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Foreword

By Asian EFL Journal Associate Production and Copy Editors

This first issue of thésian EFL Journal for 2013 touches upon a number of topics,
which are relevant to the field of English language tearland learning, as well as
applied linguistics. With article topics ranging from teaghgmonunciation and grammar

in the classroom to advances in CALL and studies on translation, nitiallment
includes authors from a number of contexts such as China, Taiwan,nth&ien, Oman
and the USA. We expect it will be of great interest to Ehglés\guage professionals
across Asia and beyond.

First, in the paperAn Analysis of the Writing Needs of Omani EFL Students for the
Development of Grade 11 English PrograBaid Hamed Al-Saadi and Moses Stephens
Samuel document a study done on Omani Grade 11 students in regéartddyitmgsthe
language needs of an entire population. Utilizing, questionnaires, ewanand content
analysis, the researchers gathered information from studeat)ers, supervisors and
heads of departments. In particular, it was found that the Omani Gtaclgriculum did
not meet the students’ needs with regards to developing writing @kdishat a disparity
exists between the curriculum content and the perceived neede aftudents. The
authors suggest that all people involved in the development of English larguagela
work in partnership to develop a new national curriculum that bettesses students’

needs. In addition, the author recommends that further study of the stutisaburse

samples and readings is warranted in future studies.



Then, inThe Effect of Narrative Structure on Learner Use of English Tens@gmett
in an English as a Foreign Language ConteMansoor Al-Surmi considers the
relationship between discourse narrative and verbal morphology useBRLacontext.
He collected and analyzed data obtained from a group of Thai L2sEngarners who
were asked to recount a dream after looking at a set of pichudeseping with previous
studies, Al-Surmi concluded that past forms are generally used iforiaground and
non-past forms in the background. In addition, he established that thisexésts for
both EFL and ESL learners.

Next, inA Comparative Study of Intuitive-Imitative and Analytic-Linguistic Apfdneac
to Teaching Pronunciation: Does Age Play a Rplédi Roohani compares the
effectiveness of intuitive-imitative and analytic-linguistic agghes in teaching the
pronunciation of English sounds which do not exist in Persian. Fifty noevrmediate
Iranian EFL students aged from 13 to 20 were randomly divided into wetitiguistic
and analytic-linguistic groups, and over a 3-week period were givenifispec
pronunciation instruction according to their group's emphasis. Pre- andegtisg
showed that the analytic-linguistic approach was more effeotregall in teaching the
pronunciation of English sounds which are not found in Persian. Howevevasgdso a
factor as younger participants responded more to the intuititative approach, while
older participants showed better results if taught with théytewinguistic approach.
The author stresses that pronunciation does improve after interverdiomg. He
proposes that analytic-linguistic strategies be included in proniowci&aching in
addition to purely imitative approaches, and that approaches be vecedliag to the

age of the learners.



After this, Chuen-Maan Sheu examines gender differences withcrespdearner
strategies and learner listening proficiencylnnestigating EFL learning strategy use,
GEPT performance, and gender difference among non-English major sophomores at a
technological universityThe tools used in the study were the Chinese version of SILL
for learner strategies, and the GEPT for listening peaficy. The study found that the
learners were medium level strategy learners, indireategfies were used more often
than direct ones, and that learners with high scores in the GEETstragegies much
more frequently than learners with low scores, thus indicatingrectdcorrelation
between scores and strategy use, or lack thereof. The sismyfoand that female
learners used a higher number of strategies than matefsaexcept amongst learners
with the highest marks, where there was no significant éiffe in strategy use. The
study shows that EFL learners do better if they use landeageng strategies, and that
proficiency seems more important than gender in terms of the clamideuse of
strategies.

In the paper entitlednalysis of the Contributions of In-school Language Clubs in
Taiwan Tsu-Chia Hsu examines extra-curricular speaking activitiesniversities. He
focuses on the Toastmasters clubs which have sprung up acrossseampaiwan.
English has become an essential skill in higher education and stuiitehtgetting
practice beyond the classroom a difficult task. However, withTib@stmaster clubs
students are offered a chance to gain leadership and communicatmngtin a non-
threatening environment. His study analyzes the benefits ofube for students wishing
to ameliorate their English-language communication skills. attisle will be of interest

to those who teach English language skills in non-native milieus.



Then, in the articl€omputer Assisted Language Learning (CALL): Asian Learners and
Users going Beyond Traditional Framewordsiw Jarvis begins with an examination of
the historical development of CALL frameworks. He then looks atcttenges from a
traditional tutorial focus on conscious learning (usually resttitb one program) to the
current multi-media approach. He suggests a need to go beyond GAhtlude and
exploit mobile multimedia (MALU), using a new educational theoegognizing
unconscious language acquisition and connected with rapid technological expansion.

Next, John Thurman looks at the element of choice in spoken langskganChoice
and its influence on intrinsic motivation and output in task-based language teatrhing
particular, the author asks the question of what might be the efigeinguage learner
performance and level of interest if the student is able to ehtiws task. Moreover,
Thurman explores this area through two studies involving descriptive rsaakigities.
The results suggest that both oral output and complexity are incnehsedparticipants
are allowed to choose the task; also, task choice appears to haviive diect on
student interest level.

Lastly, The Role of Source Text Translation in a Simulated Summary Writing Test
What do Test Takers Sayddresses the strategies test takers use on summang writ
prompts and the differences between writing and translation. Usiegviews as a
method of validation, Weiqging Wang, interviews Chinese post-gradueatenss living in
the United States about the techniques they used on a simulatecryuwniting task.
The results indicated that summary writing tasks cannot aetyrateasure writing
ability due to the test takers’ use of source text translaimhconcludes with possible

recommendations for resolving this issue.



ASTIAN
EF

f](_i [__l I{Nf\t l_ = Tha EFL Professlomal's Wreitten Forps

An Argument for Holism - Part 1 -

(An Editorial Opinion Piece)

Dr. Roger Nunn
Professor of Communication

Petroleum Institute, Abu Dhabi, UAE

Abstract

Definitions of ‘holism’ in applied language studies need to rerhesad enough to allow
for true epistemological diversity and reject prematurely aaiteampermeable systems
that do not reflect the present state of knowledge in our fieldathIPof this two-part
paper, | focus on definitional issues arguing that the atomistis parany whole are
related within a complex, but fluid, organic system and are masigyeunderstood in
relationship to other parts of that system. After considering d¢laionship between
holistic and atomistic phenomena, | argue that ecological stud@slier, 2002), while
providing groundbreaking new insights into the holistic nature of ap@megubhge study,
appear to exclude context-independence as a legitimate perspilstidefinition above
is therefore closely associated with Pappamihiel and Wal&8G9) characterization of
complexity theory. Epistemological diversity and complexity lead tas accept

dynamism, unpredictability and instability as natural conditions ofielat which cannot
be ignored.

Keywords: Diversity, holism, ecology, context independence
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Introduction

(1) “Itis certainly curious,” | agreed. “Still, it is unimportant and need not be
taken into account.”

A groan burst from Poirot.

“What have | always told you? Everything must be taken into account. If the facts
will not fit the theory — let the theory go.” (Agatha Christie, The Mysterious

Affair at Styles, p.76)

Conducting and reviewing educational research is rather like bairggatha Christie
detective. Every atomistic detail has to be seen in the ligtiteofvhole picture within
and even beyond the immediate research context. Fitting the appaneothypatible

detail into the whole picture is often the key to resolving the winekstigation. There is
an integrative rather than a dialectic binary relationship betwiee parts of a puzzle.
When relevant atomistic evidence is excluded, the whole pictufeetead. However, it

is equally possible that when two atomistic variables are eblom the whole in an
experimental study, the results are contextualized by the imgueritself and may be
distorted when the entire situation is not taken into account. Allrgseevidence
requires careful diagnosis within the scope of a broader picture.

In my role as editor, | am frequently called upon to check revieivaccepted and
rejected papers. A common reason for rejection is that the ajoer broad and does not
have ‘sufficient focus’. On the other hand, | have noticed that papégrawery narrow
focus are evaluated as more successful even when the findings are adttoeéabroader
perspective. After presenting my holistic argumentation in sorteel de Part 1 of this
holistic discussion, in which paradoxically the only common focus istnaliself, | will

provide some more detailed examples in Part 2 (upcoming editiom A$th Journal,
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June, 2013) and return in the Conclusion to some implications of the vigrssged

herein related to academic holism for journal article reviewers and authors.

Rational Conceptual Divergence and Holism — an Example from Language Study
Moser's (2002) epistemological view of diversity serves as@aning against attempting
prematurely to devise coherent but impermeable systems of krgevtedt are often

associated with ‘holism’.

Within the tolerant confines of meta-epistemic instrumentalism, we caonvelc
even as rational, much of the remarkable divergence we see in contemporary
epistemology (p.17).

For example, when faced with a broad and divergent body of knowledgeyitbe
tempting to simplify the different accounts of knowledge into some kindoherent
whole. This might take the form of rejecting scholarship thatamot reconcile within
our own conception. In our field, a common target for rejection has bleemskyan
views of linguistic competence which appeared to stand in oppositiacial siews of
language use such as Hymes’ view of communicative competenddalbday’s
comprehensive systemic approach to language use. Moser’'s chaaticie of ‘meta-
epistemic instrumentalism’ (2002) allows us to reconsider bin@ggdeements, such as
linguistic competence versus communicative competence, rasorfal conceptual
divergence” which reflect “a deeper rational unity” (p.17).

Chomsky’s concern is primarily with a universal and innate langteméty rather
than with language use. This apparent divergence can at |edgthgaseen as merely a
difference in focus. In Chomsky’'s “New Horizons in the Study aiduemge and Mind”
(2000, pp. 19-45) language use is addressed. He does certainly arguelfpt 2@ré is

reason to believe that the I-languages (“grammatical commE)ence distinct from

12



conceptual organization and “pragmatic competence” and that thesensysan be
“selectively impaired and developmentally dissociated.” Howehergetis also evidence
that for Chomsky (2000) “I —languages” are embedded in more ocfeirgror broader

performance systems.

We are studying a real object, the language faculty of then,bvaiich has
assumed the form of a full I-language and is integrated inforpgince systems
that play a role in articulation, interpretation, expression of fisebad desires,
referring, telling stories, and so on ( p.27).

This view of ‘integration’ appears to be at odds with what is nlbtyncharacterized as a
binary competence/performance distinction (See, for example, \&an 1996, p.122).

Moser’s epistemological view appears to be appropriate here whenues §2§02, p.16)
that some form of conceptual divergence better reflects the current statekofowledge

rather than prematurely attempting to develop a holistic but inuer coherent system
of knowledge (holistic coherentism).

The work of Halliday and Matthiessen (2004) in systemic lingsisagplicitly
addresses the holistic nature of language knowledge and use. Halidaylatthiessen
(2004) note that systemic theory attempts to be comprehensive: Citncerned with
language in its entirety, so that whatever is said about gpectis to be understood
always with reference to the total picture” (p.3). They provide hbiistic framework as
a representation of the kind of knowledge that underpins competent asangfuage. A
systemic explanation of language implies that the knowledge rddgoir&eompetent use
acts as a holistic resource available to the user. Usets teghand "a text is the product
of ongoing selection in a very large network of systems — a&mysetwork." (p.23).
"We cannot explain why a text means what it does, with allvdr@us readings and

values that may be given it except by relating it to ithguistic system as a whole" (p.3).
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A user makes appropriate local choices and selections in partcantexts based on his
holistic systemic knowledge. While Halliday and Matthiess&04, p.5) concede that
systemic linguistics provides a very complex explanation mjuage knowledge, they
justify this by stating that "if the account seems complais, is because the grammar is
complex."

The issue that arises with such a comprehensive coherent systppnmach to
language competence is whether it is impervious to other appatectmpatible
perspectives, in other words, whether it is more coherent than uotent state of
knowledge allows. The field of pragmatics provides a less comprehensive and wéten m
simpler view of language use. Huang (in Horn and Ward, 2006) provides aaogfein
relation to the relationship between language use and language fonnthiecfields of
pragmatics and syntax. Interestingly Huang (2006) accepts greimdient syntactic level
of analysis, advancing a pragmatic theory of anaphora which "preshenesiépendence
of an irreducible grammatical stratum for pragmatically mae#ga constraints.
Calculation of pragmatic inferences has to be made over adkwelependent syntactic
structure and semantic representation” (p. 304). Huang resumeslalisnship in the
slogan: "pragmatics without syntax is empty; syntax without rpedigs is blind."
Pragmatic inference is then said to depend "on the language kisewledge of the
range of options available in the grammar..."(p.305).This view &lgieompatible with

the notion of choices within a systemic linguistic view.

The Meaning of Holism
A holistic philosophy of tolerance of divergence provides a theokatiohrella for a

variety of approaches by exploring constructive relationships eegtwacademic
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disciplines and actively seeking new relationships between atorpatis of a theory.
Dornyei (2009b) argues that “within a dynamic systems fraonlewthere are no simple
cause-effect explanations between variables examined in asplathich is the standard
research focus in most applied linguistic research...” (p. 241).

Definitions of holism (holos) are often linked back to the dictumbatid to Aristotle
that “the whole is greater than the sum of its parts”. | prtlvisionally define holism
here as the view thalhe atomistic parts of any whole are related within a complex but
fluid, organic system and are more easily understood in relationship to p#ntes of
that systemA stronger version might change the last part of this defimtocan only be
understood in their relationship to other parts of that system

The main reason that | do not adopt the stronger version of theidefisiimy belief
that within the study of a large number of areas thatratfeemselves holistic, there is an
essential role in each area for more focused atomistic studence the need for both
focused research by scholars who specialize in individual aspielstdistic phenomena

and for papers that attempt to identify different types of relationships betheparts.

Ecology of Language Acquisition and Holism

A very influential, essentially holistic approach to educational uistgcs is the
ecological-semiotic perspective (Van Lier, 2002), which indisputgimgmotes a
diversity of perspectives. The relationship between holism and atoro&am be

interestingly discussed based on the following definition.

Ecology is the study of the relationships between all the varigenisms and
their physical environment. It's a complex and messy study aboartnhalex and
messy reality. Its primary requirement is, by definition, thatcontext is central,

15



it cannot be reduced, and it cannot be pushed aside or into the daaukgihe
context is the focal field of study. (Van Lier, 2002, p.144).

Complexity — which is related to holism - is clearly an impdrteature, but at the same
time there is also a “focal field of study” which might #fere exclude those fields that
attempt to be context free. We have already discussed the Claompgkyspective of
language which seems to depend on an argument that there is swfieiba context-
independent cognitive/rationalist level of analysis. We migltt edssider in this respect
the conversational analysis perspective (Sacks et al., 1974) whicltealters on the
context-free/context-dependent dichotomy, but prefers the context-freeqimespe
Classroom analysis, a field of study which appears to be edlyeatiological, when
based on the analysis of turn-taking (Sacks, Schegloff & Jefferson, é8iphasizes the
structure of participation and the management of turns in classnderaction. Schiffrin
(1994) refers to the conversational analysis approach as ondtémapta to reveal “the
way participants in talk construct systematic solutions to rectrorganizational
problems of conversation” (p.239). Furthermore, the teaching approaocly pagicular
classroom context is closely related to the way turns atebdied (Nunn, 2011). The
norms of speaker-selection reflected in the behaviour observad olassroom are then
of great value in describing both the social and pedagogical rolésaohers and
students. However, Sharrock and Anderson (1986) make the strong claiturtiat
distribution is independent of social context. Their claim is based @ssumption that

universal rules of turn-taking underlie all conversation.

Given that conversation is something that can take place betweefe p# all
kinds, the rules which regulate turn-taking must be independent ofottial s
composition of conversation. (p.72)

16



The lesser claim that turn-distribution can be analyzed independérsthcial context
seems to me to be more reasonable, and is a claim upon which bdmseet my own
studies in classroom analysis. It is relevant because gt fimd it useful to have a so-
called context-independent stage of analysis to describe whaigertiag in any context
in order to be able to make comparisons across contexts and hence better undeadtand w
is happening in any particular context. This does not mean that extdrge/context
independent distinction creates a dialectic binary opposition. My argumeather that
they complement each other within a holistic relationship.

This need not necessarily mean that there exists a universafl sen-taking rules
regardless of context, although Sacks et al.’s model has beerkabigaresilient since
1974. It does indicate that an ecological perspective, holistic, brmhdseful as it has
proved to be in countering narrow and unmotivated classroom approaches, is not
synonymous with the kind of rational epistemic divergence thatdteempting to equate
with holism. This is because ‘context’ itself has become amgak&cus which might
unwittingly exclude useful perspectives within the complex body drthéhat helps
inform our field of study. Recently, Seedhouse (2010) has further undettiaeholistic
nature of classroom discourse study. He characterizes classlisoaurse study as a
“complex adaptive system”, suggesting that “the study of spokeraaiion as a system
may benefit from the insights of complexity theory” (p.4).

Leather and Van Dam (2003), in characterizing the ecology obtidgegacquisition

describe their aim as follows:

This volume aims to explore how a number of contemporary approaches and
insights in LA research might be coherently interrelated thrauggrspective that
can be calle@cological (p.1)

17



This is certainly holism in practice — and in my view repnesan extremely useful way
forward in viewing LA (and indeed SLA) — but it is an example adherentism” rather
than of rational epistemic divergence in that it attempts to proaidmherent but
exclusive model.

Van Lier (2002) interestingly proposes different levels of connechetween

disciplines in relation to his ecological perspective:

Sociolinguistics, pragmatics, the sociology of language, and discourssiarzay
therefore relatives of ecological linguistics. However, tlagg philosophically
very different, because they start out from a selection ormysferules and

therefore address only one tiny corner of ecology. Ecologicakrels cannot
afford to do that, since the context is no longer the context. Ethplogra
ethnomethodology, and discursive psychology are closer to an ecolgaate.

(p.144)

The interesting paradox arises as to whether a focus on htdeinsuch as the one | am
attempting here, can itself end up excluding epistemic divergemtisnHthat excludes
any atomistic focus is arguably not epistemic divergencdl.aTtee design of holistic
curriculum, for example, is a useful area to consider the bidigtynction often made
between my topic, holism and atomism. Curriculum-in-use (rather thardacument) is
sensitive to the relationship between holistic competence and penfmenend the
particular learning needs of students within but also beyond their eavnimg context.
While, holism (as realized for example in the design of prejaad holistic tasks) is
commonly opposed to reductionism or atomism (as realized in aggigitich as language
exercises), | have proposed (Nunn, 2006) a different synthetic refappasguing that
holism is an inclusive notion that most usefully subsumes ratherfi@rses atomistic

parts. Rather than an approach built on tasks alone, | have theyedposed the design
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of holistic task-based units which promote the design of pools of latésr each unit.
Each unit has available per se a set of atomistic exsrrissddition to a set of repeated
tasks. The teacher has to decide when to zoom in on atomistic ,dgtadk as the
passive voice in academic writing) and when to zoom out (sucloaking at a
transitivity system as a whole in a systemic sense throdgthwor example it may be
revealed that the passive voice does not dominate clause straetmein scientific
writing.) The paradox here is that to isolate holism as arusixel reductionist concept
opposed to atomism — as part of a binary distinction - is countee tméaning | feel we
need to give to holism. It would be rigid coherentism rather thaaned epistemic
divergence, which instead embraces the whole, the parts, and thenpattdionship to

each other as well as to the whole.

Complexity and Holism
Pappamihiel and Wals€2009) explain the relationship between complexity theory and

holism as follows:

Complexity theory provides a framework for understanding completersgs
which range from human beings to weather to business organizationsf (ee
major tenets of complexity theory is holism; that is, the wiolgréater than the
sum of its parts (Byrne 1998; Midgley 2007). Connections and relatfsistihe
interactions—define how complex systems operate (Westley, &man, and
Patton 2007). Thus, complex systems are comprised of many intgraatis that
must be understood together, holistically. Moreover, the parts and their
interactions cause new parts to form, along with new structaesew rules of
behavior. Complex systems are not static; they are emergeptivagdaynamic,

and changing (Morrison 2002). ( p.134)
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Cvetek (2008) underlines the dynamic and unstable aspect of compéegiiyng that
complexity and unpredictability are natural conditions of teaching/learnictigi@ed to be
taken into account. Cvetek (2008) emphasizes that the implicatidneroplexity’ can
impact the daily practice of learners and teachers, suggéséinteven a small change in
the behaviour of a constituent of the classroom system — for exaamplenexpected
remark from a learner, a slight change in the way the teadmelucts an activity — can
have a major impact on the course of the lesson and its overathaffess (p.250)". In
terms of holism, we can restructure this argument to reconsideelationship between
the parts and the whole. A small change in one atomistic pag @fex lesson) has an
impact on all other parts and affects the whole (lesson).

Pappamihiel and Walsg009) link complexity theory and holism directly: “One of the
major tenets of complexity theory is holism ... complex systarascomprised of many
interacting parts that must be understood together, holisticRbwland (2007, p.121)
relates the potential impact of small parts of a complexesysto nonlinearity.
“Nonlinearity refers to situations in which effects are not propoal to causes, in other
words, situations in which a small action may have enormous effects” (p.134).

Rowland (2007, p. 121) suggests that one questionable assumption of atomistic
intervention is that “interventions in parts are assumed to cawedictable and
proportional effects for the whole.” Rowland argues that while cexityl is often
acknowledged in reporting atomistic interventions, the potentially fooimpacts within
a complex system are rarely taken into account when recomnersd&dr intervention
and measurement are made. Focusing on independent variables may ubeandef
necessary, but the implications of recommendations that refedeépendent parts of any

complex system need to be interpreted in relation to the potenpakt on the whole
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system (and conversely, how the whole system may impact ths). pamt this respect,
articles with a relatively narrow focus rarely consider hitw atomistic phenomenon

they have investigated may impact the curriculum as a holistic entity.

Conclusion

In this brief editorial opinion piece, | have attempted to develophtiistic notion of
rational conceptual divergence (Moser, 2002) as an important perspictijeirnal
writing and reviewing. | have attempted to distinguish this viesnfran ecological
perspective (Van Lier, 2002) and considered the relationship betwaaplexity
(Pappamihiel and Walser, 2009) and holism. One purpose of presentingythizeat is
to encourage both authors and reviewers of journal submissions to cohsidgsue of
‘focus’ in relation to the holistic realities for the field oEE/EFL. In part two of this
paper (to appear in the June 2013 quarterly issue of the Asiaro&iffial), | will attempt
to show how this perspective pertains to several topics thateaypeehtly addressed in

Asian EFL submissions, such as motivation and assessment.
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Abstract

This article reports a detailed description of the stages of a nhtemge-scale needs
analysis in the reform of the grade 11 English language cwmcuh Oman. It
highlighted the needs analysis practises by using triangulatiomultiple sources
(students, teachers, supervisors, heads of department, and textbooksjulépte
methods (questionnaires, interviews, content analysis) in the diéation stage to
validate the study findings. The actual grade 11 English Langeat®oks (n=4) were
first analyzed for writing skills content and then contrasted vhi¢hperceived needs of
982 students, 64 teachers, 4 supervisors, and 3 heads of department. The findings
revealed that a gap existed between the content of the grade iculeomrrand the
perceived needs of the students. The Grade 11 EL curriculum prowvidiedpace for
students to develop writing competence. The findings related toudgeg
innovation/reform were then discussed and implication were madehdograde 11
program aim, principles, teaching methodology, content and teacher trainingaim Om
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Introduction

Needs analysis (NA), by its very nature, is highly context-depegnaled population-
specific (West, 1994). Most NAs are concerned with needs speoificat the level of
individuals or, most often, learner type (Long, 2005). Recent researtkerNelson
(2000) and Long (2005) stress that what is needed now is a seriousbgffapplied
linguists to identify generalizations that can be made about hovertduct NA for
certain populations in certain sectors. The findings about laegiaas§s, genres, and so
forth encountered in various contexts are detailed and insightful, hoteyeare often
only of use to students in the same or similar context. On the lomel, the findings
based on studies of far differing audiences are of great releyvaespecially the
methodological lessons arising from such studies. For instance, 200§)(has pointed
out that in a modern era, characterized by globalization and dwindogrces, the need
for language audits and needs analyses for entire societidkedyeto become quite
important. Adapting such broad analysis confronts the analyst @rntle snethodological
constraints, including scientific sampling, large sample sizetangreference of certain
methods such as questionnaires, surveys, studies of government pubdicaib@uments,
and so forth. Prior NA’s literature listened to the students’ nedoise to represent
students’ real needs. This study’s novel contribution is its compreketaia culling of
stakeholders’ needs and attitudes towards an Omani EFL progrartakeh®@ders are
defined as not just students, but also teachers, supervisors, heads rohelggaetc.

Furthermore, findings and rationale for recommendation need to beigxghpirically-
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supported (Waters & Vilches, 2001) and expressed in familiar termss the primary
audiences for findings from the public sector NAs include politicijesnomists and
other stakeholders. This study contributes to the literature obyWAonducting a large
scale analysis at the national level of the writing need®méni EFL learners in the
public schools, which will provide the framework for conducting NA onteonal basis,

putting in practice all the methodological issues and making tha@tseof this NA

available for public in empirically-supported recommendations.

This article reports on the extent to which the current ELrparogat Omani grade 11
schools fulfill the writing needs of Omani students. The narratfv@ur journey is
organized as follows: First, we discuss some observations reg#nditajest NA articles
and relate them to the need for such study. Second, we brieflybdeite setting and
methods of the needs analysis in terms of the triangulation ofesanccmethods. Third,
we examine the findings for each of the three research questiamscowtlude by
discussing in detail some of the pedagogical implications dirtdegs for the reform of

the Grade 11 EFL curriculum in Oman.

Literature Review

The target populations of many NA studies are typically undergmdstatients, for
example, Patterson (2001), Al-Busaidi (2003) and Shuja’a (2004) study utyiversi
students’ language needs, whereas Al-Dugaily (1999) and Al-hhu$26D4) investigate
the linguistic needs in college level students. The findings aboldrigaage genres, task,
and so forth, are often applied to other contexts with the sammitarsstudents. Recent
researchers of NA, such as Coleman (1998), Long (2005), Brecht aeis R2005) and

Cowling (2007), stress the notion of generalization of the NA findingtheé societal
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level. Long (2005) argues that “what is needed now is a seriousl®ffapplied linguists
to identify generalization, that can be made about low best to conduls awealysis for
population A or B in sector C or D, given constraints E or F. (p. 5YhAtsocietal level,
the needs for language are generally defined within vergrgesocial goals such as
national security, social justice or the like (Brecht & Riv@@0)5). The rationale behind
associating language with societal goal is to motivate palny planning for language
education at the national level. Therefore, the current study gejbet Arlington
Curriculum Model which states that formal needs analysis wandispensed with
(Connor-Linton, 1996); rather it supports Zohrabi's (2008) claim that naealysis is
one of many curriculum components that all curriculum designers dstsmubitinize
carefully. Hence, needs analysis must be considered during arguleunr restructuring
as it is of a wider context than other crucial curriculum componémtght of this
innovation in language Teaching and Needs Analysis, the presentresedevoted to a
methodology for laying out—to the best extent possible—the analy#i® @mani EFL
students’ learning needs in public schools.

As to methodology, two observations can be made in relation to NA&dwas. All
studies used English students and English teachers as theauaiassof information.
This complements with current and previous studies’ finding thatdesnd teachers
have a special right when it comes to deciding the content ofdinsec they are to
undertake (Brecht & Rivers, 2005; Hutchinson & Waters 1987; Holliday 1992, 1994;
Long, 2005; Nunan, 2001). This conclusion is logical because it raisegvibleof
awareness of both parties as to why they are doing what thelpmg and leads them to
reflect usefully on means and ends. It is also important to noteetren when learners

and teachers are able to provide useful and reliable insight aboemtpoesuture needs,
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better and more readily accessible sources may be avaitahlding other stakeholders
like language supervisors, graduates of the program concernedyerspbdministrators,
and so forth. In this light, this study addresses the question podeishg-Primo et al.
(2010) whether listening to the students’ needs alone would represemitstuei® needs

and be the basis for changes which will serve the studentsliskEngeeds, by
demonstrating a holistic “mixed methods” methodology that is farencomprehensive
and valid than a student-only needs analysis. This is achieved-Hys&eini (2004),

who approached 6 groups of sources and Shuja’a (2004) who also approacheeémsmploy
in addition to students and teachers to make the data obtained malsde reind
meaningful. Others, such as Al-Dugily (1999), Patterson (2001) and AleB{{2a03)
depend on students and teachers as the main/only source for thetolitton; the
reliability of their findings is in question since involving othelevant sources would
have provided more insight into the language involved in functioning successfully in their
target discourse.

The second observation, in relation to the methodological aspect, (gigsionnaires
and interviews are the most dominant tools used in all studie3 #bé= 2.3). Al-Dugily
(1999) uses them as the only tool for data collection in his stugycétmmonly noticed
that many of the NA studies in teaching English as a secogddge (TESL) are carried
out via semi-structural interviews, or more commonly questionnafcgsjnstance,
Aguilar (2005), Choo (1999), Abdul Aziz (2004), Keen (2006), Davies (2006), Vadirelu,
(2007), Taillefer (2007), Cowling (2007) Cid, Granena and Traght (2009) padaS
Barkoui, Peters, So and Valeo (2009). Yet, they are not the only resanmnost of NA
research. Recently, NA studies such as Al-Husseini (2004), Sh2{04)(and Patterson

(2001), focused their NA by using multi method approach “Triangulation”as
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Patterson (2001) puts it, “both clarify the meaning and increase tltywaof the
research findings. Triangulation is a procedure used by NAamgsers to enhance the
readability of their interpretation of their data (Long, 2005).nkolves the use of
multiple-data-collection methods and may also involve the incorporationultiple data
sources, investigators and theoretical perspectives (Aguilar, ZDO®)rationale behind
the notion of applying triangulation techniques is to contribute to thevtthiness of
the data and increase confidence in research findings. Based orsstispéon, the
present study considers triangulation of methods and sources as eesearch principle
that is going to be practically carried out to gain a clearstu@ of students’ English
language learning needs.

