or i guimaetned sfor avrh i tchhe 1 so
Afonebs capacity for wusing t ewknggtlmionsaac t er i st
rai se test scoreso ( Mil |l maiMaegas, 186)p. 50). 1 96 5, (
According to Cohen (2000), language #ting strategies consisted of both language
use strategies and tesiseness strategies. He further defined them as thostakesy
processes that the candidates have selected and are conscioua oértain degree
(Cohen & Upton, 2006). Meanwhile, Jimenez et al. (1996) referred tetatasy
strategies as operations or steps used bytdksts to facilitate the retrieval of
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information and classified them into four gro@pseaderinitiated strategs, text
initiated strategies, bilingual strategies and interactive strategies. Deanna (2002) believed
that cognitive and metacognitive strategies were involved in doing reading
comprehension tests and that the former could be grouped into key wordgjateduc
reasoning and reconstruction; and the latter, could be categorized into planning,
monitoring and evaluation (as Oxford (1990) did).

All the definitions, though worded differently, have in common strategies that are
somehow related to what teskéas do and might do to solve test problems. To explore
the relationship of test aker sdé wuse of cognitive and met ¢
reading test performance, Phakiti (2003) employed both quantitative and qualitative data
analyses. 384 studentsrelted in a fundamental English course at a Thai university took
an 85item, multiplechoice reading comprehension achievement test and filled in a
cognitivél metacognitive questionnaire. Then, eight of them were selected for
retrospective interviews. Theesults suggested that (1) the use of cognitive and
metacognitive strategies had a positive relationship to the reading test performance; and
(2) more successful tetdkers reported significantly higher metacognitive strategy use
than less successful ones.

In order to investigate tesiaking strategies on multipiehoice comprehension tests,

Xiao (2006) recruited 204 Chinese figstar undergraduates. The researcher found that
comprehension strategies were the most fretipeised when the students welealing

with content items and discourse items as were memory strategies when dealing with
pragmatic items. The study also revealed the most often used strategies were elimination,
key words, returning to the text, guessing, monitoring, translation, sind background

knowledge. The other two findings were: (1) strategy use was affected by passage
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difficulty; and (2) more successful students used more metacognitive strategies than less
successful peers. In a study on the effect of computer delivery adinge test
performance and testking strategy use via questionnaires and interviews, Zhang (2007)
found that the most frequently used strategy reported by 181 sgeandChinese
university students was underlining and marking when taking gagssd reding
comprehension tests.

More related to the present study is Purpt
bet ween test takersdé reported cognitive and
performance on language tests. Administering aite8l cognitive and metacognitive
strategy questionnaire and ai7@mn standardized language test to 1,382 students in Spain,
Turkey and the Czech Republic, and using structural equation modeling as a primary
analytical tool, Purpura found that metacognitviatstyy use had a significantly positive
and direct effect on cognitive strategy use but had no significantly direct impact on SL
test performance. The researcher also discovered that cognitive strategy use had no
significant, direct effect on reading abylitbut influenced reading indirectly through
lexicoogrammatical ability. To be specific, the comprehending processes had no
significant, direct impact on reading or lexiggammatical ability, and the retrieval
processes yielded a small, but significansipee effect on lexicegrammatical ability;
while the memory processes had a significantly direct negative effect on -lexico
grammatical ability. Alternatively, the more test takers invoked memory strategies in a
speeded test situation, the worse theyqreréd on the test, while the less they utilized
them, the better they performed. These findings further confirm the implication that
relationships between strategy use and second language proficiency are extremely
complex, and at times very subtle, givére tmultidimensional nature of the constructs
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involved and the number of possible interactions that could occur between and among
various variables (Chamot, et al., 1988; Wesche, 1987).
As reviewed above, not many studies targeted languagéakasy stategies. These
few studes indicate thahigh achievers also reported to use morettdshg strategies
than low achievers and that the use of certain strategies such as understanding the task
and guessing after eliminating choices are positively relateéest performance (Kim &
Goetz, 1993; MclLain, 1983; Parham, 1997; Phakiti, 2003). A study with Chinese
university EFL students may be of significance to contribute to the related literature and
better understand these relationships. Deploying statipticeedures to analyze data, the
present study attempted to investigate the use of Englistalk@st strategies and its
effect on studentsdé test performance in a C
the following research questions were forneda
(1) What is the broad profile of overall English testing strategy use and of each of
the six strategy categories?
(2) What are the most and least often used individuata&stg strategies?
(3) How are these English tesiking strategies reletl to one another and to
studentso6 test performance?
(4) Is a particular English testa ki ng strategy item rel at e
performance?

(5) Is there any difference in English t¢ésking strategy use among students in

different years of study?

Research Method

This paper reports on part of a stud-y which
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based English proficiency test and strategies they employed during the test.

Context. Tsinghua University, under the direct jurisdiction of the Miyi®f Education,
China, is one of the best institutions of higher learning in China. Students admitted to
Tsinghua are normally highly motivated and their scores on the National N&ioou
English Examination rangigom 120 to 150 (the total score i80). At this university,
English courses are compulsory for freshmen at the first term but become selective later
on. The Tsinghua English Proficiency Test | (TEPT1), developed by the Department of
Foreign Languageand Literaturesf the University and ahorized by the Ministry of
Education in 1999, ha®xistenéd for over 10 years (since 1996) and is correspondingly
more difficult than the College English Test (CET) Band 4 (a natiole English
proficiency test which is mandatory for undergraduaie-EEnglish majors to obtaithe
degree certificate). As an exit and proficiency test forBoglish majors, similar to but
more difficult than CET band 4, the TEPTL1 consists of two components: written (85
points) and oral (15 points) tests, the written congmbof which has four parts: listening
comprehension (30 points), reading comprehension (30 points), translation (10) and
writing (15 points). The test is administered on tfeS8nday of each 1&eek term and
studentglecide when to take the test durthgir 4year wiversity career

Participants. This study recruited 526 (411 male and 115 female) participants with an
average age of 19.4, among whom, 157 wereygar students, 153 secepdar and 216
third-year students.

Instrument. As previously dogmented, few language tesking strategy instruments
have been developed. In order to develop such an instrument, 15 students in different
study years who had already taken the TEPT1 were randomly selected to be informally

interviewed about what strategi they had employed during the test prior to the study
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without anypredesigned prompts. Based on the results, and with reference to the test

taking strategies suggested by Ellis (2005) and Pauk (2005),-aen8 English Test

taking Strategy Inventory (ES) on a 5p oi n't Likert scale (ONever
Used6 to O6Al ways or Al most Al ways Usedd6) was:s
strategy system as the base model, as it has won wide acceptance and there is no
generally accepted classification dab of testtaking strategies in the literature, we

designed the ETSI to cover: (a) témking memory strategies (TMS), (b) tésking

cognitive strategies (TCogS), (c) teaking compensation strategies (TComS), (d)-test

taking metacognitive strategi€§MetaS), (e) testaking affective strategies (TAS), and

(f) testtaking social strategies (TSS). The detailed information of the instruments used in

this study is presented in TableThe TEPT 1 test results exposed a degree of difficulty

of .731 for he test.

Table 1: Characteristics of Instruments(Participant N = 526)

Name of the instruments No. of items| Reliability | Mean itemtotal correlation
(p=.01)

Testtaking Strategy Inventory (TSI) 81 .922 .673
Testtaking Memory Strategy (TMS) 7 .738 631
Testtaking Cognitive Strategy (TCogS) 16 .748 .458
Testtaking Compensation Strategy (TCom 9 737 575
Testtaking Metacognitive Strategy (TMeta 42 .837 374
Testtaking Affective Strategy (TAS) 3 .358 .659
Testtaking Social Strategy (TSS) 4 498 .632
TEPT1 2005 67 .893 735

Background information The background questionnaire was designed to obtain

i nformation about the patdevel. ci pant sdéd name, ge
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Performance in EnglisiSt udent sé6 perfor mance irscolEesngl i sh
in the TEPT1 2005, which were collected when all the marking was finished.

Procedure The written part of the TEPT1 2005 lasted for two hours on ‘theuhiday

morning of the first term of the academic year 2@0956. The oral test was held

therafter in the form of a-minute teachestudent conversation and arbnute student

student conversation. As soon as a student finished the oral test, s/he was asked to fill in

the questionnaireand a 60item Perspective on the TEPTh about 20 minutes.

Altogether, 547 questionnaires were collected, of which 526 were valid for statistical
analyses.

Data analysis To measure its reliability and validity, reliability scores and mean-item

total correlations of the survey and its subscales were computed. thieesurvey was

analyzed in terms of mean and standard deviation to examine how frequently participants

used the strategies during the TEPT1 2005. Meanwhile, ten most and least frequently

used individual strategies were identified respectively to explbied strategies were the

most/least popular with students during the exam. Subsequently, correlation analyses

were conducted to investigate relationships between Englistakasgy strategy use and
studentsdé test pewdy ANOVADUEan s ntad dty), wasoneon

explore differences in English tetstking strategy use among students in different study

years.

Results and Discussion
Factor analysis of the ETSI
A factor analysis with varimax rotation was conducted on the Englishtdlésy

Strategy Inventory (ETSI) to investigate if the statements formed clusters matching
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different hypothesized views. The analysis yielded six factors: (ajalkdsg memory

strategies (TMS), (b) tesaking cognitive strategies (TCogS), (c) testing
compensation strategies (TComS), (d)-teking metacognitive strategies (TMetaS), (e)
testtaking affective strategies (TAS), and (f) téaking social strategies (TSS) (Table 2),
which 1 s consistent with the viewl93el d by
model.

Seven items (¥) were included in interpreting the first ETSI compodefmiMS,
which accounted for 18.47% of the total variance; sixteen iter@8)8vere included in
interpreting the second ETSI comporéeitCongS, which accounted for 4% of the
total variance. Nine items (232) were included in interpreting the third ETSI
componerd TComS, which had in common a sense of making guesses and/or
overcoming limitations in speaking and writing and accounted for 6.74% of the total
variance; orty-two items (3374) were included in the forth ETSI comporeritMetasS,
which accounted for 51.83% of the total variance. The fifth ETSI f&ct@S included
three items (757), which accounted for 2.25% of the total variance; and the last ETSI
facto® TSSincluded four items (781), which accounted for 5.8% of the total variance.

The results are reported in Table 2.

Table 2: Varimax Rotated Loadings for Factor Analysis of the UCSN = 526)

1 2 3 4 5 6
1. I reviewed a lot before the test. 72
2. | memorized é bef|.6l .28
3. To prepare for th.6l 37
4 . I used high techn.42 |.12 A3
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5.l aeated flashcards bef or e t h.52 .32

6. | memori zted é bef|l.50 .35 -.15

7. | dumped informat|.34 31 A2

8. | practiced a lot before the test. .70 A7

9. I practiced spea 49 A1 .30

test.

10. |l practiced writ .65

1ll.lcr eat ed théorditest or e 43 | .48 -13

12. | practiced writ .59 .27 -16| .17 A1
13. I practiced tr.an.b3 |.11 16 16
14. | looked for the central idea of ea .25 44 A1 | .19
question.

15. |l directly got t 43 A5 | .28

16. I used both gen|.14 |.24 .28 | .29 -.16
test.

17. I jotted down i|.16 |.56 .16 14

test.

18. I highlighted s 49 .20 14
test.

19. When writing é,|.11 .36 .53

margin.

20. I analyzed the ¢g .40 .20 14 | .15 A7
21. | brokeuprlon € duri ng .33 .29 24 | .10 A7
22. I el imnated cel 40 .26
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test.

23. I didndét jot dow -12

24. I exchanged wit h.47 .23 -.13

25. I used my | inguj.l1 71 A7 -.10
the test.

26. I used my back|.12 .70 A2

during the test.

27. | made guesses ¢ .76

28. I used my back 72

during the test.

29. | tried é a word A1 44 A7 | .22

30. I used my backgr|.12 |.14 .59 A1
31. Il used my | inguil.l6 |.12 .60

32. I used body | an .20 .26 31 | -.28 22
test.

33. | developed a ti .68

34. | read old exam papers before the tes .22 -.22 .61

35.lknew é before | tqg.43 |.15 |-13 16 | .19

36. I tried to predi|.64 31 -12

37. | attended é <cl g.13 |.21 -21 23 | .16 A1
38. I n é, | |l ooked 15 17 50 | .12 19
ideas.

39.lesti mated the t.i mg.65 14 -171 .13

40 . | tested myself |51 .19 A7 | -.10

41. | finished my studying the day before { .34 A2
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test.

42. |created study checklists befdres test 52 |-20 | .43 -14

43. Before t he t est|.26 27

preparation.

44. | got familiar with the test room before t| .33 | -.13 | .28 .23

test.

45 . I gathered é bef].21 |.21 48 21
46. | arrived at the test room on time. 34 | -32 25 .30
47. | scanned the teg.12 .36 .30

48. | read test directions carefully during ¢ .12 | .37 40

test.

49. | outlined my ideas before writing durif .33 44

the test.

50. I planned and or|.36 .55
51. | selected a tit.21 |.11 A2 .51
ideas.

52. Il tried to make 21 20 | .22
53. | paragraphed my writing during the test. 40 .38 | .19
54. |l wrote a topic |.22 |.18 .24 .34
55. I tried to make 40 -12 .39 | .26
56. | listened to di 40 .10 15 | .34
57. Il | istened to ke .59 -14 23 | .33
58. | listened to clf .11 |.12 .60 | .26
59 . I |l ooked for key A1 .30
60. | |l ooked for clu .70




61. I tried to make [-13 |.46 |-12 .30 13
6 2. |l tried to bette .61 31 10
63. During the oral test, used é .34 34 | .19 .19
ideas.

64. | listened to e |.44 38 | .19 14
6 5. I made é to finij.11 |.20 .29 45 | -14

6 6. I made €é during |.13 |.23 .18 41 A1
67. | read questions carefulliuring the test. A7 26 | .16
68.ldoublec hecked é the 1t .25 45 | -18

69. | answered ¢é the.13 |.15 |.10 -.29 19
70. | wrote legibly during the test. 10 | .25 40 | .11 .16
71. 1 will summarize my performance after tf .11 | .21 A1 A7 75
test

72. I owi |1 i st what 21 A3 | .17 .78
73. I wi || i st what].11 |.21 14 | .15 .79
74. | will forget about the test soon. -.20 A1 -.16 41
75. é 1 tried to get|.19 |.26 .62

76 . I breathed deepl.20 |.18 14 .10 | .49 .18
the test.

77. 1 approached the test with confidence. .20 53 | .22 -.10
78. | exchanged é pr|.18 .19 15 .63
79. I formed a study .23 | -.18 .64
80. I listened to é .33 13 .59
81. | supported é du .28 A2 .64
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The loadings displayed in Table 2 indicate each item within a subcomponent of the
ETSI was highly correlated with thatibcomponent: items 1 to 7 highly positively related
to TMS with coefficients ranging from .34 to .72; items 8 to 23 highly positively
correlated with TCogS with aoefficient range of .11 to .7Q@with the majority being
higher than .40); items 24 to 32ghiy related to TComS with coefficients ranging
from .23 to .76; items 33 to 74 highly correlated with TMetaS witlvefficient range
of .12 to .7Q(with more than half being higher than .30); items 75 to 77 highly positively
related to TAS with coefficis ranging from .22 to .62; and items 78 to 81 highly
positively correlated with TSS with a coefficient range of .59 to .64. This signifies that
these six strategy categories were important subcomponents of the ETSI, which is further
confirmed by the sigficantly high coefficients between the ETSI and its six
componen® TMS (r = .661, p< .01), TCogS (= .873, p<.01), TComS( = .71, p
<.01), TMetaSK(=.959, p<.01), TAS ¢ = .599, p<.01) and TSSr(= .63, p<.01), as

presented in Table 3.

Table 3: Correlations among the ETSI and its Subscalg® = 526)

TCogS TComS | TMetaS | TAS TSS ETSI
TMS .618** 230** | B46** | 277+ 394%* | .661**
TCogS |1 S570%* | 750%* | 476%* A51%* | 873**
TComS | .570** 1 .643** | .402** A11%* 710**
TMetaS | .750** 643 |1 .564** S75%* | .959**
TAS A76** A402% | 564** |1 337 | .599**
TSS A51%* A11** | 575** | .337** 1 .630**

Notes ** = p <.01
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As seen from Table 3, the six strategy categories were also significantly positively
correlated, with a majority of the cdiefents being higher than .40. This suggests
students who used one type of strategy more frequently during the TEPT1 2005 tended to

utilize more ofterother categories of English tdsking strategies.

Broad profile of overall English testaking strategy use and of the six strategy
categories
When reporting the frequency of Englishtesa ki ng strategy use, we e
(1990) key to understanding mean scores on $lased instruments whose scale range
is 1to 5:
0 HIGH USE =4.5to 5.0 (alwayer almost always used) and 3.5 to 4.4 (usually used)
0 MEDIUM USE = 2.5to 3.4 (sometimes used)
0 LOW USE =1.5t0 2.4 (usually not used) or 418} (never or almost never used).
As reported in Table 4, the mean overall strategy use was 3.06 orpthet fikert
scal e, which suggests fimedi umd use (sometim
six strategy categories also fell in the mediuse range. Among the six categories, the
most frequently used were compensation strategies with a mean off@ld@ed by
affective strategies with a mean of 3.35, and metacognitive and social strategies with
means of 3.14 and 3.11, respectivépgnitive strategies came nexith a mean oR.95

and memory strategiegere the least often used with a mean of 2.27.

Table 4. Means and Standard Deviations Indicating Testaking Strategy Use
(N = 526)
Strategy category (most used to least use Frequency of strategy use

Mean Standard deviation
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Compensation 3.4 .56
Affective 3.35 .79
Metacognitive 3.14 43
Social 3.11 .69
Cognitive 2.95 .53
Memory 2.27 12
ETSI 3.06 43

This finding about overalltest a k i n g

strategy use

conf or ms

(2003) study on Englistearning strategy use of Taiwanese students though it is slightly

di fferent

from

t hat

of

Bremner 6s

(1999)

Nevertheless, in all studies, participants were found not to use memory strategies

frequently. This was unexpected in that Chinese learners are generally believed to rely

mudh on memory in learning and taking tests (Yang & Weir, 1998; Zou, 1998, 2002).