In addition, some studies lack an implementation vision such as gdp1999) and
Patterson (2001), while other studies, such as Al-Husseini (2004) and &S(2084)
used the finding to propose and suggest developmental modification argeedontext.
Implementation has become an important component of NA in recend. ydaich
research on innovation and implementation has appeared in the ladades, such as,
Holliday and Cooke (1982), Holliday (1994), Waters and Vilches (2001), Basite
Kmalkoski (2002) and Cowling (2007). The notion “implementation needs” idhase
the importance of constructing an understanding on how to implement NAdgsdnd
recommendations in the stage of planning (Al-Husseini, 2004). Thentishedy is
taking the implementation needs into consideration by suggesting andipgoplagnges
into the current Grade 11 English language program in Oman This a@alysis has
demonstrated both the complex network of elements that play a saghifiole in
determining the needs of Omani EFL students, and the unavoidable tyetesset

priorities. To develop the current EL program in Grade 11, it is believed thantpeage
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uses identified by this empirical study should be regardedaasels’ target language
needs on which the Grade 11 EL curricula should be based.

Based on the understanding of the strengths and weaknesses ofmirestodies, the
present study tries to take advantage of the development in NAeh&grexpanding the
focus to consider different approaches of NA and by focusing onanaHsocietal-level
needs analysis and implementation needs. It also triangulateseshemethods and
sources in order to sustain a more meaningful, valid and reliable etformlt is hoped
that the present study will help in understanding and developing dte at English
language teaching in this part of the world and to put in praitteceanovations of NA as

suggested by Long (2005) and Cowling (2007).

Objectives of the Study

The following research questions guide this study:

What are the writing skills developed in the current Englistgliage course book in
grade 11 of Omani schools?

What are the English language writing needs of Omani studentgade 11 as
perceived by students, teachers, supervisors and heads of department?

To what extent are the students’ EL writing needs met byctiment of English

language course book in grade 11 of Omani schools?

Methodology
Triangulation of data collection techniques and source of informattenconsidered

crucial factors in needs analysis (Brecht & Rivers, 2005; Caledt208; Cowling 2007,
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Long 2005; Richards, 2001). Therefore, multiple sources, such as, studantsrs,
supervisors, heads of departments and the grade 11 textbooks were ukediopose
of data collection. In addition, varieties of data were gatheredcantpared using
multiple methods such as questionnaires, interviews, and contentiendllge two types
of data collected in the present study (qualitative and quawngifallowed for two types
of triangulation (Krohn, 2008): methodological triangulation (multiple dgdéhering

procedures) and data triangulations (multiple source of information).

Participants

A stratified sampling technique was used to select 982 EFL studrdt46 EL teachers
teaching English in grade 11 schools. Also 4 EL supervisors and 3 ¢fedépartment
(supervision and curriculum department) were purposely selectedodineir limited
number from the Ministry of Education in Oman. The random studentstemuthers’
sample are drawn from four out of eleven educational regions of thhe Softanate.
These four regions were Muscat, Al-Sahrgyah South, Al-Batenah SodtAl-Batenah
North. According to the current study, the Omani students are divide regions, and
each region is divided into schools, the schools are sub-divided intoamaléemale
schools. A stratified sampling technique was used to randomly skeéestudy samples
as shown in Table 1, which shows that 982 students participated inuthys divided
into 524 male students and 458 female students studying Englishde Dtaof Omani
schools, whereas teachers were divided into 34 male and 30 fezaaleers teaching

grade 11 EL program.
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Table 1

Students’ Profile in Terms of Gender and Regions

Region Total
AL- Al- Al-
Muscat Batyneh Batyneh Sharqyeh
North South
Gender Male 119 103 124 178 524
Female 43 126 121 168 458
Total 162 229 245 346 982

As to the specific features or key characteristics shayeQrbani EFL students, all
regions adopt the same language program. In other words, theyhgaganhe course
books, assessment style, resources, and so forth. The students iraailr&rons share
the same background characteristics: Omani, boys and girlbajgden 16 to 18 years,
in grade 11. Each of the eleven regions can represent the athierms of philosophy,
contents, objectives, needs, students and teachers. Because ointilagges, the data

was collected from four out of the eleven regions.

Questionnaire

The current study used questionnaires to collect information frodests and teachers

in the Omani public schools. Questionnaires are widely used in eshadatesearches as

a technigue to identify attitudes and perceptions (Cowling, 2007; [Eajll@007;
Kawepet, 2009; Krohn, 2008; Read, 2008; Shuja’a, 2004; Spada, Barkaoui, Peters, So, &
Valeo, 2009). The EL teachers’ survey was written in English, idestudents’ survey

was in Arabic for two reasons. First, it was easier for stgdentunderstand in their
native language. Second, the questionnaire’s statements were camgleesponding to

them in English might make it more difficult for students tdyfgirasp the intent of the
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survey. The questionnaires were first written in English and tla@slated into Arabic.
Two procedures were taken to ensure the accuracy of the transkitginthe source
version of the questionnaires was translated into Arabic and thérabe& version was
translated back into English by the researcher and other langpagmlists from the
Omani Ministry of Education who were familiar with EnglishdaArabic. The back
translation was for two purposes, to ensure that the original intertheofsource
questionnaire was maintained and to make a comparison between Ithe akié English
versions.

The students’ and teachers’ questionnaires consisted of threense&8ection one
collected the demographic information about teachers and studentsoithssaying that
the personal information like gender and school type were not coessider study
variables; rather they provided information about whether the questiesinaiere
distributed to a sufficiently varied sample to represent they giadulation. Section two
included the language writing needs. These data were based -oepselé on the type
and frequency of writing skills and sub-skills that the studentgipead he writing skills
were chosen for their documented importance in the skill literafthis included 23
items (refer to the appendix) representing skills and sub-skitieh students were asked
to indicate on a scale of frequency about how often they faceutlijffidoing item one
during their study. In developing this test, | consulted the follovatuglies in needs
analysis: Graves, (2001), Al-Busaidi (2003), Al-Husseini (2004), Al-Sya®95) and

from my own experience as an English teacher and supervisor.

Piloting the Questionnaire

Before piloting the questionnaire, it had gone through a pre-pilotigg staere it was
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distributed among five ELT specialists from Sultan Qaboos Untyeasid the Ministry
of Education. Other copies were distributed among PhD students studyihgversity
of Malaya, Kuala Lampur, Malaysia. Their contribution was to memt on the language
of the students’ questionnaire and its suitability for the Omani-lpsc education
students. They were also requested to comment on the design atm$s. fThey were
advised to simplify the language and explain some of the termsruiegl uestionnaire.
The overall outcome of this pre-piloting step was more simplifinaof the items
involved in the questionnaire. The pilot study was carried out in Algykar South
region.

The piloting was to find out the general legibility of the stutiprovided information
about the extent to which participants were co-operative and keelptm li@ishing the
questionnaire. It also helped in testing the study’s trustworthingesms of the validity
and reliability of the study instrument. Almost 100 students weendamly selected for
piloting the questionnaire from four different schools consisting of al@ students and
50 female students. Students were given the Arabic version of tlstioqumaire. The
researcher himself administered the pilot run to the pilotingpkamgroup to gather
information regarding the time it took the students to complete thatigng, the clarity
of the instruction, the ambiguity of the questionnaire items, theregant to include
new topics, and the difficulties encountered in questionnaire adaptationpilte
questionnaires were collected back immediately. The pilot runthbavessearcher useful
hints and clues to discover loopholes and inaccuracies in the questior@®lye80

copies of the questionnaires were found suitable to be analyzed ande2fejweted due

to incomplete answers. These 80 copies were divided into 30 male students and 50 female

students. This step was followed by an analysis of the subjesigbnses to the
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questionnaire to ensure more reliability and validity of the scale asregblaelow.

The Questionnaire Reliability

An indicator of the trustworthiness in the quantitative researals is the instrument's
reliability. It indicates that the developed questionnaire would digesame results if it
measures the same thing (Neuman, 2001). The proposed questionnaatglgyratas
estimated by the Internal Constancy Approach. This approach wed bascalculation
of the correlation coefficient between each item score anddbwe of the whole scale.
Cronbach’s alpha coefficient was used, and the reliability statiss .939 which is
considered as significant and indicates that the all items ircthudee reliable. Educators
like Likert and others (1934) agreed that a reliability dorfiit between .62 and .93 can

be trusted.

The Questionnaire Validity

Before being able to conclude that this study was trustwartdyethical, however, some
more detailed aspects of the issue must be considered. A qualisitidy cannot
accomplish its most basic functions if the researcher has stablished trust and
reciprocity in the field. Therefore, to examine whether the dgesl instrument would
report valid scores, the validity of the instrument was studiedir{tda, 2001) using
content validity, which is the extent to which the questions on rmisgument are

representative of all the possible questions a researcher cowdd@askthe study content
(Creswell, 2005). The main rationale behind using this form of validdag that the

possibility was high that the involved experts would know and could comametthe

investigated topic since the students’ linguistic needs areidarol them. It would have
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been less useful if the research theme related to assessing persanaditidudes’ scores.
In order to make use of the panel of judges’ or experts’ feedbgatdieg the extent to
which the new scale measures the writing competences needechdny Students, the
questionnaires were handed to 12 arbitrators from Oman, Yemen ddH tfidey were
addressed formally in a letter asking them to read the isgmgdetermine the suitability
of each item to measure students’ linguistic needs and providetimements regarding
the clarity of the items, thoughts and presentation and to commehedranslation (if
included). This step resulted in changing some of the ternteiguestionnaire to more
simplified language to facilitate understanding. It alsoreaslted in limiting the scope
of this study to analyze the writing competence needed by Oshaahénts to enhance
their academic standard, so some of the items, which wesfieldsas irrelevant skills

were deleted.

Data Analysis
Content analysis as a systematic and objective research medisodsed in collecting
data for research question one. A task-based analysis was usealyteeahe English
language tasks, skills and sub-skills embedded in the gradeglisfElanguage teaching
materials. The content analysis revealed data about the kindtiopvwtasks embedded in
the current Grade 11 EL course books. It provides wide scope and mogathon what
went on rather than what was said to go on, as in questionnaire or interviews.

As to the questionnaires finding, descriptive statistic werel use analyse the
respondents’ answers by implementing the SPSS software. Thptlesstatistics were
used to indicate the percentage and the frequency distribution of the respontaemssa

Measures of central tendencies (mean and median) and independpl# satest were
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used to analyze the data for the research questions 2-3. Int€rdea were analyzed by
close study of the transcripts to identify what interviewssgg about their attitudes and
perceptions about the current English curriculum and the needed vatkillggand sub-
skills to improve students’ linguistic competencies in EnglisherAttonducting the

interviews, the analysis started with the transcribing of the audio esssett

Results and Discussion

The findings and the analyses are organized according to thectegaastions. Question
one, and three, are analyzed based on themes addressed in the qué8iemess,
question two is examined based on the perceptions of the differemigzants because

they have different responsibilities and, therefore, different views.

The Actual Writing Skills Included in the Current Grade 11 EL Textbooks
The first research question analyzes the present learningasit@idutchinson & Waters,
1987) by identifying the writing skills and the sub-skills found in timglsh language
textbook through the use of content analysis. Perhaps the most impatace ©f
present-situation data in designing an EL syllabus is the amabysauthentic texts
(Richards, 2004). Content analysis enhances the readers’ and th&rches's
understanding of what is the exact content of the grade 11 course book by making explic
the patterns of writing skills choices found in the current textbooks.

Grade 11 EL textbooks are titled ‘Engage with English’, which aiteaeching English
as a foreign language to Omani students in the public schools. Thee doowk and
workbooks are divided into two books for two semesters. Each book is dividdd/eto

themes and each theme is classified into five different unitsh B& the five units
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focuses on particular language skills, namely reading, grammar, vapgdidtening &
speaking and writing. At the end, there are two optional pages on SAcubisire’ and
‘Reading for pleasure’. They were designed as stand-alonewlmith can be used in
class or for self-study. The workbook mirrored the framework ofcthese book. It is
also divided into two books for two semesters. The activities involvele workbook
include writing and further language practice activities. Iydend of each theme, there
are review pages which provide revision activities for grammdnacabulary included
in the theme as well as wordlist activities and a personiaiizactivity. A grammar
reference section and wordlist and a function language review srepidvided at the
back of the workbooks. In addition, the workbook contains a writing sectibarew
students complete free writing assignments and extended writing tasks.

New approaches to second and foreign language teaching instruetione NAs to
be conducted using unit of analysis. The unit of analysis in the camahtsis was task-
based analysis. Long and Norris (2000), Long (2005) and Ferch (2005) advticte
task based needs analysis allows coherence in course desigatidi@e for doing task
based analysis rather than linguistic analysis was becauteskhanalysis usually offers
more insights about the students’ needs compared to ‘usages’ modgltathmar based
language teaching materials. It revealed more than thebtesed analysis about the
dynamic qualities of target discourse (Long, 2005). Task based d¢dily lend
themselves as input for the design of language syllabus or course.

The findings of the textbooks analysis identified the main wrihkilys and sub-skills
included in ten themes found in grade 11 English language textbdukskills and sub
skills are listed in Table 2, which presents a summary ofitidéenty of the writing skills

and sub-skills included in grade 11 EL textbooks in both semesters.
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Table 2

Summary of the Content analysis Findings of the Writing Tasks Included in Grade 11 EL
Textbooks

Themes Semester 1 Semester 2
1 Write an email Use non-defining relative clause
Review writing process Use the given adjective to write
Write their own poem using the given comparative and superlative forms
cues Write a short profile or
biography
2 Recognize written instructions Write a film review
Edit a written text Write a true statement about your
Paragraph sequence partner
Write a process text Use certain verbs to write about
your life
Write about your television habits
3 Write a holiday post card Write an application letter
Complete a postcard with words to  Rewrite given sentences using yet,
describe a holiday already, just...
Write a description of a tourists Write up jumbled words as
resorts complete sentences
Produce a brochure for tourist resort Make a list of things that you do
every day.

Unjumble the letters to words of
certain type

4 Write a letter of complaint Link ideas together in a written
Write yes no question text in a variety of ways
Correct the given sentences Write an essay introducing
Write their prediction about themselvesontrasting arguments
or their lives

5 Links words together in a written text Review text editing
Write an essay about the advantages Write a festival report
and disadvantages Write passive sentences
Free writing about opinion based on
discussion

Unit five of each theme emphasized development of students’ wrkiitgy slmost all
included writing tasks requiring students to write for a purpo$erdhan writing for the

sake of writing. Repeatedly, students were referred to the provesised in writing
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before starting to accomplish any writing task. Different rgenof writing were
highlighted in every theme, such as vocational and academic genrelk,pubwvided the
space for practising different genres that can build solid foundatiomribhg skills.
Students were exposed to the different stages of the writoggs from reading a model
text to free writing. Examples of the writing purposes found ilgrdl EL textbooks
were to write an email, holiday postcard, description of a tourist restet, déicomplaint,
short profile or biography, film review, application letter, and a festiyainte

During the analysis, it was noticed that writing tasks weparated at the back of the
workbook and students had to refer to that section whenever they wantaanpany
writing tasks. This created the feeling with teachers and istsidieat writing was not an
essential task to be mastered because what was kept at thefbtek book was
supplementary material or glossaries. It also impressed upoesitieets that writing was
not given sufficient attention in the new textbooks as discovered dthengeacher
interviews. Although the analyzed material provided a chance to pracfeeuifwriting
genres, they should be more creative and have stimulating astitoti®cus students’
attention on the things to be learned. Hobelman and Wiriyachitra \E#@Ssed that
writing material should be interesting, related to students’astsy practical and related
to real world tasks.

The findings of research question one can be fed back into the gradeptgéam
and can also work as a foundation for material developers, for twonseasirst, the
analytical methodology applied here provided real world or reatddgk analysis, which
offered more insights about the students’ needs through comparingswirasented to
them and their perceived priority as in research question twon8ethe task based NA

findings are the bases for Task Based Language Teaching (J®hith as described by
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Long (2005), is radically learner-centered and caters for tlaendes’ internal
developmental syllabus. The findings of the task-based NA corepkewh those of the
other instruments, providing firsthand information about the writing ase®ported in

the questionnaire and interviews findings discussed in the next sections.

The Perceived English Language Writing Needs of Omani Students in Grade 11

In the following, the findings presentation is organized accordingh&o research
participants so, the students findings are presented separatelyeilby the findings
related to the teachers and finally supervisors and headpartohent. This is helpful to
show the different perceptions and priorities according to each dtasgmlso helpful to
achieve cross group and within group comparison, to draw on the giyraliad diversity

of language use in post-basic education schools.

Findings Related to the Students

Students’ perceptions about their writing skills and sub-skills naeelsdisplayed in
Table 3 in descending order. This step is important for making tesrin skills
presentation in the curriculum. Students (n = 982) responded to 23 epmesenting
writing micro-skills. It is worth indicating that the frequéss provided next to each item
of the questionnaire were given the scores of never=1, rarely=2fis@mse3, often=4,
and always=5), which helped in coding the subjects responses laaswelcalculating

the means values.
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Table 3

The Writing Uses Preferred in Grade 11 Schools as Reported by the Students

Scale
Q
= "
—_ 2\ + >
e © g § g
(] © (@) (= =
N. Statements zZ @ o O < Mean
2  Organizing my writing, so Frequency 167 184 243 205 183 3.05
that the reader can Percent
understand my main ideas. 17187 24.7 209 186
6  Expressing myself wellin  Frequency 182 197 197 216 190 3.04
writing. Percent 18.520.1 20.1 22 19.3
11 Translating some concepts Frequency 161 216 207 235 163 3.02
and ideas from Arabicto  percent
English. 16.4 22 211 239 16.6
4  Taking notes that Frequency 164 224 212 217 165 2.99
demonstrate the main Percent
points. 16.7 22.8 21.6 22.1 16.8
10 Structuring clear statementsFrequency 170 221 228 221 142 2.94
without any ambiguity or  percent
vagueness. 17.3 225 23.2 225 145
8  Using correct grammatr, Frequency 161 250 197 238 136 2.94
vocabulary, punctuation Percent
and spelling. 16.4 25,5 20.1 24.2 13.8
9 Sequencing paragraphs in Frequency 176 232 223 231 120 2.88
the article. Percent 17.9 23.6 22.7 235 122
19 Editing my own or others’ Frequency 175 218 279 171 139 2.88
papers for grammar and  Percent
style problems. 17.8 222 284 17.4 14.2
13 Relating the topic | write to Frequency 188 228 219 214 133 2.87
my knowledge and Percent
experience. 19.1 23.2 22.3 21.8 135
23 Writing a proposal about  Frequency 213 222 202 202 143 2.84
future plans. Percent 21.7 22.6 20.6 20.6 14.6
1  Writing a summary of Frequency 176 248 241 199 118 2.83
information lread or Percent
listenedto. 17.9 253 245 20.3 12
3  Supporting my writing with Frequency 189 244 229 296 124 2.82
examples, evidences and percent 192 248 233 20 12.6

data.
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7  Expressing ideas and Frequency 183 228 267 196 108 2.81
arguments effectively. Percent 186 23.2 27.2 20 11

14 Writing a good introduction Frequency 221 220 210 193 138 2.80

ZE?CE_CO”C'”S'O” tomy  Percent 56 904 214 197 14.1

16 Writing curriculum vitae Frequency 248 230 159 186 159 2.77
CVin English. Percent 253 23.4 162 18.9 16.2

5  Writing an essay in the Frequency 227 238 189 188 140 2.77
class on an assigned topic. Percent  23.1 24.2 19.2 19.1 14.3

18 Writing a report about an  Frequency 202 259 228 171 122 2.75
action in the past. Percent 20.6 26.4 232 17.4 12.4

12 Incorporating data and Frequency 202 252 234 190 104 2.74
illustration in my writing.  Percent 20.6 25.7 23.8 19.3 10.6

22 Writing a paragraph from Frequency 212 266 213 185 106 2.70

notes. Percent 21.6 27.1 21.7 18.8 10.8
20 Writing a letter of Frequency 292 199 167 177 147 2.68
application. Percent 297 203 17 18 15

17 Explaining in writing the Frequency 230 256 218 167 111 2.67

content of graphs, tables, Ppercent
charts and diagrams. 234 261 222 17 113

15 Writing a questionnaire in  Frequency 295 219 164 161 143 2.63

English. Percent 30 22.316.7 164 14.6

21 Writing a report on Frequency 323 197 159 154 149 2.60
scientific projects done in a percent
laboratory. 329 20.1 16.2 15.7 15.2

As can be noticed from Table 3, the mean values of all the itethe difficulty scale
are high and ranging from 3.05 to 2.60. High means values in theultyffscale denote
more difficulty, which is related to less ability. Where stidehave difficulty in
achieving any skill, their ability in the same skill is lown @e other hand, where they
have little difficulty in a skill, their ability in that skills high. The above means values
therefore reveal that according to the students’ perception they laas ability with
English writing or overall face difficulty dealing with any writinask.

The shared pattern about the highest first five items ishtbgtall have communicative

and academic purpose. Item number 2, as an example, is the hagivexjy gem with
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mean value of 3.05. This indicates that students’ most perceived Wdithsk, of the
included writing tasks, was to organize their writing, so thatrélaeler can understand
their main ideas. This is also true for items 6, 11, 4, and 10, whalhwdld the same
phenomena: making themselves clear when writing any texhghsdh or to how best
they can express themselves while writing any argument in English

On the other hand, the last items with the lowest mean valuedblea 3 (i.e., items 17,
15, and 21) share a scientific purpose. This, however, does not meamnaitatlg
students have no problem explaining in English writing the contentaphg, tables,
charts and diagrams, or writing a report on scientific progoie in a laboratory. This
finding is justified by the fact that the Omani grade 11 students are nohigacience in
school through the use of English instruction and also there is very little or no exjgosure
English during their science lesson. Therefore, according to studeitisg English for
scientific purposes is not really required because they are mgf iisluring their grade

11 study.

Findings Related to the Teachers

Teachers’ perceptions about their students’ writing skills and lalib-seeds are
displayed in Table 4 in descending order. This step is impoxamhdking priorities in
skills presentation in the curriculum. Teachers (n = 64) responded tde23
representing writing micro-skills. The frequencies provided nex¢ach item of the
questionnaire were scored the same way as the students with=hevarely=2,
sometimes=3, often=4, and always=5, which again helped in coding the tsubjec

responses as well as in calculating the means values.
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Table 4

The Language Writing Uses Preferred in Grade 11 Schools as Reported by the Teachers

Scale
o
> g Q@
5 = Q c >
: 5 &£ & =

N. Statements z @ o O < Mean

21 Writing a report on Frequency 6 9 12 13 24  3.63
scientific projects done in a percent 9.4 14.118.8 20.3 37.5
laboratory.

11 Translating some concepts Frequency 2 5 21 27 9 3.56
and ideas from Arabicto  Percent 31 7.8 328242 14.1
English.

7  Expressing ideas and Frequency 3 9 16 23 13 3.53
arguments effectively. Percent 47 141 25 359 20.3

1  Writing a summary of Frequency 2 10 20 17 15 352
information theyread or  percent 3.1 15.631.3 26.6 23.4
listenedto.

8 Using correct grammar, Frequency O 12 23 14 15 3.50
vocabulary, punctuation  percent 0 18.8359 219 234
and spelling.

16 Writing curriculum vitae Frequency 7 11 9 18 19 348
(CV) in English. Percent 10.9 17.2 14.1 28.1 29.7

10 Structuring clear statementsFrequency 0 12 21 19 12 3.48
without any ambiguity or  Percent 0 18.832.8 29.7 188
vagueness.

19 Writing an essay in the Frequency 2 11 18 21 12 3.47
class on an assigned topic. Percent 3.1 17.228.1 32.8 1838

5 Organizing their writing, so Frequency 2 10 18 25 9 3.45
that the reader can Percent 31 156281 39.1 14.1
understand my main ideas.

3 Supporting their writing Frequency 3 6 26 18 11 3.44
with examples, evidences Percent 47 9.4 40.628.1 17.2
and data.

6  Expressing themselves wellFrequency 3 10 18 23 10 342
in writing. Percent 4.7 15.628.1 359 15.6

12 Incorporating data and Frequency 3 6 28 16 11 341
illustration in their writing. percent 47 94 34825 17.2

15 Writing a questionnaire in  Frequency 7 9 18 11 19 341
English. Percent 10.9 14.1 28.1 17.2 29.7
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19

14

17

13

23

20

18

22

Editing their own or others’ Frequency 4

papers for grammar and
style problems.

Writing a good introduction

and a conclusion to their
article.

Sequencing paragraphs in

the article.

Taking notes that
demonstrate the main
points.

Explaining in writing the
content of graphs, tables,
charts and diagrams.
Relating the topic they
write to their knowledge
and experience.

Writing a proposal about
future plans.

Writing a letter of
application.

Writing a report about an
action in the past.

Writing a paragraph from
notes.

Percent

Frequency
Percent

Frequency
Percent
Frequency
Percent

Frequency
Percent

Frequency
Percent

Frequency
Percent

Frequency
Percent
Frequency
Percent
Frequency
Percent

6.3

1
1.6

2
3.1
3
4.7

7.8
3

4.7
3
4.7

8 21 22
12.532.8 34.4
13 24 16
20.337.5 25
8 30 18
12.546.9 28.1
15 18 18
23.428.1 28.1
14 18 22
21.928.1 344
12 27 16
18.842.2 25
13 33 12
20.351.6 18.8
14 26 12
21.940.8 18.8
15 27 17
23.442.2 26.6
16 27 17
25 42.226.6

141

10
15.6

9.4
10
15.6

10.9
2

3.1
1
1.6

3.38

3.33

3.28

3.27

3.25

3.16

3.05

3.03

3.00

2.95

As can be noticed from Table 4, the mean values of all the menls teachers’

difficulty scale are high and ranging from 3.63 to 2.95, which is high@n for the

students’ self-reported difficulties. High means values in tHewdty scale mean more

difficulty, which is related to less ability. The above meaalsi@s, therefore, reveal that

according to the teachers’ perception, students have less abihitfEnglish writing or

overall face challenges while dealing with any writing task.

Another interesting point is the difference found between teachdrstadents on the

priorities among writing sub-skills. Students’ first five most neledeiting sub-skills

shared communicative and academic purpose, such as items 2, 6, 11,1@, @mdthe
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other hand, teachers’ first five priorities were scientific acddemic oriented writing
tasks as in item number 21 to write a report on scientific peogamhe in a laboratory,
item number 11 to translating some concepts and ideas from AoaBiggtish, item 1 to
write a summary of information they have read or listewecud item 8 to use correct
grammar, vocabulary, punctuation and spelling. Scientific-orientethgr/taisks were the
least needed skills according to students whereas teacheesvpdrthem as the most
challenging task to be mastered. This finding can be justifyeitie fact that the teachers
are more aware of the future EL-related challenges thatrgtudeuld face while trying
to carry on their further study whereas students’ judgment ofmibet needed writing
skills were based on their current classroom needs.

The needs analysis literature has documented instances of disgrdyeween the
perceptions of different stakeholders groups with regard to the studegtsage needs
(e.g., Al-Husseini, 2004; Kakai & Kikuchi, 2009; Krohn, 2008; Purpura, & Graziano-
King, 2004; Taillefer, 2007). To learn whether the current studycpaahts differed in
their perceptions of the Omani EFL students EL needs, a comparisqgrevarmed as in
Table 5 between students and teachers. Therefore, Independent Sdegtless$ used to
deduce the differences and to decide on the significance of theededifferences. A

difference is statistically significant if it is less than .05 (MuW804).

Table 5

Teacher’ and Students’ Independent Samples Test Results

t-test for Equality of Means
t Df Sig. (2-tailed)
ting scale -5.730 1044 .000
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Students and teachers seemed to perceive their English-langeed® in grade 11
English courses in almost a different way. There were signifidifferences between
students and teachers in the perceived EL needs in writing as iedriny the
Independent Samples t test: (t = -5.730, df = 1044, p < .05). This fingisignilar to
other studies done in previous research in NA in other contexts, (Fe@®8; Robinson,
1991); they revealed that discrepancies exist among the perceptiomstro€tors and
students. The results show that instructors may not always besh@idges of students’

needs and challenges.

Findings Related to the Supervisors and Heads of Departments

The supervisors and heads of department were interviewed by thecheseto provide
more in-depth insight into the actual needs of the grade 11 studentmt@iveewees
were unable to recall within the time limit of the intervieltlae language uses that take
place in grade 11 schools. This raised questions about the suitabtlity ofterviews to
find out about detailed needs. The interviewees were asked tibysiec priorities
among the four language skills (listening, speaking reading aitithgy. Despite their
post, the informants gave different responses. One head of depaoenegited that all
the four skills carried equal importance because they areessgntial to carry out the
students’ study. Two supervisors stated that ‘the priority shouldireetetl first to
productive skills then to receptive skills.” They thought that duriragdgrll students
should be prepared to produce the language according to their demargdslaim
agreed with Kittidhaworn’s (2001) finding which showed that all feub-skills of
Language Skills were perceived to be equally importantHeir tsecond-year English

courses.
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While the needs analysis yielded a lucid picture of the needsdsrds, supervisors’
skill priorities are less clear and, therefore, more diffidol define precisely. The
inconsistency of priorities chosen by the supervisors and heads ofndepiareflects the
diversity of professional practices which affects not only thergxtf their attitudes but
also their skill priorities of the four skills. Writing was ihet middle ranks. A head of
department commented that ‘our students in grade 11 all of them wiglxoaption
should be able to read and to write at least should be taking abogt®8 band 4.5
level'. It should not be all of them because there must be stragletr again facilities
and places for the strugglers are not available. The sydsmdaes not provide the
resources either in terms of materials or training, becatesglmdy is provided with the
one book. The students at grade 1l clearly need a bit of advanceagwsitills in a
variety of extended contexts. They need writing because theyaaght to write
newspaper reports and articles, formal and informal letter@y®sasd so forth. They also

need to be skillful in some important sub skills of writing such kasinstorming,

organization of ideas, paragraphing, using signposts, using topic sentences and supporting

sentences. The students, according to another supervisor, also neéedetop critical
thinking and lateral thinking skills’ accompanied with study slalisl research skills as a

preparatory kit for their following higher studies at the tertiary level.