This might be partially due to the fact that not much memory was needed to prepare for

or take the TEPT1 2005 which functioned as a proficiency test, and thus, did not have a

specific focus to be tested. Thispwever, might also indica@n emerging change in the

pattern of testaking strategy use among Chinese university students, which deserves

further investigation.

The most and least often used individual strategies

As notd from Table 5, ten individual strategies were identified to be the most frequently

used by Chinese undergraduate -takers. Of these ten strategy items, the majority

belonged to the metacognitive category and all were in theusghrange with means

ranging from 3.80 to 4.21. To be physically prepared, the participants arrived at the test
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room on time (mean = 4.21). During the test, they used background knowledge of the

topic t o hel p guess and deduce Awhat t he

compree nsi ond (mean = 3.80) and Awhile reading
Awhi | e readi ngo ( mean = 3.92) and |l i st ene.
comprehensiono (mean = 3.89). When doing t

participants tried tanake their writing coherent and cohesive (mean = 3.87) and make as
few mistakes as possible (mean = 3.84). During the oral test, they listened carefully to the
teacher for instructions (mean = 3.82) and to their partners (mean = 3.80) so that they
could acomplish the test more successfully.

In short, these undergraduate ftmglish majors generally were accustomed to
arriving at the test room on time, looking for clues, guessing from the context, and
resorting to background knowledge during a writEenglish test. When in an oral test,
they were also aware of the importance of cooperation between partners by listening to

them carefully.

Table 5: The Ten Most Frequently and Ten Least Frequently Used Strategies
(N =526)

The ten most frequently used Bategies

Strategy | Strategy Mean | Category in which thi§ Comment

No. strategy is classified

46 | arrived at the test room on time. 4.21 | metacognitive high-use

range

59 | looked for keywords while readin| 3.92 | metacognitive high-use
during the test. range

57 | listened to keywords when doin 3.89 | metacognitive high-use
listening comprehension during the te range
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61 | tried to make my translation more lik 3.88 | metacognitive high-use
Chinese. range

52 | tried to make my writing coherent an 3.87 | Metacognitive high-use
cohesie during the test. range

55 | tried to make as few mistakes | 3.84 | Metacognitive high-use
possible when writing during the teg range

62 | tried to better understand the senter 3.82 | Metacognitive high-use
according to its context when translati range
it into Chinese.

64 | listened to the teacher for instructio| 3.82 | Metacognitive high-use
carefully during the oral test. range

26 I used my background knowledge of t| 3.80 | Compensation high-use
topic to help guess and deduce what range
speaker sdi while doing listening
comprehension during the test.

28 | used my background knowledge of t| 3.80 | Compensation high-use
topic to help guess and deduce wh range
reading during the test.

80 | listened to my partnecarefully during| 3.80 | Social high-use
the oral test. range

The ten least frequently used strategies

Strategy | Strategy Mean | Category in which thig Comment

No. strategy is classified

3 To prepare for the test, | kept up n 1.20 | memory low-use
homework and reviewed my notq range
regularly.

24 | exchanged with English teachers abq 1.75 | compensation low-use
how and what to prepare for the te range

11 Il created summary 1.91 | cognitive low-use
beforethe oral test range

42 | creakd study checklists befothe test| 1.91 | metacognitive low-use

range

6 I memorized model texts/essays bef¢ 1.99 | memory low-use
the test. range

36 | tried to predict examination questio] 2.00 | metacognitve low-use
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and then outlined my answers before range
test.

5 | created flashcard$or words, phrasey 2.07 | memory low-use
and sentence structures, etc. that | neg range
to memorize before the test.

33 | developed a timetable to prepare for { 2.07 | metacognitive low-use
test and stuck to it. range

43 Before the test, | avoided speaking w| 2.07 | metacognitive low-use
other students who had not prepared range
avoid distraction from my preparatio

44 | got familiar with the test room befon 2.12 | metacognitive low-use
the test. range

Among the ten least often used individual strategies, all were distinctly in thesiew

range with a mean range of 1.20 to 2.12 and most fell into metacognitive amoryne

categories, se€able 5. For examplaghe students seldom used the following teyées

during the testi k e p t up homewor k

t e

Afexchanged with English
1.
Astudy @hémkbnsitpsr ddt) ed

answer so

unprepared

student sfoa nfimeiaanr

and revi ewed not e

achers about how

78y eafied summary notthees oarnad 6t neaspt sgétal (bneef aonr e=

examination quest.

(ni¢awnel=o0Red O@meamet adbl @d); Aavoidec

=w i 2t.meart Frie d2jatneds ti groat

As such, the least often used individual strategies included memory strategies like

reviewing notes and memorizing model texts/essays, which was not out of our

expectation. TEPT1 2005, as a proficiency and exit test, was generally not restricted to

the content taught during a term but more concerned with whatiests were able to do

with English. Knowing this well, tegtkers would neither keep up homework nor review
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notes regularly to pass this test, as they usually did to prepare for term éxaassthe

same with memorizing model texts/essays in thattéd®&trs must know how to write any

type of English composition. Probably for the same reason, thestakest would
seldom discuss with their course teachers about how to prepare for tthereese
summary notes or make study checklists before the test. Meanwhile, means of such
strategies as 36, 33, and 43 indicate that these participants did not attach much
importance to the preparation for the test. This was quite surprising becausePthel T
played a crucial role in determining whether they could be granted the degree of
certificate on time. However, it might also be because the participants had no idea of how
to prepare for a proficiency test that did not have a specific achievenygit tar

Additionally, most participants reported other individual strategies, though not listed in

Tabl e 5, as not being very frequently us e
grammati cal points, and sentence shhyructur es
modeling good essaysocliemelhead=al2s@81)soanhue @ o

Correlation between Englishtedst a ki ng strategy use and studen
Correlation analyses were run to investigate the relationship between English test
taking strategy use and studentsd test per f

Table 6.

Table 6: Correlation between English Test a ki ng Strategy Use and
Performance (N = 526)

Listening | Reading| Translation| Writing | Written Oral test| overall

test gore | score score
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Listening 1 BS11x* | .504** 192%* | 7T79%* A22%* 791**
Reading S11** 1 .518** .088* 721%* 267 T13%*
Translation | .504** 518 |1 .208** | .668** .315** 671**
Writing .192** .088* .208** 1 .621** .104** .596**
Written test| .779** Jg21%* | .668* 621** | 1 377+ .991**
score

Oral test| .422** 267* | .315** 104* | .377** 1 499**
score

Overall score| .791** 13| 671 596** | .991** 499** 1
TMS -.019 -.030 .022 -.025 -.027 -.071 -.036
TCogS .069 .082 077 .006 .076 .010 071
TComsS .062 .105* .050 .046 .096* .040 .094*
TMetaS .015 -.012 .033 .000 .007 .036 .010
TAS .023 .002 .010 -014 | .005 .009 .005
TSS .074 .008 011 .034 .051 .095* .060
ETSI .037 .029 .047 -.002 .033 .021 .032

Notes *p <.01 *p<.05

As shown in Table 6, studentsodo test perfor
with certain categories of English teaking strategies in the present study, as found in
numerous existing studies (Kim & Goetz, 1993; McLain, 1983; Parham, 19QKitiP
2003) . Compensation strategies wer e signi f
performance on the reading test< .105), the written testr (= .096) and the overall
TEPT 1 2005 ( = .094) though the coefficients were not high. Social stradegrere
significantly positively correl at®3).lwi th st u
might be because the oral test required much cooperation betwe¢akésst which
compelled students to employ more social strategies to help themeterti test more

successfully. When working on other parts of the test, students could independently resort
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to other types of strategies they knew. However, regression analyses yielded no powerful

predictors for student s dedivaiables. per f or mance an
It is worth noting that correlation analyses of English-taking strategy use and

studentsodé test performance yielded differen

years. As summarized in Table 7, for fiygar students, Enghstesttaking strategy use

seemed to have exerted great impact on their performance in the TEPT1 2005. Cognitive,

compensation and social strategies, and overall Englistiatesy strategy use were

significantly positively correlated with firgstear stué nt sé per formance i n t

reading, translation and written tests of the TEPT1 2005 and the overall TEPT1 2005;

metacognitive strategies significantly positively correlated with their performance in the

translation and oral tests of the TEPT1 20B6r secongear students, no significant

correlations occurred between English testa k i n g strategy use and

performance. For thirgiear students, only social strategies were highly related to their

performance in the oral test of the TEPAUO5. For these students, the use of other test

taking strategies seemed to have had little effect on their performance in the proficiency

test. This might be partly attributed to the fact that the-fiestr students, who are fresh

out of middle schoolwhich is very exanoriented in Mainland China, were generally

more skilled at employing various strategies when taking tests. It may also be due to the

fact that firstyear students were required to take crbdiring English courses while

many of their econdyear and thireyear counterparts declined the option to do so, and as

such had forgotten how to employ these strategies.
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Correlations between Englishtesta ki ng strategy items and st uc
When exploring relationships between English-test ki ng strategy i tems
test performance, we only incled the written and oral test scores of the TEP1 2005 and
the overall test score while ignoring scores in discrete parts (listening, reading, translation
and writing). The analyses reveal¢dat 21 strategy items that were significantly
correlated withstuelnt sd6 test perfor mance.
Table 8: Correlations between Test aki ng Strategy I tems and
Performance (N = 526)
ltems Written Oraltest | Overall
test score | score test score
9. Practiced speaking English in different situati{ .091* .099* .099*
before the testcpgnitive).
10. Practiced writing answers to sample quest| .101* .101*
before the test (cognitive).
11.deated summary nothewall -.096* -.093*
test (cognitive)
14. Looked for the central idea of each dioes| .118** 111
(cognitive).
30. Used background knowledge to complete the| .090* .086*
(compensation).
31. Used linguistic knowledge to complete the | .127** 123**
(compensation).
34. Read old exam papers before the |.161** 162**
(metacognitive).
44. Got familiar with the test room before the t -.101* -.120** -111*
(metacognitive).
53. Paragraphed writing during the test (metacogniti} .097* .133** 110*
54. Wrote a topic sentence for each paragraph  .095* 115%* .105*
writing during the ést (metacognitive).
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55. Tried to make as few mistakes as possible v .106* 137+ .118**
writing during the test (metacognitive).

57. Listened to keywords when doing listen .100* .087*
comprehension during the test (metacognitive).

58. Listened to clues while doing listenil .087* .090*
comprehension during the test (metacognitive).

63. Used the information on the card to help geneg .110*

and organize ideas during the oral test (metacognit

65. Made a good use phst experiences to finish t 176%*

oral test (metacognitive).

69. Answered easy questions first during the written| -.092* -.163** -.110*
(metacognitive).

71. Will summarize performance after the t -.096* -.113%* -.107*
(metacognitive).

76. Breathed deeply to calm down when becom -.122%*

nervous before and/or during the test (affective).

77. Approached the test with confidence (affective). .159**

80. Listened to partner carefully during the oral { 122**

(social).

81. Supporté and helped partner during the oral t .100* .160** 116**
(social).

Notes **p <.01; *p<.05

As noted in Table 8, eight individual strategies had a significant relationship with

studentsé performance

9, Apracticed speaking

o n verail €EEPWY 2005.tSeategya n d

Engl i sh

Aparagraphed writing dur.i

ng the
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t e

o
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sto

(met a

each paragraph when wroigtniing vegri b ,t e rti edt
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and helped my partner during the oral testo
to studentsd per f od ond testseand time ovetale TERVA 2G0%5. e n a
Namely, the more frequently a student used these strategies, the better s/he performed on

the proficiency test. Meanwhi | e, strategy 4.
testo (metacognedt i gasjgy 6 9e s tihiaonnsswef i r st dur
(metacognitive); and 71, Awi | | summari ze pe
were highly negatively related to students?o
the overall TEPT1 2009n otherwords, a more frequent user of these metacognitive

strategies tended to perform worse on the proficiency test.

I n addition, seven individual strategies we
the written part and the overall proficiency teStt r at egy 34, Airead ol d
before the testodo (metacognitive); 10, Apr ac
before the testodo (cognitive); 14, Al ooked fo
58, Al i stened t o chgescompri €kBendaiomg dluirs tneg
(metacognitive); 30, Aused background knowl e
and 31, Aused l i ngui stic knowl edge to <comp

significantly positi ve lpgrformamaerwhilesstraeegy 1lyi t h st
Afceated summary nothesraltesid (6mgps6i bef owas si

inversely related to studentsd test perfor ma

Meanwhi |l e, four i ndi vidual strategies S i
perfomance in the oral test: strategy 63, ius
generate and organize ideas during the oral
of past experiences to finish the onmeal testo
carefully during the oral testo (social) we
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performance. Strangel vy, strategy 76, Abreat
nervous before and/ or during thenedgavst 0 ( af f
effect on studentsd performance on the oral
level of anxiety/confidence. If a student felt confident during the oral test, s/he would not
need to breathe deeply but rather behaved naturally; wherefi®iffelt anxious, s/he
might purposefully breathe deeply to calm down, which could negatively influence
his/her test performance.

In general, most of these individual strategies were concerned with planning and fell
into the metacognitive category, wWit h had a significant relatic
performance, especially studentsd6 perfor manct
the fact that more metacognitive strategies were included in the survey. Social and
affective strategies appearedo b e more related to studentso
Memory strategies seemed to have Ilittle sigr
on the written or oral test.
Differences in English testaking strategy use among students in diféert study years
To address the differences in English-teging strategy use among students in different
years of study, the analysis of eway ANOVA was conducted. The results are reported

in Table 9.

Table 9: ANOVA Results of English Testtaking Strategy Use

Level (Mean) Location of Sig.
Measures F P | F* | Year1=166; Year2=224; Year3 =1 difference
Year 1 Year 2 Year 3
T™MS 7.95* | .00| 2.77 2.09 2.32 2.38 Years 1 & 2;
Years1& 3
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TCogS | 1.10 | .33 2.77 2.90 2.97 2.98 /
TComS | 1.64 |.19]|2.77 3.47 3.38 3.37 /
TMetaS | .20 | .82 2.77 3.13 3.16 3.13 /

TAS .69 | .50 2.77 3.32 3.42 3.34 /

TSS 50 | .61 277 3.07 3.10 3.15 /

ETSI .60 | .55|2.77 3.03 3.08 3.07 /

Notee F*- Critical F value for Duncanods test

According b Table 9, students in all study years had a medium use of the strategies
except memory strategies, which were in the low use range.-Jédandstudents reported
having used memory, cognitive, and social strategies the most frequently during the test,
whereas their firstyear counterparts used these strategies the least frequently. Second
year students reported having utilized metacognitive, affective, and the overall strategies
the most often while their firstear peers employed them the least often. Méda,
first-year students seemed to have had the greatest use of compensation strategies, while
their thirdyear peers reported having had the lowest use of them. Howevehgodsists
revealed significant difference occurred only in the use of memibayegies among
students in different years of study: figgar students deployed memory strategies
significantly less frequently than their seceyshr and thirdyear counterparts, while
seconeyear and thireyear students did not differ significantlyofn each other in terms
of memory strategy use. This significant difference might be again largely due to the fact
that firstyear students who had more access and exposure to English were more skilled at
using English and taking English tests, while tlseicond and thirdyear peers who had

much less exposure to English had to resort to memory more to pass the exam.
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Conclusions and educational implications
The present study i nves t-takjng strategy S itsretfeste EF L
onstudens6 test performance, and strategic diff
years. It was found that the six strategy categories were important subcomponents of the
English Tes{Taking Strategy Inventory (ETSI) and that the participants had a medium
use of English tegbking strategies. Like their counterparts in other EFL learning
situations (Lan & Oxford, 2003; Oxford & Ehrman, 1995), these learners resorted to
frequent use of compensation strategies to cope with the challenges found in the EFL
teding situation. These challenges might have made the test more difficult. On the
positive side, they were using some affective strategies to help them reduce the anxieties
and stress found during the test. It is also encouraging that thesakerst depyed
social strategies to cooperate with each other to finish the test, especially the oral test.

The study also revealed that students who used one category of Enghistkitest
strategies more frequently tended to use the other five categorieste§ies more often.
This indicates teachers should encourage EFL learners to use effective Engteskirigst
strategies whenever possible, with the aim of more efficient learning and better outcomes.
Teachers can start by the Englishitestakingsstratediestheys 6 awar
have already been using. To help students better understand the strategies and strategy
use, it is fiperfectly fine to employ the nai
2003, p. 375). Nevertheless, it is@alnecessary to teach students to know simple strategy
names in English, such as fAUse background Kk
also a type of English learning.

As to the relationship between English fesa ki ng str ategy stuse and

performance, the present study revealed significant correlations (though low) which
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emerged between compensation and soci al str
Soci al strategies were especially Htestghly r el
Some metacognitive strategies (especially planning strategies) were particularly
significantly correlated with studakng sé t est
strategy use could indeed affectaspests afdent s o
performance in Engl i sh. This further attes
awareness of the broad range of Englishtegghg strategies and instructing them how to
use these strategies effectively. For example, EFL learners cacdeayed and trained
to pay more attention to planning when working on a test.

Additionally, it was found that learners in different study years all had a medium use of
all categories of English tetdking strategies except memory strategies, whichlntkes
used by all participants. This may imply individuals may have different preferences for
using strategies and so may learners in different study years. Thus, it is important for EFL
teachers and learners to recognize that some Englistakésy stategies may be more
suited to some learners than to others. Consequently, teachers may plan their instructions
more powerfully and students can receive what they need to the greatest degras. J
Vandergrift (1997 cl ai med, At he gime strategigs reflacts eam e s t ir
awarenesghat students can, and need deyelop tools to become more effective and
autonomous language learngrs387p .

Finally, though numerous studies have been conducted on language learning strategy
use and its reteonships with individual learner characteristics, not much research has
been done in the area of English #e#ting strategy use, which merits further
i nvestigation in that it may greatly influe

this study &o lend support to further research in this area. First, we need to know the
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extent to which the specific patterns of English-taking strategy use we found in
Beijing would occur in other geographical and cultural settings. Also worthy of further
investigation is the relationship of English tégking strategy use and test performance
among students in different study years. Though not many significant correlations were
found between English tettking strategy use and test performance of the whole
participant sample, many were found between Englishta&stg strategy use and first

year studentsodé performance in English.
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Abstract

With all the progress made in pragmatic knowledge desaniptinstruction and

assessment, foreign language teachers still face many challenges in teaching it. These

have been discussed in the voluminous literature on teaching and assessing pragmatic
competence. In this paper an attempt is made to investigateeteashd percei ve
challenges related to their pservice education program,-gervice training, textbooks,
teacher gui de s, test s, and opportunities fo
outside the classroom. Analysis of data reveals that teatderdifficulties related to

almost all those dimensions. Suggestions for helping teachers overcome those difficulties

are proposed and recommendations for further studies are made.

Keywords: Pragmatic Competence, Developing, Teaching, Testing



Pragmatic competence defined and characterized

Since Dell Hymes (1972) coined the term communicative competence to refer to our
knowl edge of | anguage in reaction to Noam (
competence, many attempts have been made to idantifgharacterize the components

of communicative competence (Canale and Swain, 1980, Bachman,d&l6@Murcia

et al., 1995). In all these attempts, pragmatic competence has always been identified as a

major component of communicative competence, albeder different components:

Hy me s sociolinguistic competence, Canal e ¢
Bachman's pragmatic competence, and Ck¥laecia et al's actional competence. A

comparison of these models of communicative competence is bdyerstdpe of this

paper. However, such a comparison is now available in many sources (see for example
CelceMurcia et al., 1995 and Jorda, 2005).

Indeed, the voluminous literature on teaching different aspects of pragmatic
competence teems with such qumamisons of different models of communicative
competence. Hymes' sociolinguistic competence refers to the ability to use forms
appropriately in social situations; something which was excluded by Chomsky's
distinction between competence and performanceal€aand Swain's sociolinguistic
competence is similar to that of Hymes. They expanded the notion of communicative
competence to include discourse competence and strategic competence. Bachman (1990)
grouped linguistic competence and discourse competendedteeompetence) together
under one category she called organizational competence. She identified pragmatic
competence as the second major component of communicative competence defined as the

knowledge of the components that enable us to relate wordstterdnces to their

meanings, the intentions of language users and relevant characteristics of the language
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use contexts. To Bachman, pragmatic competence consists aexjaal knowledgé

the knowledge of the meanings of words and the ability to useafige language; (b)
Functional knowledg®the knowledge of the relationships between utterances and the
intentions/ communicative purposes of language users; agb¢a)linguistic knowledge
refers to knowledge of the relevant characteristics of socialexts in which those
utterances are used. In Celdercia et al.'s (1995) model of communicative competence

an attempt is made to show how the different components of communicative competence
are related. Pragmatic competence is defined as knowledgegoblge functions that are
classified in such a way that reminds us of the persistent problem of classifying speech
acts in a systematic way, and one that was attempted by both Austin and Searle a long
time ago.

There are many definitions of Pragmat&s a branch of linguistics. For example,
Levinson (1983) devotes a whole chapter to this issue reviewing a lot of definitions. Yule
(1996) defines it as the study of those aspects of utterance meaning that are determined
by the social contexts in whichey occur. Given the multitude of topics often dealt with
in the literature of pragmatics, he argues that, at that time at least, it looked like the

wastepaper basket of linguistics. Rose and Kasper (2003) define pragmatics as:

Aét he study oef actiono im nitsl 1sdciocaltural context.
Communicative action includes not only using speech acts (such as
apologizing, complaining, complimenting, and requesting), but also
engaging in different types of discourse and participating in speech events
of varying length and complexity (p.2)."

In addition, Leech and many other leading figures in Pragmatics identify two components
of pragmatic competence: Pragmalinguistics and Sociopragmatics. The former refers to

the ability to make appropriate choices fromlaage range of linguistic forms and
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pragmatic strategies such as directness/indirectness and routines in the realization of
communicative acts. The latter refers to the social assumptions or principles underlying
participants?©o I nt erep ofedoranunicative axts. dAs pueh, f or man
Sociopragmatics is essentially about appropriate social behavior in a certain speech
communi ty. I n addition, the study of L2 | e

Interlanguage Pragmatics. Jorda (2005) points out that:

Al nterl anguage pragmatics 1is a relativel"
language acquisition research area. It is concerned with the pragmatic

competence and performance of second and foreign language learners;

thus, studies in this field focus on themm at i ve speaker os use
acquisition of pragmatic knowledge in/ of

Eun and Tadayoushi (2006) sum up the development of research in Interlanguage
Pragmatics (ILP). The earliest Interlanguage Studies focused mainly anGehan
(1998) calls Contrastive Pragmatics. Pragmatic intuitions and performance of different
groups of second/foreign language learners having specific first language backgrounds
were described and compared with those of Native Speakers. Gradualbgoftee of
Interlanguage Pragmatics has become broader to include developmental studies (i.e.
studies focusing on the development of learners' interlanguage competence). More
recently, researchers have also started to the investigate classroom instruction of

pragmatic knowledge. This, then, is the focus of this paper.

Rationale for classroom Pragmatic instruction
Until very recently, many people believed that pragmatic knowledge need not be taught

explicitly. Even i n 1997, ragnascpcempetenca ibes ed t he
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taught 20 Many arguments can be made for t e

language classrooms despite the challenges that are enumerated later.

1. Direct instruction of this aspect of knowledge of language in L1 context

Many praminent figures in Interlanguage Pragmatics have pointed out that this aspect of
knowledge in particular receives a lot of attention by parents when they teach their
children how to behave linguistically in social situations (Cohen, 2008, Eun, &
Tadayoushi,2006, Rose & Kasper, 2003). Following Kasper and Schmidt, Eun, &

Tadayoushi, (2006) note that:

Aé unli ke syntax, parents and peers fdacti
of language to a child. In other words, even in L1 acquisition, pragmatic

competege is commonly treated as a special entity which develops

through infor mal i nstructional event s, S
negative feedback, and even of explicit statements about sociopragmatic

rules or pragmalinguistic resources, in response tolcld r ends pragmati c
infelicities (p.167).0

In the same vein, Schmidt (1993) asserts that:

"Unlike the acquisition of syntax, semantics, and even some
sociolinguistic rules, when it comes to speaking politely adults do
not leave it to the child to construitte rules on his or her own.
Here, they take an active, even energetic part in directly instructing
their children in the use of the various politeness devices (p.28)."

If parents/caretakers provide informal explicit instruction on this aspect of kngsvizd
language, it might be argued that classroom pragmatic instruction is also necessary in a

foreign language learning context.
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2. Tendencies of negative and positive pragmatic transfer in foreign language

|l earnersd performance

Crosscultural and contraste ILP studies reveal that there are many pragmatic
universals. In other words, there can be both similarities and differences between English
pragmatic norms and those of Arabic in the sociopragmatic component. The same thing
applies to English comparedith other languages. Many people talk now about
pragmatic universals. Therefore, it is often argued that the adult learner might have a lot
of pragmatic knowledge at his/her disposal. However, ILP studies reveal that positive
transfer does not occur autatically (i.e. without instruction). In fact, negative transfer

can occur. Rose and Kasper (2003) assert:

AUnfortunately, | earners do not al ways
they already have. It is well known from educational psychology

that students do at always transfer available knowledge and

strategies to new tasks. This is also true for some aspects of
learnerduniversalorLibased pragmatic knowl edge (

3. Lack of exposure to real life use of language outside the classroom as well as
paucity of study abroad trips

Unlike L2 learners, foreign language learners are rarely exposed to the use of language in
natural settings. Furthermore, studies focusing on the effect of study abroad projects on
learners' pragmatic competence reveal that mere exgosithout explicit instruction,

has a very slow effect on the development of learners' pragmatic competence. Cohen
(1998) argues that exposure to speech acts behaviors alone does not necessarily lead to
their acquisition. These sociocultural strategied sociolinguistic forms are not easily

learned, and this applies to less frequent speech acts as well as more frequent one
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4. Most instructed researchers of pragmatic development have adapted the new
version of Long's Interaction Hypothesis and his distinctio between focuson-form
and focuson-forms together with Schmidt's Noticing Hypothesis as a rationale for
teaching pragmatics as well as a guideline for designing their proposed treatments
Roughly speaking, the early version of the Interaction Hypotheésisssthat the only
necessary condition for instructed language acquisition is through exposure to input that
is made comprehensible though negotiation of meaning and not just negotiation of input
as Krashen's comprehensible input states. Negotiation arfiingerefers to modifications
in the structure of conversation whereas negotiation of input is confined to modification
of form. Swain's Comprehensible Output Hypothesis and Schmidt's Noticing Hypothesis
have made Long accept a role for a sort of incidefioizus on form in instructed L2
acquisition. The former makes it necessary to engage learners in tasks that require them
to produce language. This, it is argued, pushes learners to extend their current
Interlanguage System and generate more comprehensiplit in the feedback they
receive (see Ellis, 2005). Therefore, Long makes a distinction between focus on forms in
which forms are graded and sequenced and the teaching of forms is planned and
intentional; and focus on form in which foffocused instrumon incidentally occurs in
classes dominated by communicative tasks that enhance the negotiation of meaning.
Schmidt (1993) argues that noticing is essential, not only for acquiring forms, but also
for acquiring pragmatic knowledge. According to histising Hypothesis, exposure to
pragmatic knowledge in natural settings or inside the classroom may be necessary, but
not sufficient for making input intake. Thus, learners' attention should be drawn to certain
features. Complete subliminal learning, stargued, is simply out of the question. As

Schmidt (1993puts it:
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"Simple exposure to sociolinguistically appropriate input is unlikely to be
sufficient for second language acquisition of pragmatic and discoursal
knowledge because the linguistic reali@as of pragmatic functions are
sometimes opaque to language learners and because the relevant
contextual factors to be noticed are likely to be defined differently or may
be nonsalient for the learner. Second language learners may fail to
experience theracial noticings for years (p.35)."

Ellis (2003) makes use of Schmidt's Noticing Hypothesis in his Consciousness Raising
model. According to Ellis, form focused instruction results in raising learner's awareness
of the feature in question. Awarengsssing triggers two cognitive processes. One is
noticing the feature in question within the available comprehensible input and the other is
comparing this feature to his/ her current interlanguage system. Once the learner reaches
the stage at which s/he is dgato acquire it, this feature is internalized or becomes
intake.

The implication of current theory of L2 acquisition is that learners need to be engaged
in communicative tasks that provide them with comprehensible pragmatic input as well
as explicit pagmatic instruction that raises their awareness of pragmatic features that

may not be salient to them in communicative tasks such as role plays.

Effectiveness of instruction in second language pragmatics

As pointed out above, pragmatic instruction ie thost recent paradigm of research of
ILP. In the last few years, many classrebased studies aiming at establishing the
effectiveness of pragmatic instruction have been conducted. A number of reviews of
many of those studies are now available (Belz, 2@®hen, 2008; Eun, & Tadayoushi,

2006; Rose, 2005). In addition, several PhD studies focusing on pragmatics instruction in
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foreign language classrooms have been conducted in the last few yeader@gan,
2007; Vellenga, 2008; Mwinyelle, 2005; Reu@804; Sawako, 2007; Vellenga, 2008),
and several papers have been published in journals (e.g. Jiang, 2006; Liu & Zhao, 2007).
Most of those studies focus on the teaching and testing of certain speech acts.

Eun, & Tadayoushi 0s,h oph2nhé effegtiveness ofi peagmatic f rese
instruction is especially interesting because research synthesis usinganalgtas
usually requires very rigid procedure for selecting and analyzing studies which meet
specific selection criteria. To conduct a matwlysis review, the issue in question should
have enough data sources to be able to be investigated by many researchers. The two
reviewers assert that there were two earlier claims in the literature regarding the adequate
availability of studies focusing anstructed pragmatic development, whereas Kasper and
Rose (2003) claimed that it was still premature to conduct a-ametstsis as there were
not enough studies to consider. Another earlier review reported that there were more than
two dozen studies on ittacted pragmatic development. Since the review started in 2003
with 34 relevant published studies, it is expected that the number of published studies
must have increased significantly since that time.

Out of the total number of studies investigatddl), only 13 studies met the criteria set

for the analysis. Eun, & Tadayoushi, (2006) sum up the findings of theiranalgsis:

"Results of the metanalysis revealed that direct instruction made a
notable difference over no instruction, and that expinstruction was in

some cases more beneficial than implicit instruction. Further analysis
yielded suggestive but inconclusive evidence that the type of outcome
measure may increase the observed learning benefits, and that compared to
shortterm pragmat instruction (i.e., less than five hours), letegm
instruction (i.e., more than five hours) is likely to result in larger
instructional effects (p.165).0



They also make a number of comments related to the studies reviewed. For example,
most of the stués reported the positive effect of formal explicit instruction on pragmatic
competence. Thus, pragmatic instruction facilitates the acquisition of certain pragmatic
features that are difficult to acquire only through exposure. They further add that "Many
interventional pragmatics studies feature techniques on the most explicit end of the
continuum, and typically include teacher fronted instruction on pragmalinguistic forms or
sociopragmatic rules (p.169)." As such, they classify the treatments used hingeac
pragmatics into two categories: explicit vs. implicit treatments. The former are usually
characterized by "a complete disclosure of the goal of the lesson", "frequent use of
metalanguage”, "unidirectional information flow from teacher to learnerst an
"structural exercises". The latter type of treatments are characterized by "the use of
consciousness raising activities”, the use of self discovery of target features in given input
through the analysis of native speaker output in spoken or written &rdhthe use of
groupbased consciousness raising activities as advanced organizers preceding exposure
to comprehensible input tasks to maximize the possibility for noticing. Another
interesting type of consciousness raising activity used by many stisdiasown as
retrospective analysis of sedficited data or audicor videar ecor di ngs of | earn
production in performing production tasks such as pair conversationglage writing

tasks and previous group discussions. These are viewed asssomef reflection
enhancing tasks. Summing up the extreme end of implicit instruction in pragmatics, Eun,
& Tadayoushi, (2006) note that:

"Instructed pragmatics studies at the very end of the implicit pole hardly

involve external manipulation of learnérs at t enti on t o target f
often realized as the implicit counterpart of the explicit experimental

conditions in typeof-instruction studies, purely implicit instruction
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conditions are largely characterized by sole exposure to authentic language

datan . . . , no direction to gui de |l earner so
interest, no use of metalanguage, and absence of any type of consciousness

raising activities (p.171)."

In other words, the purely implicit treatments will consist mainly of pragmbtssd
communicative tasks with no attempt to draw the learners' attention to specific linguistic

features.

Challenges faced in teaching and testing pragmatic competence in a foreign

language learning context:

1. Paucity of pragmatics courses in both preservice teacher education programs

and in-service professional development ones

Since most foreign language teachers aremaiive speakers of English, they need to be
well-prepared for teaching this aspect of knowledge of language. Unfortunately, however,
couses on pragmatics are usually electives if they are included at all ‘seimiee
education programs as it is the case at Sultan Qaboos University (SQU). But the situation
in many parts of the world is not much better. Cohen (2008) cites many studitshaoo
degree to which teacher education programs prepare teachers for teaching and testing
pragmatic knowledge. Most programs investigated rarely provide information about
pragmatics or pragmatic knowledge instruction and assessment. However, most MA
progams in Applied Linguistics seem to include a pragmatics component. To the best of
the researcherdés knowl edge, the only except
University in Saudi Arabia. In 1996, the researcher was entrusted with teaching a
pragmatis course to undergraduate students majoring in English. It was a core course

and not an elective as it i s the case in th



situation is not very much different in-gervice professional development programs Th
extensive review of related literature for the purpose of this study yielded only two
sources on professional development workshops on pragmatics (Bartels, 2005; Yates &

Wigglesworth, 2005).

2. Challenges related to ELT materials and Pragmatics

The explict treatment of pragmatic phenomena in prescribed textbooks and their
accompanying teacher guides is very infrequent. It is true that there are attempts to
include a few mindialogues for a few speech acts that students are required to practice.
However, hose minidialogues are often very contrived and decontextualized. A few
attempts have been made to investigate pragmatic knowledge in ELT materials (Boxer,
2003; Boxer & Pickering, 1995). These attempts show that materials used in EFL
contexts rarely incide authentic input and that, in most cases, available information may
not be true to real life use of language in social situations. FolloRargoviHarlig,

Cohen et. al.Belz (2007)asserts that "...In general, textbooks cannot be counted on as a
reiabl e source of pragmatic input for classr

argues that research indicates that:

"...language textbooks (1) include little information on L2 pragmatics, (2)
lack explicit discussions of conversational norms and mestiand (3)
contain inauthentic language samples that are based on introspection rather
than genuine language use (p.48)."

3. Paucity of exposure to real life language use outside the classroom
The paucity of exposure to real life language use outsideldissroom is probably the

chief distinction between L2 contexts and foreign language learning contexts. Also, it is
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always cited as a rationale for the necessity of explicit instruction in pragmatics in foreign

language learning contexts. For example, d¢ad05, p.65) argues:

“"Contrary t o Boxer and Pickeringos (19
unrequired teaching of sociopragmatic aspects in a foreign language

setting, we believe that these features are of the utmost importance in these

particular language #&ning contexts. Unlike second language learners,

subjects learning a foreign language do not have many opportunities to be

exposed to natural and authentic language use. If we do not provide them

with sufficient sociocultural and sociolinguistic infornwatj we are

increasing their difficulty in understanding and producing politeness issues

in the target language (p.65)."