Students’ Perceived Needs vs. Actual Content of the Grade 11 EL Textbaok

A shared pattern that emerged from analyzing questionnaires amdients was that
writing was placed in the third rank according to all pastiats. The five most difficult
writing tasks according to teachers are scientific and atadeariented writing tasks

such as writing a report on scientific projects done in a labgrat@nslating some
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concepts and ideas from Arabic to English, expressing ideas andemtgueffectively,
writing a summary of information they read or listened to, usiogect grammar,
vocabulary, punctuation and spelling.

With regard to grade 11 EL textbooks, they did not shed light on $iciemtented
tasks. In addition, students were asked not to make use of theirrfimtgae language
during their English classes as an approach, which is meant reasec students’
dependency on English. It would have resulted in better learning iomsdit students’
first language was strategically used to facilitatertlegirning. However, students were
repeatedly referred to the process involved in writing beforérgiaio accomplish any
writing task; the textbooks did give the students the chancedtafréheir writing. As
many EL textbook students were asked to perform the wrisisigstand submit the final
draft or write it down in their workbook. Strategies should be develapddncluded in
the course book to give the student the chance to write the firstash@fget written
feedback and based on that rewrite the second or the final draftiaghaeir workbook,
so that by the end students can have the chance to compare thegpnogheir writing
competency. Writing is a very difficult skill, but it can besteed by continuous writing
(Al-Saadi, 2008). There is no short cut to it. Thus it becomes oblgaianvolve our
students in exclusive writing sessions. It is, in this contexbymerended to have at least
one full session per week devoted to writing, so that students hantg pfeopportunities
to practice a variety of different writing skills.

Although the analyzed material provided the chance to practiseediff@riting genres,
they should be more creative and have stimulating activitiesctosfstudents’ attention
on things to be learned. Hobelman and Wiriyachitra (1995) stressegrifirag materials

should be interesting, related to students’ interests, practicateteted to real world
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tasks. In sum, grade 11 EL provided little space for students weloge writing
competence. The new Grade 11 EL syllabus should acknowledge thkillthesolved
in learning to write include the ability to draft, revise, confeegredit, proofread, and
publish, and to form well-structured, effective texts (Richards, 2084)has been
advocated by many researchers such as Kaewpet (2009) and SRo@a (raining in
writing skills is being emphasized for EFL students in the pressernational
community. For the Omani grade 11 context, training in writing comecative events
should be further promoted as they have been determined to beo#tefraguently
needed skills (Kaewpet, 2009). All previous aspects should be included anditreab
gradually develop students’ abilities to write. In addition, Rich§2094) advocates that
English-writing learning opportunities should be through readingsgusssons, and

controlled exercises as well as independent writing.

Implications for the Reform of the Grade 11 EL Program

Recent writings on the needs analysis literature, e.g. Aldihis®004), Orafi and Borg
(2009), Wang (2006), and Waters and Viches (2001), concluded thataredgsts have

to consider from the beginning the implementation needs. This caachieved by
seriously involving the different bodies (e.g., teachers, managedenss, administrators,
etc.) from early stages and during the planning stage. Non-impiatio® supported NA
throws into question the relevance of conducting NA and the validiits adutcomes
(Long, 2005). Therefore, much research on innovation in ELT has appedtes last

two decades, such as Holiday and Cooke (1982); Holiday (1994, 2001); Graves (2001)
Orafi and Borg (2009); Waters and Vilches (2001), and has provided langpegalists,

teachers and material developer with a coherent set of guidingipbes for the
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implementation of language teaching innovation and reform.

EL writing, both teaching and learning, in the grade 11 Omani sckboldd aim at
raising the writing competency of all pupils while ensuring oastnable achieve the best
international standards. Based on that, the majority of grade 11 ghpigd attain a
good level of competence in English, in both writing and readingoul pupils should
be able to use English to express themselves and should attain fonaldsiills. They
should be able to use English in everyday situations and for functiomaiges; such as
giving directions, information or instructions and making requests.

The underlying principles of EL writing teaching and learninguéd be based on the
following principles, adapted from the previous Omani syllabus and oth&yHabus,

namely, the Singaporean EL Syllabus (Ministry of Education, 2010).

1. Contextualization: Writing tasks and activities should be designeg@upils to
learn the language in familiar, authentic and meaningful contexts of use.

2. Learner-Centeredness: Learners are at the centre oftttentg-learning process.
Teaching will be differentiated according to pupils’ needs, abilities ancksite

3. Process Orientation: The development of writing skills and knowledgevies/ol
the teaching of processes. The teacher should model and scaffoldratessps
for pupils, while guiding them to put together their final writtend/a or
multimodal products.

As to the content and to the development of the current EL prograyjrade 11, it is
believed that the language uses identified by this empirigdl should be regarded as
learners’ target language needs on which the grade 11 ELutumis should be based.

Table 6 summarizes the grade 11 students’ target Englishgwngieds suggested by this

study.
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Table 6

Grade 11 Students’ Target Area of English Writing Learning Needs

Area of Language Learning

Writing

Type of Texts

Skills

A: TEXTS FOR CREATIVE AND
PERSONAL EXPRESSION
Poetry e.g., rhymes, song lyrics

Write a report on a laboratory and
scientific projects (or scientific
laboratory projects)

Personal Recounts e.g., diary, journal entries Translate some concepts and ideas
or personal letters describing and reflecting from Arabic to English.

on self, experiences or past events

Narratives e.g., stories about characters in

given situations

B: TEXTS FOR ACADEMIC AND
FUNCTIONAL PURPOSES
Lists, e.qg., lists of ‘things to do’

Express ideas and arguments
effectively.

Write a summary of information
Support the writing with examples,
evidence and data.

Relate the topic to their knowledge
and experience.

Procedures e.g., recipes, instructions on howExpress feelings and thoughts through

to create an art or craft work

Notes, Letters, Email, Notices and Forms

e.g., notes of excuse, notices for notice
boards, letters or email to a friend, teacher dhe main idea

principal to ask for information or feedback Use key words, phrases or clauses to
Information Reports e.g., report on a product/introduce the main idea

service project proposal/ brochures for the

public on given topiddab reports.

free writing
Incorporate data and illustration.

+ Elaborate on, explain and/ or justify

Sequence paragraphs in the article.
Organize facts, ideas and/ or points of

Explanations e.g., explaining rules of a game view in a way appropriate to the
or sport, how and/ or why an event or social purpose and audience.

problem occurs

Expositions e.g., online forum supporting/

disagreeing with a position; reviews of

computer games or movies, explaining why

these were interesting advertisements

Note,
No particular order is advocated for the

teaching of these texts. Pupils should also be
encouraged to express themselves creatively

and personally through writing.

Write curriculum vitae (CV) in

English.

Structure clear statements without any
ambiguity or vagueness.

Write an essay in the class on an
assigned topic.

Write a questionnaire in English.

Edit papers for grammar and style
problems.

Write a good introduction and a
conclusion to article.

Take notes that demonstrate the main
points.

Explain the content of graphs, tables,
charts and diagrams.

Write a proposal about future plans.
Write a letter of application.
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Write a report about an action in the
past.
Write a paragraph from notes.
+ Check spelling accuracy
+ Apply spelling rules and conventions
consistently
+ Plan by identifying the purpose,
audience and context.
+ Use appropriate cohesive
devices (e.g., connectors,
pronouns) to indicate relations
between different sentences.

Table 6 lists all the skills and sub-skills, genre and tasks coadidg@plicable for grade
11 as found by this study. The chart synthesizes the languaegend features resulting
from the analysis questionnaires, textbooks analysis and the intentteat were
conducted in chapter four.

The fulfillment of the learners’ needs by English for generapgees EGP requires
consideration of methodology. With a major focus on developing learnédy abiuse
language appropriately, the student-centered approach is sugigestsmching EGP for
grade 11 Omani EFL learners. The findings of this study sugjuss teachers and other
ELT specialists in Oman need to think about the teaching-leppriocess in terms of
their students, rather than the kind of essentialist and statis térat are dictated by
theory-based methods and approaches. The student-centered appreauiseltomed,
resulting in positive learning experiences in EFL contexts. kamele, Nunan (2001)
identifies the involvement of learners in making meaning with boih téecher and their
peers as a key factor in determining success. For its prineptesther reasons, which
are given presently, the students-centred approach is recommendétk fdesign,
implementation and teaching of the grade 11 Omani EL program. teispanse to the

suggestions made by the interviewees, who suggested that ‘wdchknak at the way
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English is taught how it is taught? What resources are thexgport it? And to get the
students feedback not only to the curriculum, so we need everyonereobeed in the
process.’

Region-wide, ambitious educational innovations can only succeedtéableers, who
can potentially act as supportive agent, operate along agreed msnaipdl have the
means and the competence to intensively coach and teach. Borg (2003pedes
teachers as ‘active, thinking decision makers who make itistnat choices by drawing
on complex, practically-oriented, personalized, and context-sensitat@ork of
knowledge, thoughts and beliefs’ (p. 81). This can be achieved acctwdiddusseini
(2004) by involvement and training.

To make the most of the training program, the ministry should conduatianwide
training needs analysis for the Omani EL teachers in schoolstrdinang priorities for
these teachers should be based on an empirical investigation afrthest wants, lacks
and necessities. Training, therefore, has to keep up with the teasheefresher courses,
especially for those teachers who are resistant to change. Fhstrivlof Education
should also implement national or international intensive Englisiukege proficiency
upgrading courses for teachers with poor or weak English. Theseam®ghould be
focused and accompanied with teaching methodology sessions. Thérwafisligher
Education and Omani universities should collaborate to implement ariveffand up-
to-date BA program for preparing undergraduates to teach ERLg ukie most
appropriate teaching methodology that matches with the principteptalosophy of the
Omani EFL curriculum. In addition, it is essential that the Migisf Higher Education,
which certifies any English language BA program in the coufiige closely with the

English language section.
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Conclusion

This article presented a framework for analyzing studentgjuage learning needs in a
nationwide context for the purpose of establishing better learning tiwbgc and
designing content, material and methodology for English languagsesolRecent needs
analysts namely Al-Husseini (2004), Long (2005) and Nelson (2000) rdpbee until
now, few—if any—studies have been conducted to analyze the leaeedg nf a whole
society or a nation. The societal approach of NA adopted byttidg, particularly with
regard to sampling, data collection and analysis, may be aplplitafurther studies in
similar contexts around the world.

In order to put needs analysis on a theoretical and empiasal hong (2005) calls for
“replication with different populations in different sectors” (p.12) vesll as a new
methodological approach (Krohn, 2008). The present study provided an exafrgl
new unexplored population or context in two ways. Firstly, no attempbédes carried
out to systematically study the language needs of school studetite Arab world
(Kandil, 2009), or more specifically in the Omani domain to the bestlkeadge of the
researcher. However, the findings of this study cannot be confidaidlyosrepresent the
language needs of the Arab world because there are differemoesy EFL learners in
the different Arab countries which may produce different needyssadrofiles. This is
due to the fact that varieties of English are often used, emptasizpresent within
different contexts in a particular culture. Secondly, it invettydhe learning needs at
high school level or pre-university students, which has not been tackledo& of the
NA studies investigated the learners’ needs at university ¢egeolevel, such as Al
Busaidi (2003), Shuja‘a (2004), Al-Husseini, (2004) and Keen (2006).

A particular innovation of this study was its utilization of twpes of triangulations:
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methodological triangulation and data triangulation (Krohn, 2008). Mulsplérces,
such as, students, teachers, supervisors, and heads of the departmerigpnwaached
during data collection. In addition, varieties of data were gathemddcompared using
multiple methods, such as questionnaires, interviews, and content analysicurrent
study also provided a methodological empirical example of an iasserade by Waters

and Vilches (2001) and Richards (2001) that involving decision makers, such as
language specialists, supervisors, heads of the departments, adboirsstemployers,

and so forth, is very fundamental to be initially familiarizedhest foundation building
stage. It is also important for the success of implementaticanyfstudy, since they
decide whether to accept, reject or modify the implementation of the shalitygs.

The findings revealed that a gap existed between the contentgrhtieel1 curriculum
and the perceived needs of the students. The Grade 11 EL curricuduidepr little
space for students to develop writing competence. This study condhodesany
innovation or reform in ELT practise should be based on a meaningful
collaboration among various concerned stakeholders, including studenterseac
and other institutional administrators.

The results of this study can be used as a reference foregEhets, supervisors and
other stakeholders to discover the role their students can play ihetigon-making
process of their curriculum development. The study helps shiftdbes fof English
teachers’ attention towards the specific skill-training thamisst important for their
particular audience. Further researches on the English lgagueeds analysis of Omani
students should highlight students’ “lacks” and necessities. Furtltiestshould attempt
target situation discourse samples, such as students’ homework, qgexarar paper

analysis to determine the actual areas of weakness thairaneon with Omani students
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in Grade 11. An attempt should also be made to study the textugdiaralthe types of

readings Omani students encounter in their studies.
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Abstract

This paper investigates the influence of the discourse narratiueture on verbal
morphology in L2 learners' interlanguage temporality system. ithevas to retest the
Discourse Hypothesis predictions regarding of the influence of dseaitructure on
verbal morphology use in oral narrative in an English as a Foreigguhge context. The
discourse hypothesis predicts that L2 learners will use pasisfpredominantly in the
foreground of the narrative while non-past forms will be used in tbhkgbaund. Data
obtained from 36 learners was randomly chosen from a pool of ppetekictions by
Thai L2 learners of English. Participants were asked to eagatrange dream after
looking at six pictures. Results revealed that participants st use of the past forms
in the foreground than the background while they use more non-pas$ far the
background. Learners’ systematic errors in tense marking could bestaadkin the light
of the results of the present study. The paper concludes thdisttmirse hypothesis is
supported and that English as a Foreign Language learnerst esiimibéar use of tense
and aspect to English as a Second Language learners.

Keywords: Discourse hypothesis, tense and aspect, EFL, Thai learnensorgdity,
interlanguage
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Introduction

The investigation of expressing temporality in second languages#ttmuiresearch has
led to a focus on the surface forms of tense and aspect morplasidgyre underlying
temporal semantics in learners’ language production (Bardovigidi999, 2000). As
mentioned by Bardovi-Harlig (1999), the acquisition of temporal subsgska®s been
studied by examining the various linguistics devices and the kdison of verbal
morphology employed to express temporality. Tense, grammaspaicta and lexical
aspect have become crucial facets of verbal morphology invéstigal hese parts have
been studied within two main trends in second language acquisitiormel@ing—
oriented approach, which examines how semantic concepts are edpthssegh
different linguistic devices, and the form-oriented approach, whi@maes verbal
morphology distribution as a marker of the underlying interlangsageantic system
(Bardovi-Harlig, 2000).

The form-oriented trend has focused on identifying and tracingmibiphological
forms and their distribution in interlanguage in order to deternmeeihderlying system
of expressing temporality in second language acquisition. Two nypiottieses under
form-oriented trend have emerged: the aspect hypothesis (AH)thendliscourse
hypothesis (DH). Table 1 shows a comparison of the main principletheoftwo
hypotheses. The AH argues for the influence of the inherent semantics af sspect of
verbs and predicates on verb morphology, whereas the DH supports the @fafenc
discourse organization and storyline orientation. The AH is based lexical aspect
theory, which suggests that lexical verbs have different inheremardie properties.
These properties are classified according to Vendler's (196dglnof lexical aspect (as

cited in Housen, 1998). Vendler's model divides lexical verbs into fqestgtates,
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activities, accomplishmentandachievementbased on whether the verb indicates that it
is either stative or dynami¢ punctual or durative andtelic or atelic (i.e., it has an
endpoint). According to Andersen and Shirai (1996), tense aspect morpsosmmuired
initially with achievement and accomplishment verbs, then with activity tatel werbs at

a later stage.

Table 1

A Comparison of the Main Principles of the Aspect and Discourse Hypotheses

Aspect Hypothesis Discourse Hypothesis

Influence Inherent semantics of lexical Discourse organization and

aspect of verbs and predicates  storyline orientation

Prediction Learners will choose tense-aspedtearners will choose tense-aspect
morphology according to whether morphology according to whether

lexical verbs are states, activities, lexical verbs occur in the

accomplishments, or foreground or the background
achievements. sections of the discourse.
Basis Lexical basis Discourse basis

On the other hand, the DH is based on the proposed influence of nastatotere on
the learner's verbal morphology system (Hopper, 1979). Dahl (1984) defimativea
discourse as a text “where the speaker relates a serieal of fictive events in the order
they took place” (p.116). Narrative discourse, according to Dahl, consists ohthdime
of events and the interrupted background information. These two components aged referr

to as foreground and background respectively in discourse literature.
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Hopper (1979) defined foreground as “the parts of the narrative wéligte revents
belonging to the skeletal structure of the discourse” while heeatttbackground as the
“supportive material which does not itself narrate the main ev@pt<13) but supports,
amplifies, or comments on the events in the main foreground narrahieeforeground
includes events that succeed one another in the narrative as tiedlyd@ppened in the
real world (i.e., the events in the foreground are sequential) winebackground
includes events that are not sequential but rather concurrent witevéms in the
foreground (Hopper, 1979). Hopper presented the following example to iuskia
distinction:

Example 1

We went back to the camp, and ran away during the night, and we traveled several
days, we passed through several villages, and in all of them we did not have to
pay tribute

Foreground Background

We went back to the camp

and ran away during the night { we passed through a few villages

we traveled several days and in all of them we did not ...

Notice that the background events are not sequential in relatibe todin story line but
concurrent to the third event in the foreground and that they presgmortive
information to the main sequence of events. Table 2 shows a compafrifesn main

characteristics of foreground and background.

67



Table 2

The Main Characteristics of Foreground and Background

Foreground Background
Function presents main events. presents supportive events.
Timeline moves time in discourse forward.  does not necessarily move time.
Narrativity includes sequential events. includes concurrent events to main
events.
Punctuality usually includes punctual events. usually includes events reporting

durative, repetitive, or habitual

events.

Completenessusually includes completed events. usually includes ongoing events.

The sequentiality of events in the foreground entails a forward masteméme (Dry,

1981). A “narrative of consecutive events creates for the readeearer an imagined

time stream as a dimension of the narrative world in whichuéetg occur” (Dry, 1983,

p. 19). Reinhart (1984) described the temporal criteria of foreground as follows:

1. Narrativity, or temporal continuity: Only narrative units, i.e.to@ units whose

order matches the order of the events they report, can serve as foreground

2. Punctuality: Units reporting punctual events can serve more easfiyreground

than units reporting durative, repetitive, or habitual events.

3. Completeness: A report of a completed event can serve nmehe a&aforeground

than a report of an ongoing event. (p. 801)

These criteria identify and distinguish foreground from background,wias different
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characteristics and functions. According to Hopper (1979), background everist as
sequential as foreground events and provide supportive information, which edabmra
or evaluates prior, simultaneous, or following events in the foregrotnaseTcriteria and

definitions were used as the operationalized terms in the analysis of tlud thasastudy.

Discourse Hypothesis
Narrative structure is one of the factors that second langeagarch correlates with the
acquisition of tense and aspect morphology (see Bardovi-Harlig, 1992, 1995, 1998;
Flashner, 1989; Housen, 1994, Tre'vise, 1987 among others). Godfrey (1980), when
studying discourse and tense-aspect morphology in interlanguage,eabfeat the use
of tense verbal morphology cannot be interpreted without considering discsituicture.
Native speakers distinguish between foreground and background afivealsy using
tense-aspect morphology (i.e., native speakers use simple pastate miae successive
events in the foreground). This use raised the question of whetb@ndséanguage
learners would acquire tense morphology based on the distinction afrégedund and
the background. It also raised the question of whether the route and &eiyenft
events would really entail the consistent use of one form of verbal morphology.

In a case study investigation of the use of tense morphology twagkd grounding of
a narrative by a Japanese immigrant to the US, Kumpf (1984) sutjgleatehere is a
relationship between the use of verbal morphology in interlanguagéamggounding of
narrative. Hence, the interlanguage DH evolved to predict thatelsause emerging
verbal morphology to distinguish foreground from background in narratives.DH

predicts that learners will use more past tense than nonguass$ in the foreground
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while non-past forms will be predominant in the background (Bardovig{&tb92).
Furthermore, as the learners' interlanguage system devel@sexpected that there will
be target-like performance and the past tense will be gmtval both foreground and
background.

The study of DH includes early case studies (e.g., Flashner, 198%fK1984) and
late larger studies (e.g., Bardovi-Harlig, 1992, 1995, 1998). In studigmgemporal
system and universality of interlanguage, Kumpf (1984) argued Her idea that
discourse-function perspective applies to both native language aedanguage
analysis: "it is the discourse context which creates the c¢onslitinder which the forms
appear" (p. 132). Kumpf focused on tense-aspect morphology and how thevearrati
discourse influences its distribution in interlanguage. He examimeefddrsonal narrative
of a low-proficiency English learner of Japanese L1 background, whdéed in the
States for 28 years. The data of this case study was edll¢lstough conversation
interviews with the subject. The results showed that completezhscéh the foreground
were expressed with the base verb form while in the background mbstwere marked
for tense, especially the stative verbs. Kumpf then concluded thbasieinterlanguage
system is influenced by the distinction of foreground and background in narrative.

The influence of discourse structure on verbal morphology has beed irait®se
studies that focused on the process of expressing temporalityriangigage. However,
the above studies did not focus solely on the influence of discounsgiveion verbal
morphology, but rather on all means of expressing temporality. EsH{f©989) study of
tense morphology distribution in the foreground and background of narrdtwes
Russian adults, therefore, seems to be the first study that focused only onribistidist

Flashner examined the spontaneous personal narratives of 3 Russiahadwhed in
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the United States for more than 2 years and had different lgivElsglish proficiency (1
beginner, 1 intermediate, and 1 advanced). Results showed thapedkess’ past forms
indicated perfective actions and correlated with narrative foregrounkk non-past
forms, especially base forms, denoted imperfective function anelatead with narrative
background. Flashner concluded that "the notions of background and foregrouit
a gross distinction that enables us to examine the use of tensspeud i@ narrative
monologues" (p. 95).

Taking discourse influence as the theoretical basis of thg, #addovi-Harlig (1992)
focused more closely on discourse structure and tense morphologyativearusing a
larger number of participants than earlier studies. Examiningndreatives of 16
intermediate learners of English in an intensive programdd®aHarlig tested the
prediction of the influence of discourse on tense marking. Data elested through
written stories and oral retell. After listening to thergttwo times, the participants were
individually asked to retell it orally to one of the interview team@mbers and then write
the story down. The purpose of collecting oral and written versiortseafdrrative was
to provide two ways to test learners' developing knowledge of tesesePrevious studies
used only oral narrative and did not investigate written narrativeulReshowed that in
both the oral and written narrative the foreground was associatbdawhigh rate of
appropriate use and dominance of the past tense while the backgrouloavbarate of
appropriate use of past tense and consisted predominantly non-pasteBpetsally
present tense, which was virtually absent in the foreground. Bardohgrtdegued that
the use of tense by learners of English as a second language cstulee henderstood
from a narrative structure perspective.

Focusing on the distinction between the foreground and background in narrative and the
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effect of this distinction on the development of learners' tenpectsnterlanguage
morphological system, Bardovi-Harlig (1995) replicated her previtudy gut this time
with even larger number of learners: 37 beginner, intermediate, andcadviearners of
English in an intensive program. The aim of choosing different |@fgisoficiency was
to evaluate the difference and predict the development in the-éspgct morphological
system of the learners. In this study, the participants asked to watch a silent film and
then retell the story to one of the interview team membatst, the participants were
asked to narrate the story in writing. Results indicated thatitmgle past tense appeared
in the foreground first with a much higher rate than in the backgraualtl lavels while
the background was mainly occupied with base form and simple pr&ékergimple past
in the advanced level was dominant in the background but never reachednthéigh
level of use in the foreground. Moreover, while the foreground had bsthigrese and
base forms, the background included past tense, base, progressive|l as present
forms. Bardovi-Harlig concluded that the interlanguage pattern eofsetaspect
distribution reflects simple function of the foreground and multiplections of the
background.

The results of these studies support the influence of discoursetustr on
interlanguage verbal morphology system. However, they report qoméradictory
findings. The DH states that, at early stages of interlarggdagelopment, learners will
use more past tense forms in the foreground and more non-past falmaseckground.

Table 3 shows sample studies that supported and did not support the DH.
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Table 3

Sample Studies that Supported and Did Not Support the DH

Supported Did not support

Flashner (1989) found that perfective| -  Kumpf (1984) found that completed
actions were expressed in past forms actions in the foreground are expressed
and correlated with foreground while with the base verb form (i.e., non-past)
imperfective actions were expressed In  while in the background most verbs are
non-past forms and correlated with marked for tense (i.e., past forms).
background.

Bardovi-Harlig (1992) found that a
high rate of appropriate use and
dominance of the past tense were
related to foreground whereas lower
rate of appropriate use of past tense and
non-past forms dominance, especially
present tense, were related to the
background.

The results of studies testing a hypothesis are not alwaysteomsand it is therefore
sometimes necessary to replicate a study using a difievatext in order to reach robust
and solid grounds that support and confirm the predictions of such hypotbesd2olio
& Gass, 1997). Thus, the purpose of this paper is to retest the predaftibvesDH in a
different context and using different data. While all the studiestioned above tested
the DH in an English as a Second Language (ESL) context, to mydagsylno study
has tested the hypothesis in an English as a Foreign Language (EFL}.contex

The present study uses data produced by EFL Thai learnedemtorfurther expand

our understanding of the role of discourse structure in second lanae@gsition and of
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the possible effects of foreground and background distinction in narrativanon
interlanguage verbal morphology system. Through retesting the fiwediof the DH,
the present study examines the effect of narrative strucnrererbal morphology
distribution in L2 EFL learners' interlanguage system. The Ppbthesis would predict
that Thai L2 learners of English will use past forms predomipamtihe foreground and

non-past forms predominantly in the background.

Methods

Participants

Participants in this study were 36 Thai learners of English wére \selected randomly
from a pool of participants in a larger scale study. This tasgedy used a dream
narrative task as the pretest assessment of the participsets’ past tense (McDonough,
2007). Participants were all first-year university students learah a Bachelor's degree
program in English at a large public university in northern Thailathdnales and 32
females participated in the study; their ages ranged ft@nto 20 years old, with an
average age of 18.28D = .637). Their length of previous study of English ranged from

7 to 15 years, with an average of 10.3DE 2.13).

Materials and Procedures

The testing materials were communicative activities in tinen fof one-way information-
gap tasks that the learners carried out individually in a langladgeatory. Each test
contained a dream narration task that elicited contexts foripeswerbs. Learners were

given a series of six pictures, which illustrated related syamid were asked to narrate a
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dream based on those pictures. This elicitation task was perfairtieel beginning of the
school year to assess the initial knowledge of temporal morphotodlge learners'
interlanguage before giving the participants any treatmest NdcDonough, 2007). The
tests were administered in a language laboratory using req@veded audiotape that gave
instructions and controlled the amount of time for each activityichReamts were given

six pictures to look over in 30 seconds and then were asked to recounstthege
dreams based on the pictures in 15 minutes. The learners \&té aeindividual carrels
equipped with boom microphones. The test sessions took approximately 20 nnutes

complete.

Analysis

The data obtained were coded first for foreground and background claumese<lhat
were sequential and moved the narrative time forward wesga@dted as foreground
while concurrent clauses that either described actions or presapgaktive information
were categorized as background. The categorization of foreground and ob@ckgr
clauses were made independently of the verbal morphology and sonseschaere
excluded from the analysis for various reasons. The first cldusacb narrative - "last
night | had a strange dream" - was excluded because partgip&re asked to begin
their narratives in this manner. Irrelevant clauses as amiple 2 were excluded too as
the participants were not narrating the dream but presentielgviant information or

questions.
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Example 2
...l ride it and | break home again but my home is disappeayou think it's
strange dream

The analysis did not include clauses with missing predicatsbaaen in Example 3.
The clauses had no verbs (i.e., the participant did not supply the it @dause) and it
was not predictable whether the learner would use past tense, present, or base form.

Example 3
a) It run very fast and I like it too muchit/very strong/ it face look frightened.
b) Suddenly, /& lot of water // to city/ | try to swim.

Quoted speech was not considered either. However, the verb that iatrédeacuoted
speech, if available, was counted. Example 4 (a) shows a case with a quotation keerb whi
in 4 (b) there is no verb introducing the quoted speech.

Example 4
a) He said /Aou are the prisonéf| saidNo // help me please
b) 1 just came to the door and knock the dools there any body

The grounding coding was followed by verbal morphology coding. Each verb in the
narrative was coded for its verbal morphology. Only verbs in obliggtast tense
contexts were considered in the analysis. Verbs such as infinieésh have no tense
marking, were eliminated. In keeping with the techniques of Flasft®89) and
Bardovi-Harlig (1992), verbs were classified into past and non-pastnafgast forms
were essentially simple past, but also contained some instanpastgbrogressive and
the past modal forms, such esuld andwould The non-past forms consisted of base,
present tense, and present modal, suadaaandwill. However, some undistinguishable

forms were excluded from this analysis. Verbs that wersingshe tense marker, such
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ashe seeror | flying, were not counted because the tense marker was not supplied and it
was not clear what it would be, past or present. Moreover, veabkdkie the same form
in the past and present suchletswere excluded. Another excluded category was in the
case of verbs with defected and uninterpretable forms, which couldendassified as
base or present forms and were considered to be developmental EExsorple 5 shows
some instances of this category.
Example 5

a) | didn't // saw-can't sawnything

b) Trainis havea lot of people

c) The planas land

As an oral narrative, the data exhibited other analytical preblemeh as repetition and
self-repair. When a verb was repeated, as in Example @&sitcaunted only once so as
not to increase the number of verbs in the narratives.

Example 6
a) | gotogo tothe door
b) It wasit wasabout ...