4. Challenges related to testing pragmatic knowledge

Testing pragmatic knowledge has always been a persistent problem both in contrastive
pragmatics research as well as instructional pragmatic development. The most widely

used technique in testing pragmatic knowledge is known as the Discourse Completion

Test (DCT) and its variants. Originally used in Contrastive Pragmatics studies, asituati

is first described and then the respondent 0:¢
versions of DCT are multiple choice rejoinders [see Jianda (2007) and (2006) for
procedure to develop a Multiple Choice Discourse Completion Test of Chinesadearne

pragmatic proficiency]. Rose & Kasper (2003) argue:

"Especially in instructional contexts where formal testing is regularly
performed, curricular innovations that comprise pragmatics as a learning
objective will be ineffective as long as pragmatic ibik not included as

a regular and important component of language tests (p.8)."

Tests, in general, are well known for their backwash effect on both teaching and learning.
If no attempt is made to test this aspect of knowledge or include it in tests, th

instructional effect is bound to be minimal. This is because teachers teach to the test and
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learners learn to the test.
Many authorities in instructed pragmatic development have also tried to identify the

challenges faced by teachers and researchéissiarea. Belz (2007) notes that:

ARThese aspects i nclude (1) the avail
instructional materials, (2) the exposure of classroom learners to

broadened discourse options and the provision of opportunities for

the performance angractice of L2 pragmatics in meaningful

interactions, (3) the longitudinal documentation of developmental

pathways for L2 pragmatic competence, and (4) the efficacy of

particular pedagogical interventions in L2 pragmatics instruction

(p.46) .0

In the sane vein, Cohen (2008) notes that in his extensive review of teaching as well as
testing pragmatics, more questions than answers provided. However, he attests that these
challenges should not deter teachers from introducing pragmatic instruction in their

classrooms.

Purpose of the study

The present study aimed at identifying the degree to which teachers are aware of the
challenges they face in teaching pragmatic competence in Oman. The two main questions
of this study are:

1. What are the challenges faced t®achers in teaching pragmatic competence in

Omani schools?

2. Are there any statistically significant differences between the perceptions of teachers

who took the undergraduate pragmatic course and those who did not?
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Method of research

A questionnaire wadesigned for eliciting Omani teachers' perceptions of the challenges
faced in teaching pragmatic competence. First, the researcher reviewed relevant literature
as pointed out earlier. Second, sestnuctured interviews with six Omani EFL teachers

and one gpervisor were held. For each category of challenges, there was one major
opentended question, followed by clarification checks and attempts to elicit any further
perceived challenges. The aim was not only to identify the different challenges that can
be sibsumed under each category/ dimension, but also to be aware of the language used
by teachers in talking about these issues. The initial draft consisted of 32 statements. It
was then submitted to three colleagues who are interested in this area forKesduthac

the relevance and clarity of each statement. Acting upon their feedback, the number of
statements was reduced to 18 and very few modifications in wording were made. Ninety
copies were distributed to Omani teachers teaching grad@s kit only 47orms were

returned.

Analysis of data

As the questionnaire had a three point scale, it was decided to consider the mean values
bet ween 1 and 1.66 to mean dof | ow adequacy
between 1.67 and 2.¥3omofrenpudemay e, aadrduahb

bet ween 2.34 and 3 fAdof high adequacy or fregq

1. Challenges related to teacher education programs
Table 1 displays teachers' perceptions of the adequacy of their teacher education

programs for raising their awaresesf pragmatics, the comparison of L1 and L2
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pragmatic norms and strategies, norms of politeness, teaching and testing pragmatic

knowledge.

Table 1: Means and Standard Deviation for TE Programs

Statements Means SD
Awareness of pragmatics as a branch of linguistics 1.64 1.64
Comparing English and Arabic Pragmatic norms & strategies 1.68 1.68
Learning norms of politeness in face to face interaction 1.74 1.74
Teaching pragmatic knowledge 1.74 1.74
Designing/ selecting activities for teaching pragmatic knowledge 1.23 1.23
Designing tests of pragmatic competence 1.19 1.19

It can be seen from Table 1 that teachers believe that their teacher education program
has made been moderately adequate with regard to the second, third and fourth variables.
Meanvalues for those variables ranged between 1.68 and 1.74. This can be attributed to
the fact that many teachers reported that they had attended a course on Pragmatics in their
teacher education program (N=21). They considered their teacher educatiompramra

be of low adequacy with regard to the other three variables.
2. Challenges related to textbooks
Table 2 shows teachers perceptions regarding the adequacy of certain aspects of

textbooks and teacher guides (TG).

Table 2 Means and Standard Deviation for Textbooks

Statements M SD
Textbook & TG explanation related to pragmatic knowledge 1.51 .505
Textbook and TG activities for practicing pragmatic uses of language 1.45 .583
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Textbook consciousness raising-activities 1.23 428
TG guidance about how to teach Pragmatic knowledge 1.36 .486
Textbook audio-/video-recordings of samples of pragmatic uses in natural settings 1.53 .620
TG guidance about testing pragmatic knowledge 1.23 .428

Teachers consider textbooks and teacher guides of low adequaaggdatd to all six
variables. This is consistent with the views expressed in the literature and the findings of

previous research.

3. Challenges related to tests

Table 3 displays teachers' perceptions regarding the adequacy of tests covering this
component bknowledge of language and noative teachers' ability to design tests of
pragmatic knowledge. Mean values for these two variables related to textbooks and

teacher guides range between 1.23 and 1.51.

Table 3: Means and Standard Deviation for Tests

Statenents M SD
Test items focusing on pragmatic knowledge 1.28 .452
Ability of non-native teachers to test pragmatic knowledge 1.30 .462

Once again, teachers view tests of pragmatic competence as well as their ability to

design tests of this componeritoommunicative competence as being of low adequacy.

4. Challenges related to exposure to pragmatic knowledge outside the classroom
Table 4 displays teachers' perceptions regarding the frequency of their exposure to

pragmatic knowledge of language outside tlassroom.
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Table 4: Means and SD for Exposure to Pragmatic knowledge outside the classroom

Statements M SD
Exposure to pragmatic uses with native speakers in Oman 1.32 471
Exposure to pragmatic uses during a study abroad program 2.00 .590
Exposure to pragmatic uses in online chats with native speakers 1.38 491
Exposure to pragmatic uses through e-mail in a Connecting Schools Project 1.23 428

Except for the exposure to those uses during a study abroad program, teachers view
other opportunitiegor exposure to pragmatic knowledge to be of low frequency, as mean
values range between 1.23 and 1.38. This finding can be can be attributed to the fact that
some teachers reported that they had had the chance to join a study abroad program
N=13).

To investigate the effect of studying pragmatics in their teacher education program on
their perception compared with those who had not taken that course, the independent
sample t#test was used. No statistically significant differences between the two groups'
perceptions were found in any dimension except the first. Table 5 compares the means of

the two groups with regard to the first dimension.

Table 5: Independent samplest for attending Pragmatics course

Have you [N [M [SD [t Sig

studied

pragmatics?
Awareness of pragmatics as a branch of Yes 21 2.19 | 402 8 . 4/ .000
linguistics No 26 |1.19 |.402 | 8. 4| .000
Comparing English and Arabic Pragmatic Yes 21 2.10 | .539 5. 0/ .000
norms & strategies No 26 | 135 |.485 | 4. 9] 000
Learning norms of politeness in face to face | Yes 21 |1.86 | .655 1. 1| 258
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interaction No 26 |165 | 562 | 1. 1| 267
Yes 21 | 214 |.478 | 4. 5| .000
Teaching pragmatic knowledge
No 26 | 142 | 578 | 4. 6] .000
Designing/ selecting activities for teaching | Y€S 21 | 138 |.498 | 2. 2]|.033
pragmatic knowledge No 26 | 112 | 326 | 2. 1| .043
Yes 21 | 138 |.498 | 3. 2| 002
Designing tests of pragmatic competence
No 26 | 104 |.196 | 2. 9] .006

Except for learning norms of politeness and teaching pragmatic competence, there are
statistically significant diffeneces between the perceptions of those who attended the
Pragmatics course and those who did not in favor of those who attended it at the level of

0.001.

Proposed solutions to those challenges
1. Recommendations related to teacher education and teacher progegnal
development

Many students majoring in English at SQU choose the Pragmatics elective. Given the
importance of this course, it has been recommended to be a core course and not an
elective. Furthermore, teaching and testing pragmatic competerdteoniee included in
undergraduate methods courses. Language teachers' professional development programs
can also help teachers upgrade their undergraduate knowledge of pragmatics as well as
their repertoire of skills in teaching and testing it. Few attengpe reported in the
literature to initiate and investigate the effectiveness ofenvice pragmatics
workshops (Chavez de Castro, 2005, Yates & Wigglesworth, 2005). Teachers

themselves should attempt to make optimal use of the Connecting Classrocgos tBroj



encourage natural interaction with native speakers. They can also make useaodessf
pragmatics sites available at the moment on the Internet. For example, CARLA has
already initiated a project to provide teachers with-getless sites for tHearning and
performance of L2 pragmatics.

Omani researchers may also be encouraged to conduct contrastive pragmatics studies
since these analyses can act as a source of information about the similarities and
differences of L1 and L2 pragmatics. Thslgould also be encouraged to investigate
classroom pragmatics instruction assuming that the treatments designed by researchers
specifically for the Omani classrooms will be of great value for teachers and measures
used in those studies can also be emulaiedeachers. To date, very few contrastive
pragmatics studies or classroom pragmatic instruction studies have been done in the Arab
world.

Great progress has been achieved in the field of pragmatics in the last few decades.
However, the language usédpragmatics literature may be far removed from ordinary
teachers. Indeed, more teaclndly pragmatics texts are badly needed. Thus, teachers
are in need of what might be called "Pedagogical Pragmatics".

It was pointed out above that the distiontbetween implicit and explicit teaching of
pragmatics is similar to foctmn-form and focusonforms. Engaging learners in
communicative tasks in which they have to acquire pragmatic knowledge with some sort
of incidental explicit comments on their usklanguage in social situations constitutes
the type of tasks used in the implicit teaching of pragmatics. The explicit teaching of
pragmatics refers to engaging learners in consciousness raising tasks that raise their
awareness of both the pragmalingigisand sociopragmatic features and strategies

associated speech acts for example. These include the analysis of natural data and
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comparing L1 and L2 norms of pragmatic behavior. It should be pointed out that these
methods constitute two extreme ends of amtimuum and that many recommended
classroom methodologies constitute a blend of both explicit and implicit strategies.

It is the contention of the researcher that pragmatics should be integrated into classroom
instruction focusing on other componerdt knowledge of language and not taught
separately. In fact, there are already several models that have been developed for whole
lesson based pragmatics instruction. For instance, Cohen (1998) proposestapfive

lesson of this kind

1. Diagnostic assessmeuttthe students' awareness of the speech act in question;

2. Model dialogues illustrating the speech act in use;

3. Evaluation of a situation: having students to decide in pairs or small groups,
whether a speech act realization is appropriate;

4. Role play activiies; and

5. Feedback and discussion focusing on similarities and differences between
speech act performance in the target culture and the first culture (p.90).

In addition, these steps are also reflected in CARLA sites for learning pragmatics.
MartinezFlor & Uso-Juan (2006) review some more frameworks for teaching
pragmatics and propose, "A Comprehensive Pedagogical Framework to Develop
Pragmatics in the Foreign Language Classroom: The 6Rs Approach”. The name of each

step starts with "R": Researching, flReting, Receiving, Reasoning, Rehearsing and

Revising, and is described in more detail below:

1. Researching:After a brief explanation of the speech act in question, learners
are provided with a data collection worksheet and are asked to collect natural
instances of the speech act in question in their mother tongue.

2. Reflecting: Learners are provided with another consciousness raising
worksheet in which they are required to analyze their L1 samples and required
to compare their data with their partners togaccess to a wider sample.



3. Receiving: Learners then receive explicit instruction on the pragmalinguistic
forms that realize the speech act in question. Then, they are asked to compare
them with those used in L1 sample.

4. Reasoning:This stage involves coomusness raising activities in which they
have to reason and understand the sociocultural factors that determine the use
of each realization of the speech act in question.

5. Rehearsing:Having become aware of both the linguistic realizations and the
socipragmatic factors that determine the use of each, they are engaged in two
types of production activities in which they can rehearse that knowledge:
controlled production activities and then free production ones.

It should be noted that this framework bsildpon most previous attempts to plan and
implement classroom pragmatics instruction. The framework is designed to be used for
students at the university level. It might be useful for teaching pragmatics to student
teachers of English. At this stage, itghi be possible to teach pragmatics separately as
the model entails. In preniversity stages, these activities may not necessarily occur in
one lesson or a group of lessons. Instead pragmatics instruction tasks need to be

integrated with other componertfthe entire course.

2. Recommendations related to ELT materials

Given the limitations of input available in textbooks as indicated by the research referred
to above and the perceptions of Omani teachers related to this dimension, it might be
argued that ne sources of ELT materials for teaching pragmatics should be produced.
Several available resources are mentioned in the literature. For example, the Center for
Advanced Research on Language Acquisition (CARLA) has three websites dedicated to
L2 pragmatics/A general one; one focusing on Japanese; and a third one focusing on
Spanish (Cohen, 2008). Cohen also points out that there are many sites for both teachers

and learners to learn pragmatic knowledge independently. Almost all classroom
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pragmatics instrugin studies can provide useful materials for teaching as well as testing
pragmatics. One of the most interesting open sources consists of thirty lessons collected
by BardoviHarlig & MahanTaylor (2003). These materials can help English learners
use socidy appropriate language in different social situations and cover topics such as
conversational management, opening and closings, requests, refusals, compliments, and
complaints. In additiorKeller and Warmer (198§)rovide an excellent source on the use

of conversational gambits. Finally, Belz (2008) provides many other sites in which
learners can interact with other learners from different cultures in what has become
known as Telecollaboration.

3. Recommendations related to testing pragmatic competence

Rove (2004) points out that although pragmatic competence is considered to be a major
component of communicative competence, little attention has been paid to testing it in the
literature. But like task types used in classroom instruction of this component of
knowledge of the target language, teachers can also benefit from tests developed by
researchers of classroom pragmatic development. Rover has already developed and
validated a welbased test battery for testing pragmatic competence that meets two major
criteria in testing: practicality and difficulty. Tada (2005) used video prompts for testing
pragmatic production and awareness. However, the more expensive the test, the less
practical it will be. Developing an adaptive test, means that different itemstbave
identify different levels of proficiency of the test takers. In the same volume, Cohen

(2004) makes similar and cautious comments about testing pragmatic competence:

AMor e recentl vy, the field has evolved
rigorous batterie®f instruments for assessing speech act ability. While

these batteries have primarily been used for research purposes, the

potential use of portions of such instruments in language classrooms is
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open for investigation. An important consideration is ondeasibility,
since some of the subtests may be too labor intensive to make them
practical for the classroom (p.299).0

Given the fact that excluding this aspect of knowledge from final tests will have a
detrimental washback effect on teaching and learpimgesses, it including a pragmatic

component in Omani tests should be attempted.

Conclusion

The main conclusion of this study is that pragmatic competence in foreign language
contexts is both teachable and testable, yet neither aspect is attendedigto iarthe L2
teaching and learning context. Despite the challenges identified in the literature and
perceived by language teachers, there are many solutions available at the moment to get

over those challenges.
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Appendix

Dear Teacher/ Senior Teacher of English,

This study aims at identifying the difficulties you might face in teaching your students a
very important aspect of knowledge of English known as pragmatic knowledge.
Pragmatic knowlege can be roughly defined as the ability to use language forms
appropriately in social situations. As teachers of English we face many difficulties in
teaching this aspect of knowledge. Such difficulties can be classified into four categories:
difficulties related to your teacher education program or relevaservice training,
difficulties related to textbooks and teacher guides, lack of exposure to real life use in
natural situations outside the classroom and difficulties related to testing this @fspect
knowledge.

You are kindly requested to respond to the following questionnaire.

Thanks for your capperation.

The researcher
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Personal information

Have you studied a course on pragmatics in your undergraduate teacher education
program?

Yes [] No [
Gender: Male|:I Femalcl:I

Have you ever been involved in a study abroad summer course?

Yes 1 No [

,,,,,,,,,,,,,,

No | Statements N -
g i i o L

Have you been taught any of the following items in any of youg ¥ = o
undergraduate course or in-service training courses? To what extenc ¢ <2
have preservice and/ or inservice teacher education programs helpe(g § §
(¢

you:

1 | Become aware of pragmatics as a branch of linguistics

Compare English and Arabic pragmatic norms and strategies

Leam norms of "politeness"” in face to face interaction

2

3

4 | Teach this aspect of knowledge of English

5 | Design or select activities for teaching this aspect of knowledg
English

6 | Design tests of this aspect of knowledge of English

To what exterd do Omani English textbooks and teacher guide
include each of the following?

7 | Explanation related to this aspect of knowledge of English

8 | Activities that help students practice performing those use
language

9 | Activities that help them ahze natural samples of those uses
language and draw their attention to the different ways of perfor
them in different situations

10 | Guidance about how to teach those uses of language

11 | Audio or video recorded samples of those uses in naitwaltions

12 | Guidance for teachers as to how to test those uses of language

How would you rate each of the following?

13 | Questions included in Omani tests about this aspect of kng
English?




14 | Ability of non-native teachers of English to tethis aspect o
knowledge of English?

To what extent have you and/ or your students been exposed to thc
uses of language in natural situations outside the classroom?

Auanbai
Sawnawos
AaNJAjIeY

15 | In conversations with native speakers in Oman

16 | With native speakers in an English speaking country during a
abroad program

17 | With native speakers in online chats

18 | With native speakers in a "Connecting Schools Project” organiz¢
the Ministry of Education throughmail

Do you face any other difficulties in teaching and/ or testing this aspect of knowledge of
English not included in this table? If yes, please write them here. You can use Arabic if

you like.
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Abstract

There has been increasing research on the study of discourse markers (DMs) in terms of
their pragmatic use. However, their pedagogic use in ledtassroom has received less
attention. This paper explores the attitudes of Hong Kong teachers towards the pedagogic
values of DMs usinga questionnairdN=132), a reliability test, factor analysis, and
interviews (N=3) with NS and NNS teachenformans. Both the quantitative and
qualitative results indicate a very positive perception of the pragmatic and pedagogic
values of DMs by the subjects, where students at the intermedieé@ced level are
challenged to acquire DMs for both receptive and privdeipurposes. The findings also
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reveal the underrepresentation of DMs i n ex
teaching. The study proposes the need to de
aspect of spoken features to facilitate commuimnaand suggests that DMs can be

included as part of the lexical input in the ESL/EFL syllabus. The results have
implications for utilizing corpora to exploit the polyfunctionalities of DMs in different

contexts and across registers, modifying existingchieng materials and promoting

professional involvement in preparing learners to develop more effective communication.

Keywords: Discourse Markers, Attitudes, Pedagogic Use, ESL Classroom

Introduction
Hong Kong was a former British colony and the sowgi was returned to China in
1997. Under the Hong Kong Special Administra
country, two systemsod6 is practised and the
Modern Standard Chinese) and trilingualism (spokeglieh, Cantonese and Putonghua)
i's promoted. Hong Kongdbés historical backgr c
economic force and the position of English as an important lingua franca for international
communication in the new global information sogietive tremendously increased the
pragmatic value of English. Despite the coercive implementation of mother tongue
education in 1999, empirical evidence has indicated a strong positive instrumental
orientation to English (Tung & Tsang, 1997; Flowerdew,& Miller, 1998). In fact,
parents, government, business and educators seem to be at one in their attitudes in
promoting and perpetuating the dominance of English in the territory. It is against this
l i nguistic background t h atawardd d&nglish dscourge t e a c h «
marker (henceforth DM), a pervasive feature in authentic spoken language, is studied.

Most previous research on the study of discourse markers, either DMs in English or in

other languages, has focused on their meanings andctiveesponding pragmatic use
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(e.g. Schourup, 2001; Matsui, 2002; Tree & Schrock, 2002; Mduller, 2004; De Klerk,

2005; Overstreet, 2005; Wang & Tsai, 2005), and on how they create coherence
(Schiffrin, 1987; Redeker, 1991; Risselada & Spooren, 1998). Hel@roliferation of

research has attested that DMs contribute to the management and development of a
discourse and perform important structural and interactive functions (Schiffrin, 1987;

Fraser, 1990, 1999), research on their pedagogical significartbe BSL classroom is

rather limited ¢f McCarthy & Carter (1997)Romero Trillo(2002);Mdaller (2004); Fung

& Carter (2007);Hellermann & Vergun (2007)) wher eas teachersé att
them is virtually norexistent. The present study seeks to fik research gap on the

attitudinal side by investigating the attitudes of Hong Kong English teachers towards the

use of DMs in the ESL classroom through addressing the following questions:

1. What are teachersé6é percepti ocumgiculami? Dohe r ol €
teachers perceive that their students can understand a spoken discourse better with
knowledge/awareness of DMs?

2. To what extent should DM be represented in the teaching of spoken discourse, as a
reception clue or a production agent, or both?

Literature Review
Discourse markers

According to Carter and McCarthy (2006),

ADi scourse markers are words and phrases
of the discourse to one another in ways which reflect choices of

monitoring, organisation and managemenrercised by the speaker. The

most common discourse markers in everyday informal spoken language

are single words such asyway, cos, fine, good, great, like, now, oh, okay,

right, so, wel] and phrasal and clausal items sucly@asknow, | mean, as

Isay f or a s t(a20B), mi nd youbo
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In other words, DMs are textual devices used to organize and hold turns and to mark
boundaries in a discourse (Stenstrém, 1994, p. 13). As suggested by Schiffrin (1987, p.
31) , they are oO6sequewhiiaH | pr aleketndent t 1 e
principally from grammatical classes such as conjunctions, adverbs, prepositional phrases,

minor clauses anhterjections, DMsare uttered with the primary function of bringing to

the | istener 6s iadd lekagei obthe upconpng utteranceuwittathe k

i mmedi ate discourse context (Redeker, 1991,
is procedural, not conceptual, and their mor
context, both linguistcmd conceptual 6 (Fraser, 1999, p . ¢

to a coherencbased process of interpretation (Risselada & Spooren, 1@9&iber,
Johansson, Leech, Conrad and Fine@®99), Swan (2005) and Carter and McCarthy

(2006) for full descptive accounts of DMs.)

Basic Criteria

In general there is not a clear consensus about the definition of DMs and words and
phrases treated as DMs are often ambiguous. Despite this, the following features are
generally agreed upon by most researchers eddiic criteriaBut it should be noted

that any criterion alone is only a necessary but not a sufficient condition for the
verification of DM status. Instead, a combination of criteria needs to be taken into
consideration.

Connectivity

DMs are Iblsgqgdemeéncédent el ements which bracket
31) . They signal rel ationships bet ween i mm

relationship of the basic message to the f o
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performirg a coherence building function on a local level.
Optionality
DMs are optional. The removal of a DM does not alter the grammaticality of its host
sentence (Fraser, 1988) and it does not enlarge the possibilities for semantic relationships
between the eleemts it associates. This criterion of DMs does not render them irrelevant,
but the connectedness of the utterances becomes less explicit in the absence of DMs.
Non-truth conditionality
DMs do not affect the trutbondition of the proposition expressed in atterance
(Bl akemor e, 1987; Hansen, 1998) . Thi s means
Opropositiond of the utterance. A DM does nc
affect the conceptual meaning of the utterance.
Initiality
DMs predonmantly occur initially (Schiffrin, 1987), yet they may occur utteranmesial
or utterancdinal. Fraser (1999) claims that almost all DMs occur in initial position,
fewer in medial position and still fewer in final position. The following extract ofst po
office service encounter illustrates the various positions of DMs:

<1> From here approximatelyell you knownot counting weekendsut

<2> Soit might get there by next Wednesday. (CANCODE data)
[Note: CANCODE stands for Cambridge and Nottingh@ampus of Discourse in English.
It is a fivemillion word computerized corpus of spoken Engligveloped at Nottingham
University in 1990slt is made up of recordings from a variety of settings in the countries
of the United Kingdom and Ireland’he corps is organized to givenformation on

participants, settings and conversational goals.]
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Multigrammaticality

DMs come from different grammatical classes. They can be advedss, (then,
thereforg, verbs ook, say, see, list¢nconjunctions &nd, but, &0, neverthele$s
sequencing conjunctsirst, next, finally, or nonfinite clausestp be frank, to be honest,

| mean, you see, you knpwAccording to Hansen (1998), they are intermediate between
grammatical and lexical items.

The value of DMsin teaching has been documentedMs can contribute to
understanding of written text (Jung, 2008%tener perceptions of coherence (Tyler,
Jefferies & Davies, 1988; Basturkmen, 2007), oral fluendgséelgren,2002) and
comprehension of lectures (Chaudron Richards, 1986; Dunkel & Davis, 1994;
Flowerdew & Tauroza, 1995), where the lack of contextualization markers seems to
contribute significantly to L2 | earnerséo
2006). However, the common perception of DMsigss of dyfluency has rendered their
place in the formal language classroom insignificant (Romero Trillo, 2002). The misuse
of certain DMs found in a comparative study of Japanese, Chinese NNSs and British NSs
has pointed to the needs to prioritize thacteng of the pragmatic and grammatical
functions of DMs (Shen, 2006).

As far as the Hong Kong context is concerned, there are a few dmaped studies of
DMs. Bolton, Nelson and Hung (2003) focus on connector (termed DM in this study)
usage in the@demic writing of British and Hong Kong university students and found
that both groups overuse a wide range of connectors. Contrarily, the study by Fung and
Carter (2007) has indicated an underrepresentation and a highly restricted use of DMs in
classroondiscussions by intermediatelvanced learners of English in secondary schools.

Lam (2006) asserts the value of DMs in spoken interaction based on her stuelyiof
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TV shows and challenges the prevalent misconception that DMs are a sign of influent
speeh.

The study of teachersdé beliefs is central
insights into teaching. While most current research on DMs are learner performance
based, teacherso views, knowl edge and exper.i
In an attempt to fill this research gap, the present survey focuses on Hong Kong
secondary teachersd perceptions and aims tc
educational context. It is significant in revealing how DMs are perceived by teacolers a
the extent they are represented in the ESL classroom, which points to a gap in pedagogy

where DMs can be included as part of the lexical input in the English syllabus.

Methodology

Design

The present survey ai ms at ceptiors,&kmowlédgeraddi ng t e s
experiences related to and arising from DMs through a pluralistic approach that combines
guantitative and qualitative methods. The survey is based on a questionnaire composed of

48 items (see Appendix), supplemented by a stracured indepth interview of three
teachefinformants who completed the questionnaire. Whiledhantitative component

provides a broad picture of their perception, the qualitative component helps to elaborate
responses in a more detailed manner. A comionatf both methodologies reveals some
potenti al contr adi andthearess in whichtteacherhnead sudherb e | | e f
clarification and supportThe twoestage design is intended to enhance the validity and

credibility of the overall analysidyy producing data on different aspects of the research

guestonsto build up a rounded and credible overall picture (Mason, 1996; Patton, 2001).
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Subjects

Questionnaire

Owing to the scope of the research and the fact that DMs are an aspect of pragmatic
competence which are more readily acquired by competent learners of English, the
present research focuses on the attitudes of senior form English teachers who taught
intermediateeadvanced pupils in English as Medium of Instruction (EMI) secondary
schools in lng Kong. To ensure that the research procedure was systematically
conducted, four questionnaires were sent to all the EMI schools (114 in total at the time
when the research was conducted). Therefore, a total of 456 questionnaires were mailed
out to the lead teachers who were invited to randomly select four senior form teachers
(Form 47, i.e. Grade 1413) to complete the questionnaires.

Tablel (see Appendix), which shows the demographic background of the respondents,
includes information about genderationality, first language, teaching experience, ELT
training and their language expertise. With all the 132 returned questionnaires, 82.6% of
the subjects were females and 17.4% males. Most were local teachers (81.8%), with the
rest of them mainly nater speakers of English from the UK (6.1%), Canada (3.0%),
Australia (1.5%), the USA (1.5%), India (1.5%), New Zealand (0.8%), Malaysia (0.8%)
and elsewhere (3.0%). As far as their first language is concerned, 77.3% were Cantonese
speakers, while 18.2% weienglish speakers and a minority of 4.5% spoke other
languages as their first language. Nearly 60% were experigzadters of English who
had taught English for over 10 years. 25. 8%
and 14.4% were young teachearso had taught English for less than four years. Most of
the subjects had received ELT training (93.9%), and only 6.1 % had not been trained. As

far as their qualification or expertise is concerned, 77.1% had English or an English
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languagerelated subjech s t he first degree, and 23. 8% po:
in TESL/TEFL. 84.1% took up over 17 periods of English lessons every week. In sum,
the figures reveal that the subjects were predominantly femalenate speakers of
English who were eperienced, trained and wejlalified local English teachers. Since
all the EMI schools are subject to the streaming policy of the Education Department,
where students with a good command of English and good academic performance are
allowed to study all dvjects except the Chinese language and Chinese history in English,
the respondents in fact represent teachers of this batch of elite pupils in the territory.
Moreover, usually the most experienced and\gadlified teachers are assigned to teach
senior casses in Hon&ong. | believe that the attitudes of this group of teachers not only
significantly reflect the mindset of | ocal t
pupils, of which most had a reasonable command of English in comprehemding a
acquiring DMs.
Interview
In the belief that language expertise accountstifier appropriate assessment of the
treatment of DMs, only experienced teachers were chosen for the -ighlonterviews.
The selection was made more objective with the reprasenmtof one male and two
female subjects, with one narative speaker from Hong Kong and two native speakers
from the UK and Canada.
Table 2 (see Appendix) shows the profile of the candidates in detail. Candidate A was a
local female teacher who wagry experienced and had taught in secondary schools in
Hong Kong for over 20 years. She received teaching training in Hong Kong and obtained
a masterds degree in Language Studies from

DMs play in spoken discoursednagreed that her students should identify with the native
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speaker norm. Candidate B was a female teacher from Canada. Graduated as a Home
Economics teacher, she had no relevant degree in English though she had received
teacher training in language and edtion. She had taught in Hong Kong for 14 years

and took up private tutoring after school and also served as a materials writer for a local
publisher. Her crude orientation indicates that neither did she regard DMs as important
language features nor didessupport following the native speaker norm. She gave DMs a
very low priority in the curriculum and did not support the inclusion of DMs in teaching
materials. Candidate C was a male English teacher from Britain. He was as experienced
and wellqualified 8 Candi date A, and had a masteros
taught in Saudi Arabia and Zambia. The school in which he was teaching is very
reputable and has an intake of very high calibre students. Similar to Candidate A, he
affirmed the roles of DMs a@hsupported following the native speaker norm as the model

of speech.

Instrumentation
The whole questionnaire, which focuses on the linguistic, pedagogic and cultural aspects
of the use of DMs, derived from a draft questionnaire containing 60 items. The
guestionnaires were monitored and trialled by 20 ELT practitioners from Mainland China,
Hong Kong, Taiwan and Englandh o of f er ed comments from an
and provided feedback regarding the strengths and shortcomings of the overall
questiomaire design. Té draft questionnaire was revised based on their comraadts
finally modified andrevised to48 items.

As indicated in the AppendjXour short extracts selected froBANCODE were used

to define the form and role of DMs. Based on a camnspn task, the participants had to
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compare the effect DMs hawm the spoken exchanges when they are present (Script A)
and when they are deleted (Script B). Also, their general attitudes towards the use and the
role of DMs were explored with the 14 itenin Section 1. Section 2 deals with the
general attitudes of teachers towards the teaching of DMs. Section 3, which contains nine
multiple choice demographic questions, was used to elicit the background information of
the subjects. Altogether 132 questiaires were returned, with a modest overall return
rate of around 29%.

The fivepoint Likert scale, a useful instrument in revealing teacher belief systems
(KaravasDou kas, 1996, p. 194), was adopted to el
anchoed at one end by O0strongly agreed and at
mid-3 score expressing uncertainty towards the staterptquestions were pmded
from 1-5. For positively worded statements, a high score reflects a strong eneorsgm
an attitude statement, while a low score reflects a weak endorsement.

The followrup interviews were audicecorded and transcribed. | coded the data

manually in the categories that arose from the questionnaire survey.

Results

Statistical analyis of the survey data was carried out using SPSS v 10.0.5 for Windows.

Methods used in this study include reliability analysis and factor analysis. The former
groups different items together by conceptual thinking, while the latter groups the items
through mathematical calculation. The strength of applying the two methods lies in

mapping the reliability of different groups of items with the factor solution as a means to

countercheck the categorization of items.



Reliability test

First of all, Cronbach alm was performed on all the 45 items (excluding Iltems 9, 19 and
32 which did not correlate highly with other items) using SPSS to check for internal
consistency. Both the reliability of each subsection and the overall reliability were
calculated. The quastnaire produced Cronbach alpha coefficients ranging from 0.61 to

0.89 as indicated below, with an overall moderately good reliability of 0.83.

Q1-14 Linguistic value of DMs4=0.79)
Q1518 Representation of DMs in realitg£0.74)
Q20-29, 33 Pedagoi relevance of DMsg=0.89)

Q3031, 4042, 46 Integrative value of DMsa=0.80)
Q3439 Attainment level expecte@£0.64)

Q4345, 4748 Cul tural and psychol ogi es®bl)aspect s

Factor analysis

Factor anal ysistical procedurésaused ® explord thesundarlying variance
structure of a set of <correlation coefficie
analysis was performed to determine the degree to which all the 45 variables could be
reduced to a smaleinderlying variance structure. Table 3 (see Appendix) indicates the

seven factor loadings of the teacher responses after Varimax rotation, with those smaller

than 0.39 being suppressed for the sake of claaftC¢(© mr ey 6s (197 3) crite
loadings). Table 4 (see Appendix) groups all the items into their corresponding factors,

with their mean scores, standard deviations and factor loadings illustrated.

As observed from Table 4 (see Appendix), Factor 1 received significant loadings from
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ten varables (Q2ee5, 27, 33, 38, 39). This factor corresponds to the pedagogic
orientation of DMs in relation to their linguistic value, and therefore, it was labelled as
reflecting thepedagogicvalue of discourse markers The teachers in the study mostly
disageed thatDMs are only small words in conversation and it is not worth the time to
teach then(ltem 23 mean=3.86, 5=strongly disagree) and Bt are redundant and
substandard features in speech and there is not much teaching yHera 25
mean=3.98, &strongly disagree). Likewise, they also disagreed Bids do not carry
specific meaning and there is not much teaching véteen 24 mean=3.90, 5=strongly
disagree). On the contrary, they endorsed that students should exploit DMs to improve
their speakig and listening skills (Item 22 mean=3.95, 5=strongly agree), and to create
and develop linguistic awareness of them (Item 20 mean=3.92). They ranked it important
for students to incorporate DMs in their speech as an essential skill for public oral
examiration (Item 27 mean=3.67). To the extent of the strong consensus towards the
teaching value of DMs, the results indicate an apparent contradiction. This was shown in
Item 39My students do not need to speak with DMs as frequently as most native speakers
do, but only need to progress to a speaking proficiency level capable of fulfilling their
communicative purposémean=3.48, 5=strongly agree). An ambivalent attitude was
shown in Item 3&tudents should be left at their discretion to learn to speak withiBDMs

the future when other interaction opportunities ariseth its mean falling on the
uncertain level (mean=3.07). This explains the negative factor loadings with regard to
these two items. Despite this, it is clear that the subjects favoured teachingt Dpzer
secondary level as indicated in Item 33 (mean=3.58, 5=strongly agree).