Moreover, in cases of self-repair, the repetition was not couwgitieer so as not to
increase the number of verb tokens. However, in classifying the vagosppropriate
correction was counted instead of the first inappropriate use. gahshows some of
these instances.

Example 7
a) Then it growit grew higher
b) The airplane gegjot me up

c) | run+an away until | met a big flower
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The grounding and verbal morphology coding was performed on the 3Gaoative
texts by the researcher. 20% of the data was coded by angtbara rater. Inter-rater
reliability for the grounding differentiation was 94.34% and 98.73% for vitxdal

morphology classification. Disagreements were resolved by discussion.

Results

In order to test the DH prediction of past and non-past distributidar@ground and
background parts of narrative structure, past and non-past forms usel forbgtound

and background were compared to each other. To test for signifiratite use of past

and non-past forms in both foreground and background, and since the foreground and
background data come from data that is produced by the samepaautsciat-test for
dependent samples seemed the appropriate statistical measum®veHolecause the
descriptives of the data showed that the data had non-normal dispertienvafues of

verbal morphology use, the equivalent non-parametric test, Wilcoxoedsigank Test,

was used.

To address the first part of the DH prediction (i.e., the use bfgrass is considerably
greater in foreground than in background), the analysis looked at feeedde in past
forms use for both foreground and background. The goal of this part afidhesia was
to find out whether there is a statistically significant défece in the use gfast formsn
both foreground and background. The Wilcoxon Signed Ranks Test was run using
Statistical Package for the Social Scien(@&RBSS) software - Version 16. Table 4 shows
the results of this test. To estimate the range of variatidhe data, the interquartile

range [QR) and the mediarMdn) are used since the data is not normally distributed.
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Table 4

Past Forms Use by Grounding

Mdn IQR Z p
Foreground 5.00 6.00
-3.932 .000
Background 1.50 6.00

Table 4 shows that although tligR of past form use in the two categories are the same
(IQR = 6), theMdn reveals considerable variability (Foreground = 5.00; Background =
1.50). Wilcoxon Signed Ranks Test found a significant difference infgastuse based
on grounding £ = - 3.932,p < .05). ACohen's dwhich is based on standardized mean
differences of two groups regardless of sample sizes, raasto account for the
magnitude of the differenced (= 0.715). It showed that they were different by
approximately 72% and so tleffect sizdr = 0.33) was large. This means that there is an
obvious higher rate of past form use in the foreground than the backgrodritius the
first part of the prediction of the hypothesis is supported.

To determine whether the second part of the DH prediction (i.e., nofepast are
mostly used in background rather than foreground) is supported in thatplas®, the
use of non-past forms in both foreground and background was compared. As shown in
Table 5, there is variability in the distribution of non-past use éatwthe foreground and
background ¥idn = 6.00 and 9.00 respectively) despite the slight difference ihQRe
(IQR = 7.00 and 8.00 respectively). As expected, Wilcoxon Signed RanksVeatad a
significant difference in non-past form use in the foreground andablegbound £ = -

2.800,p < .05). The effect size of this difference is large=(.3003) with a difference
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probability of 63 % @ = .629). This means that there is a higher rate of non-pasiufem
in the background than the foreground. This result is in compliance mdtsupports the

second part of the DH prediction.

Table 5

Non-Past Forms Use by Grounding

Mdn IQR z p
Foreground 6.00 7.00
-2.800 .005
Background 9.00 8.00

All'in all, the results of this paper support the DH prediction. Eiduprovides a visual
representation of this difference basednogandifferences: past forms are used more in
the foreground than in the background while non-past forms are usedhbacground

more than the foreground.

=
o

8 Foreground
= Background

O P N W » 01 O N O ©

Past forms Non-past forms

Figure 1 Distribution of past form and non-past form use by grounding
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Discussion

The investigation of tense use in oral narrative shows that tenseuse in learners’
interlanguage is influenced by narrative structure. The Dadiption is that participants
use past forms in the foreground more than the background, while rofoqras are
used in the background more than the foreground. Results of this gfaperthat the
prediction was supported. These results support the findings of Barddig-K{1992,
1995) and Flashner (1989) and give more support to the influence of veagtticture
not only on ESL learners’ interlanguage temporal system devetdgiaealso on that of
EFL learners. While it is believed that there are some diffas between ESL and EFL
learners, the present data suggests that there is no diffevgéhaespect to the DH. This
study helps expand the understanding of learners’ interlanguageria development to
a new context: EFL.

The investigation of learners’ production is crucial to understarideiginterlanguage
temporal development. This understanding is also important from artggmdmispective.
Teachers who notice that their learners are making systeenadrs in tense marking can
use the present study as a reference point to become awanatat happening in their
own classrooms. One possibility worth investigation in the classiedaoking at how
learners might be making tense-marking errors in their narratives becahseardfuence
of the narrative structure. Discourse structure could help us umd@rgarners’ use of
verbal morphology in relation to context. Learners tend to use pest terms correctly
in the foreground more than the background. This use might be clear ferlsamers
more than others.

Research on discourse narrative structure and its relationshipbtd werphology in

L2 learners' interlanguage temporality systems can alsamnteachers with respect to
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learners’ language development. How accurately learners uséepastin foreground
and background may reflect their level of development. Althoughethe bf proficiency
in the present study was not controlled, other studies have shown thdbwelevel
learners do not use tense forms systematically to distinguisted&etforeground and
background (Schumann, 1987), while advanced learners show high levels oepoyfici
in the use of past tense in foreground and background (Bardovi-Harlig, 1992)arWWe
argue therefore that learners go through stages of developmerttngstaith
unsystematic use of verbal morphology in foreground and background to aoneet
and systematic use. However, this claim needs to be empiriemitgd using cross-
sectional or longitudinal data.

To conclude, the present study has shown that the use of tense biyrdEfykar
university students of English (i.e., lower intermediate levet) lwa understood through
narrative discourse structure, supporting the claim of the Dhghnhdf this, teachers can
attain a better understanding of the sources of their learmerss @and may modify their
instruction to focus on ways to help their learners achieve ngtevg@erformance with

respect to the use of verbal morphology.

Limitations and Future Research

The present study contributes to DH research and to researcaroere interlanguage
temporal systems. This study provides further evidence of the ncBuef discourse
structure on learners’ choices of temporal morphology. Howeverpbtiee limitations
of this line of research is related to the tasks used ta padiative structures. Although

dream telling based on a sequence of pictures elicits atinarrthat provides the
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expression of sequences of events, such elicitation techniquesategquire reference
to current states or future events, which are found in spontaneous pesw@kations,
yielding texts that are not as authentic as spontaneous narfidttyau, 1990). This
formal environment may affect learners’ performance as tbeysf on telling what
happened (as requested by the researcher) and, thereforethrelédeeground events
alone. Nonetheless, in the present study, this was not the case. Tiher firtlauses in
the foreground and the background are relatively similar showinghivat was no effect
of focusing on relating foreground alone.

A major limitation of the present study, however, is that the qeoity level of
participants was not assessed in a standardized manner. Althoyagirtiaibants were
English majors in their first year of college, they might notehthe same proficiency
level. By including language proficiency as a variable, futureare® would provide
more substantial information related to the relationship betwegndage proficiency and
the distribution of temporal morphology in discourse.

Future research may also provide key information regarding thet effediscourse
structure on learners’ temporal morphology if the same datanal/zzd from both
discourse and lexical perspectives. In other words, if the sataevdas analyzed based
on the predictions of both the DH and the AH, results might prove emightening. In
fact, previous research has already included these two pevsgedttut further analyses
are needed for reliable results. Bardovi-Harlig (1998), for exangulalyzed her data
from aspectual (i.e., the aspect hypothesis) and narrative grgufigin the discourse
hypothesis) perspectives. She suggested that understanding leatedesiguage tense-
aspect morphology development can be well achieved by taking iotwurgcboth the

aspectual categories of verbs phrases and the discourse strlicttine future, the

83



replication of Bardovi-Harlig’s study would be desirable with thespnt data to see if
the same results would be obtained for EFL learners.

Replication of the study would also be desirable in order to overdwrienitation in
place in this study, as well as previous studies, due to only t@mgroups: past and
non-past. A fine-grained analysis of the verbs and their classiicbased on both tense
(i.e., past, present) and aspect (i.e., simple, progressive, perfgctinniact, shed more
light on the relationship between verbs’ aspectual and grounding aspectow these

two facets interact when producing temporal morphology.
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Abstract

The indispensable place of pronunciation in the vast realm of commonidss been
recognized by many second/foreign language instructors recetbhyever, another
question which remains substantial in the field concerns the wapdmve learners’
pronunciation. This study explores two different approaches towards pramumcia
teaching—intuitive-imitative vs. analytic-linguistic—in the cadgenon-Persian sounds in
an EFL context in Iran. The effect of one personal factor, agehdwasinvestigated as a
moderating variable in applying the two instructional approacheghiscend, 50 low
intermediate Iranian EFL learners, aged between 13 and 20selected and randomly
assigned into two experimental groups (intuitive-imitative and &odigguistic groups).
To collect the data, a pronunciation test, including 60 test itenssadministered to both
groups in a pretest-posttest design. Pairddsts showed a statistically significant
increase in the posttest pronunciation test scores with a large effedrdize ihstruction
in improving the learners’ pronunciation ability. Also, independdssts indicated the
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greater effectiveness of the analytic-linguistic approadieaching the pronunciation of
English sounds which do not exist in Persian. Furthermore, the agetmigants was

found to be a significant factor in the records of effectivenesa faarticular instructive

approach. The intuitive-imitation approach was more effective the younger

participants (i.e., 13-16 years old) whereas the analytic-linguégiproach was more
effective for the older ones (i.e., 17-20 years old).

Keywords: Intuitive-imitative, analytic-linguistic, pronunciation, age

Introduction

Pronunciation is the production of sounds that we use to make meanimgudies the
particular sounds of a language (i.e., segments), aspects ohdpa®nd the level of the
individual sounds, such as intonation, phrasing, stress, rhythm (i.e., supeasag
aspects) and how the voice is projected, that is, voice qualitygRai&elinski, 2009).
Schmitt (2002, p. 219) defines pronunciation as “a term used to capture all aspects of how
we employ speech sounds for communication.” As the sound systermiegual part of
any language, there should be a place for pronunciation teachiagyinanguage
program. However, as Celce-Murcia (2000) states, the importancerminmiation has
been ignored until very recently. Most approaches and methods of nigaehi
second/foreign language (L2) place primary emphasis on readingréimdy skills and
secondary or little emphasis on oral skills. According to Celceclupronunciation was
overlooked in the syllabus, materials and classroom activitiéagtish L2 classrooms in
many countries in Europe, South America and Asia. With the adverwobBpproaches
such as communicative approaches, listening and speaking skitlsdsénjoying some
sort of status alongside reading and writing skiPsoving its vitality for effective
communication, L2 pronunciation has gained importance.

Wong (1993) states that the importance of pronunciation appears everdistinct
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when the connection between pronunciation and listening comprehensidensirto
consideration. Since listeners, whether in L1 or L2, expect spokgudge to follow
certain patterns of rhythm and intonation, speakers need to erieg patterns to
communicate effectively. If the rhythm and intonation are diffefiem what is expected,
listeners simply cannot get the meaning. Similarly, listeneesl to know how speech is
organized and what intonation patterns mean in order to interpret sumecrhtely. Thus,
learning about pronunciation develops the learners’ abilities to conmuretgoken
language. Even when the non-native speakers’ vocabulary and gramarexcellent, if
their pronunciation falls below a certain threshold level, they arbleima communicate
effectively. Moreover, as Fraser (2006) points out, pronunciation isrtamg to those
who have integrative motivation since with native-like pronunciatioly thidl not be
marked as foreigners. To move further, pronunciation appears moral ¢ou¢hose who
learn English as a foreign language (EFL) since EngBshow accepted as a major
lingua franca globally despite the fact that this trend, acogrdirGraddol (2006), might
change within the foreseeable future. Even Graddol, while predidtiag the
predominance of English might fade in the future, acknowledges'ttietanalysis of
international travel movements suggests that three-quarterstodvadl is between non-
English speaking countries. This suggests a large demand for fitkgn language
learning or the increasing use of English as a lingua dfafpc 30). It seems that more
and more people need to use English for social, educational, and professagoas in
different contexts, either locally or internationally. Given ttibere is no single variety
of English which provides the target of learning” (Graddol, 2006, p. 82).e#sential
that individuals who use English to communicate with other spealegyardless of a

particular variety used, have a high level of pronunciation intelliybithat is, to use
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Celce-Murcia, Brinton, Goodwin, and Griner's words (2010), they should "sutpas
threshold level so that their pronunciation will not detract from rthaility to
communicate” (p. 9). According to them, intelligibility refers tanigeeasy to understand,
without an accent that distracts or causes problems for listefietimsky (2003) also
defines ineligibility "as the degree to which the speech produgeal $peaker can be
identified by a listener as the words the speaker intended to pragudg’’ As she points
out, there are situations when the intelligibility of the speakea icrucial factor in
communication breakdown. According to Yates and Zielinski (2009),imp®rtant for
us to attend to any aspect of pronunciation that improves intelligilitid helps us to
reduce miscommunication. "As long ago as 1949, Abercrombie suggesttbwd aim
for a learner to be ‘comfortably intelligible’ and this is whadst learners want, although
some may wish to sound more native-like than others for patiquiofessional or
personal reasons" (cited in Yates & Zielinski, 2009, p. 12 ). With paorupiciation, a
speaker can find it very difficult to be intelligible, despiteuaacy in other areas such as
grammar (Fraser, 2000). As Celce-Murcia (2000) points out, the nibstiltliaspect of
spoken English is that it is usually accomplished via interactitmat least one speaker.
In fact, interaction is a two-way process and thus what idligitée depends on the
listener. According to Yates and Zielinski (2009), what the listdmangs to the
interaction is just as important as what the speaker pronouncesndtios further
emphasizes the importance of mutual intelligibility of Eslgliwhich is the international
language and the most important means of communication now.

As Yates and Zielinski (2009) state, adult learners are not likely to é&éogimlonounce
English (or any other language) exactly like a native speakerthey do not need to,

given that the native speakers of a language like English haveety\@rpronunciations
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or accents, such as American English, British English, Newa#AdaEnglish and
Australian English. Being aware of the variety of pronunciatioogkdtt (1972) states
that "Our goal in teaching pronunciation is then the production of a sostefrsyhich
does not interfere with communication, either from the speaker’stenér’'s point of
view" (p. 62). Thus, the search for exploring the most effective apprimahelp learners
to have good pronunciation skills which make them intelligible (i.e., sta@fable in
the act of communication) to native speakers of language would be sufficiendadar g
language teachers involved in teaching pronunciation in foreign lgagciassrooms.
Perhaps what is out of the question, as Scarcella and Oxford (1994)opai is that
pronunciation should be taught in all L2 classes through a variety igftiast The
question is not whether pronunciation should be taught, but as Morley (1991) qdints
instead what should be taught in a pronunciation class and how it shodédlbevith.
The uncertainty about the way of teaching, according to F&288@2), may arise from
the selection of pronunciation features, the ordering of the featelested and the type
of discourse in which to practice pronunciation. The current problem, thémati most
language teachers are not familiar with useful stratdgreteaching pronunciation, and
they do not know what strategies are appropriate when fagagifis problematic
situations. Another part of the problem concerns the fact that ttezsdhers are
embarrassed because of this lack of instructional strategicléagey As Dalton (2002)
states, “We are comfortable teaching reading, writing,nlisgeand to a degree, general
oral skills, but when it comes to pronunciation we often lack the hamiwledge of
articulatory phonetics to offer our students anything more than ratimyeand often
unhelpful advice" (p.72).

Given the above issues, several approaches have been suggested hiog teac
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pronunciation. Among them, intuitive-imitative and analytic-linguisjiproaches are of
great importance for teaching segmental features. Accordir€ekoe-Murcia, Brinton
and Goodwin (1996), intuitive-imitative is an approach to teaching pronianciaased
on the learners’ ability to listen and imitate the rhythm aodnds of the language
without being given any explicit information. In this approach avditgbof native
models to listen to is taken for granted too. Also, some technolsgiésas audiotapes,
videos, computer-based programs, and websites are used today to impteiment
approach. The analytic-linguistic approach refers an approagadbihg pronunciation
which uses the phonetic alphabet, descriptive charts of the vodal aiad other tools to
supplement listening, imitation and production. According to this approaftaredi
aspects of pronunciation such as place and manner of articulatiompipositongue and
other aspects must be clarified by the teacher in the classroom. Taeothisr approach,
called an integrative approach, which focuses on the suprasegnainsatess, rhythm,
and intonation as practiced in a discourse beyond the phoneme and word level. According
to Lee (2008), pronunciation in this approach is integrated with andigecatithin
meaningful task-based activities; pronunciation is considered as &grahtomponent
of communication, rather than an isolated drill” (p.1). What langleay@mers should do
is to use pronunciation-focused listening activities to facilitdte learning of
pronunciation and, as Morley (1991) states, primary objectives of pronand@aching
are for the language learner to develop intelligible speech aall®ééo communicate in
the target language. A learner, as Munro (2008) states, caravavg strong accent, yet
be perfectly intelligible or understood. According to him, unlike aamkmss, which
refers to degree of difference from local variety, intelligibilitiere another dimension of

pronunciation, that is, the degree of actual speech comprehension.
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To contribute to the developing literature in the field, this rebeaimed at
investigating the effects of two different approaches to pronuocié¢aching, that is,
intuitive-imitative and analytic-linguistic, on sounds [0]],[[ 1, [w], [@, [I], [ ], [Q],
[UL, [3],[0],[U] [e] [ @ [aU] and [@W which do not exist in Persian and which, as
Yarmohammadi (1969) states, Persian learners of English have troabtering . As
stated above, these two approaches are of greater important@adbmg segmental
sounds, which are the focus of this study. Speculation seems to ruetisian as to
which of the two theories to accept: whether there is an autoosiacity to form the
correct or better modes of sound production by careful and repea¢eahlis or whether
learning foreign sounds occurs more successfully as a resutinetious attention to
articulatory processes involved in sound production.

In addition, along with particular pronunciation teaching approaches, soméaotbes
such as learner age might exert influence. That is th@meabty the effect of one
personal factor (i.e., age) was investigated as a possibléleanaapplying the two
methods of teaching pronunciation for the nonexistent English sounds ianPétence,
the examination of the role of this factor in relation to theetgf teaching approach will

be studied in this research.

Review of the Literature

A Historical Review of Pronunciation in L2 Teaching

As Celce-Murcia et al. (1996) state, the earliest method wisipbused the principles of
the intuitive-imitative approach was possibly the Direct Methodchan late 1800s and
early 1900s. This method utilized listening-imitation-practice-prodadb teach English

pronunciation. A good model, either a teacher or recorded material, provedlkstening
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input. Learners used the input for repeated practice, and to fimaltjuce the correct
target output. This instructional method drew from the observation argsianaf
language learning of very young children in their first language ®ituat

According to Celce-Murcia et al. (1996), during the 1940s and 1950s, Audio-
Lingualism in the USA and the Oral Approach in Britain appeased direct offshoot of
the Reform MovementThe developers of the International Phonetic Alphabet (IPA),
Henry Sweet, Wilhelm Viétor and Paul Passy, led a movemenhgud@e teaching that
was generally known as the Reform Movemenhhese phoneticians did much to
influence the teaching of pronunciation with their contribution to theldpreent of a
system for describing and analysing the sound systems of Feglry advocating 3
guidelines (Celce-Murcia et al., 1996, p. 3): (1) The spoken form of a langupgmary
and should be taught first; (2) The findings of phonetics should be appliadgwage
teaching; (3) Teachers must have solid training in phonetics. s€hentific study,
analysis and description of the sound system of human languages donedt{s §voup
formed the basis of phonetics and later paved the way for thgiedi@guistic approach
to teaching pronunciation. Thus, the earliest linguistic assisttmdbe teaching of
pronunciation came forth as part of the Reform Movement in langeaghihg and, as
such, there was a little shift of focus from reflection and unconsanternalization of
pronunciation complexities in the earlier methods, which were inwitte the intuitive-
imitative approach, to conscious efforts to teach pronunciation or phonetiosth
teachers and the students.

Around the last quarter of the twentieth century, after the eupabaat the Direct
Method and Audio-Lingual Method had receded, once more L2 teachers begag pla

down the role of formal pronunciation teaching in the classroom (Cé&raleain, 1980).
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The new argument was that pronunciation should be learnt intuitivelZefe-Murcia
et al. (1996) state, cognitive approaches to teaching de-emphasized pronunciation i
of grammar and vocabulary. Also, Asher’s (19Té}al Physical Responsd Krashen
and Terrell's (1983)Natural Approach built on the Direct method of instruction
proposed a kind of incubation period for a learner when he/she wasdllo listen to
the target language without any pressure to perform thropghkmg. This period
allowed the learner time to internalize the phonology and the souredrsg$tthe target
language through unlimited listening in the learning contexts.ifiteenalization of the
phonology and the sound system were expected to happen as the Usachdris/her
schema to comprehend the language input. Only when the learneraggdaoe speech
production could the articulation process be initiated. Krashen amdllT@983), the
most fervent advocates of the intuitive approach in the post-redcatnmade a strong
case against early pronunciation practice. According to thathpwt any pressure to
speak, language learners could internalize sounds. Thus, L2 teachieespost-reform
era could dispense with formal pronunciation teaching.

Nonetheless, Krashen and Terrell's (1983) views were dismassedresult of the
argument advanced by some language-oriented professionalthasfact that premature
fossilization may be a corollary of little or no emphasis wdatsr on pronunciation in
the L2 classroom (Ellis, 1990). As Celce-Murcia (2000) and Naiman (198&d, the
researchers later advocated the formal teaching of pronunciatiam wdais part of a
broader view of pronunciation teaching, advocating the use of nmdtise modes as
major tools to cater for different learning styles. Such abtoatorial approach towards
formal pronunciation teaching clearly exemplified the diversityapproaches and the

growing concern with pronunciation in the L2 classroom. Wrembel (20&tyides four
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types of multisensory reinforcements, which were applied by nm@moynunciation
practitioners to make their lessons more effective. Theyareisual (e.g. phonemic
charts, diagrams and flashcards; (b) auditory (e.g. repetitithé and memory pegs); (c)
tactile (e.g. finger tips to feel vibration of the vocal asyrelastic bands to illustrate
vowel length, and a piece of paper to introduce aspiration); and hétieste.g. tracing
intonation contours with arms, modeling the mouth with hands, counting the nomber
syllables on fingers, clapping or stamping the rhythm). Nowsddye dominant
methodology, the communicative approach, holdsdratcommunication is the primary
use of language and it should be central to the mode of instiucfis Zielinski (2003)
states, effective oral communication involves an interaction ofyrdéferent variables
engaging both speakers and listeners. However, there are situatioas the
intelligibility of the speaker is a crucial factor in communication breakdown.

A study by Derwing and Rossiter (2002) shows that many speakéigglish as a
second language may speak in a way that affects inteliigidih their study, Derwing
and Rossiter surveyed 100 speakers of English as a second laagdaigeind that 42
participants felt that pronunciation was the primary cause of @@nmunication
problems and 37 participants reported that they were often askegdat themselves.
The effect of suprasegmental features on intelligibility aE® been investigated by
some researchers considering the possible relationship betwdégiliisy and broad
areas such as intonation (Munro & Derwing, 1995), prosody (Derwinu&ro, 1997),
word stress (Benrabah, 1997), incorrect pause insertion (Suenobu, Ké&Xaknhane,
1992) and syllable structure (Nakashima, 2006). Focusing on spedkenglsh as a
second languag@jelinski (2003) investigated the relationship between aspecfseeth

production and intelligibility in three speakers of English ascars# language coming
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from different L1 backgrounds (Mandarin, Vietnamese, and Korean). Isthdy, she

reported many sites of intelligibility breakdown and raised abmimof issues related to
intelligibility in a Vietnamese speaker of English as a seclamguage. Therefore,
improvement in speech intelligibility through instruction may benmaportant goal for

many speakers of English as a second language.

A strong belief in pronunciation enhancement through instruction has inspired
number of researchers. Although many researchers (e.g., Chanijagae
Schneiderman & Bourdages, 1993; Derwing, Munro, & Wiebe, 1998; Hall, 1668/8
focused on teaching supresegmental features of language, tbesevaral researchers
who have investigated the effect of pronunciation instruction on theesgghieatures
(vowels and consonant) of language. Henning (1964) in a study investigateffect of
discrimination training and pronunciation practice on French sounds and cahthade
the subjects who received discrimination training without pronuncigdrantice could
pronounce the sounds of French more accurately than the subjectsecdived the
pronunciation practice without discrimination training. A careful nexation of
Henning's study shows that the pronunciation practice was not afscianti systematic
training in the production of sounds. It took "the form of mimicry ofgbends in a wide
variety of phonetic contexts, the substitution of the sound being dwitbdanother one,
again in a variety of phonetic contexts" (p. 33). In another studyor@aand Pisoni
(1970) investigated auditory versus articulatory training in exotimds. Two groups of
English speakers received either auditory or articulatory instructitaaining to produce
exotic sounds including vowels and consonants. In contrast to Henning's fjniti@gs
results of production and discrimination tests in their study indicatestriking

superiority for the English speakers who received systematsrtg in the production of
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sounds as opposed to those who received only discrimination trainingemingstto
foreign sounds. Thus, the teacher's scientific knowledge of artcplphonetics was
shown to be successful in leading students to the correct pronunciation andiigimm
of foreign sounds. In a recent study, Ruhmke-Ramos and Delatorre (B0&sdigated
the effects of training and training joined with instruction on thecqion of the
interdental fricatives—[] and [0]—-by Brazilian learners of EFL in a classroom setfling.
choice for the interdental fricatives was done since thesedwads have been found to
be difficult for Brazilian Portuguese speakers. The participaste organized in three
groups: the control group (CG), the training group (TG) and the instnuabd training
group (ITG). Training in the study denoted perceptual practice per se, without
metalinguistic input, whereasstructiondenoted learning activities involving perceptual
practice and metalinguistic input or explanation about the target sdeeadteption was
chosen as the skill to be investigated. Thus, a pre and a post @dtBgserimination
Test (CDT) and pronunciation teaching materials were usedty @at this study. The
results indicated that the participants in the ITG improved theionpeance from pretest
to posttest more than the participants in the TG, despite the lack of stbsigfigficance.
The researchers concluded that pronunciation teaching should be encourabed

classroom.

Age in L2 Pronunciation

Among the various factors affecting the quality of pronunciatmquesition, age can be
considered as one of the important variables. Nunan (1999) suggests thasithiene
for students to learn a language in order to become as native-tikeii pronunciation as

possible is before the onset of puberty” (p. 105). This is becauseothernongue (i.e.
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L1) has less influence on the students' L2 pronunciation at tiges. dféhen it comes to
vocabulary and grammar, a student's L1 is less apparent than in prdiamcia
According to Senel (2006), children are supposed to be better in gmununciation
abilities because it is quite difficult to teach languagenkear to acquire a native-like
language pronunciation beyond puberty. Also, Harmer (2007) states theaaydvémat
younger language learners seem to have is that they havability to replicate
pronunciation well, but "older learners of a second language are notexblod their L1
being apparent in their second language since language is a fberit @ulture” (p. 175).
Following Jacobs (1988), the neurobiological varieties across aliffexge ranges can
affect the speed of nerve impulses in the brain, influentiagapacity to learn. That is
why if one begins to learn a new language after the ageoofés one seldom attains
success in achieving a near-native pronunciation of the L2. Accordifrtege (1992),
the lesser degree of pronunciation success in adults as opposed endkildue neither
to changes in the perceptual and sensory-motor processes nordfriearal plasticity.
It is due to an important shift in speech processing. At the age6ofttte phonetic
prototype categories and the boundaries between them aredrefidestabilized, and
there is a growing awareness in the child concerning segnieatafes in the language.
According to this hypothesis, one can establish new phonetic ca®gumughout one’s
life, but they have to be perceived as new and different enough, without too muelp over
with sounds in the native language.

Although adults may not be able to master pronunciation in the appasffottjess
way that children can, they can make great progress (Leé&thlames, 1991). Ellis
(1990) claims that although younger learners seem to have adbettere of acquiring a

native-like pronunciation, this does not mean that older learnersoarasngood at
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learning a foreign language as young learners. According ¢@'51€1992) hypothesis, it
is possible to learn new sounds throughout one’s life and if sounds ackassified on
the basis of the sound rules of the native language, learterotain life can achieve a
high level of perfection in pronunciation when it comes to new soundording to
Yates and Zielinski (2009), neurological differences betweertsadatl children seem to
result from a change, rather than deterioration, in the way the souadsew language
are processed, so training can help adults to improve in thetydbildiscriminate new
sounds and establish new phonetic boundaries. In addition, adults are consftenet di
from children in learning L2 pronunciation for a number of reasonstt{gy may have
fewer opportunities for interacting in the L2; (2) They may beemmeticent to try things
out and risk making mistakes; (3) They may be reluctant to sikgakdmeone else. Also,
Marinova-Todd, Marshall and Snow (2000) believe that a careful esdiom of studies
which relate age to language acquisition reveals that age difesseshow differences in
the situation of learning rather than in the capacity to learn.

On the other hand, some researchers and neurologists such aslgmaste claimed
that there is a close connection between language learnirigtaralization According
to Lenneberg (1967), the diminishing ability for language acquisiiaelated to how
the various parts of the brain cooperate and to the lateralizafidhe brain. He
hypothesizes that lateralization is a gradual organization df fumrctions to the right
and left hemisphere of the brain, which begins around the age of 2 aothpdeted
around puberty. Lenneberg claims that during this period of heighigasticity, the
human brain becomes lateralized, but Krashen (1988) challenges Leayseber
characterization by claiming that lateralization may be cetedl by the age of 4.