Factor 2 (Q30, 31, 482, 46) received strong loadings from six variables which

focused on identification with native speak
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labelled asidentification with the native speaker norm The factor loading indicates a
tendency for teachers to adopt an exonormative speaking model. The subjects upheld
quite strongly thaStudents should be taught how native speakers use DMs and follow
their way of using thenfitem 30 mean=3.70, 5=strongly agree). However, they were less
consistent wherstudents should be taught to speak like a native in order to be become
competent speakef#tem 31 mean=3.05). While showing uncertainty in lteml4&
justifiable to require my students to use DMs like native speakers of E(mgksimn=3.04),

they did not agree thdt is realistic to require my students to use DMs like native
speakers of Englisfitem 40 mean=2.70). While justifying the claim to learn to speak
like a native speaker, the teachers were aware they may never attain this target.
Nevertheless they expressed uncertainty over which native speaker variety should be
adopted as the speaking model in Hong Kong. They were uncertain whether the British
model should be adhered to (ltem 42 mean=3.05, 5=strongly agree), but definitely
disagreed about an adherence model to the American one (Item 41 mean = 2.71). In
essence, while confirming most teacher so
they tendedto vacillate between the justification for this rationale and the reality of
adopting the native speaker norm as the speaking model. This certainly merits further
investigation which is beyond the scope of the present paper.

Factor 3 was defined by digitems (Q233, 7, 12, 26, 28, 29), suggesting that
knowledge of DMs is related to success in communication, in the workplace and in
academic settings which are dominated by native speakers. Therefore, this factor
represents thpragmatic value of discourg markers. There was consensus towards this
factor as indicated by the small magnitude of the standard deviationg0(030On the

communi cative side, teachers agreed that
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attitude (Item 3 mean=4.36, 5=wmgly agree), improve communication (ltem 1
mean=4.33), process information in listening (Item 2 mean=4.21), yield a softening and
facilitative effect on talk (ltem 12 mean=4
mental thoughts (Item 7 mean=3.60n the practical side, with the knowledge and
awareness of what DMs are, students were perceived to be able to understand native
speakers better in their future workplace (Item 29 mean=4.02), to be more able to follow
a university lecture, especially wheanducted by native speakers (Item 28, mean=3.83),
and to perform better in public examinations (Item 26 mean= 3.77).

Factor 4 indicates significant loadings from another eight items6(@4 1011, 1314)
which attempt to countercheck the usefulne$§sDMs in a negative way, therefore
reflecting thedispensible value of discourse markersAlthough the pragmatic values of
DMs from both the communicative and practical dimensions were asserted in Factor 3,
Factor 4 indicates a tendency that DMs are dispble. On the one hand, results for Item
6 It is still an effective listening strategy to focus closely on the key words in talk without
referring to DMs(mean=2.53, 1=strongly agree), ltem\W&hout DMs the conversation
is still coherent and interpretdd (mean=2.5, 1=strongly agree), and ItemlXan still
understand the conversation using other linguistic clues rather than referring to the DMs
(mean=2.27, l1l=strongly agree) suggest the subsidiary role DMs play in a spoken
discourse. On the other haminsistent with the highly important role of DMs perceived
in Factor 1, the subjects did not agree that DMs are redundant conversational devices
(Item 14 mean=3.71, 5=strongly disagree) and that DMs are not very useful in guiding
listeners to understantld conversation (Item 4, mean=3.69, 5=strongly disagree). They
also disagreed that DMs neither help to orientate the listener to the overall idea structure

and sequence in talk (tem 5 mean=3.27, 5=strongly disagree), nor help to signal
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relationships beteen ideas in talk (Item 11 mean=3.22, 5=strongly disagree). Similarly,
they thought a conversation would become disjointed and incoherent withou(liems

8 mean=3.27, 5=strongly agree). Therefore, the view that DMs are dispensable yet
important is affirned by these findings.

Factor 5 indicates four variables (Q@18) which reflect the representation of DMs in
the upper secondary school curriculum in Hong Kong, both in terms of the listening and
speaking materials used and in their actual teachingefdrer this factor was labelled as
therepresentation of discourse markers in ESL classroomd he wide variation in the
standard deviation (SD=1.8612) indicates a less consistent view, with the teachers
failing to assert if DMs had been presented ak bhatpeaking and listening skill in most
oral and listening materials that they used (Iltems 16 & 15, mean=3.28 & 3.15, 5=strongly
agree). They were even less certain if they had highlighted DMs in their oral and listening
lessons (Item 17 & 18, mean=3.0282). In contrast to the consistently high evaluation
of the pedagogic and pragmatic values of DMs, there exists a large gap between the
perceived importance and the actual representation of DMs in classroom.

Factor 6 received loadings from four vdulies (Q343 7) whi ch di stingui s|
preference to teach DMs either for receptive and productive purposes or simply for
reception. Therefore, this factor was labelled @®oritizing teaching discourse
markers for receptive purposes First of all, thg tended not to prioritize teaching DMs
mainly for listening purposes at upper secondary l@tem 35 mean=2.74, 1=strongly
disagree). Consistent with this attitude, they did not agreelthattoo ambitious to
expect students to learn DMs for bothdising and speaking purposes at secondary level
(Item 34 mean=2.47, 1=strongly disagree). While holding the view that both the receptive

and productive skills of using DMs should be enhanced, with regard to the timing for
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instruction, teachers were cautsothatDMs as an aspect of speaking skill should be
delayed until awareness of DMs as a listening skill has been grédeed27 mean=2.88,
5=strongly agree), yet they disagreed (its as linguistic devices for both listening and
speaking purposes shaube introduced at the same time at secondary l@dtesh 36
mean=2.27, 1=strongly agree).

The five variables loading on Factor 7 (48, 4748) reflect the attitude relating to
the acceptance of the Hong Kong variety in using DMs. This factor wassegpied as
acceptance of the local usag&he two items that the teachers agreed on most are Iltem
45 We should help students to recognize and accept different national and regional uses
of DMs (mean=3.875=strongly agreeand Item 47t is necessary to @ose students to
different varieties of using DMs for purpose of comprehension, though not of production
(mean=3.82,5=strongly agree Apparently they seemed to adopt an open attitude
towards the recognition and acceptance of different varieties delpitedt that they
were mainly exonormative (Factor 2). They also agreedtlsnhot necessary to stick to
the native speaker norm of using DMs because English language teaching should seek
relevance to local culture while trying to enable global trarigarc(ltem 48 mean=3.40,
5=strongly agree), acknowledging that it is natural to use DMs with local colourings.
However, when coming to the more specific issue of whether we should respect and
accept a Hong Kong style of using DMs (ltem 44 mean=3.11, Swgyragree), an
ambivalent stance prevailed. It is even harder to judtfecdn be regarded as a wrong
usage when Hong Kong learners use DMs differently from native spe@iers 43
mean=3.07). In sum, the subjects seemed to possess a global conteptfarent
national or regional varieties should be respected but the extent to which the Hong Kong

variety should be accepted is yet to be resolved.
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Scale orientation

After yielding the 7#factor solution, a more detailed analysis was conducted in
orderto depict the level of endorsement of each orientation. To obtain the scale
orientation, the mean score for each mitkim scale (i.e. the aggregated index)
was computed. This was calculated by summing up all the item scores based on the
items loaded on ach factor (Table 4, see Appendix), which was divided by the
number of items in each scale. Then an aggregated single attitude index
(henceforth labelled as a Scale) was constituted which helps to define the overall
intensity of each attitude Scale. Talde(see Appendix) illustrates the mean and
standard deviations of the seven Scales.

Overall, the results show a strong orientation in Scale 3 (pragmatic value, mean=4.03,
Figure 1; see Appendix) and Scale 1 (pedagogic value, mean=3.69, Figure 2; see
Appendix) where the subjects regarded DMs as highly useful linguistic devices that are
desirable in classroom instruction. In the context of the colonial influence and inputs
from a British model of English as in Hong Kong, the results surprisingly indicate a
modestly positive attitude for Scale 7 (acceptance of the local variety, mean=3.43, Figure
3; see Appendix), as reflected by the relatively homogeneous response and the small
standard deviations they each have (Scale 3 SD=0.5, Scale 1 SD=0.4 and Scale 7
SD=0.54, Figures -B).

Despite this, there emerged a relatively neutral orientation for Scale 2 (identification
with the native speaking norm, mean=3.04, Figure 4; see Appendix), Scale 4 (dispensable
value ofDMs, mean=3.04, Figure 5; see Appendix) andl&& (representation of DMs
in ESL classrooms, mean=3.1, Figure 6; see Appendix), indicating that the subjects held a

less assertive view or a relatively ambivalent attitude towards the issues under discussion.
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Although factor analysis indicates a posgtivelationship between the pragmatic and
dispensable value of DMs which should apparently hold a reverse relationship, the weak
mean score of Scale 4 (mean=3.04) suggests marginal support for their dispensable value.
This elucidat es ristic of DM0f@r hat direciyl contrilcuting todhe t e
propositional meanings of utterances, and confirms my belief that, although DMs are
small words and look trivial, they nonetheless play an important role in spoken discourse.

Furthermore, the high stdard deviation in Scale 5 (mean=3.10, SD=0.81, Figure 6;
see Appendix) presents the most diverse opinions regarding the representation of DMs in
teaching materials and in their actual teaching. This denotes a gap in the representation of
DMs, in contrastd the perceived significance of linguistic and pedagogic values as
justified empirically in the present survey. The lowest mean score in Scale 6 (prioritizing
teaching of DMs for receptive purposes, mean=2.59, Figure 7; see Appendix) and the
tendency of th score distribution on the lower range suggest minimal support for
teaching DMs only for receptive purposes at upper secondary level.

Owing to the scope of the paper, only Scales 1, 3, 4, 5 and 6, which are directly related
to applicability within anESL classroom, will be crogeferenced and discussed in light

of the opinions of the three teachers interviewed.

Discussion

I n the foll owing, the similarities and di f
rel ationships bet wfeandprdctees are discgssed. Obsarvaods b e | |
on any unstated beliefs as well as discrepancies from the quantitative results are noted.
Pragmatic value of discourse markers (Scale 3)

In line with the quantitative results in Scale 3, informant A acknowletigedaturalness
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DMs can bring to a conversation.

A: | compared to the original version of the script with Script B where the
discourse markers have been taken away and | notice there is a big difference. Em
| think everybody uses DMs very naturally inithgpeech without realizing it. So

I think em without all these the language sounds terribly unnatural I think.

She also acknowledged the interpersonal and referential roles DMs have in

communi cation where speaker 6s sar¢displayaddes and

A: I think it wildl indicate the speaker 6:
throughout or whether to support the idea or | can feel very strongly DMs not only
the words themselves but also the tone in
€t h e tionskip lzetween two statements would not be so clear without those
di scourse markerseée | mean the meaning it

what will sort of link up the relationships between two statements, or two phrases
or the relationship betweeh ane thing and the other.

An additional quality she raised is the softening effect DMs have, without which the
speech would sound blunt and impolite. She also stated that exampléswileel | 6 , Oyeso
0 b wandd r i grd strdcturally much simpler anbtter choices than relatively formal
expressions liked | di sagr eed, 61l d6m af r ainéxpréssingonot a
disagreement. C furthered the important role of DMs on the cognitive realm by claiming
that they are a means to gather thoughtsnaaudk hesitation in speech.
However, the above viewpoints were not endorsed by B who had hesitation in asserting
the value of DMs. She claimed that she seldom included DMs in her talkebspeech
did show an extensive use of DMs, as manifestedarutie ofi see, well, you know, |

mean, yeah, yes, well, but, @®dright in the following:

B: I see wel l you know | mean | can
most an American.

B: Yeah yes yes | see. Wblbse ones some of them they wouldkrimut cos

t h

(@}
—
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they know it from very young ag&eahl know the gentleman who wrote Right
Il think the word ¢é

DMs are subtle conversational devices, as discussed by Watts (1989), who has shown
how native speakers use DMs ntonheiolnguisticous | y.
value, she acknowledged the naturalness and informal nature they can bring to spoken
discourse, a viewpoint endorsed by A. Similar to C, B agreed that DMs can achieve
interactional purposes such as softening or facilitating talk amal encourage

continuation of speakership.

B: Anyway | donodt think itdéds necessary E
conversation mm mm | mean here in Hong Kong they use it quite a bit but I think

| mean native speakers do use this hm hm and | mean tio$ $& necessary but

you hear that you do really want to continue to speak even more.

Academic benefits form an aspect of extrinsic motivation for teachers to value the
pragmatic significance of DMs. Both the quantitative and qualitative findingsaitedic
that being proficient in the use of DMs was perceived to be beneficial to understanding
university lectures. Furthermore, the instrumental value of DMs in workplace, business
and schooling in which many positions are dominated by native speakerslishEvas
also asserted, all of which suggest a strong extrinsic motivation for teachers to value DMs

asdesirable items in communication.

Pedagogic value of discourse markers (Scale 1)
Teachersd positive percepti oringDMwislikelys DMs | ¢
to yield pedagogic value. This postulation is reaffirmed by the positive orientation of

Scale 1 which indicates unanimous support for teaching DMs. Regardless of the light
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semantic content of DMs and their dispensable value (Scalee&l)nfirmants by no
means treated them as redundant lexical items. Satisfactory L2 performance links
communication with DMs, the knowledge of which is in fact a crucial step in the
attainment of nativike fluency.

In general, they perceived a need got DMs into proper focus through explicit
teaching. |l nformant A wanted to draw studen
Form 4 (Year 10) onwards but stressed that care must be taken to maintain naturalness of

speech.

A: Em | thi nk iningthat weanay not neee mot to edaborate a

lot. Em may be in a oral lesson once or twice at least we should mention how
these DMs help to convey meaningsé And t|
they may borrow these and em try to link up their speeahg®ut sounding

having to sound too unnatural or expect silences sometimes dead air sometimes in
between their discussion.

C suggested that DMs can be treated as a separate category, though students should not
be overloaded with grammatical terminologyowever, a discordant voice was heard

from B who raised the potential confusion DMs would bring to students:

B: I think it confuses them quite oftené
confused I think | keep everything there simple.

In the light of he quantitative and qualitative findings, it is apparent that pedagogic
intervention in the form of explicit instruction is necessary to enhance effective
communication. Moreover, the findings suggest that DMs can be included as part of the
most basic lexa a | i nput 1in teaching syllabuses and

guite simple and straightforward and often familiar to learners from their basic semantic
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meaningso (McCarthy, 1998, p. 60), through

to produce the right pragmatic effect in talk. In relation to this possibility, recent work on
pragmatics in ELT in Hong Kong (Rose, 2000; Rose & Ng, 2001) have offered some
evidence about the benefits of an instructional approach in interlanguage pragnsatics in
L2 context, which underline the advantage of explicit metapragmatic instruction (Kasper,

2000).

Representation of discourse markers in ESL classrooms (Scale 5)
While the overall weak mean value in Scale 5 (mean=3.1, Figure 6, see Appendix)

suggestshat language coursebooks and teachers rarely pay attention to the representation

of DMs , the wide standard deviation (SD=0.

responses to this scale. Having admitted that not much effort had been spent on dealing
with DMs, informants A and B raised that DMs have traditionally been undervalued and

neglected, especially in spoken language.

A: As far as | know the oral textbooks do not teach discourse markers as such
the examples you mentioned. Only in sample dialoguwmaddihey include one or

two such utterances. The only thing they say about these utterances is for buying
time and for developing your ideas.

DMs remain a relatively unexplored area of discourse analysis. Where markers are
focused as a teaching point, is often those associated with written texts that are
presented, while those that occur frequently in natural conversations are not taught

systematically.

A: For Form 6 students they need to have this knowledge em if they are
looking for an appropriatenawer, theroh certainlyi t 6 s t he fir st
much attention have been paid.
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B: The only place | have seen any reference has been em in books for writing
these word$iowever moreover bum a in a written text but never for oral never
fororallistmi ng. So | havenod6t any training
regard to em writing English.

Very often teaching emphasis is geared towards conversation as the finished product,
rather than as the process that underlies conversational discoursartiWcand Carter
(1994, p. 75) argue that texts with a more dialogic, interpersonal orientation and spoken
di scourse markers are |likely to thematiz
Even with discourse that is transactional in nature (aplsias directiomiving), there

are still many other peripheral discourse features which mark interactional functions, the
exemplification of which can help learners understand the dynamics of talk. Moreover, as
argued byK ennedy (1992, episcoudsiterns, areddt Bahdted wall !

most dictionaries and grammars, they are not part of traditional language teaching, with

BUT

e a

consequent effects on the naturalness of | ea
Prioritizing teaching discourse markers for receptive purpo&xsale 6)

Teaching strategies

Al l informants expressed the necessity of r

master DMs. They believed thatvarenessaisingteaching and learning strategies can
go hand in hand to support learners in their reffo communicate effectively. For
instance, A and C suggested that awareness can be developed tnmasgiiinguage
reference where learners can be helped to acquire DMs natthmetlygh real life
interaction. Similarly, B suggested that teachers, afegsionals, first need to have this

awareness:

22z



B: él think it is necessary for them em t
they use it or not i1itbdés another matter.

Despite her oppositional stance, B found it useful to approach this topic using strategies

like highlighting, questioning, explaining and identifying. She also argued that it is useful

to attend to the conversation of group members in discussion and identify the markers
accordingly, if there are. DMs are highly contelependent language itenssudents can

be involved in activities like language observation, probsatring and crostanguage

comparisons to develop greater language awareness and to bring out meanings in a
natural manner.cf Mc Car t hy and Car t ebased llugatidh9 5 ) ana

InteractionInduction approach)

Level to learn DMs
All the informants held a similar view that learners at higher forms can benefit more from
knowing DMs, though some slight variations existed. A proposed that from Form 3 (Year

9) onwards, studentge quite capable of learning them.

A: Em not for the | ower form I donoét thir
to do like that. So maybe about Form 3 Form 4 Form 3 to 7 they can be exposed
t oé

Treating these devices as something that would confusengegind intermediate grade
learners, B wanted to delay teaching them until students are cognitively more prepared in

A-level:

B: éthereds only a few Band 1 sorry and
school children have been graded into 3 bands since Ba0d 1 and 2 schools
refer to good banding schools with academically better intake of pupils.] or so |

mean the publishers dondét want it Dbecaus
not put too many of them in tisedif&d& now yo
HKCE level.
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I: | see your point.