Lenneberg (1967) also states that the right hemisphere in chiklranre active in the
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language function but as a child grows, the two sides of the braamleespecialized for
different functions and, thus, lateralization takes place. He stulietien who suffered
damage to the left hemisphere of the brain before and aftagéhef 12. The transfer of
language function to the right hemisphere was found in children wheredftlamage
before age 12, but the transfer of language function to the rgghisphere was rare in
those who suffered damage after age 12. Thus, he concluded thetdarigarning after
puberty would be more difficult and the completion of lateralizationlanfguage
functions in the left hemisphere would be the cause chitieal period hypothesiss also
proposed as a factor which affects pronunciation. According to Bra@®4( cited in
Nunan, 1999, p. 105), "the critical period is a biologically determinadgef life when
language can be acquired more easily and beyond which timealgegs increasingly
difficult to acquire." This hypothesis assumes that there is auaiological timetable,
which might coincide with the period when lateralization takesepldNunan (1999)
states that the critical period exists, but there is controwessyt when. According to
Ellis (1994), since research studies about the critical period hyge#re so different in
form and focus, conclusions and parallels between the studies qressdile. However,
many studies on the critical age period support the claim thay mld learners are
capable of acquiring a native accent in informal learning coritextd “children will
only acquire a native accent if they receive massive expostine 12" (Ellis, 1994, p.
494). As the critical period hypothesis claims that languagepeosmtinciation are easily
learned at an early stage in life, language teachers kapensibility for ensuring that
they are able to provide their students with the knowledge that ttezly atethis early
stage of their development.

As a result, the age of learners is important in the pronunciatiomirig of a foreign
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language due to the above-mentioned issues. Older language learglerick up
correct pronunciation somewhat late and obtain an acceptable legebdfarticulation
in the long run. However, much debate still exists on the role oihgg®@nunciation. In
addition, the literature on pronunciation teaching methods and the roleageheriable
in teaching L2 pronunciation suffers from a lack of empirical studiberefore, the need
to attend to these aspects appears undeniable. That is whiuthishas pursued this line

of research development.

Research Questions

The indispensable place of pronunciation in the vast realm of commonidss been
recently recognized in the field of L2 teaching. However, anajhestion which has
appeared substantial in the field concerns the way to improve therggpronunciation.
The necessity for a more instructive approach as against foeus on automatic
perceptions and resulting productions remains the focus of this dtie some are
interested in repetition and take advantage of it, as evident imnthigivie-imitative
approach, there are others who prefer an analytic considerationiefties as a way to
fix them in the learners’ minds. The question remains as to wpjatoach, in a group of
EFL learners who are following both extremes, might prove molgfuhg¢o a higher
number of these learners. Therefore, this study was developed stigate two distinct
approaches (intuitive-imitative and analytic-linguistic) to dbeir effects on the
pronunciation of sounds such as [O]},[[ I, [w], [@, [1], [ 1, [Q]. [V, [3], [O], [U ],
[e], [ @ [aU] and [@{l These sounds do not exist in Persian and have been found to be
difficult for Iranian speakers of Persian (Yarmohammadi, 1969), dmpe for speakers

of other languages which also do not have them in their phonological invehtory.
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addition, attempts were made to explore the effect of the aggbhain the course of
applying the two instructive methods of pronunciation for the above sotadschieve

the goals of this study, the following questions are addressed:

1. Does the intuitive-imitative approach to pronunciation teaching have any effect on a
EFL learner’s pronunciation of the sounds [0],[ 1, [w], [@, [I], [ 1, [Q], [U],

[3], [O1. [V ], [e ][ @ [aU] and [@U?

2. Does the analytic-linguistic approach to pronunciation teaching have antyaffan
EFL learner’s pronunciation of the sounds [0],[ 1, [w], [@, [I], [ 1. [Q], [U],

[3], [O1.[U ], [e ][ @ [aU] and [@U?

3. Is there any significant difference between the effects of the intuntiitative and
analytic-linguistic approaches in teaching the pronunciation of these soundis whic
do not exist in Persian?

4. Does EFL participants' age make a significant difference in each apgiatadive-
imitative and analytic-linguistic) to teach pronunciation?

To investigate the above research questions of the present Bauthlldwing four null
hypotheses are addressed:

Ho1: The intuitive-imitative approach to pronunciation teaching has no significant
effect on EFL learner’s pronunciation scores.

Ho2: The analytic-linguistic approach to pronunciation teaching has no significant
effect on EFL learner’s pronunciation scores.

Hos: There is no significant difference between the intuitive-imitative angtaal
linguistic approaches in teaching the pronunciation of sounds which do not exist in
Persian.

Hos: EFL participants' age does not make a significant difference in the pronamciati
test scores of intuitive-imitative and analytic-linguistic groups.

Method
Participants

The experiment was conducted on a sample of 50 Iranian EFL studehidjnig25
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males and 25 females, from Tolue language institute in Paveh,adshah. All of the
participants, aged between 13-20 years old, were native speakiéesstdn and were
studying English at the intermediate level. Thirty partictpavere aged between 13-16
and twenty of them between 16-20 years old. Participants werteselandomly from a
larger sample of 103 EFL learners. The participants had not takeroarse on learning
pronunciation before and did not have any history of speech impairmentaonge
disorders. It should be stated that reading and grammar areaithéocus in L2 teaching
materials in high and pre-university public schools in Iran, but, a&kjaili and Ahmadi
(2011) and Gorbani (2011) state, less emphasis is given to L2 lissrdngronunciation
(i.e., English pronunciation) in public high schools in Iran since, alsanbard (2008)
points out, a close look at the syllabus for English in public sshnodfan shows that
pronunciation does not seem to be considered as one of the most impoltsafardkigh

school students to master to attain a satisfactory English language awrepete

Procedures

In order to collect data for this study several steps wakent First, a proficiency
placement test, developed by Lesley, Hansen & Zukowski/Faust (200&3,
administered to 103 lIranian EFL learners in Tolue language imstitut Pavenh,
Kermanshah in order to select a homogenous group in terms of language profigency, a
was thought too much variability in language ability in the particgpavith different
levels of L2 proficiency might appear as an intervening or, permapderating variable,
which was not the focus of the study. The test included 20 multipleetistening, 20
multiple-choice reading and 30 multiple-choice language use itemsedBan the

proficiency scores, 50 EFL learners, whose scores were betl2e28, were selected
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from the larger sample. Following the scoring guidelines bsldyeet al. (2005), the

scores 12-23 (i.e., rating 3-4) were considered as the low intextedelvel. The reason

why low intermediate-level learners were selected wds|E&rners' perceived needs for
pronunciation improvement at the lower level of language proficidmesed on a small-

scale informal needs analysis study conducted by the head o&rpeabe institute

(through observations of classes and interviews with EFL tegche the language

institute in 2010.

Second, a test of pronunciation was designed to measure particjamshciation
ability before and after the instructional input of the study. tEseconsisted of 60 items.
The list of items included frequently used words suchids, sit, again, cook, thick, then,
go andthere,selected from the participants' English language teaching)(Blaterials.
The scores of the test ranged from 0 to 60, with each itemvimgedne mark for
accurate pronunciation, assessed according to Received Pronunciaoin@ish
Pronunciation) or, in Roach's (1983) words, the pronunciation used by most ansouncer
and newsreaders on national and international BBC broadcasting chalsmdkoach
states, RP "has always been chosen by British teacherscto fteaign learners”. In
addition, it "has been mostly fully described and has been gsie dasis for textbooks
and pronouncing dictionaries" (p. 5). Meanwhile, following Bachman (1990yatidity
of the pronunciation test was accounted for through checking both tetbpi@ment and
test use, particularly investigating the table of test spatifins, by two Iranian assistant
professors who were non-native speakers of English, but had adequate knosfledge
English phonetics and phonology and were considered as experts in thefarea
pronunciation.

Third, the pronunciation test thus developed was piloted on 10 EFL femateadad
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participants who were similar to the main participants of thiglys to check the
suitability of words, instructions, and scoring procedure. The resuheopilot study
confirmed the desirability of the pronunciation test. Fourth, the pronuntitdst was
used as a pretest in order to investigate the participants' promumcadoility. The
participants were asked to pronounce the words presented to them. lporgbse of
scoring, their voices were recorded in the laboratory where thevéessconducted and
then were evaluated for accuracy by two native speakers oflBEtglish, who were
language teachers and had an adequate knowledge of phonetics. Fifth, teursatkeat
the data obtained from the scoring by the two native speakers aresistent, the inter-
rater reliability was obtained, which was found to be above .90 (r = .94120,
.05). Therefore, there was a high level of inter-rater correlatmmmensurate with the
requirements for reliable scoring by Larson-Hall (2010). However, tivee raters
disagreed on four participants' total scores. As a result, they agsked to evaluate the
data obtained from these four participants again to reach an a&greeAfter an
agreement was reached, their scores were included in the datasanalysi

Sixth, the participants of this study were randomly divided into twapy to receive
the treatments of the study. One group (n= 25) received the instractonding to the
intuitive-imitative approach and the other group received the instruaticording to the
analytic-linguistic approach to teaching pronunciation (henceforth, aitmeef group,
who receivedntuitive-imitativeinstruction, is called Il group and the latter who received
the analytic-linguisticinstruction, is called AL group). Both groups received instruction
for 15 sessions, with each session lasting 20 minutes, 3 days eakh Tweenake
comparison between the two groups possible, the focus was on RP English praomynciat

with which the instructor was familiar and which provided the tanfiéeaching in both
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groups. The instruction in the Il group mainly consisted of listeningh&o words,
including the ones which consisted of the sounds under study, and trying ito thneénm
as carefully as possible. The focus was on practice by meaastabe recorder.
Repetition drills were also used. The instruction in the AL group statsiof the place
and manner of the articulation of the sounds in plain language. The fesusrwthe
presentation and analysis of the features of the sounds; featufeaswwicing, lip
rounding, and lengths were explained in English and, whenever necessBgrsian.
Phonemic charts, diagrams, finger tips to feel vibration of the walds, and elastic
bands to illustrate vowel length were used. Table 1 displays bti@flatory descriptions
of several English sounds as they were used in the AL group (Hge20€0 and Roach,

1983 for the description of sounds).

Table 1

Articulatory Descriptions of Several English Sounds Not Existing in Persian

Sound Example Articulatory Descriptions

thin, teeth, Thursday, health| The tongue is placed between the teetlh or
thousand, think inside of the teeth, with the tip touching
the inside of the lower front teeth and the
blade touching inside the upper teeth.
The air escapes through the gaps between

the tongue and the teeth.

o) these, this, then, they, there| It is like / /, but the vocal cords vibrate

there and muscles of vocal tract are less tense.

sink, tank, sing, hang, hang,| The back of the tongue is raised againgt

p—=

long the soft palate. Closure takes place ang

air escapes through the nose.
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w wheel, weak, want, walk, whyThe back of the tongue is raised and ligs

wear are rounded. It is like a quick vowel.

@ better, banana, about, paper,The center of the tongue is between th

U

nation, the half-close and half-open positions. Lips

are relaxed, and naturally spread.

3: girl, word, bird, shirt, her, The center of the tongue is between th

U

serve half-close and half-open positions. Lips

are relaxed, and neutrally spread.

e hair, pear, there, care, wear, The lips remain neutrally open. The
chair, where sound begins with the same vowel soupd

as the /e/ in 'get’, and then it becomes

shorter and quieter.

Seventh, after the instructional input of this study was given,atime gronunciation
test was administered to both Il and AL groups as posttestadmfit whether their
pronunciation performance had improved significantly. The posttesessgered by one
of the original scorers (i.e., one of the native speakers adisBhgFinally, t-tests were

run through SPSS to answer the research questions of this study.

Results

To achieve the aims of this research, the EFL learnersgtras well as their posttest
scores along with their age records formed the basic foundatiaizafnalysis. Before

answering the first research question, the learners’ perfm@saon the pretests were
analyzed in the Il and AL groups. Hence, an independent-satrgigiswas employed to

investigate the homogeneous nature of the pretest scores. Tist pred® score of the Il

group was 27.80 and pretest mean score of the AL group was 28.20. Accordaigeo
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2, the learners in both groups did not show any difference in their grpediormance in
the pretests. In other words, there was not any significant differen the pretest
performances concerning the type of assigned gro8) = -.264 p = 0.793). This
further highlights the homogeneous nature of the collected dathesmoe its reliability

for further stages of analysis.

Table 2

T-Test on the Pretest Scores of the Il and AL Groups

Levene's Test for | T-test for Equality of Means

Equality of

Variances

F Sig. T df Sig.
Equal variances 0.156 0.695| -0.264 48 0.793
assumed
Equal variances not -17.56 | 67.07 0.000
assumed

Following this preliminary stage of analysis, a paired-sanyést was conducted to
evaluate the impact of instruction, in general, on the learners’ pr@tiam performance.

As Table 3 displays, there was a statistically significaotease in the scores from the
pre-instruction condition (Mean = 28.00, Standard deviation = 5.31) to the post-
instruction condition (Mean = 50.66, Standard deviation = 5289) = 30.4, (p <
0.05). In addition, the eta squared statistic (i. e., the effectofitlee treatment) was
found to be 0.94, indicating a large effect size for the instructioimproving the
learners’ pronunciation ability. That means that the pronunciatidruat®n, in general,

improved the participants' pronunciation ability.
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Table 3

T-Test on Pretest and Posttest Pronunciation Scores

Paired Differences

Mean | Std. dev.| Std. Error
Mean

t df | Sig. (2-
tailed)

Pretest-Post tesf] 22.66 5.27 0.74 30.40 49 0.000

To answer the first and second research questions of this stbayy concern the
effectiveness of intuitive-imitative and analytic-linguistictmstions on the participants'
pronunciation performance, two separate patregbts were conducted. The fitstest
was conducted on the pretest and posttest scores of the Il groube @aatdnd-test was
conducted on the pretest and posttest scores of the AL group. As Hiaevg, for the II
group, there was a statistically significant difference he pretest (Mean = 27.80,
Standard deviation = 5.54) and posttest scores (Mean = 47.12, Standard deviation = 4.35),
t (24) = 24.10 (p < 0.05). The eta squared statistic (i. e., the effect size dfehgnent)
was found to be 0.96, which was indicative of a large effect size for the intuititaiuai
approach. Similarly, the significant effect of analytic-lingjic approach appeared in the
differences between pretest (Mean = 28.2, Standard deviation = BdL@psitest scores
(Mean = 53.88, Standard deviation = 3.35)24) = 27.39 (p < 0.05). The eta squared
statistic was found to be 0.97. Based on the eta squared magnitude {ti9Tatter
approach could account for more than 97 percent of the variances in therdea

performance.
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Table 4

T-Test on Pretest and Posttest Pronunciation Scores in the Il and AL Groups

Paired Differences
Mean | Std. dev. EStd. ¢ of Sig. (2-
fror tailed)
Mean
Pretest-Posttest
Intuitive-Imitative 19.32 4.00 0.80 24190 24 0.00
(I1G)
Pretest-Posttest
Analytic- 25.68| 4.68 093 | 2739 24 0.00
Linguistic (ALG)

In order to answer the third research question of the study, wahicitended to see
whether there is any significant difference between thetsftdantuitive-imitative and
analytic-linguistic approaches in teaching the pronunciation of souhidé Wo not exist
in Persian, an independetatest was conducted on the pronunciation posttest scores of
the Il and AL groups. The results are reported in Table 5. As BatlEmonstrates, the
variances of the differences in the mean scores were equak égual variances were
assumed for thetest analysis. According to Table 5, there was a signifidéfierence in
the scores of the Il group (Mean = 47.12, Standard deviation = 4.35haml_tgroup
(Mean = 54.20, Standard deviation = 3.3548) = 6.44p < 0.05). Such a difference
actually favored the analytic-linguistic approach with a higmexan score and lower
standard deviation of the recorded scores. Meanwhile, Eta squatisticst@as 0.46,

indicating a large magnitude of the differences in the means.
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Table 5

T-Test on the Posttest Scores of Il and AL Groups

Levene's Test for | T-test for Equality of Means

Equality of

Variances

F Sig. T df Sig.
Equal variances 3.173 0.081| 6.442 48 0.000
assumed
Equal variances not 6.442 45.07 0.000
assumed ' 4 '

To answer the fourth research question of the study, which is intemdee whether
the age of EFL participants makes a significant differemceeach approach to
pronunciation, independettests were conducted on the posttest scores obtained from
each group in the study (intuitive-imitative and analytic-lisga). The recorded scores
were examined with respect to the respondents’ age across two gfdl®46 and 17-
20 years, as reported in Table 6. The reason behind this age esgethe suggestion
made by Lund (2003) as to the impossibility of achieving a nearenptbnunciation in
the new language after the age of 15 or 16, no matter how motivaedan is or how
favorable his or her access is to hearing and using the langliag results then
accounted for the degree to which each age group outperformed theuotleerthe
influence of the two specific approaches. Based on the resultsble athere was a
statistically significant difference in the performancenssn the younger (Mean = 49.20,
Standard deviation = 3.68) and the older participants (Mean = 44.00, iStaledaation

= 3.36) when the intuitive-imitative instruction was carried o(23) = 3.57 (p < 0.05).
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The magnitude of the differences in the means was largsdqetaed = 0.35). Also, the
participants in the analytic-linguistic approach recorded a sigmifidifference in their
mean posttest scores in both 13-16 (Mean = 52.67, Standard deviation =n2.89)20
age groups (Mean = 56.50, Standard deviation = 2tZ8) = 3.33 (p < 0.05). The eta
squared statistic (0.32) again proved a large effect size. dingty, age was found to
be a significant factor in the records of effectiveness for haihitive-imitative and

analytic-linguistic approaches.

Table 6

T-Test on the Posttest Scores between Two Age Groups

T-test for Equality of
Means

Age Method/Group N | Mean

t df Sig.
(2-tailed)

13-16 Intuitive- Imitative | 15 | 49.20

3.57| 23 0.002

17-20 (I 10 | 44.00
13-16 T .
Analytic-Linguistic | 15 | 52.67 3.33| 23 0.003
17-20 (AL) 10 | 56.50
Discussion

Achieving good pronunciation is not easily accomplished by alhé&arof a foreign

language. For that reason, careful attention should be directeddt@s@munciation
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teaching. Despite reluctance displayed by some languagieetsalearners place a high
value on instruction in pronunciation, as reported in some studies, poimtirey t
contradiction between teachers' and the learners' views on prdmmciaaching
(Edwards, 1992, cited in Barrera Pardo, 2004; Madden & Moore, 1997; Vitanova &
Miller, 2002). However, not all teaching methods are equally effeébr L2 learners. In
addition, as Derwing and Munro (2005) point out, pronunciation is a mulecet
experience affected by personal, social, and psychological varialblech make its
learning so complex. That is why in the search for a more $lomng pronunciation
teaching method, age, as a personal factor, has been seledtatiended to in a sub-part
of the present study. That is, keeping the personal differencesnd, attempts have
been made to introduce a more promising approach in pronunciation teaching i
course of this research.

One of the major lines of current research development concernesstieeof the
effectiveness of instruction as a whole. When the participant®rpamces on the
pretest and posttest were analyzed irrespective of the typstnfdation or treatment, the
results, as reported in Tables 2 and 3, indicated the contribution oé#teénts of this
study to the participants' state of knowledge. In other words, ivgugnd analytic
approaches are among the effective approaches that can lead to sometrsorgefin the
earlier state of knowledge. This further highlights the asseconcerning the enhancing
impact of pronunciation teaching in EFL classrooms, no mattechwtarticular variety
of English (i.e., American, British, etc) is selected. As with findings of Derwing,
Munro and Wiebe (1998), who found that both instruction in segmental accamdcy
instruction in prosodic features would lead to improved pronunciation, thetsresul

reported here should help to dispel the doubts of those teachers whopdieakkéout
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the value of pronunciation teaching.

As to the first research question of the study, the method tw@in'lend repeat’ seemed
effective in altering the learners’ current state of knogke toward the better. In the
intuitive-imitative instructive group, the teacher or the recordamed success in
promoting the learners’ recognition and production of English soundswdwla, and
non-existent English sounds in Persian in particular. The intuitivitire approach
helped to improve the participants' pronunciation of sounds including consonaets, pur
vowels, diphthongs and one semivowel which seem to be often difficultaimiah EFL
learners to master. Thus, according to the results obtained intubig ¢he first null
hypothesis of this study is rejected. The second researchioguess intended to
examine the effectiveness of the other approach to teaching praraméiz., analytic-
linguistic). Similarly, the influence of explicit intervention&di describing articulatory
complexities such as place and manner of articulation showed facsighimprovement
in the EFL learners’ pronunciation performance. Accordinglysteond null hypothesis
is rejected, too. The above findings support the results of the syuBwliimke-Ramos
and Delatore (2011, who investigated the effect of training (i.ecep@on activities
without explanation) and training allied to instruction (i.e. explanatif target sounds)
on the English interdental fricatives in a Brazilian context.hBstudies indicate that
intervention programs can be useful and improve speech intelligibility.

The third research question sought to examine the differenceenetive effects of
intuitive-imitative and analytic-linguistic approaches to pronuiamatteaching. As
pointed out in the results section, these approaches significaifélsediin terms of their
degree of impact, with the analytic-linguistic approach taking the lead. ffaredtly, the

explicit analytic nature of the analytic-linguistic approappeared to provide a higher
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state of effectiveness with respect to the L2 learners’agssirknowledge condition. The
practical nature of this latter approach, in general, looks to be more promisutfgling
the participants' needs with respect to pronunciation. Despite fféstieeness in
promoting the L2 learners’ production attempts, the intuitive-imitatpproach lagged
behind the analytic-linguistic approach in improving the participgntsiunciation of the
sounds under study when the age factor was not taken into accounts,Tihate was
overall support for 'teacher explanation' as activities in thé/tasxinguistic approach.
The mere repetitive nature of this sort of teaching, even thdiegtiee, did not appear
much in line with the L2 learners’ general needs in achiegowy pronunciation, hence
their lower pronunciation improvement. Accordingly, the third null hypothesigesteel,
too. The above results support the findings by Catford and Pisoni (1970) about t
effectiveness of systematic production training versus autoroapiacity to listen and
imitate sounds. Their results indicated that auditory methods signéficantly less
effective than teaching pronunciation by means of systematicatiph of articulatory
phonetic knowledge. Furthermore, the results of this study agteeRuhmke-Ramos
and Delatore (2011), who found out that training combined with instrutgiwhto be a
more effective tool to improve learners’ perception than trainiogeain pronunciation
classes. However, the results of this study are different fRuhmke-Ramos and
Delatore's (2011) findings in that the changes from the prdtegtssttests in their two
methods were not enough to reach any statistical significancehéutesults of the
present study demonstrated statistical significance for thegelsdrom the pretests to the
posttests as well as the effect of the analytic-linguiegthod as opposed to the intuitive-
imitative one. Thus, instruction and explanation about target sounds cardepsbtwart-

term improvement and facilitate L2 learning.
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In the last research question, the effect of age as a plevsoiadle was specifically
put under investigation. In the present study, age turned out to be an importarwif&ctor
respect to both pronunciation instruction approaches. In line with therestrldies (see
Lund, 2003; Senel, 2006; Yates & Zielinski, 2009), the younger and older learners
attained different rates of success when the two differerttadst(intuitive-imitative vs.
analytic-linguistic) were applied. Possibly due to certain negrcél, sociocultural,
psychological or physical differences between two age groups -6 1&8nd 17-20,
different training priorities were observed. The imitation-bassttuction appeared more
effective in the case of young (13-16) learners. Lackingaeffi knowledge to use in
analytic attempts, the younger learners were positivelytafiday the intuitive-imitative
approach, improving their ability to accurately pronounce certaisou®ds (i.e., British
English sounds). Thus, the advantage that younger students seem to have is tizatethey
an ability to replicate pronunciation extremely well, which imtputs many Iranian EFL
teachers at a disadvantage in classrooms in schools since Hasargeare almost never
native speakers of English and learn English intensively ich&araining universities
after the age of 18 in order to be employed as English teathpublic schools. Unlike
the younger participants, the older participants (17-20), as saedd®gt higher mean of
their performance, favored the linguistic-based method of instrudtn other words, the
analytic-linguistic approach was significantly effective agahe older participants,
helping them to establish new phonetic boundaries. The higher state déégewn this
latter group paves the ground for positive reactions to this spegifitytic training
approach.

The findings of this study could enrich the literature in the afesecond language

acquisition development. In general, children learn L1 pronunciation batiomi which
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sometimes remains the basic technique in the course of lgdh@rsound system of the
L2 by adults. However, as Brown (2005) states, due to the ranigrééct mimics, most
adult learners appear to successfully benefit from linguigsptaeations about the sounds
with which they have difficulty. The findings of this study ameline with what Brown
claims to be true. Also, similar to Catford and Pisoni's (1970)esigm, a scientific
knowledge of articulatory phonetics is a positive aid to languagbdes, enabling them
to lead their students step by step into the correct pronunciatiamweajri sounds; the
application of phonetic knowledge by the teachers can empower thatsttogick up
some knowledge of phonetic theory by experiencing phonetic actiuiti¢seir own
vocal tract. Hence, it is suggested that L2 educators and tedehee some room for
pronunciation teaching in the course of L2 teaching. It is spdbjfipeoposed that they
sometimes develop analytic-based pronunciation training sessiondgséo learners'
awareness of areas of their deficiency since, as Sharwoodch Saf81) states,
consciousness and awareness raising are sometimes import2raéquisition/learning.
Also, the value of "systematically and explicitly incorporgtia pronunciation sub-
syllabus within the overall syllabus™ of L2 learners has been esizgllaby Couper
(2003, p. 53). Furthermore, it might be helpful for L2 practitioners tarlglespecify
either intuitive-imitative or analytic-linguistic approaches fyoung learners' and adult
learners’ classes, with the purpose of achieving higher ratsgcgess in the learners’
pronunciation performance. In addition, the results of this study ithptyit is better to
have a pronunciation approach which is in line with L2 learners' styksarning. With
the advent of learner-centered approaches, L2 teachers haespbagibility of training
L2 learners in a way which corresponds with their learning.pas to the field of

materials development, L2 materials developers should keep in minthéhaype of
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pronunciation materials should not necessarily be the same fgeafjraups to improve

speech intelligibility.

Conclusion and Limitations
The significant role played by accurate pronunciation in suadbssfonveying our
intentions and meanings cannot be disregarded in the course of ctaosskcul
communication. Knowledge of grammatical rules and the lexicaksityeof a foreign
language, even though important, do not necessarily guarantee snao@ssnunicative
attempts. According to a number of researchers and writgys (&lce-Murcia, 2000;
Celce-Murcia et al.,, 1996; Morley, 1991; Yates & Zielinski, 2009), #ueurate
pronunciation of foreign language utterances, which makes foreigndgagearners
intelligible in speaking (i.e., easy to understand) to native and nearsgieakers of the
language, is also considered important, no matter which variéanp@ifiage is used in the
act of communication with others. "Good pronunciation will be understood &vesyi
make errors in other areas, while those with unintelligible pronuoiatill remain
unintelligible, even if they have expressed themselves using ensex vocabulary and
perfect grammar (Yates & Zielinski, 2009, p. 11). Thus, there has been eftont to
introduce pronunciation into the English L2 curriculum in recent yeaskc¢cMurcia et
al., 1996; Couper, 2003; Morley, 1994; Pennington, 1994). However, a related question
which remains substantial in L2 learning concerns the way to impaogeiage learners’
pronunciation. The necessity for a different instructive approachgaesa mere focus
on imitation and automatic perceptions, was the focus of this study.

The present study was developed to contribute to the existingulitean L2 learning.

Through this attempt, two different training approaches wermieea with a close look
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at age factor as one of the possible moderating variables ircdbrse. The results
obtained from this study show that pronunciation ability can improve dhrou
intervention training instructions, highlighting the inclusion of formabnpnciation
teaching in the L2 curriculum. Also, the results obtained in thidyshave indicated the
more effective nature of an analytic-linguistic approachhenvthole. As Fraser (2006)
points out, L2 teachers frequently employ an imitative approach tovpaodsinciation
regardless of the age of the learners, trying to apptpioestrategies with respect to the
learners’ needs in their classes. This view is not rejectethisystudy, yet a more
scientific account of the issues would be more acceptable among L2 learndessafie
L2 teachers may know intuitively how to teach pronunciation, most neag s0me
formal training in how to teach pronunciation analytically and ssfodly so that L2
learners can benefit more.

In addition to a scientific treatment of the pronunciation teactppgoaches, there are
other moderating variables, such as age, exerting influence on chasiuge effective
approach to teach pronunciation. The results of this study have indicated thge:ryauch
older learners need different pronunciation teaching approachesyolinger state of
knowledge span suggests imitation-based training techniques as ingpitiwedfield. For
older participants, an analytic account of pronunciation teaching pitsveggnificance.
By implication, a knowledge-based decision in terms of the most usedfghing
approaches for certain age groups would be of a crucial role in atiening the classes.
This advantage also keeps the L2 learners interested and prowawesfie achieving
good pronunciation levels.

In the course of this study, there were several sourcesitdtlon which exerted some

effects in restricting the progressive nature of the findingsoRerthing, this study was
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limited to low intermediate-level EFL learners, so the issuaeak generalizability of
findings to other levels of language ability needs to be considarselcond limitation of
this study relates directly to an accessibility issueemms of the participants. It was
found to be extremely difficult to find an appropriate number of stsd@nbrder to
have a random selection out of a larger population. In the third pladeagon of the
oral and aural skills and components of the language is not freetaincimitations.
Factors such as subjectivity and impossibility of including a samabus assessment of
all sounds might affect the accuracy of decisions and the concluetimgrks. Finally,
some aspects of-thgronunciation (i.e. tensing or laxing vowels) may be extremely
difficult for listeners, even native speakers, to recognize ierarites. Thus, a little
uncertainty still exists about the degree of reliability of theta on pronunciation,
including the assessment of participants' pronunciation by the ratédre present study.

Thus we must be cautious about making strong generalizations from these findings.

References

Asher, J. (1977).earning another language through actions: The complete teacher's
guidebook Los Gatos, CA: Sky Oaks Productions.

Bachman, L. F (1990Fundamental considerations in language testi@gford: Oxford
University Press.

Barrera Pardo, D. (2004). Can pronunciation be taught? A review of research and

implications for teachingRevista Alicantina de Estudios Ingleses,317-44.