B: The scripts wildl really confuse the w
teaching Form 7 students simply because they will be striving a little bit more

effort than the Form 5 were.

Discourse markers to beuight

As reported above, B insisted that DMs should not be overused, nor should they appear

too much in professional language. She illustrated with the exampéabf

I: You found overuse of the woxekal?

B: Yeah yealat the end of a sentence. I thinkath 6 s quite a thato
downt own London phrase maybe. I donot u
professional language.

In contrast, C said it would be fun to exaggerate the use of DMs in class:

C: eif you try to exagger atyouwolldesays o me f e
something likeWELL YOU KNOW i ke t hat exaggerating a |
funny you know they will perhaps you know indicate some interaction pleasure...

thereds no harm therebébs no harm in being

Despite the fact that B heldinaost diametrically opposing views from the other
informants regarding the linguistic and pedagogic values of DMs, she relinquished her
initial firm position as she talked further. She pointed out that it would be worthwhile to
highlight some commonly usedMs such ascos, right, yeah, anénd but, many of
which, as she claimed, have been exposed to children at some younger age. However, she
had reservations over teaching relatively difficult ones likeean, you meaand now.
On the contrary, A found itseful to highlight markers likgou know, | megrOK, right
andsort of which she thought had seldom been touched.upon

So far very little research has been done regarding the incorporation and gradation of

DMs in the English syllabus which might haseltural and regional variations, with the
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exception of a hypothesized order of acquisition for Norwegian learners by Hasselgren
(2002) who proposes three stages: Stag®HKay, just, | think, or something, you know

and oh; Stage 2- well; Stage 3- right, all right, ah, you seesort/kind of, likeand
things/that/everything/stuéinda bit. A workable approach, perhaps, would be to refer to
spoken corpora which contain natural occurrences of DMs similar to the extracts from
CANCODE (see Appendix) and hilgght the most frequent DMs from genres that
learners are likely to come across in their everyday encounters. For example, based on the
information from CANCODE, a corpus designed primarily for pedagogical purposes,
these may include common markers suclaras, yeah, you know, so, but, well, right, |
think, just, | mean, like, or, oh, really, sort of, (you) see, because/cos, say, now, OK,
actually, anyway, also, thenetc. These markers can be carefully arranged in slots
according to their occurrences, deped into different levels of awarenasssing
reading or listening activities and integrated into different teaching units with their roles
and usages highlighted in contexts. Though there may not be an absolute need for
language learners to imitate thative speakers in every way they speak, it is beneficial
for them to understand what DMs are, the roles they play in conversational ex¢ghanges

and the reasons why the speaker makes such a choice.

Implications and conclusions
In light of the above findigs and discussion, some implications can be drawn which are
highly relevant to ESL/EFL teaching professionals.

First, as the task in the Appendix illustrates, learners can be given a transcript from a
corpus with DMs blanked out, then asked to complaeedifferences and fill in the gaps

before comparing their choices with the original, and exploring other possible valid
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alternatives. Moreover, through a contrastive clivggliistic analysis of both learner and
native speaker corpora, DMs that are espnted more or less frequently as compared to

a native speaker corpus can be highlightefdFung and Carter, 2007). Furthermore,
concordancing techniques can be used to show the occurrences of a given marker, with
highlighted features of its position amdcurrent collocates to make regularities more
prominent ¢f Zorzi, 2001)

Second, contexts determine the respective functions of a DM as well as the way an
encounter is developed and is projected to develop. It is therefore necessary to exploit
approprate context to introduce DMs across registers, highlighting the fact that some
DMs may occur more frequently in informal encounters, and less or even never occur in a
formal context. A corpus of naturalyccurring speech can eliminate the inauthentiity
invented, decontextualized examples, and is a profitable means to illustrate the
polyfunctional nature of DMs, the position in which they appear and the type of
interaction involved.

Third, the incorporation of DMs in curricula through a gradatibthe most common
forms is virtually norexistent. There is a need to modify existing coursebook materials
and their accompanying activities to add a measure of authenticity and interactiveness to
teaching spoken dialogues. Unless classroom materialsgrctéimeainteractional elements
characteristic of real speech or the necessary leximmmatical knowledge to realize
such features, learners will have little chance to develop naturalness in both oral and
listening skills that is of importance to sociatipa outside the classroom.

Finally, the underrepresentation of DMs in teaching has implications for professional
devel opment and about | anguage and variety.

DMs is whether they have a sound understanding of thiegtare, the roles they play in
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spoken discourse and how they can be properly taught. Teacher education should
facilitate uptake of DMs as a significant linguistic feature. In achieving this, access to
corpus data, regional variations, and recordings fremeryday conversation are
potentially effective ways, particularly in Hong Kong where exposure to authentic formal
and informal English conversations is on the whole limited.

As with any research involving a small sample, the present study does inotlaa
generalization of its findings, but is intended to focus on an essential but hitherto largely
neglected area of spoken language and suggest the possibility of second or foreign
language pedagogy intervention to assist acquisition and use of DM ispbken
performance of ESL/EFL learners. Owing to its exploratory nature, it is not clear if this
would be manifested to the same degree by teachers from a widersectes of
teaching professionals. To gain more conclusive evidence of the entiratpmpuhere
iIs scope for much broadbased data collection and further longitudinal, ethnographic

and observational studies.
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Appendix Data sheet andjuestionnaire

What are discourse markers?
Please read the following extracts from real language data to determine what are defined
as discoursenarkers (DMs) in this study.

Extract 1
The speakers are preparing a debate.
Roy: Erm okay this is the basic structurAnd we've got thirteen points.
Kevin: Mhm.
Roy: Sothis is what we'll doFirstly introduce the speakers.
Kevin: Yes.
Roy: Then introduce the topics of the debate and the main tolardirdly
we'll give the reasons for
actualyhavi ng the debate in the first pl a
Extract 2

This is from a service encounter in a post office. The customer is asking the clerk how to
fill in a form for sending a parcel.
Customer:  What shall | put?

Clerk: Photograph frame.
Customer: Pardon?
Clerk: Photograph frame.
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Customer:  Oh right. Okay. That is specific then.
Clerk: Wellyou candét put g o oydusknow becaassmyotéhi ng | i k¢
Customer:  Okay. Photo frame.

Extract 3
In a survey of modern family life, the interviewee is commenting the National Health
Service in the UK.

Interviewee: Soit's whatever light you want to perceive itlithink .

Interviewer: | think we're still very lucky corpared to most western countries aren't
we?

Interviewee: We are. Certainly angeah

Interviewer: Right. Sowe move on from heal tlhtsindve youor e
on to crime vandalism and accidenBocrime experienced by family.

Extract 4
This isa small talk between friends about Christmas.
Judith: And i tibmseank a lbtdo mgou know. But | think Christmas is
brilliant a family thing.
Peter: Youknowwhen they are all together and it
Judith: We get togethed.mean like ifitsnows ib s e v e ocosllust todkeut 0

the windowandl et t he worl d go byé

Discourse markers are words or phrases which function to organize and monitor the
progress of a piece of written or spoken language. We are familiar with conjunctions like

firstly, secondly, and, or, so, thereform written language. In spoken language, the most

common ones includemean, okay, well, so, actually, right, you know, anyway, and,

cos,etc. Globally, they mark openinga€ll, right) and closings of conversatiornskéay),

as well as boundaries of topic( righ{. Locally, they link up ideas in a talk and mark
relationships between idea units, which may indicate continuadimh @lsgQ, sequence

(first, next, ther), contrast lfut), conclusion £0), etc. Also they can rict the attitude of

the speakerl (think, well, actually) , and many of the above wusag

assessment of the conversational situation as informal. The present questionnaire
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primarily refers to discourse markers in spoken language, wetimtin functions of the

most frequent discourse markers summarized below.

Discourse markers Main functions

Well Mainly occurs at the beginning of a
mental thoughts. Usually it prefaces a negative response anditrdic
inadequacy of an answer. It also introduces the topic of a conversation and
serve as a delaying device in conversations.

Alright/right /okay Mainly occur at the beginning of an utterance and serves to mark the bound

of an exchange or topic.

So Indicates a summary or conclusion of what has been previously said.
And Marks continuation of speech.

But Indicates a contrastive viewpoint.

Like Marks a suggestion or an example.

You know Is a listeneroriented marker used to check that the listeisesharing the

viewpoint, or to appeal to the listener for support. Sometimes it serves as a
softener.
| mean Is a speakeoriented markerusedtmodi fy or <cl arify th

contribution.Sometimes it serves as a softener

Cos Is the informalf or m of Obecaused used to giyv
Yeah I's the infor mal form of &édyesd used t
Actually/l think Reflect the attitude of a speaker, e.g. indicating reinforcement.

Comparison task

Please read the following conversationrative speakers of English. The DMs, which

are highlighted in bold in the original extract (Script A), are deleted in Script B. Try to
compare the effects DMs have on the spoken exchanges when they are present and when
they are omitted. Then indicate yaywinions based on the attitude statements in Section

1 by putting a slash (/) in the most appropriate category.

The following dialogue isfrom an informal meeting in which staff from a publication

company are planning the production schedule.
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Script A (extract with DMSs)

Chairlady: Ohrightandh e 6s got Wor k bQ@coit B (extract without DMs)
Two ha srrdessall e would Chairlady: Heds got Workbook Two hasn
prlntA|t out. . _hesaidhe would print it out.

Staff A: Heds got Workbook Twgasheodsygpd gt(pte Wor kbook Two hebd
fonts he needeiuth e hasnodt got the fontsheeeded he hasnot got
the artwork he needed. the artworkhe needed.

Chairlady: Right okay buti t 6 s al | Unde(fhairlady: ltos all under control
control. , Staff A: ltés actioned.

StaffA: | to6s actioned. , Chairlady: When are you going to start

Chairlady: Goodt her edés something el s’ andling reprints | need some
wanted to ask you.. when are you advice.
going to startcobandldifig: Fe@hi Nt $ost, | coul dndt of

| need some advice . . . .
. anyintelligent advice until |
Staff B: Erm| wonot , | coul dnot offearé/tyuoa%||y get itél om not g

any intelligent advice until &ctually until June.
get butt 8m not gettindgyila: UNtilddass coming in June
o June. . . StaffB:  Until June.
Staff Az Lindads comeahg i n Judhgilady: |have to talk to Hamish.

Staff B: Sountil June . L .
. : ) Staff B: Everything is Hamish.
Chairlady Sol have to talk to Hamish. y g

Chairlady: Right.
Chairlady: Sol have to talk to Hamish.
Staff B: Everything is Hamislyeah.

(CANCODE data)
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Section 1

++ strongly agree +agree ? uncertain - disagree

-- strongly disagree

Attitude Statements

+

?

DMs can oil the wheels of commuration.

Knowledge of DMs helps processing information in listening.

1
2
3. DMs can display the speakerso at
4. DMs are not very useful devices to guide listeners to understand th

conversation.

5. DMs do not necessarillgelp to orientate the listener to the overall ide
structure

and sequence in talk.

6. It is still an effective listening strategy for listeners to focus closely
the key words
in talk without referring to DMs.

7. Thesequencef t he speakersd mental t#
through DMs.

8. Without DMs the conversation would become bitty and incoherent.

9. Relationships between the speakers would sound more distant and
formal if there are no
DMs in the conversation.

10. | can still understand the conversation using other linguistic clues
rather than referring to
the DMs.

11. DMs do not necessarily help to signal relationships between ideas i
talk.

12. Showing responses with Dd/can yield a softening and facilitative

effect.

13. Without DMs the conversation is still coherent and interpretable.

14. DMs appear to be redundant in the conversation.
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Section 2

The following statements concern your opinions towards thehieg of DMs in Hong Kong in general.
Please consider each statement carefully and indicate your views by putting a slash (/) in the most
appropriate category.

++ strongly agree +agree ? uncertain - disagree -- strongly disagree

Attitude Statements + + ? - -

+

15. DMs have been presented as a listening skill in most listening mate

I am using.

16. DMs have been presented as a speaking skill in most oral materials

am using.

17. | always highlight DMs in oral lessons.

18. | always highlight DMsin listening lessons.

19. Students have traditionally been taught to speak in written language
form and they seldom display DMs in their speech.

20. It is necessary to create and develop linguistic awareness of DMs a
promote proficiency in the actuake of them.

21. There is no need to promote spontaneous understanding of DMs as|
fluency device in spoken language.

22. Students should be helped to exploit DMs to improve their speaking
and listening skills.

23. DMs are only small words in coevsation and it is not worth the time

to teach them.

24. DMs do not carry specific meaning and there is not much teaching

value.

25. DMs are redundant and sidbandard features in speech and there is

much teaching value.

26. Students can benefih public examinations, especially in listening

comprehension, if they know what DMs are.

27. ltis important for students to learn to incorporate DMs in their spee

which is an essential skill for the public oral examination.

28. Students can follova university lecture better in the future, especiall
those conducted by native speakers, if they know the meanings DM

point to.

29. Students can understand native speakers better in their future work
if they know what DMs are.

30. Students shdd be taught how native speakers use DMs and follow

their way of using them.

31. Students should be taught to speak like a native in order to become

competent speakers




32.

It is an appropriate time to highlight DMs in spoken text at junior

secondary leel.

33.

It is an appropriate time to highlight DMs in spoken text at upper

secondary level.

34.

It is too ambitious to expect students to learn DMs for both listening

and speaking purposes at secondary level.

35.

At secondary level, we should pritize teaching DMs mainly for

listening purpose.

36.

DMs as a linguistic device for both listening and speaking purposes

should be introduced at the same time at secondary level.

37.

DMs as an aspect of speaking skill should be delayed until awareiig
DMs as a listening skill has been grasped.

38.

Students should be left at their discretion to learn to speak with DM
the future when other interaction opportunities arise.

39.

My students do not need to speak with DMs as frequently as most
native speakers do, but only need to progress to a speaking proficig
level capable of fulfilling their communicative purpose.

40.

It is realistic to require my students to use DMs like native speakerg
English.

41.

The American way of using DMs shouseérve as a model for my

students.

42.

The British way of using DMs should serve as a model for my stude

43.

It can be regarded as a wrong usage when Hong Kong learners use

differently from native speakers.

44.

We should respect and accepiang Kong style of using DMs.

45.

We should help students to recognize and accept different national
regional use of DMs.

46.

It is justifiable to require my students to use DMs like native speake

of English.

47.

It is necessary to expose dents to different varieties of using DMs
for purpose of comprehension, though not of production.

48.

It is not necessary to stick to the native speaker norm of using DMs
because English language teaching should seek relevance to local
culture while tryng to enable global transaction.
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Section 3

Please put a slash (/) where appropriate.

1.

Gender

Male
Female

Where is your native country?

Personal particulars

Hong Kong, Special Administrative
Region of the

Peopl

UK

Other (please specify)

Which of the following is your first language?

Cantonese

English

Other (please specify)

Which of the following is your second language?

Cantonese

English

Other (please specify)

Do you hold a first degree in Engligir an English languageelated subject?

Yes
No

Have you received any training in English language teaching?

Yes
No

Do you have a

Yes
No

master 6s

degr ee

For how many years have you been teaching English?

1-4 years
5-9 years
Over 10 years

At present how many English lessons do you take up each week?

(Please take the average if your school practises cycle system.)

1-8
9-16
Over 17

n

TESL/ TEFL?



Table1 Demographic background of the subjects sampled

Characteristic Percentage
Gender Female 82.6%
Male 17.4%
Nationality Hong Kong 81.8%
UK 6.1%
Canada 3.0%
Australia 1.5%
USA 1.5%
India 1.5%

New Zealand 0.8%

Malaysia 0.8%
Others 3.0%
First Language Cantonese 77.3%
English 18.2%
Others 4.5%
Years of Teaching 1-4 14.4%
5-9 25.8%
Over 10 59.8%
ELT Training Yes 93.9%
No 6.1%
English/Englishrelated Subject  Yes 77.1%
as a First Degree
No 22.9%
TESL/ TEFL as a VYes 23.8%
No 76.2%
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Table 2

Profile of the candidates

Candidate Candidate A Candidate B Candidate C
Nationality NNS - Hong Kong NS - Canada NS- UK
Gender Female Female Male
Teaching U  Very experienced U  Veryexperienced U  Very experienced
Experience U0 Teaching over 20 year: I Graduated asaHome 0 Teaching over 10
in Hong Kong Economics teacher years
U Teachingover 14 years U Overseas
U  Also a private tutor and ¢ language
materials developer instructor
Qualifications U Well-qualified U  With norelevantdegree 0  Well-qualified
U With teacher training in the English language U  With teacher
U Withamastr 6 s U Withteacher training in training
in Language Studies language and education 4 Wi t h a m
degree in TESL
Orientation U  Affirmed value of U Did notregard DMsas U Affirmed value
(based on the DMs useful of DMs
guestionnaire)
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Table 3

The 7-factor loadings after Varimax Rotation

Factor 1

Factor 2

Factor 3

Factor 4

Factor 5

Factor 6

Factor 7

NEED23
NEED25
NEED20
NEED22
NEED24
NEED21
FREE38
LEV33
COMM39
REAL40
INTG31
JUST46
INTG30
UK42
usa1
INSTRU27
INSTRU29
Q2

Q3
INSTRU28
Q7

Q1

Q12
INSTRU26
Q13

Q10

Q5

Q14

Q6

Q4

Q11

Q8

GAP16
GAP15
GAP18
GAP17
ATT35
DELAY S37
SAME36
ATT34
HKUSE44
NATIVE48
WRONGA43
ACCEP45
EXPOS47

.713
.686
.670
.648
.636
.589
-.522
.510
-.408

413

451

.735
.718
.702
.625
.606
.536
424

.654
.591
.541
.540
.509
.496
.408
.399

-.417

737
.674
.639
.549
.546
.522
.459
.455

432

732
724
.680
.595

754
.664
.642
391

.416

.728
.646
.595
.501
.464

Extraction Method: Principal Component Analysis.
Rotation Method: Varimax with Kaiser Normalization.
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Tabl e 4 An analysis of teachersdé attitudes
markers in upper secondary EMI schools in Hong Kong

Iltemno.  Statements Mean Factor
(St. Dev.) loadings

Factor 1
Pedagogic value of DMs

23 DMs are only small words in conversation and it is not worth 3.86 (.81) 713
time to teach them.

25 DMs are redundant and sighandard features in speechdan  3.98 (.72) .686
there is not much teaching value.

20 It is necessary to create and develop linguistic awareness of DM 3.92 (.77) .670
promote proficiency in the actual use of them.