121



Benrabah, M. (1997). Word-stress: A source of unintelligibility in Engliglernational
Review of Applied Linguistics, @, 157-165.

Brinton, D., Goodwin, J., & Celce-Murcia, M. (2006). The common core, intelligibility,
and pronunciation standards: What pronunciation specialists tBpd&k out36(1),
26-32.

Brown, H. D. (2000)Principles of language learning and teachif@gh ed.). White
Plains, NY: Addison Wesley Longman, Inc.

Brown, H. D. (2005)Teaching by principlesAn interactive approach to language
pedagogyEnglewood Cliffs, NJ: Prentice Hall Regents.

Canale, M., & Swain, M. (1980). Theoretical basis of communicative approaches to
second language teaching and testApplied Linguistics, 11-47.

Catford, J., & Pisoni, D. (1970). Auditory vs. articulatory training in exotic sounds.
Modern Language Journal, 5477-488.

Celce-Murcia, M. (2000). Teaching pronunciation as communication. In J. Morley (Ed.)
Current perspectives on pronunciati¢m 105). Washington DC: TESOL.

Celce-Murcia, M., Brinton, D. M., & Goodwin, J. M. (1998eaching pronunciation: A
reference for teachers of other languagéambridge: Cambridge University Press.

Celce-Murcia, M., Brinton, D. M., Goodwin, J. M., & Griner, B. (20ID3aching
pronunciation: A course book and reference guidambridge: Cambridge University
Press.

Champagne-Muzar, C., Schneiderman, E. I., & Bourdages, J. S. (1993). Second language
accent: The role of the pedagogical environmierernational Review of Applied
Linguistics 31, 143-160.

Couper, G. (2003). The value of an explicit pronunciation syllabus in ESOL teaching.

122



Prospect18(3), 53-70.

Dalton. D. (2002)Sometechniques for teaching pronunciatidRetrieved May 1, 2002
from: http://iteslj.org/techniques/ Dalton- pronunciation.html

Derwing, T. M., & Munro, M. J. (1997). Accent, intelligibility, and comprehensibility:
Evidence from four L1sStudies in Second Language Acquisition,1t26.

Derwing, T. M., & Munro, M. J. (2005). Second language accent and pronunciation
teaching: A research-based approddbSOL Quarterly39(3, 379-397.

Derwing, T. M., Munro, M. J., & Wiebe, G. (1998). Pronunciation instruction for
“fossilized” learners: Can it help®pplied Language Learnin@, 217-235.

Derwing, T. M., & Rossiter, M. J. (2002). ESL learners' perceptions of their
pronunciation needs and strategtggstem, 30155-166.

Ellis, R. (1990)Instructed second language acquisiti@xford, UK: Basil Blackwell
Ltd.

Ellis, R. (1994) The study of second language acquisitiorford, UK: Oxford
University Press,

Flege, J. E. (1992). Speech learning in a second language. In C. A. Ferguson & C. Stoel
Gammon (Eds.}?honological development: Models, research, implicatiqps 565-
604). Timonium, MD: York Press.

Fraser, H. (2000). Coordinating improvements in pronunciation teaching for adult
learners of English as a second langu@gamberra: DetyANTA Innovative Projelt

Fraser, H. (2002, Octobefhange, challenge, and opportunity in pronunciation and
oral communicationPaper presented at the English Australia Conference, Canberra,
Australia.

Fraser, H. (2006). Helping teachers help students with pronunciation: A cognitive

123



approachProspect: An Australian Journal of TES(11, 80-94.

Gilakjani, A. P., & Ahmadi, S. M. (2011). The impact of authentic listening materials on
Iranian EFL learners’ English listening comprehensidre Iranian EFL Journal, (8),
157-165.

Gorbani, M. R. (2011). The impact of phonetic instruction on Iranian students’ listening
ability enhancemenfsian EFL Journal, 5@), 24-35.

Graddol, D. (2006)English nextLondon: British Council.

Hall, S. (1997, March)ntegrating pronunciation for fluency in presentation skills
Paper presented at the meeting of the Teachers of English to Speakers of Other
Languages, Orlando, USA.

Henning, W. A. (1964)Phoneme discrimination training and student self-evaluation in
the teaching of French pronunciatiodnpublished doctoral dissertation, Indiana
University, Indiana.

Hockett, C. F (1972). Learning pronunciation. In K. Croft (EHdgadings on English as
a second languagg. 68).Cambridge, MA: Winthrop Publishers.

Jacobs, B. (1988). Neurobiological differentiation of primary and secondary @gua
acquisition.Studies in Second Language Acquisition,30B—338.

Jahangard, A. (2008). Evaluation of EFL materials taught at Iranian public highsschool
Iranian EFL Journal, 131-49.

Kelly, G. (2000).How to teach pronunciatiorMalaysia: Pearson Education Limited.

Krashen, S. D. (1988rinciples and Practice in Second Language Acquisitiew
York: Prentice Hall Regents.

Krashen, S. D., & Terrell T. D. (1983)he natural approach: Language acquisition in

the classroomHayward, California: Alassany Press.

124



Larson-Hall, J. (2010)A guide to doing statistics in second language research using
SPSSNew York: Routledge.

Leather, J., & James, A. (1991). The acquisition of second language spegitds in
Second Language Acquisition, B85-331.

Lee, S. T. (2008)Teaching pronunciation of English using computer assisted learning
software: An active research study in an institute of technology in Taiwan
Unpublished masters’ thesis, Australian Catholic University, Victoria, Aliestr

Lenneberg, E. H. (1967T.he biological foundation of languageew York: John Wiley
& Sons.

Lesley, T., Hansen, C., & Zukowski-Faust, J. (200Bjerchange & passages:
Placement and evaluation packag€ambridge: Cambridge University Press.

Lund, K. (2003) Age and accenRetrieved June 6, 2011, from

http://inet.dpb.dpu.dk/infodok/sprogforum/Espr26/Lund-eng.PDF

Madden, M., & Moore, Z. (1997). ESL students' opinions about instruction in
pronunciationTexas Papers in Foreign Language Educat{t), 15-32.

Marinova-Todd, S., Marshall, B., & Snow, E. C. (2000). Three misconceptions about age
and L2 learningTESOL Quarterly, 34), 9-34.

Morley, J. (1991). The pronunciation component in teaching English to speakers of other
languagesTESOL Quarterly25, 481-520.

Morley, J. (1994). A multidimensional curriculum design for speech pronunciation
instruction. In J. Morley (EdRronunciation pedagogy and theory: New ways, new
directions(pp. 64-90). lllinois: Pentagraph Print.

Munro, M. J. (2008). Foreign accent and speech intelligibility. In J. G. Hansen Edwards,

& M. L. Zampini (Eds.).Phonology and second language acquisi{jop. 193-218).

125



Amsterdam: John Benjamins.

Munro, M. J., & Derwing, T. M. (1995). Foreign accent, comprehensibility, and
intelligibility in the speech of second language learrieaaguage Learning, 453-97.

Naiman, N. (1992). A communicative approach to pronunciation teaching. In P. Avery &
S. Ehrlich (Eds.)Teaching American English pronunciati{pp. 163-171). Oxford:
Oxford University Press.

Nakashima, T. (2006)ntelligibility, suprasegmentals, and L2 pronunciation instruction
for EFL Japanese learnerRetrieved November 3, 2011 frofittp://libopa.fukuoka-
edu.ac.jp/dspace/bitstream/10780/14/1/1003.pdf

Nunan, D. (1999)Second language teaching & learnir@pston: Thomson Publishing.

Pennington, M. C. (1994). Recent research in L2 phonology: Implications for préctice.
J. Morley (Ed.)Pronunciation pedagogy and theory: New ways, new direc{mms
92-107). lllinois: Pentagraph Print.

Roach, P. (1983)English phonetics and phonology: A practical couGambridge:
Cambridge University Press.

Ruhmke-Ramos, N. K., & Delatorre, R. (201The effects of training and instruction on
the perception of the English interdental fricatives by Brazilian EFL learners
Retrieved June 6, 2011 from

http://www.abralin.org/abralinl1l_cdrom/artigos/Nadia_Ramos.pdf

Scarcella, R., & Oxford, R. L. (1994). Second language pronunciation: State of the art i
instruction.System22(2), 221-230.

Schmitt, N. (Ed.) (2002)An introduction to applied linguistickondon: Oxford
University Press.

Senel, M. (2006). Suggestions for beautifying the pronunciation of EFL learners in

126



Turkey.Journal of Language and Linguistic Studie€l)2111-125.
Sharwood Smith, M. (1981). Consciousness-raising and the second language learner.
Applied Linguistics2, 159-169.
Suenobu, M., Kanzaki, K., & Yamane, S. (1992). An experimental study of intelligibility
of Japanese Englismternational Review of Applied Linguistics,(3) 146-153.
Vitanova, G., & Miller, A. (2002). Reflective practice in pronunciation learnlingp
Internet TESL Journal,(®). Retrieved November 10, 2010, from

http://iteslj.org/Articles/VitanovaPronunciation.html.

Wong, R. (1993)Teaching EFL pronunciation: Why, what and hoRétrieved March
26, 2011 from http://www.creativeproed.com/teaching/teaching-efl-pronunciation
why-what-and-how/index.html

Wrembel, M. (2001). Innovative approaches to the teaching of practical phohedica.
Maidment & E. Estebas-Vilaplana (Ed$jje Proceedings of phonetics teaching &
learning (pp. 63-66). London: UCL.

Yarmohammadi, L. (1969). English consonants and learning problems for Iranians: A
contrastive sketclTESOL Quarterly, 3231-236.

Yates, L., & Zielinski, B. (2009)Give it a go: Teaching pronunciation to adults.
Sydney: The AMEP Research Centre

Zielinski, B. (2003)Intelligibility in speakers of English as a second langué&tgrieved
November 3, 2011, from

http://www.englishaustralia.com.au/ea conference03/proceedings/pdf/04KiRsKie

-pdf

127



ASIAN
EF

v k -
l() L_.] I{N!\ l. g Tha EFL Prafesslomal's Weitten Forus

Investigating EFL Learning Strategy Use, GEPT Perfomance, and
Gender Difference among Non-English Major Sophomor

at a Technological University

Chuen-Maan Sheu, Pei-Ling Wang, and Lina Hsu

National Kaohsiung University of Applied Sciences, Taiwan

Bio Data:

Chuen-Maan Sheu is currently an assistant professor at Natioolagikiag University of

Applied Sciences in Taiwan. She has been teaching EFL Readilgy Bistening and

Speaking, Writing and Project for twenty years. Her chief rebeaterests include EFL
learners’ learning strategy use and effects of learniregegly instruction, effects of
remedial courses, and ESP.

Dr. Pei-Ling Wang received her Doctorate in bilingual edoecatirom Penn State
University in the USA. She is currently an associate profedsdlational Kaohsiung
University of Applied Sciences in Taiwan, where she teachasesin English reading
and writing. Dr Wang’'s chief interest is investigating tHatren between student
cognitive styles and foreign language learning.

Lina Hsu is an associate professor at Applied Foreign Languagestihent of National
Kaohsiung University of Applied Sciences in Taiwan. She currentlght=a English
writing, English speaking and listening, and some literary courses.

Abstract

This study investigated the overall English learning stratesgy listening proficiency
and gender difference among 2BBL non-English major sophomores at a technological
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university Language learning strategies were measured through Yar@92)(Chinese
version of the Strategy Inventory for Language Learning (BlListening proficiency
was measured by using one unit of intermediate-level listerongpiehension of the
General English Proficiency Test (GEPT). The findings of 8tiedy were: (1) the
students were medium-level strategy users (M= 2.90); (2) thedney of the strategies
used ranked in the order of compensation (M=3.17), affective, socia aoghitive,
memory and cognitive (M=2.72), and students used significantly momedhdirategies
than direct strategies; (3) high achievers of GEPT reported wsaich of the six
subcategories of strategies significantly more frequently tban achievers; all six
subcategories of strategies as well as overall strategies significantly correlated with
the GEPT listening test scores; (4) females used moredgadearning strategies than
males; and (5) regarding all participants, significant gewidférences were found in
memory and affective strategies, with females surpassingsimait no significant gender
difference was detected only among the high performing group. Timelsegs provide
evidence that EFL learners need strategies in language Igaanioh proficiency may be a
more important factor than gender related to strategy choice and use.

Keywords: Language learning strategies, gender difference, GEPT, proficiency

Introduction

Reports of international and domestic standardized test resudst risfe poor English
performance of Taiwanese students of general and technologicatsities. According

to the 2010 Educational Testing Center report on Asian college stugerft/mance
from 2007 to 2009 on the Test of English as a Foreign Languagm@er-Based Test
(TOEFL-CBT), Taiwanese students ranked' Hnong 30 Asian countries, behind those
from South Korea and China. The British Council's 2006 report on perfoemrankings

of the International English Language Testing System) (IELpBted Taiwanese
students at 17 among 20 Asian countries. The Cambridge ESOL 2010 reported that
Taiwanese students’ IELTS performance lagged behind that ofatests from Hong

Kong, Japan, Vietham, Thailand, and Korea, and was only margialaigd of those
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from China.

Besides, the Taiwan-based General English Proficiency G&RT) developed by the
Language Training and Testing Center (LTTC) showed that afeese technological
university students had poorer English proficiency than generalrsitivstudents. The
LTTC-GEPT is widely used in Taiwan by government institutigmis;ate enterprises and
schools as admissions, placement, or graduation criterion. About 3.70 million people have
taken the test since its inception in the year 2000 (LTTC, 2010).

GEPT, a five-level (elementary, intermediate, high-intermediate, eedaand superior)
English proficiency test, measures four language skillenisg, reading, writing, and
speaking. The elementary level is a level that junior high scliadligtes are expected to
achieve, and the intermediate level is for senior high school dgesdt@m reach. Each
level of the test is administered in two stages. Examinees$ pags the stage one of
listening and reading comprehension tests before proceeding taglee\wo of speaking
and writing tests. According to the latest 2008 regulation, the sotak for listening
comprehension and reading comprehension is 120 points for each and thg pes®En
for the preliminary test has to be 160 points in the sum total éthotvest passing score
of 72 points for either the listening comprehension or the reading chersien test.
The passing score for the writing and the speaking test is 70 apair86 respectively
(LTTC, 2010).

Score Data Summary for 2009 GEPT Elementary-Level in the 201C IAfinual
Report indicated that the technological university students hadex passing rate than
student groups from general universities and above, junior collegesalgeigérschools,
vocational high schools, and junior high schools. Besides, Score Data 8ufan2008

GEPT Elementary-Level in the 2009 LTTC Annual Report showed that in both Stage On
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Listening and Reading Tests and the Stage Two Writing and Spe&#sts, the passing
rate of technological university students was only 32%, wheteagassing rate of
general university students and above was 65% (p. 11). In additioe, Bata Summary
for 2008 GEPT Intermediate-Level showed that the passing rateeabihological
university students for the Stage One was 26%, whereas thegaate for general
university students was 40% (p. 11).

The poor performance of students has forced Taiwanese technologuakites to
implement several strategies to address students’ Englisty,ainiiluding establishing
graduation thresholds (GT) (Hsu & Wang, 2006). Students must eargciicspeore on
standardized English proficiency tests, such as GEPT, TOEFL, sbrofeenglish for
International Communication (TOEIC). As GERY locally initiated and more widely
accepted by Taiwanese high schools and universities, this study &IBPTT as the test
instrument.

In the past decade, the focus of language teaching has shifted to a morectasred
approach (Nunan, 1991). Among the numerous aspects intrinsic to languageglearni
learning strategies have been acknowledged since the 1970s asobeingf the
determining factors affecting learning success. Rubin (1975) seggésit some learners
were more successful than others were because they approachbshtheng tasks with
more effective strategies. Subsequent researchers studgngharacteristics of good
language learners reported that higher achievers use argyeantity and better quality
of learning strategies, and have a superior ability to diraci@ynage their learning
process, most often consciously (Oxford, 1990; Oxford & Nyikos, 1989). A rich diod
research has acknowledged a correlation between using lantpaaging strategies and

learner factors such as learning styles, age, proficiendyjevaments, attitude,
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motivation and beliefs, social factors such as situations and gandesther factors such

as academic majors and cultural contexts (Chang, 2003; Ellis, 1994HGaphreys, &
Hamp-Lyons, 2004; Green & Oxford, 1995; Gu, 2002; Oxford, 1996; Sheu, 2009; Wen &
Johnson, 1997). Additionally, a school of research claims that efféetiug@ng strategies

can be enhanced through raising awareness, and proposes expligy staiteng and
instruction (Brown, 2002; Chamot, 1993; Oxford, 1990, 1993; Teng, 2008; Thompson &
Rubin, 1996; Weaver & Cohen, 1997; Yang, 1996, 1999, 2002).

Chamot (2004) highlighted the importance of identifying students’ langeageng
strategies to enable teachers to discover their studentsingastrategies prior to
teaching them. Students of technological universities in Taiesecially non-English
majors, who originally come from vocational senior high schools, have pBoaglish
performance compared to students of general universities (LTTC, Z®). To
investigate students’ use of English language learning stratageeits relationship with

their L2 performance may facilitate a greater understanding ofiéfaening problems.

Literature Review

Language Learning Strategies

“Learning strategy” refers to any specific action or behasi@tudent performs, most
often consciously, to improve his/her own learning (O’'Malley & Cbarti990; Oxford,
1989; 1990). Chamot (1987) defined learning strategies as “techniques,ciyestoar
deliberate actions that students perform to facilitate thenitggarand recall of both
linguistic and content area information” (p. 71). Rubin (1987) concludedldahing
strategies are strategies that the learner constructshandaffect learning directly,

contributing to the development of a target language system” (p.2@yrding to Oxford
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(1989), “language learners consciously employ learning stratégikelp retrieve, save,
search, and use the target language. Therefore, languag@nde strategies are
“behaviors or actions that learners employ to make languagariganore successful,
self-directed, and enjoyable” (p. 235).

Researchers have applied various data collection methods: Someskeddaaguage
learners to describe their learning processes and stratdgiesgh retrospective
interviews or stimulated recall interviews; some have catedata using questionnaires,
written diaries or journals; others have used think-aloud protocolerbal protocols
concurrent with a learning task (Chamot, 2004). Though each method liasidims,
they still provide insights into learners’ mental processes.

Attempts to identify the use of different learning strategsesh as observing how
learners approach learning tasks or interviewing learneristeyihg to their description
of their learning behavior, have been conducted. For example, afterianieg and
observing their students, O’'Malley and Chamot (1990) distinguished rirape strategy
types according to the information-processing model: cognitiveegtes, metacognitive
strategies, and social/affective strategies. Cognitive gtestedirectly link to the
operation of the learning tasks, involving the problem-solving stepsiethods that
require the direct analysis, transformation, or synthesis of tearmhaterials;
metacognitive strategies refer to plans to self-regulamnileg by planning, organizing,
monitoring, and evaluating; while social/affective strategies tefthre strategies learners
use to interact with native speakers and other learners. Mecdisally, social-affective
strategies involve interactions with others through questioninddafication, asking for
help, seeking partners, and working cooperatively, while affectiaegies involve

managing one’s own emotions and motivations (Nam & Oxford, 1998).
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Strategy Inventory for Language Learning (SILL)

The most efficient and frequently used method for identifying stastddearning
strategies is descriptive questionnaires. Among the varionsdaxes for examining L2
learners’ use of language learning strategies, the most compehelassification is the
SILL with 49 strategy items and one open-ended question provided bydO4f@86-
1990). Based on the factor analyses, Oxford classified languageitgatrategies into
two main categories: direct strategies and indirect stemtegvith three subcategories
each. Direct strategies directly involve learning the tatgaguage through mental
processing. The first subcategory, memory strategms;erns the storage and retrieval
of new language. The second, cognitive strategiescerns the understanding and
production of the target language by interacting messages, amglyeiasoning, and
creating a structure for input and output. The third, compensatioeggast is used to
compensate for having inadequate knowledge to comprehend and reprodtegdhe
language.

Indirect strategies are strategies that do not directlyveve$ing the target language,
but “provide indirect support for language learning through focusingnnpig,
evaluating, seeking opportunities, controlling anxiety, increasing cai@e and
empathy, and other means” (Oxford, 1990). The three subcategonmebrett strategies
are metacognitive strategider coordinating learning processes, including planning,
monitoring, and evaluating the target language; affective giestdor regulating
emotions and motivations of language learning, which reduce anxietynceniself-
confidence, and regulate emotions; asmdcial strategies for facilitating learning
engagement through interaction with peers and by becoming culturally aware.

Despite the limitations such as inability of learners to relpeenthe strategies they
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previously utilized, learners’ claim of never employing somatatjies, or lack of
understanding the strategy descriptions in the questionnaire itdram(Ef, 2004; 2005),
SILL is acknowledged as being the most consistent with learsteaségy use (Hsiao &
Oxford, 2002) and is widely adopted for its high reliability and valif@yford & Burry-
Stock, 1995). Therefore, Chamot (2004) suggested that teachers coultllute @&ltain

a more comprehensive picture of students’ learning strategies.

L2 Proficiency and Language Learning Strategy Use

In most cases, students with higher English proficiency tetalede strategies more
frequentlyOxford & Burry-Stock, 1995). While studying 332 EFL students by SALL
two Korean universities, Park (1997) found that the relationship betlegguage
learning strategies and L2 proficiency was linear, and beahigh strategy group had a
significantly higher TOEFL mean score than the medium stragegyp. Similarly, the
middle strategy group again achieved a significantly higher TO&tleke than the low
strategy group. Chang (2003) studied the use of listening strategiesudents of
technological institutes and reported that high-performing studesésl listening
strategies more frequently while low-performing students displaylower frequency of
listening strategy use. Green and Oxford (1995) investigated the ctimmsebetween
learning strategy use, L2 proficiency, and gender. They reptréd the more proficient
learners used more strategies, including more active and gatastrategies such as
asking questions in English or pursuing opportunities to read in English. Harahg
Tzeng (2000) conducted a survey and personal interviews with 32 Taiwhkfése
learners whose TOEFL scores were above 600. They found that seaiitiera higher

proficiency tended to use more strategies to improve their Ingfenbilities than
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strategies to improve their speaking and reading abilities2003) found that the use of
strategies among medical major university students stronghglatad with listening
proficiency. Sheu (2009) studied three proficiency levels of alghoyped technological
university freshmen in Taiwan and found that the higher the levehigher the mean
scores of strategy use. Additionally, students with the highetiency level reported a
significantly higher use of learning strategies in the fmiegories of memory, cognitive,
compensation, and metacognitive strategies.

In contrast, some research revealed contradictory findeggrding the relationship
between strategy use and L2 proficiency. The study by Mull{#882) of 110 EFL
English majors in Thailand indicated no significant correlationveen overall strategy
use and any of the three proficiency measures, including entexaceination scores,
placement test scores, and G.P.A., though placement test scoredPahdd{d correlate
with compensation strategies. Chang (1992) used SILL to study studdemt China and
Taiwan. Their TOEFL scores did not significantly relate tartbeerall strategy use, but
students with high scores on the oral interview used significamthg social strategies.
In summation, whether English listening proficiency correldtedanguage learning

strategy use still requires further examination.

Gender Difference

Gender differences have been identified in the areas of human aadatognitive
development and have been reported to play a significant role in thef Esaglish
language learning strategies. In most cases, females@mded to use more strategies,
and they used strategies more frequently than male students (E&r@aford, 1989;

Green & Oxford, 1995; Oxford & Nyikos, 1989; Sheu, 2009; Yang, 1992). Pq(it288)
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highlighted that females tended to use more social stratediasag (1990) found that
females reported higher overall strategy use compared to tatee@ by males in his
study of teachers and students in the Foreign Service Ins@uterd and Nyikos (1989)
reported that gender had a profound influence on strategy choice.fdimed female
learners used more formal rule-related practice strategeneral study strategies, and
conversational input elicitation strategies than males. In Yafa§60) study of 976
Taiwanese senior high school students (2000), females used compensatongnitve,
affective, and social strategies at a significantly higreguency compared to males. Lee
(2003) found females scored higher in five of the six strateggaaés during his study
of Korean high school students. In the study by Liu (2004) of 428 Chiaeekeological
institute English majors, significant gender differences wetectkr in their overall
strategy use, memory strategies, and affective strategtesiemales exceeding males in
each case. Sheu (2009) studied 381 Taiwanese technological unihesitsnen and
reported significant gender differences in all six categpneith females surpassing
males.

However, a number of studies do not support the assumption that genelemdés
significantly affect strategy choice. Peng (2002) reported thegrms of two individual
variables, learners’ achievement was significantly correlaiéid their strategy use and
with motivation, while gender did not have a significant effect lugirtstrategy use.
Radwan (2011) found that male students used more social strategidemale students,
thus creating the only difference between the two groups in tefntkeir strategic
preferences. Kaylani (1996) reported that females exceeded malke use of four
strategy categories, but the study revealed that successhalef students’ language

learning strategy profile more closely resembled the glygbeofile of successful males
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than that of unsuccessful females. Contrary to the findings thadlde significantly
exceeded males in learning strategy use, Kaylani’s findingedhptat L2 proficiency is
possibly a more significant influence than gender difference oguéae learning

strategy use.

Research Questions
As the preceding review shows, an abundance of research has exipéorethtionship
between language learning strategy and L2 proficiency, oreleetianguage learning
strategy and gender difference. Nevertheless, further inviestigis still required for
several reasons. Firstly, the results of the explorationscandlicting, with some
reporting a correlation while others report no significant catiei. Additionally, for
measuring the learners’ L2 proficiency, TOEFL scoresewgsed most frequently in
previous studies. However, the GEPT has been adopted as the graduatiwidHrg the
majority of colleges in Taiwan; hence, it is also necesgagonsider students’ English
proficiency in this test. Finally, while numerous researcherse haxamined the
differences in how male and female learners use learniatpgies, few have explored
further to determine whether gender differences still existn the learners are at the
same proficiency level. Considering the reasons provided above, thysistedtigated
the English learning strategy use of 238 technological univessityents, comparing
them with their GEPT scores. The research objectives included:
1) Determine the overall distributions of language learning strategies thatnsoph
students of the technological university employ when learning English;
2) Identify whether there is a significant difference in the frequency etdand

indirect strategy use, and establish the most and least frequently ussglystrat
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categories;
3) Establish whether students’ GEPT listening test performance relabesrt&nglish
language learning strategy use;
4) Determine whether gender difference exists in Englistukzge learning strategy use
among all participants;
5) Identify whether gender difference exists in English lagg learning strategy use

between high-performing and low-performing students.

Methodology
Participants
In this study, 242 students were surveyed and tested. Among these, rfbiverenpleted.
Therefore, the valid sample number was 238 sophomores, comprised wials8and
120 females, from 5 classes belonging to three colleges at then&laKaohsiung
University of Applied Sciences. All the subjects had studiedi&m@brmally for 6 years
in junior and vocational high schools, for 1 year as technological uitw&eshmen in a
two-hour Freshman Practical English class focusing on Englishnggadnd for one
semester in a Sophomore Listening and Speaking class. Therteaeldethe textbook
Interactions 1 Listening/Speakipgiblished by The McGraw-Hill Companies in 2007.
Additionally, as Table 1 shows, subjects with scores in the top 26r %hd GEPT
intermediate-level listening test (N=60; male=33, female32&)e defined as the high
achievers, and the bottom 25 % (N= 60; male=38, female=22) wereede&fs the low
achievers (Gronlund, 1985). The high achievers scored between 80 to 114 pangs dur
the GEPT listening test, while the low achievers scored bat®éeand 57 points. The

total score of the GEPT listening test was 120 points.
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Table 1

Distribution of Participants in the GEPT Intermediate-Level ListeningTest

Major/colleges engineering business social sciences total

male female male Female male female

All sample 83 14 31 86 4 20 238
High achievers 28 4 3 12 2 11 60
Low achievers 26 5 12 17 0 0 60
Instruments

Two instruments were used in this study: The Strategy Invefdoiyanguage Learning
(SILL) ESL/EFL Student Version and the General English Fmfoy Test (GEPT). The
first instrument was Yang’'s (1992) Chinese version of Oxford’s (1990, Slsed to
assess students’ employment of English language learninggstésat SILL is a five-point
Likert-scale, self-report questionnaire that comprises 49 stateitems and one final
open-ended question: “What additional strategies do you use when |eRmghgh?”
Students responded by selecting (1) never or almost never trueuéy ust true, (3)
sometimes true, (4) usually true, and (5) always or almostyalimae. The numbers 1 to
5 in SILL represent the points; higher points indicate a more drequse of the specific
strategy. According to Oxford (1990), a mean score above 3.4 points @sdecdtigh
frequency of strategy use, a mean score between 2.5 and 3.4 esde&canedium
frequency, and a mean score lower than 2.5 indicates a low frequisahdiyionally,
individual background information items were added to the SILL questientmabetter
understand the results. These questions included students’ gender, pg&oltege,
years of studying English, and high school attended.

The other instrument used to measure students’ listening proficiaas an
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intermediate level GEPT listening test, a set of authersis frirchased from LTTC. The
listening test of the GEPT intermediate level contains teestions with 15 questions
each. In part APicture Description each question has four possible spoken answers.
Examinees choose the best-spoken answer based on pictures. In(laobBe the Best
Responseexaminees listen to a question from person A and choose the Ipestseeor
person B from four printed possible answers. In pai@rt Conversatigrone dialogue
matches one spoken question. Examinees choose the best answer fropninfear
possible choices.

With a relatively large number of low English proficiency stideenrolling at
technological universities, the GT at KUAS for non-English majorthis study was the
stage-one GEPT intermediate level, which contains listening aadhgecomprehension
tests. However, considering sophomore students take the Listening akth&@&aurse,
only the listening test was adopted as the measurement of tEpgliciency in this

study.

Procedure

The questionnaire and GEPT were conducted in class time duringsthevdek of the
second semester. Students were reassured in the printed questithatitee data
collected were used for this research exclusively. With the agpobtlae students, they
underwent the GEPT test first, which lasted approximately 3utes. Upon finishing

the test, they then completed the questionnaire, which took approximately 20 minutes.