22 Students should be helped to exploit DMs to improve theizldpg 3.95 (.74) .648
and listening skills.

24 DMs do not carry specific meaning and there is not much teac 3.90 (.70) .636
value.

21 There is no need to promote spontaneous understanding of DM: 3.53 (.89) .589
fluency device in spoken language.

38 Students should be left at their discretion to learn to speak with 3.07 (1.02) -.522
in the future when other interaction opportunities arise.

33 It is an appropriate time to highlight DMs in spoken text at ug 3.58 (.85) .510
secondary level.

27 It is important for students to learn to incorporate DMs in tt 3.67 (.93) .413
speech which is an essential speaking skill for the public
examination.

39 My students do not need to speak with DMs as frequently as 3.48 (.94) -.408

native speakers dobut only need to progress to a speaki
proficiency level capable of fulfilling their communicative purpose

Factor 2  Identification with the native speaker norm

40 It is realistic to require my students to use DMs like natpeakers 2.70 (1.03) .735
of English.

31 Students should be taught to speak like a native in order to 3.05 (1.09) .718
member of the local English speaking elites.

46 It is justifiable to require my students to use DMs like nat 3.04 (1.01) .702
speakers of Engh.

30 Students should be taught how native speakers use DMs and f 3.70 (.84) .625
their way of using them.

42 The British way of using DMs should serve as a model for 3.05 (.86) .606
students.

41 The American way of using DMshould serve as a model for n 2.71 (.85) .536
students.

Factor 3  Pragmatic value of DMs

29 Students can understand native speakers better in their f 4.02 (.81) .654
workplace if they know what DMs are.

2 Knowledge of DMs helps processformation in listening. 4.21 (.76) 591

3 DMs can display the speaker s 436 (.63) 541

28 Students can follow a university lecture better in the futt 3.83 (.85) .540

especially those conducted by native speakers, if they know
meanings DMs point to

7 The sequence of the speaker s 361 (91 .509
displayed clearly through DMs.

1 DMs can oil the wheels of communication. 4.33 (.66) .496

12 Showing responses with DMs can yield a softening and facilite 4.06 (.77) .408
effect.

26 Students can benefit in public examinations, especially in liste 3.77 (.83) .399

comprehension, if they know what DMs are.
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ltemno.  Statements Mean Factor loadings
(St. Dev.)

Factor 4  Dispensable value of DMs

13 Without DMs the conversation is still coherent a 2.50 (.88) 737
interpretable.

10 | can still understand the conversation using other 2.27 (.80) .674
linguistic clues rather than referring to the DMs.

5 DMs do not necessarily help to orientate the liseto 3.27 (1.06) .639
the overall idea structure and sequence in talk.

14 DMs appear to be redundant in the conversation. 3.71 (.89) .549

6 It is still an effective listening strategy for listeners to  2.53 (.98) .546
focus closely on the key words in talk withoufeging
to DMs.

4 DMs are not very useful devices to guide listeners 3.69 (.99) 522
understand the conversation.

11 DMs do not necessarily help to signal relationships betn 3.22 (.96) .459
ideas in talk.

8 Without DMs the conwesation would become disjointed ar 3.27 (1.08) .455
incoherent.

Factor5 Representation of DMs in ESL classrooms

16 DMs have been presented as a speaking skill in most 3.28 (1.12) 732
materials | am using.

15 DMs have been presented asistening skill in most 3.15 (1.12) 724
listening materials | am using.

18 I always highlight DMs in listening lessons. 2.92 (1.10) .680

17 | always highlight DMs in oral lessons. 3.02 (1.06) .595

Factor 6  Prioritizing teaching of DMs forreceptive purposes

35 At secondary level we should prioritize teaching DMs mai 2.74 (.91) 754
for listening purpose.

37 DMs as an aspect of speaking skill should be delayed 2.88 (.92) .664
until awareness of DMs as a listening skill has been
grasped.

36 DMs as a linguistic device for both listening and speak 2.27 (.76) .642
purposes should be introduced at the same time at seco
level.

34 It is too ambitious to expect students to learn DMs for k 2.47 (.86) 391
listening and speaking purposes aisetary level.

Factor 7  Acceptance of the local usage

44 We should respect and accept a Hong Kong style of u 3.11 (.91) .728
DMs.

48 It is not necessary to stick to the native speaker norm 3.40 (.93) .646
using DMs because English langeateaching should
seek relevance to local culture while trying to enable
global transaction.

43 It can be regarded as a wrong usage when Hong Kong lea 3.07 (.93) .595
use DMs differently from native speakers.

45 We should help stlents to recognize and accept 3.87 (.71) .501
different national and regional uses of DMs.

47 It is necessary to expose students to different varieties 3.82 (.81) 464

using DMs for purpose of comprehension, though not «
production.
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Notes
1. Only items with factor loadings greater than 0.39 are shown in the table. The statements are ordered within each
factor according to the magnitude of factor loadings.
2. The mean score was calculatedor@6i nt scale ranging frogl ysagroenggd y( Hd)i.sagr

3. Scoresfornegativelwor ded statements are reversed, that is, &édstron:

Table 5 Mean and standard deviations of the 7 Scales

Descriptive Statistics

Std.

N Minimum Maximum Mean Deviation
SCALE1 132 2.50 4.70 3.6886 .4028
SCALE?2 132 1.33 4.67 3.0429 .6669
SCALE3 132 2.75 5.00 4.0265 .4955
SCALE4 132 1.50 4.63 3.0388 .5918
SCALES5 132 1.00 5.00 3.0985 .8148
SCALEG6 132 1.25 4.00 2.5909 .5928
SCALE7 132 1.80 4.60 3.4318 .5391
Valid N
(listwise) 132

Scale 3

40

30

20

10
Std. Dev = .50
Mean = 4.03
N =132.00

275 3.00 325 350 375 4.00 425 450 475 5.00

Figure 1 Scale 3: Pragmatic value of dscourse markers
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Scale 1

40

30

20

10

Std. Dev = .40
Mean = 3.69
N =132.00

0
250 275 3.00 3.25 350 3.75 4.00 425 450 4.75

Figure 2 Scale 1: Pedagogic value of discourse markers
Scale 7
50
40
307
207
10| Std. Dev = .54
Mean = 3.43
0 N = 132.00
1.75 2.25 2.75 3.25 3.75 4.25
2.00 2.50 3.00 3.50 4.00 4.50
Figure 3 Scale 7: Acceptance of the local variety
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Scale 2

Std. Dev = .67
Mean = 3.04
N =132.00

Figure 4 Scale 2: Identificationwith the native speaker norm

Scale 4
30
20
10
Std. Dev = .59
Mean = 3.04
0 N =132.00

Figure 5 Scale 4: Dispensable value of discourse markers



Scale 5

40

Std. Dev = .81
Mean = 3.10
N =132.00

1.00 150 200 250 3.00 350 4.00 450 5.00

Figure 6 Scale 5: Representation of discourse markers in ESL classrooms

Scale 6

Std. Dev = .59
Mean = 2.59
N =132.00

Figure 7 Scale 6: Prioritizing teaching discourse markers for receptive
purposes
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Abstract

The following study, in the first place, attempted to examine the relationship between

EFL teachers' sekfficacy and their pedagogical success in Language Institutes. In the

second place, the role of teachers' years of teaching experience in theifisatfy was

investigated. Finally, the relationship between teachers' age and thesffisalfy was

studied. For this purpose, 89 EFL teachers were selected accordinddblavsampling

from the different Language Institutes in Mashhad, a city in the Northeast of Iran. Near

the end of the term, the teachers were askec
Scal eo. Simultaneousl vy, aChagacteristitsiofoSnacessfur e whi ¢



EFL Teachers wQ@uesftiildrnendaiirneoby the teacherso

this questionnaire, the teachers' performance was evaluated by their students. The
subsequent data analysis and statistical calculation®ri@ation revealed that there is a
significant relationship between teachers' success and theeffsgdicy. Furthermore,
significant correlations were found between teachers*-esthcy, their teaching
experience, and age. The conclusions and imfptinos of the research are further
discussed with reference to earlier findings.

Keywords: Age, EnglishLanguage teaching, Language Institutes, Questionnaait,
Efficacy, Teachers' Pedagogical Success, Teaching Experience.

Introduction

Efficacy is essnt i al | y i n eiienteddudgmers @bout theirucongpetence
rather than their actual level of competence. This is an important feature because people
regularly overestimate or underestimate their actual capabilities, and these estimations
may hae consequences for the courses of action they choose to follow and the effort they
exerts in those pursuits (Woolfolk Hoy & Burke Spero, 2000). For example, Bouffard
Bouchard, Parent and Larivee (1991, cited in Woolfolk et al., 2000) found that children
possessing higher levels of efficacy beliefs performed better in solving math problems
than those who had lower levels of efficacy beliefs in spite of the fact that both groups
had the same levels of skill development in mathematics. Bandura (1982) drgued t
those students with a higher degree of-s#fitacy tend to exert more effort, persevere in
difficult situations, choose a course of activities more attentively, and retain more
realistic and flexible attributions. While students with low -sdffcacy display less
persistence and effort expenditure, avoid uncertain and challenging tasks, lack
intentionality, and possess attributions that are nonrealistic and maladaptive.

Similarly, it appears teacher sobeslobamlbe ef s
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influential in the quality of their performance. Drawing upon the literature on the role of

teachersdé sense of efficacy in their i nstru

sections, the present study seeks to investigate the relatdnghp ween EFL t each

sense of efficacy and their pedagogical success. As far as exploring such a relationship in
an |l ranian context is concerned, to the
has ever been conducted. Definitely the dearth @fares in this area provides sufficient
reason to conduct further investigation at examining the relationship between Iranian EFL
teachersdé sense of efficacy (I ndependent

via a questionnaire specific to ERéaichers anoh accordance with an Iranian context.

Sources of selefficacy beliefs

Perceived sele f f i cacy, i . e. Afbeliefs in one's

courses of action required to produce given attainments” (Bandura, 1997, an ®e c

developed by four main sources of influence. Bandura (1997) postulated theses sources of

efficacy expectations as: mastery experience, also called enactiveasedry, vicarious
experience, also called refeodeling, social or verbal persuasion,daarousal or
physiological and emotional states.

The most prevailing and powerful influence on efficacy is mastery experience through
which successfully performing the behavior increasesesttiacy for that behavior. The

perception that a performamdias been successful enhances perceive@ffiedcy and

ensures future proficiency and success. In contrast, the perception that a performance has

been a failure weakens efficacy beliefs and leads to the expectation that future
performance will also bmefficient.

The second prominent influence, vicarious experience, originates from observing other
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similar people to perform a behavior successfully. It provides people with ideas about
successful manners of action. In contrast, observing people simibaeself fail lowers
an individual 6s confidence and subsequently
A third source of influence is social or verbal persuasion received from others.
Successful persuaders fost erilept¢he ppmetine, bel i ef
ensure that visualized success is achievable. Negative persuasion, on the other hand, may
tend to defeat and lower séiéliefs. The most contributing effect of social persuasion
pivots around initiating the task, attempting new stgggs, and trying hard to succeed
(Pajares, 2002).
Psychological and affective states, such as stress anxiety and excitement, also provide
information about efficacy perception and boost the feeling of proficiency. Hence, trying
t o r educ e stressdmndvanxity and dnedifying negative debilitative states to
positive ones plays an influential role in amending perceivedefigdhcy beliefs.
Another important affective factor, according to Pintrich and Schunk (2001), is
attribution. For examplef success is attributed to internal or controllable causes such as
ability or effort, efficacy will be enhanced. Nevertheless, if success is attributed to
external uncontrollable factors such as chance;e$itiacy may be diminished (cited in

Woolfolk Hoy & Burke Spero, 2000).

Teacherefficacys e | f

Teacher efficacy is defined as fAthe teacherd
execute courses of action required to successfully accomplish a specific teaching task in a
particular conte t 0 ( T sMotarg Woolotk Hoy, & Hoy, 1998, p. 22). It has been

found t o be associ ated wi t h | earner so i nd
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achievement, and efficacy (Tschantiaran et al., 1998).

A plethora of studies, conducted in L1 cotifehas demonstrated the relationship
bet ween t e effcdcye and teir snetiudtional behaviors. Gibson and Demo
(1984), for exampl e, i ndicated a high correl
their persistence in the presentation ofstes, feedback presentation, and support
scaffolding for weaker students. In a similar study, Pajares (1992) found a strong
relationship between teachers' educational beliefs and their planning, instructional
decisions, classroom practices, and subseqieaiching behaviors. He concluded that
"beliefs are far more influential than knowledge in determining how individuals organize
and define tasks and problems and are stronger predictors of behavior" (Pajares, 1992, p
311). On the other hand, teachers wittow level of efficacy have been found to be
cynical not only of their own abilities, but also of the abilities of their students and
coll eagues (Siebert, 2006). They also tend t
as wel |l as st uthkie own sapabiljities dPgjanes & Schunlk, 2001, cited in
Siebert, 2006).

Previous studietave also pointed to the role of teacher sense of efficacy in shaping

studentsdé attitudes toward school and subj ec
of a teacher, the greater the studentsd int
shaping studentsdé attitudes, teacher effica

personal commitmentCpladarci, 1992cited in TschannefMoran et al., 1998). 9) and
enthusiasm in teaching (Allinder, 1994) exhibited by the teacher.

To deter mi ne how teacherso efficacy affec
scrutinized 88 teacher efficacy studies and contended that teachers with a higher sense of

efficacy are more likely to:
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i(1) |l earn and use new approaches and str
management techniques that enhance student autonomy and diminish student

control, (3) provide special assistance to low achieving students, (4) build

st u d elfpercegiions of their academic skills, (5) set attainable goals, and (6)

persist in the face of student failure(cited

I n essence, the abovementioned studies poi
efficacy beliefsare decisive in constructing an educational atmosphere that incites
studentsdé achievements. Definitely they pro
investigations in this area within L2 settings and examine the relationship between
t e a c h e-effcaty expedtations, assessed internally by the teacher himself, and

teachersé success, assessed externally by th

Definitions of successful teachers

Brown and Marks (1994), in their book, mentioned that pedagogically successful teachers

reseach their own teaching and the teaching of others and thereby become better
informed about the strengths and weaknesses of their teaching performance; effective
teachers willingly examine critically what they are doing in classroom. According to

Brookfield (1995) successful teachers get right down to business, use a variety of
instructional strategies, teach at an appropriate fast pace but stop regularly to check
studentsd comprehension and engagement, foc
objectives, ad use humor in keeping with their individual styles. Lowman (1996) stated
exemplary teachers are those who are likely to promote high levels of learning in their
students while also creating the positive memories of learning. He also put emphasis on
teacktkr s0 ent husiasm as characteristics of succ

As it is observed, there are different definitions for successful teachers. In the present
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study, teachersdé success is defined and eva
been mentionedni t he A Characteristics of Successfu
because this questionnaire has been designed based on EFL learners and teachers and
TEFL expertsdéd views in Iran towards success
value systems concermgrieaching are relative rather than absolute. He mentioned "so far

as specific characteristics of the teacher are concerned, what is judged good teaching by

one person, one community, or at one time, may not be similarly viewed as good by

another personnather community, or at some time later" (as cited in Suwandee,1995, p.

9).

Purpose of the study

Upon what was noted about the facilitative 1
behaviors, while taking into account the contribution of teached -efficacly in
studentsd achievements and attitudes, i nves
sense of efficacy and their pedagogical success as well as the question of how much
teachersé efficacy cont r i bssleeomestpartinenthle pr edi
summary, the present study primarily seeks to investigate such a relationship in various
language institutes in Iran. It also sought to determine whether there is a relationship

bet ween t ea c h-efficacyandsteaochsgxpenehce, aewell as age. To this

end, the following research questions were posed and investigated in this study

1) Is there any relationship between teachers' sense @ffsedicy and their pedagogical
success?

2) Is there any relationship betwedeachers' selfficacy and years of teaching
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experience?

3) Is there any relationship between teachers' perceivedfe#cy and their age?

Method

Participants

The first group of participants consisted of 89 Iranian EFL teachers. The majdtignof
were the researcherso coll eagues who kindly
profile of the teachers is as follows: They were between 20 and 45 years old (M = 26.87,
SD = 5.09) with 1 to 20 years of teaching experience (M = 5.53, SD =Cu5)of 89
teachers, 73 were females and 16 males from different-soolmomic backgrounds. The
majority had majored in the different branches of English [i.e. English Literature (20 B.A,
1 M.A), English Teaching (13 B.A, 18 M.A), English Translation (8)pand those who

had certificate in different majors except English had the necessary supplementary
qualifications to teach English.

The second group of participants use comprised of 779 Iranian EFL learners (students
of the abovementioned teachersYhey were 604 females and 222 males whose age
varied from 14 to 66 (M = 22.15, SD = 5.73) and came from different ®ocoomic
backgrounds. Their language proficiency varied from elementary to advanced levels and

their educational level varied from higkhhool to PhD.

Instruments
Teachers' Sense of Efficacy Scale (long form)
Reviewing the exi st i refficaoyéack asr\Welsb Efficacy Saala c her 0 s

developed by Ashton, et al., 1982 including 7 items; Teacher Efficacy Scale by Gibson
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