Data Collection and Analysis

After data were collected through questionnaires, the quantitizewere analyzed and
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decoded using SPSS for Windows 13.0. To achieve the research objéctwves 2,
descriptive analysis was used with the mean scores and staled#ation to understand

the overall frequency of English strategy use and the rankiagadf strategy category. A
paired-samples t-test was used to examine the differencedretive use of direct and
indirect strategiesTo achieve the research objectives 3 to 5, an independent-samples t-
test was used three times to further analyze the genderediffg listening proficiency
difference, and whether gender difference exists between thealigevers’ English
language learning strategy use and that of the low achievers.

In this study, the reliability test of SILL yielded a Cromvacalpha value of 0.9507
(N=237). The reliability coefficients of the six strategyecmiries described above are
0.70. The alpha value of the six strategies of memory, cognitiveacowgtitive,
compensation, affective, and social are 0.7135, 0.8683, 0.7420, 0.8913, 0.7275, and
0.7546, respectively. Additionally, a Pearson’s correlation analyas wsed to detect

correlations between students’ GEPT listening test scores and thieiginae.

Results

Research Objective 1: Determine the overall distributions of language learningystsate
that sophomore students of the technological university employ when learning English.
As shown in Table 2, the mean score of the 49 items ranges fmomraum of 1.98 to a
maximum of 3.57, which reveals that the participants used strategi@sious extents.
Additionally, the mean score 2.90 of the frequency of overall learsirajegy use

indicated that the participants were primarily of a medium-low frequiavey.
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Table 2

Mean Scores of Sophomore Students’ Overall English Language Learning Strategies

Mean SD
Overall strategy 2.90 0.48
Part A : Memory strategies Mean SD
1. When learning a new word, | create associatietaeen new 3.06 0.78
material and what | already know
2. 1 use new English words in a sentence so | eaxember them. 2.47 0.77
3. I connect the sound of a new English word anarage or picture 3.03 0.91
of the word to help me remember the word.
4. | remember a new English word by making a mepitdlre of a 3.15 0.84
situation in which the word might be used.
5. 1 use rhymes to remember new English words (&g.and ice; no 3.41 0.96
and know).
6. | use flashcards to remember new English words. 2.45 0.97
7. 1 memorize new English words by grouping theto icategories  2.50 0.96
(e.g. synonym, antonym, noun, verb)
8. | review English lessons often. 2.57 0.71
9. | remember new English words or phrases by remeeimgy their 2.77 0.94
location on the page, on the board, or on a stigat
Part B: cognitive strategies Mean SD
10. | say or write new English words several times. 3.18 0.78
11. 1 try to talk like native English speakers. 2.72 0.95
12. | practice the sounds of English. 3.13 0.87
13. | use the English words | know in different way 2.76 0.81
14. | start conversations in English. 2.67 0.85
15. | watch English language TV shows spoken inli&hgr go to the 2.92 0.98
movies.
16. | read for pleasure in English. 2.16 0.77
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17. 1 try not to translate word by word in speakargeading English. 2.93 0.92

18. | write notes, messages, letters, and repoEnglish. 1.98 0.80
19. | try to think in English 2.11 0.84
20. | look for similarities and contrasts betweamgksh and my own 2.88 0.92
language.

21. I try to find patterns in English. 2.76 0.83
22. | find the meaning of an English word by diwiglit into parts 3.28 1.01

that | understand.

23. | make summaries of information that | hearead in English.  2.53 0.87
Part C: Compensation Strategies Mean SD

24. To understand unfamiliar English words, | mgkesses. 3.57 0.84
25. When | cannot think of a word during a conviiesein English, | 2.96 0.97

use gestures.
26. | make up new words if | do not know the righes in English ~ 3.00 0.97

(air ball for balloon).

27. | read English without looking up every word. 3.15 0.94
28. | try to guess what the other person will saxtrin English. 2.80 0.93
29. If I cannot think of an English word, | use ard/or phrase that  3.52 0.85

means the same thing.

Part D: Meta-cognitive strategies Mean SD
30. I try to find as many ways as | can to use mgl&h. 3.02 0.88
31. I notice my English mistakes and use that imfation to help me 3.11 0.82
do better.

32. | pay attention when someone is speaking Emglis 3.45 0.92
33. I try to find out a better way to learn English 3.38 0.83
34. | plan my schedule so | will have enough timstudy English.  2.32 0.70
35. | look for people | can talk to in English. 2.44 0.84
36. | look for opportunities to read as much assjide in English. 2.62 0.83
37. | have clear goals for improving my Englishiiski 2.68 0.87
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38. | think about my progress in learning English. 3.11 0.83

Part E: Affective strategies Mean SD
39. | try to relax wherever | feel afraid of usiBgglish. 3.10 0.89
40. | encourage myself to speak English even wtam &fraid of 3.19 0.87

making a mistake.

41. | give myself a reward or a treat when | dolweEnglish. 2.85 0.99
42. | notice if | am tense or nervous when | analgitng or using 3.28 0.93
English.

43. | talk to someone else about how | feel whamilearning 2.76 0.87
English.

Part F: Social strategies Mean SD
44. If | do not understand something in Englisiskex the other 3.66 0.82

person to slow down or say it again.

45, | ask English speakers to correct me wherkIEaglish. 3.05 0.92
46. | practice English with other students. 2.87 0.95
47. 1 ask for help from English speakers. 3.12 1.05
48. | ask questions for clarification and verifioatabout English. 2.66 0.83
49. | try to learn about the culture of English algers. 2.64 1.02

According to Oxford (1990), a mean score above 3.4 points indicatgls iidquency
of strategy use, a mean score between 2.5 and 3.4 indicates a rfreduemcy, while a
mean score lower than 2.5 indicates a low frequency. Examiningptwfic strategies
closer, of the 4Qtrategies, 5 achieved a higher level of frequency, though 3 were
compensation strategies.

The five most frequently used strategies were:
(5) | use rhymes to remember new English words (e.g., ndei@; no and know)

(memory) (M=3.41).
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(24) To understand unfamiliar English words, | make guesses (compensation) (M=3.57)
(29) If I cannot think of an English word, | use a word or phrase thahsnthe same
thing. (compensation) (M=3.52).

(32) | pay attention when someone is speaking English. (meta-cognitiv8)4%)=

(44) If | do not understand something in English, | asked the othsompéo slow down
or say it again. (social) (M=3.66).

In contrast, 7 items had a low level of frequency. The least sategies were from the
subcategories of cognitive, metacognitive, and memory strategies irgcludin

(2) 1 use new English words in a sentence so | can remembendieing. (memory)
(M=2.47).

(6) 1 used flashcards to remember new English words. (memory) (M=2.45)

(16) I read for pleasure in English. (cognitive) (M=2.16)

(18) I write notes, messages, letters, and reports in English. (cognitiv&)98).

(19) I try to think in English. (cognitive) (M=2.11).

(34) I plan my schedule so | will have enough time to study English. (metéticey
(M=2.32).

(35) I look for people | can talk to in English. (meta-cognitive) (M=2.44)

Interestingomparisons can be made between the findings of this study anddhmyé
of the study of 381 freshmen from the same university (Sheu, 2009)soft®more
students appeared to use a number of strategies more frequently than thenfr€gisthe
sophomore students scored over 3.4 in 5 strategies, while the freshipeicared over
3.4 for one item (item 24)To understand unfamiliar English words, | make guedses

contrast, the strategies with the least frequency of userelaterely similar between the
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sophomores and freshmen; 6 items (items 2, 3, 16, 18, 19, and 35) of thegiestiatist

used by sophomores were also the least frequently used by freshmen.

Research Objective 2: Identify whether there is a significant differante ifrequency of
direct and indirect strategy use, and establish the most and least frequently used strategy
categories.

Firstly, a paired-sample t-test was used to examine wheth&gnificant difference
existed between the use of direct and indirect strategieshdvgnsin Table 3, the mean
scores of 2.85 and 2.97 indicated that the learners’ use of direch@nect strategies

was medium in frequency, and students use indirect learning sgatagre frequently

than direct ones.

Secondly, in Table 4, the mean scores of the six categoeied armedium frequency
level in the ranking of compensation strategies, which include guessidgusing
gestures (M=3.17), followed by affective, social, metacognitiwemory (M=2.84), and
cognitive (M=2.72) strategies. Students’ higher frequency of usimigpensation
strategies may be explained by their need to overcome knowlediggtions to cope
with various interaction situations in their English class. Trestldrequently used
strategies were cognitive and memory strategies, indicakiag students lacked the
strategies of practicing naturalistically, analyzing castivaly, and summarizing. They
also lacked strategies such as grouping, imagery, and structuiedv rto store and
retrieve learned information. This result is contradictory to itialirfg by Phillips (1991),
who used the SILL to measure 141 university-level Asian ESL studadtseported that
metacognitive (M=3.70) and social (M=3.65) strategies were used frequently than

affective (M=3.12) strategies were. However, the results af shidy echoed Sheu’s
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(2009) findings regarding the freshmen of the same technologicaraity, and also
echoed the findings by Yang (1992) and Ku (1995), who reported that Taevanes

university students tended to use compensation strategies most frequently.

Table 3

Comparison between Direct and Indirect Strategy Use

Direct strategies Indirect strategies P value
Mean SD Mean SD

2.8467 0.4785 2.9666 0.5572 .002**
**p<.01

Table 4

Mean Scores and Standard Deviations of the SILL

Strategy category Mean (N=238) SD Ranking Order
1. Memory 2.8377 .54535 5

2. Cognitive 2.7152 .53105 6

3. Compensation 3.1667 .60685 1

4. Meta-Cognitive 2.9043 .61176 4

5. Affective 3.0361 .62995 2

6. Social 3.0021 .62707 3

Research Objective 3: Establish whether students’ GEPT listening testrpanice

relates to their English language learning strategy use.

To investigate whether the high achievers in the sample us¢égggteamore frequently
than the low achievers, the researchers classified the topd?5H& subjects as the high
performing group and the bottom 25 % as the low performing group. §heahd low

groups were determined by the subjects’ scores in the GEPméat®te level listening
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test. The results supported the findings of some domestic and ovstséi@s, which
suggested that more successful language learners use mabvegies more frequently
than low achievers (Green & Oxford, 1995; Lan & Oxford, 2003; Magogweliger,

2007; Sheu, 2009; Yu, 2003). As shown in Table 5, high achievers used significantly
more strategies when learning English in all six strategpggories. Additionally, the
most frequently used strategy of both groups was a compensatiogystiath groups

used significantly more indirect strategies than direct strategies.

Table 5

Difference in Strategy Use between the High Performing Group and the Low Performing

Group
Strategy High GEPT performing group  Low GEPT perfimg group P

Mean SD Mean SD
Overall 3.13 48 2.71 48 .000***
a. direct 3.12 48 2.72 A7 .000***
1. memory 2.96 49 2.64 45 .002**
2. cognitive 2.98 .52 2.52 .53 .000***
3. compensation 3.43 .63 2.99 .63 .000***
b. indirect 3.24 .55 2.80 .55 .000***
4. Meta-cognitive  3.20 .59 2.68 .64 .000***
5. affective 3.27 .62 2.86 .63 .000***
6. social 3.24 .60 2.87 .61 .000***
*** n<.001

In addition, similar to Park’s (1997) and Yu’s (2003) findings, &l categories of
language learning strategies and overall strategy use swgnificantly correlated with

the GEPT listening scores; the most significantly relatedesgjy category was cognitive.

149



The result indicated the significance of the quantity of gjreseused in L2 learning.
Also, an appropriate employment of language learning strategiesibuted to the

success of L2 learning (See Table 6).

Table 6
Correlations among Six Strategy Categories, Overall Strategy use and the GEPT

Listening Scores

GEPT ‘ 1. mem ‘ 2. cog ‘ 3. com. ‘ 4. meta. ‘ 5. affe. ‘ 6. soc. ‘ Overall

GEPT 1

1. mem. 213(*) 1

2. cog. 351(*%) .613(**) 1

3. com. .312(**)  .548(**) .660(**) 1

4. meta. .320(**) .522(**) .798(**) .578(**) 1

5. affe. 246(*%) .506(**) .666(**) .563(**) .695(**) 1

6. soc. 219(**)  .489(**) .679(**) .541(**) .683(**) .734(*) 1

Overall 343(**)  .748(**) .922(**) .767(**) .879(**) .810(**) .810(**) 1

** Correlation is significant at the 0.01 leveH@iled).

Research Objective 4: Determine whether gender difference exists in

students’ English language learning strategy use among all participants.

Among the sample, as shown in Table 7, female students tended tatsgiess more
frequently than male students. The mean scores of all of theas#gories of female
students were higher than those of the male students, and they deggrtgicantly
greater overall use of the two categories of memory andtiaffestrategies, which was
similar to Liu's findings (2004). Additionally, the similarityetween male and female

students was that they both used compensation strategies most fyeguehtused
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cognitive strategies least frequently.

Table 7

Gender Difference in Strategy Use among all Participants

Strategy male
mean SD

1. memory 2.7667 .55350
2. cognitive 2.7006 .56825
3. compensation 3.1072.60051
4. Meta-cognitive 2.8449.65011
5. affective 2.9203 .62710
6. social 2.9744 .66830

female

mean
2.9076
2.7296
3.2249
2.9633
3.1500
3.0294

SD

.53026
49370
.61026
.56822
.61426
.58483

.046*
.675
135
136
.005**
.50

*p<.05 *p<.01

Research Objective 5: Identify whether gender difference exisEnglish language
learning strategy use between high-performing and low-performing students.

As shown in Table 8, a different finding was detected when genderdtitfe in strategy
use was analyzed between the high and the low performing grouge Iigh
performing group, no significant gender difference was found incénlye six strategy
categories, though the mean scores of female students'ggtrase frequency were
higher than those of the male students. In the low performing gtteeinly significant
gender difference was in the use of affective strategigh,females surpassing males.
This finding was partly consistent with Kayani’'s (1996) finding thatcessful female

students used language learning strategies in a manner mdee tnsuccessful males

than to unsuccessful females.
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Table 8

Gender Difference in Strategy Use between the High and the Low Performing Group

High GEPT performing group Low GEPT performing group
Strategy male female P male female p
mean SD mean SD mean SD mean SD
Overall 3.0853 .4253 3.1935 .5357 398 2.6815 .5099 2.750808 575
direct 3.0073 .4516  3.1393 4912 .288 2.6552 .5046 2.6536 .401%89 .
1. memory 2.9024 5342 3.0329 4334 .300 2.63456748 2.6465 .3735 .916
2. cognitive 2.9307 .4516 3.0336 .5880 459  2.533B985 2.4967 .4133 778

3.compensation 3.3434 .6095 3.5432 .6432 226 3.96%162 3.0303 .6560 .724
indirect 3.1985 4592 3.2722 .6418 619 27197 .5842  2.896891  .230

4 Meta-cognitive ~ 3.1347 4990 3.2881 .6900 339 5206 .6940 2.7273 .5342 .653

5. affective 32364 .5530 3.3185 .7088 .625 2.7158056  3.1091 .6039  .019*
6. social 3.2626 5744 32099 .6331 .739 2.8202 1466 2.9545 .5148  .385
* p<.05

Response to the Open-Ended Question

In response to the open-ended question “What additional strategies donpéay én
learning English?”, 100 out of the 106 respondents for the open-endedonsiesti
answered, “Watch English movies or programs”; 88 of them answereriltsEnglish
songs; 66 responded, “Read English learning magazines”; 5 of themeckpaaking

foreign friends in chat rooms online.

Discussion

Medium-low frequency level of language learning strategy use

The first major finding of this study was that the overaitegy use in English learning
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of non-English major sophomores at KUAS was at a medium-low lev#d, avmean
score of 2.90 on a 1 to 5 scale. The most frequently used sgategre compensation
strategies (M=3.17), followed by affective (M=3.04), social (M=3.08gtacognitive
(M=2.90), memory (M=2.84), and cognitive strategies (M=2.72). Additionalne
indirect strategies were used at a significantly higher frequency trean slirategies.

In addition, the sophomore students in this study could not actively udargfed
language, and their use of cognitive and memory stratege$ess frequent. Regarding
cognitive strategy use, students seldom read in English for ple@sme16), and they
seldom wrote notes, messages, letters, and reports in English (Item 18). Adylitibesl
did not attempt to think in English (Item 19). This has revealedwhah students were
attending listening/speaking class, they were busy transldaugChinese thoughts into
English, a common phenomenon to non-native speakers. Oxford (1990) highlighted that
some students unconsciously use false learning strategies suglyimg too much on
native language translation. Similarly, students in this studg @so poor at employing
a number of metacognitive strategies, such as actively loékinmeople to communicate
with in English (Item 35). This has indicated that students hadktfoaslarification to
finish a speaking task in class, and students could not active\heidarget language
despite a higher percentage of students reporting they wowd tsbthers carefully and
would ask others to slow down when they could not understand (Items 32 & 44).

Furthermore, this study found that students obtained extremely low sceaes in
several memory strategies related to the use of new wordsn&uwaere not accustomed
to using new English words in a sentence (Item 2) and did not memae English
words by grouping them into categories (Item 6). In other wordgests could not

memorize words well or actively use the words they had leamedritext. In contrast,
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more students reported that they used rhymes to remember neshBmgitds (rice and
ice; no and know) (memory) (Item 5). The result was probably betaesestructor had

conducted sound-letter connection strategy training in their listening/spedéasg

L2 Listening Performance and Language Learning Strategy Use

The second major finding of this study was that students who perfdretezt in the
GEPT listening test tended to be the more frequent stratesgg. uBhey demonstrated
significantly higher strategy frequency use than the low actdewveall six strategy
categories. This result has supported the conclusion by stodié®th EFL learning
(Chamot & Kupper, 1989) and ESL learning (Oxford & Nyikos, 1989) thatessfal
learners tend to use more learning strategies and theiis usere frequent than less
successful learners.

Additionally, the results in this study indicated that L2 proficie related to the
quantity of strategy use. In other words, appropriate employmdangfiage strategies
could result in better language learning. The above findingsiginglthe importance of
increasing students’ awareness of successful learnerdidgaglearning strategy use

(Chiang &Liao, 2002; Yang, 1996).

Gender Difference

Another significant finding was regarding gender difference. tMogvious studies
reported significant gender differences regarding strategynuddferent subcategories,
with females surpassing males. (Ehrman,1990; Lee, 2003; Liu, 2004; (xfdyikos,
1989; Politzer, 1983). Similarly, in this study, when all participardgse considered, the

mean scores showed that females surpassed males in the uksixfsahtegies, but
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significant gender difference in strategy use was deteatdtlel two subcategories of
memory and affective strategies.

However, when only the high performing group was examined, no signifieader
difference was detected, though the mean scores showed thé &tutents surpassed
male students in all of the strategy categories. The findintljsated that L2 proficiency
may be a more significant factor than gender differencedegpstrategy choice and use,
which is more congruent to the findings of Kaylani (1996). Kaylani reddttat females
exceeded males in the use of four strategy categories, budsstidcfemale students’
language learning strategy profile resembled the strategyepobsuccessful males more

than that of unsuccessful females.

Suggestions

The above findings suggest that instructors should increase studeategys use
awareness (Fewell, 2010). The lack of knowledge of good languagetgatrategy use
may be one of the factors leading to poor language learning. Instraatoc®nduct SILL
in class for all students to identify which strategies theymisee frequently and which
strategies they use less frequently in order to help them unuersteir strengths and
weaknesses regarding strategy use.

Secondly, instructors can integrate strategy-training tasksnstroiction to familiarize
students with applying strategies to English learning and erg®tinam to use strategies
autonomously. Oxford (2002) has suggested that integrating trainingesadtd regular
classes guided with explicit instruction is beneficial. Studenistie convinced that to
be successful language learners, they require some tramiagguage learning strategy

use (Liang, 2009). A number of studies conducted on strategy trainingpieaezl to be
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relatively successful (Brown, 2002; Chamot, 1993; Oxford, 1990, 1993; Teng, 2008;
Thompson & Rubin, 1996; Weaver & Cohen, 1997; Yang, 1996; 2002), but the effects
may vary with different learner characteristics (Reeddvil1993). Therefore, when
conducting strategy training, instructors are advised to stam the most effective
strategies that high achievers use frequently, such as coggtittegies. As Park (1997)
has highlighted, teaching effective strategies used by stglkcéssrners can increase
poorer learners’ motivation for learning and for using those strategies.

Thirdly, strategy training challenges instructors when teacstingents the four skills
of English learning in an EFL setting, expanding students’ peadime, immersing
students in an English learning environment, and encouraging thenivielyaase the
target language. Sheu, Hsu, and Wang (2007) pointed out that the weekipuw
classes with over 50 students per class obviously could not provide enowsgitinassio
students. Hence, methods to encourage more extensive reading (ltenmci®dse
thinking in English (Item 19), and build students’ habit of taking natesing letters, or
reports in English (Item 18) may be better implemented througth@e language
approach if the instruction/learning time is limited to 2 houvgeak . The findings of
student perception towards the curriculum design of the freshmarsknfglss indicated
that students preferred a class covering the four skills formgplete language approach
(Wang, Lo, Sheu, & Hsu, 2011). Presently, students at this univeasitgrdy participate
in either the reading-based freshman English class or the tigtanid speaking-based
sophomore English class, and either choice may have disadvantagestasi¢hés only
have one 2-hour English class per week. If students’ class emmtbe extended, the
complete language approach may be required to fulfill students’ needs.

Fourthly, the results from the open-ended question showed that a numdbtieiof
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strategies students employed included listening to English soag#geEnglish novels,
reading English learning magazines, and making foreign friends inrebins online.
Interestingly 100 out of the 106 respondents in the open-ended question also wrote
“watch English programs or movies” although it was alreadyuded in the SILL
questionnaire item 15. The results implied that introducing a vasfelgarning tasks,

other than textbooks, may also be an effective strategy to motivate students.

Conclusion

This study has provided new evidence for the use of learninggséi®ia Taiwan. Most
of the results were congruent with the findings of previous studiasely, that
successful language learners tend to be frequent users cdgnigarning strategies and
students’ L2 proficiency is significantly related to their t&gy use. Additionally, to raise
students’ awareness and address individual differences in learhargcteristics and
proficiency, instructors are strongly advised to conduct the Siltheatstart of a new
class.

A significant difference between the results of this studypaedious findings showed
that variances in L2 proficiency might be a more crucial erfte affecting strategy use
than gender differences. However, this result cannot be consideredsoaacue to the
fact that the subjects were from only one technological uniyeasitl that the findings
regarding gender differences might be more culturally or kpanerent or affected by
situational factors, it is highly recommended that further studeesonducted with

learners of different regions and from various cultural or learning backgrounds
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Abstract

Scholars mentioned that in order for students’ growth to take psagcdents need to
actively engage in their environment. In countries like Taiwantrémal of using English
as a medium of instruction has become an increasingly importameet in higher
education. Therefore, great importance is placed on findingtie#eways in teaching
English to EFL students. On the other hand, it is also observethénatis an increasing
number of in-school Toastmasters club in Taiwan. Their goal is Ifp their student
members gain personal growth through the training of communication addrsaip
skills in a positive and cooperative environment. In light of the rapavth and
perceived contributions of the campus Toastmasters club, thisstatlyseek to provide
an empirical analysis of the various underlying factors behiedctintributions and
impact of the in-school language clubs in Taiwan. Results indibate students are
helped by means odbridging-the-gapbetween their acquired knowledge and actual
application of communication skills. Lastly, the adaptation of the hioaclanguage
clubs has also brought forth new non-threatening ideas in the languatdengea

pedagogy.
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Introduction

As a global language, English has already become one ofdbeimportant academic
and professional tools (Crystal, 2003; Schutz, 2006). In Taiwan, Englighighly
regarded as the de-facto language in the areas of banking, camitnade, research,
technology, and tourism (Tsai, 1998). Furthermore, as Taiwan engagesentedly as
a player in the global economic stage (Mok, 2005; Zaharia & GilBe@s), the trend of
using English as a medium of instruction has become an incrgasimmbrtant element
in Taiwan education. Therefore, it is of great importance to fiffiecteve and non-
threatening ways in teaching English to Taiwanese students.

Beyond language learning, many have mentioned that having good commuanicat
skills is regarded as an indispensable asset (Evans & Greef, ROGE already become
one of the indispensable skills a college graduate should possess @efduation
(Coldstream, 1997). In addition, within the age of globalization andniastienalization,
collaboration and cooperation among students of diverse cultural baockigris also
strongly encouraged (Barnett, Basom, Yerkes, & Norris, 2000). Henc,sttongly
encouraged that the current curriculum in Taiwan include both communicatidn
leadership skills development (Hsu & Gregory, 1995).

Looking beyond formal curriculum programs, in Taiwan a recent inen@asumbers
of Toastmasters clubs was clearly observed. Campus Toagstnastes are co-curricular
activities with the sole purpose of helping their student memiag@nspgrsonal growth.

Such personal growth is achieved through the training of communicatioleadetship
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skills in a positive and cooperative environment. With the first Taasens club
established in 1958, the number has now grown to 146 clubs. The majorityabflibe
are English clubs, and the others are Japanese, Mandarin, Taiwamgddakka clubs
(Toastmasters International District 67, 2009). Within these clubstah of 112 are
English clubs and 20 of them are situated within the higher educaistituiions in
Taiwan as campus clubs or organizations, wherein the number of simdembers
increases each school year.

For today’s student, having good English communication skills and legueegiacity
before graduation is seen as vital component in their future rseafg®reover, with
English communication becoming so commonly used, taking a lead wilitdgfi be
more effective in making social connections. Therefore, the help ofeative and
cooperative way to master English communication skills is an tepomethodology
that must be explored. In addition, the importance of making the habpealking out
will also benefit the students’ further development in Englistaldpg. In light of these
issues, this paper shall detail an empirical analysis of theugaunderlying factors
behind the contributions and impact of the Toastmasters club in theoplenait of
Taiwanese students’ communication and leadership skills.

The next section reviews the guiding ideas of co-curricularvites, student
involvement, cooperative learning, and communication skills development.cApdies
of the research setting is provided in a subsequent section whishitéa an outline of
the methodological framework. Next, a summary of the analysgsravided along with
a discussion of the results. Lastly, a concluding discussion regdhdirighplications of

the realities and dilemmas brought about by the campus toastmasters club givathbe
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Literature Review
Co-curricular Activities and Student Involvement
Co-curricular activity is defined as the activities being outsafe but usually
complementing the regular curriculum (Cocurricular, 2010). Somettimeg are also
known as extra-curricular activities; such activities ardeeitrequired or voluntary
depending upon the institution’s requirement. In Singapore, co-curricciiaitias are
recommended by their Ministry of Education. Co-curricular actwiéiee believed to be a
means of enhancing the students’ social interaction, leadershifhyhescreation, self-
discipline, and self-confidence (Teo, 2000). In addition, in higher educatiols lewe
curricular activities participation may even translate into acadenmmitsoi

College students nowadays are primarily involved in their studidscéassroom
activities. However, involvement in student clubs and organizationsalace quite
common. In a study involving the quality of student involvement in a grouplte#ge
educational psychology students, findings suggest that overall quabpefience was
greater during cooperative learning. Benefits occurred spabyfifor thinking on task,
student engagement, perceptions of task importance, and optimaldeekElenge and
skill (Peterson & Miller, 2004). Similarly, in Taiwan, sevesalidies involving college
students have also pointed out that students learn more by becomiaginwolved
(Chang, 1990; Huang & Chang, 2004). Hu, Ching, and Chao (2012) also mentianed tha
having an enriching educational experience in school is importamtstering student
success. In essence, for students’ growth to take place, students need ljoeagage in
their environment. In a way, the effectiveness of any educationalypg@lractice, or
program is directly related to the capacity of that policyctiora, or program to increase

student involvement.
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Cooperative Learning and Communication Skills Development

Cooperation is mainly defined as the association of persons fomana@o benefit
(Cooperation, 2010). Within cooperative activities individuals seek outcoma¢sate
beneficial to themselves and beneficial to all other group mem@eioperative learning
is a relationship in a group of students that requires positival@gendence (a sense of
sink or swim together), individual accountability (each of us has taibote and learn),
interpersonal skills (communication, trust, leadership, decision makingdj, conflict
resolution), face-to-face interaction, and processing (reflecimgow well the team is
functioning and how to function even better) (Johnson, 1993). Hence, cooperative
learning is the instructional use of small groups so that studeotk together to
maximize their own and each other's learning.

Current changes in teaching pedagogy have already changed thehwaitianguage is
knowledge, but rather it is both a skill and ability. However, in ordebdcome an
effective oral communicator, one is required to have the abilityst the language
appropriately in social interactions (Kang, 2002). The cross-bordeilityaif people,
whether for employment, education, and/or immigration purposes, hiesldtaincrease.
These events have actually given grounds for the need of cross{cottomaunication
effectiveness. Furthermore, effective communication is also saidbet positively
correlated with a person’s social interaction and involvementesisence, it helps

individuals cope better during social difficulties (Chen, 1992).

The Present Study
Thus far, most of the previous studies have pointed out the advantages bbougHhiya

applying the Toastmasters way in a classroom setting andewhthe students are
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automatic members. However, there seems to be a lack of stetjasding the
underlying factors behind the campus Toastmasters club perceivdidshand wherein
membership is voluntary. Therefore, the current study shall detail an eshpimalysis of
the various underlying factors behind the contributions and impact oftcdahgus
Toastmasters club in the development of Taiwanese students’ comtiumiead
leadership skills. More specifically, the study seeks to angwse three major questions:

1. What are the underlying factors behind the contributions and ingfatite

Toastmasters club?
2. What are the perceived benefits in joining the campus Toastmasters club?

3. What are the barriers in organizing and sustaining a campus Toastmasdi@rs cl

Methods

Paradigm

This study uses methodology from both qualitative and quantitativeligars in an
attempt to enhance the strengths of data collection and advandegsirsigounding the
different factors brought about in the development of communication addrsbdp
skills through the joining of the campus Toastmasters Club (Axinnkesr& Thornton,
1991). The qualitative and quantitative part of the study is completedoi sequential
stages. Participants for the qualitative focus group intervieaggsone) and quantitative
questionnaire survey (stage two) of the study are volunteetritasters club members
and officers coming from the different 20 campus Toastmashaos all over Taiwan.
The purpose of the qualitative part study is to gain deeper ingightthe perceived
benefits and issues surrounding the campus Toastmasters club in higication

institutions in Taiwan. Consequently, a survey questionnaire was deveiopgain
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further understanding about the factors involved in developing students’ waoation
and leadership skills. On the other hand, the purpose of the quantitativé {e study
is to examine the different factors involved in the development oféheanese students’
communication and leadership skills. Through the survey questionnaire; atajivant
outlook on the implications of joining the campus Toastmasters clibragiard to the
students’ communication and leadership skills was collected and gatestito gain

further insight in the different skills reinforced and factors that hinder imprentm

Procedure and Participants

Stageone of the study involves the formulation of the survey questionnaire img us
focus group interviews. Five focus group sessions with a total ofrBpusaToastmasters
members coming from 10 schools were interviewed. Similar questegerding the
perceived benefits (communication skills and leadership skillspaneers in joining the
campus Toastmasters club were asked. Table 1 shows the demdgratiieystage one
focus group sessions. Results show that the focus group session pustitipee an
average age of 21 years old, with the number of female and mdénts almost similar.
In addition, the participants exhibit an average of 16.5 months membershiana
average of 6 speeches done. The participants’ background informatiomtdusiat the
respondents are quite familiar with the campus Toastmastersstiab, they have been
with the club for more than a year and done a lot of speechgsori®es of experienced
student members with the campus Toastmasters club is deemed wrube reliability
of the resulting themes brought out from the focus group sessions. Inomddit
participants who are officers in their respective campusthussters club were asked to

give their rank and major responsibilities.
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Table 2 shows that 38 of the 60 focus group participants or 63%ffimers. Results
also show that the gender distribution among the officers is akqost with the female
students (20 students or 53%) slightly higher than the male stud@npmiticipants or
47%). Moreover, Table 2 also shows that all major club officer pasitiare well
represented with at least one student per position. Furthermorepfaftomer officers
(mostly students in the graduate school) who are still veriveaéh the campus

Toastmasters club have also participated (8 participants or 21%) in the discussions

Table 1
Stage one focus group participants (N=60)
Item n % Mean SD
Gender
Female 32 53
Male 28 47
Age (years old) 21 3
18 5 8
19-20 21 35
21-22 8 13
23-24 5 8
25-26 5 8
27-28 2 3
29-30 0 0
31 1 2
Missing 13 22
Membership (months) 16.50 15.50
1-6 18 30
7-12 20 33
13-18 7 12
19-24 1 2
25-30 6 10
31-36 5 8
More than 36 months 3 5
Speech given 6 5
1-5 39 65
6-10 13 22
11-15 4 7
16-20 4 7
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Table 2

Toastmasters officers among the focus group participants (N=38)

Item n %

Gender
Female 20 53
Male 18 47

Position
President 5 13
Vice President Education 5 13
Assistant Vice President Education 5 13
Vice President Membership 2 5
Assistant Vice President Membership 3 8
Vice President Public Relations 11
Assistant Vice President Public Relations 1 3
Secretary 3 8
Treasurer 2 5
Past Officers 8 21

Stage two of the study involves the actual implementation of threysquestionnaire.

Copies of the survey were sent to all the 20 campus Toastmalstesssituated all over

Taiwan (with a minimum of 20 members per club, a total of 400 cayi¢kse survey

were distributed). After a month, a total of 87 valid respondents ftd campus

Toastmasters clubs were collected and analyzed. Statiatiefses such as the mean,

standard deviation, frequency and percentage, and correlation repadsiéhe various

factors were computed by means of the statistical softwatest®s Package for Social

Scientist (SPSS). Factor analysis was then accomplished therfianalyze the inter-

relationships among the variables (Hair, Black, Babin, Anderson, & Tatham, 2005).

Table 3

Stage two survey questionnaire participants (N=87)

Item n

%

Mean SD

Gender

Female
Male

34
49

39
56

Age (years old)
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17-18 5 6
19-20 34 39
21-22 13 15
23-24 7 8
25-26 3 3
27-28 4 4
29-30 2 2
31-32 1 1
Membership (months) 14.50 12
1-6 26 30
7-12 32 37
13-18 10 11
19-24 7 8
25-30 6 7
31-36 1 1
More than 36 months 3 3
Speech given 5 6
0 2 2
1-5 58 67
6-10 19 22
11-15 1 1
16-20 3 3
21-25 1 1
26-30 0 0
More than 30 1 1

Table 3 shows the demography for the stage two survey questiorsspandents.
Results show that the respondents have an average age of 21 yearthdlte number
of male students (49 respondents or 56%) a little greater thaerniadef students (34
respondents or 39%). In addition, the respondents exhibit an average of datts m

membership and an average of 5 speeches done.

Survey Reliability

The measure of reliability as internal consistency of the survey gneaire was done by
computing for the Lee Cronbach’s (1951) coefficient alpha. The ovdpdih aof the
survey questionnaire is computed @350 and is considered to be of acceptable fit

(Nunnally & Bemstein, 1994)For more details, please see table 5)
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Results and Discussions

Underlying factors of the Campus Toastmasters Club

In order to understand the various underlying factors behind the contribatidnmpact

of the Toastmasters club in the development of Taiwanese studentsiunication and
leadership skills, factor analysis was accomplished on the restilthe survey
questionnaire. The instrument used is a 25 item Toastmasters SQuesgionnaire
(TSQ), which was developed from the resulting themes of the stagdoous group
sessions. Participants were asked to rate the extent to whictpeheeived the items
mentioned in the TSQ. Responses were on a Likert-type scalepngafrgm 1 =

“Extremely disagree”, 2 = “Disagree”, 3 = “Don’t know”, 4 = (fee”, and 5 =
“Extremely agree”.

The results of the TSQ are encoded and factor analysis wam@shed. The
minimum amount of data for factor analysis was satisfied, withah sample size of 87,
with over 10 cases per variable (Bryman & Cramer, 1990). Therédutity of the 25
items TSQ was further examined with several well-estaldishgeria in factor analysis.
First, all of the 25 items correlated at least 0.30 with &t leae other item, suggesting
reasonable factorability. Second, the Kaiser-Meyer-Olkin (KM@gsure of sampling
adequacy was computed to 8409 above the recommended value of 0.600 (Kaiser,
1970). Hence, the factor analysis is considered appropriate. Lastlyuwuaatities were
all above 0.30, further confirming that each item shared some commamogarivith
other items. As a result, a total of eight (8) underlyingofi@civere found from the factor

analysis procedure@-or more details, please see table 4)
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Table 4

Factor analysis of the Toastmasters Survey Questionnaire

Items Loading Communality Méan
Factor 1:Face to face Promotive Interaction and Group Proseyy (FPI/GP) 4.17
Improve my social skills by face to face interaat 0.785 0.718 4.29
Reinforce my social interaction by face to fastiaction 0.769 0.746 4.25
Better understanding of others through face ¢e fateraction 0.685 0.633 4.25
Members take turn leading in group discussion tividies 0.653 0.555 3.84
| learn to build up group cohesion in Toastmasters 0.596 0.594 4.21
Factor 2:English Language Competendé&LC) 3.94
My presentation skills improved 0.772 0.691.973
My listening comprehension is better than before 0.758 0.742 4.06
My reading comprehension is better than before 718 0.801 3.75
| feel less anxiety when | speak English now 60.6 0.617 4.3
My writing looks more organized when | write my iptr 0.613 0.664 4.00
Factor 3:Barriers for Improvement (BI) 3.69
| skip meetings in order not to embarrass myself 0.801 0.828 3.89
| don't express what | feel in order not to haveftiots 0.770 0.688 3.63
| am not willing to point out other members’ flaw 0.764 0.743 3.50
Some members insist on their own opinions 0.532 0.659 3.76
Factor 5:Positive Speech Deliveran¢®SD) 4.09
| use vocal variety to add emphasis and meanimgytonessages 0.869 0.855 4.10
Gestures, movements, and expressions are natpealtémeous) 0.841 0.825 4.18
Factor 6:Leadership Skills Developmen{LSD) 3.86
Overall, Joining Toastmasters makes me a goodeade 0.842 0.786 4.03
Joining Toastmasters allows me to learn how to béiprs 0.790 0.734 3.79
Factor 7.Time Mismanagemen{TM) 2.99
Meeting overtime affects new members from joining tlub 0.777 0.738 3.17
Some members in our club are unwilling to attend 0.766 0.777 291
Factor 8:Training Provisions(TP) 3.88
Joining Toastmasters workshops help me becomelarea 0.736 0.760 3.84
Joining Toastmasters workshops help me communixsiter 0.692 0.701 3.95

Note.®Mean scores of items.
®Negatively worded items.
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The first factor was labeldeéhce to face Promotive Interaction and Group Processing
(FPI/GP); items loading on this factor pertain to the percebedefits towards the
cooperative learning process in interpersonal interaction and groupsgrageThis
includes face to face interactions, communications, and leadershite Wi second
factor was labele&nglish Language CompetencéCL); items loading on this factor
pertain to the perceived benefits towards the development of theskrghguage
competences such as presentation skills, listening, reading, writing, and spdeth a

The third factor is labeleBarriers for Improvement(BIl); items loading on this factor
pertain to the perceived issues and dilemmas that hinder the deeatopinthe students’
communication and leadership skills. This includes the differenttimegattitudes of
students, which are culturally oriented. Chu (2008) mentioned that besileg less
opportunity to use English outside the classroom Taiwanese studemngsiita shy. In
addition, Taiwanese students have difficulty expressing themselves (Liao, 2006).

The fourth factor is labeldelositive Interdependenc@®l) with three negatively worded
items. Items loading on this factor pertain to the perceived benefwards the
cooperative learning process of positive interdependence. This indhelasotion of
cooperation and camaraderie among the teammates. The fifth fadcaireledPositive
Speech DeliverancéPSD); items loading on this factor pertain to the perceivedfitene
towards the development of speech presentations. This includes the assigestures,
facial expressions, and intonations.

The sixth factor is labelddeadership Skills Developmerit.SD); items loading on this
factor pertain to the perceived benefits towards the leadersiwiglogenent of an
individual. The seventh factor is label&@dne Mismanagemen{TM); items loading on

this factor pertain to the perceived negatively issues regatidiegmanagement. Lastly,
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the eighth factor is labeletraining Provisions(TP); items loading on this factor pertain
to the perceived benefits towards the communication and leadershipgseoffer by the
campus Toastmasters club.

Factor analysis also revealed three factors that contributee tdeivelopment of the
students’ communication and leadership skills. The first two facteasg to face
Promotive Interaction and Group Processin{§PIl/GP) with an overall mean of 4.17 and
Positive Interdependenc@Pl) with an overall mean of 4.04, are all cooperative learning
processes (Johnson, 1993). The third factdmraning Provisions(TP) with an overall
mean of 3.88 is inherent to the campus Toastmasters club.

Table 4 also shows that within the factePI/GP, social interaction skills are
developed through the face to face interaction among the studertemsefmprove my
social skills by face to face interaction in Toastmastédtl a mean of 4.2%Reinforce my
social interaction by face to face interaction in Toastmastgts a mean of 4.25, and
Better understanding of others through face to face interaction in Toastsastera
mean of 4.25). In addition, group processing is also found to be a contrifadgiagwith
a moderate to high significanMémbers take turn leading in group discussion or
activitieswith a mean of 3.84 andlearn to build up group cohesion in Toastmasters
with a mean of 4.21), which are also well mentioned during the focus group sessions.

Further analysis shows tHeRI/GP is positively correlated tBLC with r (81) = 0.237,

p < 0.05,PI with r (80) = 0.256p < 0.05, and®SDwith r (80) = 0.455p < 0.01. Results
indicate that the student&€LC and PSD are highly dependent on the cooperative
learning processes 6PI/GP andPl. In essence, the appropriate use of social skills by
means of face to face interaction and group processing providesise ®f social

interdependence. Such interdependence exists when individuals sharercgoats and

178



each individual's outcomes are affected by the actions of thersotin the campus
Toastmasters club, student members worked together cooperativetbotopish shared
learning goals. Hence, this helps to improve their communication skills.

Positive interdependence exists when one perceives that one isviitkezthers in a
way so that one cannot succeed unless they do (and vice versa)that/one must
coordinate one's efforts with the efforts of others to complétsia Within the campus
Toastmasters club, through cooperative learning processes, stoegimdy structuring
positive interdependence. Club members practice the notido seirik or swim togeth&r
which is to maximize their own productivity and to maximize the privdtycof all other
group members. Within the fact®, Table 4 shows that students are willing to share
what they know I(am willing to share to those who are in need, of what | know about
speaking skillsvith a mean of 4.26 aridam willing to share to those who are in need, of
what | know about leadership responsibilitgh a mean of 4.21) and seek assistance
from others  am willing to let others know my difficulties in Engliglith a mean of
3.64). In sum, when the goal and role of interdependence are clearlgtondestudents
realize that their efforts are required in order for the groupsuoceed. Positive
interdependence ensures that one member's efforts do not makeottte @ffother
members unnecessary; in essence, each individual member is uniguepartdnt and

each individual member is vital for group success.

Perceived Benefits of the Campus Toastmasters Club
The campus Toastmasters club builds on the concepbaberative learning Such
cooperative learning process only exists when students work togetlaehieve joint

learning groups (Johnson, 1993). In the campus Toastmasters club, studdygrsnem
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undertake different speaking assignments and various active meagsg During the
stage one focus group interview, the students were asked, “Whaheaneerceived
primary benefits of joining the campus Toastmasters club?” Studesntioned that the
main benefits of joining the campus Toastmasters club det@lop and improve a
person’s social skill§Mean score of 4.29, located in factor 1Fétl/GP) anddiminish

speech anxietfMean score of 4.13, located in factor Z=uC).

| believe that the first lesson that | learn is to take away my fie@eaking
English. Since, English is not my major; therefore, | felt thitck this
capability. But after three months of membership and two speaking
assignments, | am much confident ngkocus Group Session - FGS 4)

Results also show that the factors English Language Compefeh€d with an
overall mean of 3.94, Positive Speech Deliverai®®D) with an overall mean of 4.09,
and Leadership Skills DevelopmerntSD) with an overall mean of 3.86, all received
positive feedback from the students. Students raR&dwith the highest factor overall
mean. Further analysis shows that the students improve the eaggbak by means of
gestures, body movements, facial expressions, and speech intonMipgssfures, body
movements, and facial expressions are purposeful, natural, and spontanidousean
of 4.18, and use vocal variety to add emphasis and meaning to my words and messages
with a mean of 4.10). These results are quite expected since thenaésters speaking
exercises are specifically geared toward skills relatedst of humor, gestures, eye
contact, speech organization, and overall speech delivery.

Besides being able to confidently interact with oth&isC is also deemed very
important, with an overall mean of 3.94. Table 4 shows that studehtedelspeech

anxiety after joining the campus Toastmasters club with anno¢ad.13 ( feel less
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anxiety when | speak English nowhis is then followed by the students’ listening skills
(My listening comprehension is better than befaith a mean of 4.06), writing skills
(My writing looks more organized when | write my speech script thiamebeith a mean
of 4.00), presentation skilldy presentation skills improvedith a mean of 3.97), and
reading comprehensioM§ reading comprehension is better than befarth a mean of
3.75). Results indicate that diminishing the students’ speech antietygh the
cooperative learning processes in Toastmasters is highly meedg Students then
become accustomed to the English language environment through listening and gbservin
other student members talk, which is actually deemed the mosttanpof the three
basic skills by most Taiwanese students. This is then followethdiy writing skills,
since most students tend to prepare and write their speecbeficse they perform their
speeches, hence, improvement in their writing skills is seerrebéfieir presentation
skills improvement. Lastly, presentation skills and reading skatiprovement were
considered the two last competences to be developed.

Besides communication skills, members also developed their leadskilsipy means
of undergoing various carefully conceptualized training modulesriassof 10 projects
in the Competent Leadership Manuahnd by serving the role of club officers.
Responsibilities are given to the members and opportunities taleautovided. Table 4
shows that students’ perceived the8D to improved moderately with an overall mean
of 3.86. Furthermore, Table 5 also shows th&D is positively correlated witleLC
with r (87) = 0.265p < 0.05; howevelLSD is not correlated witiPSD. Such results
indicate that a prerequisite bED is ELC. Simply put, students would first establish a
confident level of English language skills before taking on club redmbtiss. This is

also mentioned during the focus group sessions, emphasizing that stymentsy
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objective (or motivation) in joining the campus Toastmasters club improve their

ELC.

One problem that | see in the campus Toastmasters club; isnthsit
students join only to practice speaking English. However, Toakdrsas

not only about communication skills it involves leadership training too. One
more thing that | noticed is that students will wait till thegched a certain
level of confidence with regards to their English language ocamcation
skills, before they will start volunteering for officer dutié€lub officer’s
response - FGS 2)

When students take on club responsibilities, they are obliged to keepd¢hiagsessions
running smoothly. In most cases, officers tend to do a lohpfomptuspeeches. Hence,

students will prefer prepared speaking tasks over the club officer’'s reshtnsibi

Barriers in Organizing a Campus Toastmasters Club
Table 5 shows a list of the strengths and barriers mentioned dhaenfpdus group
sessions. As for the strengths, results show that the campusn@sest club is
categorized as an educationally purposeful co-curricular actisitgh activity which is
focused on productive interaction is said to have a persistent inmpeovesffect on the
students (Chickering & Gamson, 1987). Similarly, results also rcontine previous
findings with regard to the benefits of the cooperative learning pganefoastmasters
and the provision of a venue (or opportunity) for communication and |é@aesislls
development.

As for the barriers in organizing and sustaining a campus Toastmatub, most
student officers mentioned the problem with regard talthl®gue between the club and

the school administrationThe establishment of a campus Toastmasters club requires a
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certain amount of monetary expenditure with regard to membershirielea series of
project manuals used toward the advancement of communication ancsihgadskills
awards. Most schools will hesitate and adoptwhé and see attitudéwhich is to wait
for other schools to go into the campus Toastmasters programanitsee what happens).
During the focus group sessions, solutions to the various barrieralsererainstormed.
As for the problem with school administration (includiiirgancial support, some club
officers mentioned that it is quite effective to invite school adstriators to join campus
Toastmasters club meeting sessions in other schools. In this el fdministrators

can experience firsthand the outcomes of actual campus Toastmasters ¢ingsmee

Table 5
Strengths and dilemmas in organizing and sustaining a campus Toastmasters club
ltems
Strengths
1. Establish an educationally purposeful co-curricular activity
2. Acooperative learning approach in enhancing the students’ communigation
and leadership skills
3. Utilizes a non-threatening approach in developing the students’
communication and leadership skills
4. Aprocess of learn by doing
5. Provides opportunities for students to practice their English communication
skills
6. Leadership opportunities for all the student members
7. Enhance the sense of responsibility and team

Dilemmas (Barriers)

Securing permission from the school administration

Financial support

Hard to recruit new members

Low participation

Lack of experienced members, which leads to decreased quality of
meetings

Students are more focused on the communication skills track than the
leadership track

Disagreement bween club officer

N o gkwbpE

Another issue is the problem with low school exposure which leadsctaitment

problems Solutions suggested are as such: updated campus Toastmasterslodite, Vi
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door to door recruitment procedure, establishing a campus Toastmagkeraanthly
newsletter, and posters and flyers. More established campus Tsi@sthcdubs will have

less difficulty in member recruitment, however, newly establisclubs will tend to have

a much difficult time in doing so. With regard to the issuéowef participationandpoor
meeting qualitysuch phenomenon mostly happens to newly established clubs where the
officers are still new and lack experience in handling thetimg sessions, new members
tends to shy away gradually. In order to minimize such issuesprseampus
Toastmasters club officers of other schools can be invited tdobekt the quality of the
meeting sessions. In addition, guest speakers and competitions ¢etdbt® further

improve the meeting.

Meeting sessions are held twice a month during the semestés,omoe a
month during the midterms and finals month. In addition, we try to invite
guest speakers and other campus Toastmasters club to join oungmeeti
sessions. In this way, meetings are very interest@ub officer's
response — FGS 4)

For the issues regarding tHack of students taking the leadership traekd
misunderstanding among the officersuch phenomenon are quite common, since
students tend to be motivated to join the campus Toastmasters clidegasise of the
reason of improving their communication skills. This can actuallynii@mized after
they (the students) realize that the leadership track is als® pramising. As for the
issue of themisunderstanding among the officeaémost all organizations have internal
problems and issues. However, almost all of the club officers priestdrg focus group
sessions suggested that with the help of the leadership trainingheps and open

forums, issues of misunderstandings can be resolved as they arise.
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In my club, the president is quite open to suggestions. We alhatkyesdt

about and agreed beforehand the general direction and agendas of the club.
Besides the leadership workshops, | believe this method is a goocoway t
diminished misunderstandin@Club officer’s response — FGS 1)

Conclusion
The primary objective of the present study is to analyze theuwsaunderlying factors
behind the contributions and impact of the campus Toastmasters chéxdevelopment
of Taiwanese students’ communication and leadership skills. Implsatf the study
include the indications that students are helped by meahsdging-the-gapbetween
their acquired knowledge and actual application of communication anddbgudskills.
Findings suggest that the major contribution of the campus Toastsnatie is the
cooperative learning processes situated in a co-curricular eshedti purposeful
activity. Besides the improvement in communication and leadershig, sitilidents are
given a venue to practice what they learn and consequently help others in doing so.
Other findings show that the students’ overall communication and sbglekills are
correlated to the cooperative learning processes suckaes to face Promotive
Interaction and Group ProcessingFPI/GP), and Positive InterdependencgPl).
Furthermore, results from factor analysis illustrates that gmeréhree distinct underlying
factors inherent to the campus Toastmasters that contributes devbwpment of the
students’ communication and leadership skills. Two negative facters also noted.
These factors are caused by new members who are from hicgdemic years. Lastly,
as Taiwanese higher education institutions are focusing on theodmezit towards

global competitiveness, this study will be able to provide ways on toeopromote
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English language communication skills and enhance students’ leadeegyapilities
beyond the four walls of the classroom. Finally, further invasbg on the feasibility of
implementing co-curricular advanced language clubs (such as Te&stshawhich are
geared toward the persistent motivation for improvement, needsundegtaken in the

higher education milieu all over Taiwan.
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Abstract

Traditional frameworks for understanding Computer Assisted Lagguiaearning
(CALL), whilst still useful, are today nevertheless somewinattéd for a variety of
reasons, and in many respects, it is the practices of Assanels and users that are
driving forward the need for new thinking in this area. This discugsper provides an
articulation of where such frameworks are located, what they héaedfand why we
now need to go beyond them. It provides an historical critique of tbeythad practice
of CALL and then goes on to draw on some of the author's most rsehes, which
examine the practices of non-native speaker students of Engié&S0E) working in
independent study contexts. The narrative leads to a proposal thae Malsisted
Language Use (MALU), together with an educational theorgooinectivism, may now
provide a better framework for examining technology in self-acaesdgres and
elsewhere. This argument, as will become apparent, is beiagndm significant
measure by the practices of learners and other users from Asia.

Keywords: Computer assisted language learning, mobile assisted languagasisse
learners, tutorial CALL, connectivism
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Introduction

Computer assisted learning (CALL) has been with us for over 40s yad there is now
a plethora of publications devoted to researching its impact and to discussingtiouic
for practice. Examples include:Computer Assisted Language Learning

(http://www.tandf.co.uk/journals/titles/09588221.5sp System

(http://www.elsevier.com/wps/find/journaldescription.cws home/335/descriptisnfigde

tion) as well as some free on-line journals sucl.a@sguage Learning and Technology

(http://lit. msu.edw/ andCALL-EJ (http://callej.org). The field is clearly well-established,

with a healthy and ever growing tradition of research, practncedessemination. At its
heart is the notion that a desktop or laptop computer explicitly helpstodents with
input and/or practice activities in order to learn, hence the taddisarning” part of the
CALL acronym. A range of computer programs or Computer-basseérials (C-bMs)
are used to deliver CALL and are typically characterisedthaasng a valued tutorial
function within the classroom and beyond (Jarvis, 2004). To further ersplibs role
of the computer in explicitly assisting with input and/or praciicivities, a more precise
term “tutorial CALL” is often used. Arguably it is such CALkhich historically has
been at the forefront of discipline specific work within humaniied led Levy (1997) to
comment that “... within the field of computers in Education, especialihin
humanities computing, it is teachers in the area of EnglishFaseagn Language (EFL)
and foreign languages more generally that have been in tlypiasali (p. 3). Whilst
today there is certainly richness and diversity in CALL, overydas it is the value and
limitations of such tutorial CALL in a variety of forms and cotse particularly self-

access centres, which has dominated the field.
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Development of and Issues in CALL

Historical Development of CALL

CALL has, of course, developed and changed significantly sisceaeption. There
have been two driving factors behind such changes, namely, the passibitiered by
the technology and the educational theories which provide a rationalerfpractice. In
the early days of tutorial CALL, up to the late 1970s and early 1%80dents would
typically work on a mainframe computer in a laboratory, libraryself-access centre.
They would work on one text-based program installed on the hard driveloteaputer.
They would input answers and receive some kind of feedback such ast,caek done”
or “wrong - try again”. Such activities might have replicateslexercises found in a text
book or be presented as a game. For example, a favourite weapndwa whereby
students tried to guess a word by typing in possible lettexrdgrone, the object of the
game being to guess the correct word before being hanged. feaochkl buy a ready-
made package of exercises (which in the terminology became kaswixedicated
CALL") or they could create exercises (“authoring CALL”), whigrovided an
opportunity to tailor activities around specific class-based inputafiysgrammar or
vocabulary). Behaviourism and the work originally developed by Skifi®&4) formed
the theoretical base to such activities. Learning was se@hirags empty heads with
knowledge and was achieved through rewarding good behaviour with stimhaliasuc
“well done” or punishing bad behaviour with stimuli such as “wrong —aiggin”.
Practice makes perfect and repetition leads to the learrasgive prevalent framework.
Such activities have been characterised as “drill and kill”, but this is peaHape unfair.
They were implemented at a time when students had no accesspotemoutside their

educational institution and as such they were often inherently rtingvarlutorial CALL
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was a novelty, and in the case of ‘hangman’ it was fun, too!

Behaviourism became increasingly discredited in education thedryrem the mid
1970s onwards we see a shift away from a view of learning asibehaand with this
we slowly witness the emergence of more interesting tutoAalLGvhich is based on an
educational theory of cognitivism. Here, the starting premsseéhat learning is
comprised of thinking, constructing or working things out. In languageatidn, we see
a shift from seeing language exclusively in terms of structgmrar(mar) and more in
terms of communicative functions. Tutorial CALL now focused on pagroup work
activities which involved discussions and were followed by inputtingareses into the
computer and then responding to output from the computer. In this ph@gd._bf we
see the emergence of simulation packages suchhasLondon Adventur@Hamilton,
1986), which involved students working in small groups to plan a trip round London.
Another activity was text reconstruction packages sucBtas/board(Jones, 1992) in
which students built up a full text on screen by typing in mgsvords. This era also
saw the widespread use of word processors outside the classrdmrsiness contexts,
and so tutorial CALL responded by developing activities based on @heufation of
model texts, such as ordering sentences and paragraphs. In addisee westress on
‘process writing’, which focused on writing stages such as boamstg, drafting and
editing, and with this development came the idea of CALL not onlytatg but also as
a tool (see Jarvis, 1997). During this period, whilst many of thes muechanical
exercises of behavioural CALL remained (and are indeed sthl wg today), there were
additional aspects which challenged students to think and work things out.

As CALL moved into the 1990s we see further, and arguably moreisagmjfchanges

arising out of technological developments, together with a need to corsidal
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interaction with educational theory. Tutorial CALL in this stgges beyond being text-
based to include multi-media and hypertext which were delivereghahwere then new
high speed Pentium processors via CD ROMS, but more recently the arrival of broadband
delivery has shifted activity to the internet. This represenparticularly significant
development in language education as it marks the arrival of mettia tutorial CALL.
For the first time, in addition to grammar, vocabulary and reaalimbwriting activities,
it becomes possible to integrate listening, too, and to a lestamt,eaccuracy-based
speaking activities (pronunciation). During this period we segid growth of multi-
media self-study packages, and they became one of the deflmangcteristics of self-
access centres. Later with the arrival and widespread alifylabi fast internet
connections, tutorial CALL could be easily authored using free paskagch as Hot

Potatoes (http://hotpot.uvic.¢aénd delivered via virtual learning environments such as

Blackboard (http://www.blackboard.com/or Moodle (http://moodle.ordy/ In

educational theory, socio-cognitive views begin to prevail and go begentbgnitive to
emphasise the role of social interaction in learning (Jonasgehamd, 2011). Founded
in the work of Vygotsky (1978), learning is viewed as taking placejusitthrough
thinking, but also through interaction and negotiation with others — i.e. ngarsi
socially constructed. In language education, this has manifestdtl as task-based
pedagogy (Ellis, 2003) and in terms of networked computers, studenfisr dhe first
time interacting with each other via the computer (WarschaueKarmg 2000). Here we
also see the development of the notion ‘CALL the medium’.

Tutorial CALL has clearly come a long way from its behavibrgats and there is now
a wide variety of opportunities for learners. Knowledge dissemmatitiatives such as

The Khan Academy (http://www.khanacademy.ppgbvide a huge number of free video
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resources to teachers and learners across a wide rangelefmac disciplines. In subject
specific disciples such as language education we see si@dler individual initiatives

such as_ WWW.TESOLacademic.orghich gives students of TESOL and Applied

Linguistics historically unprecedented access to free wsts é@m cutting edge leaders
in the field and other researchers. As we move to the globatisa learner autonomy
(Schmenk, 2005), the popularity of such sites can only grow and even ‘hangasan’
become much more fun (see, for example,
http://www.cambridgeenglishonline.com/Phonetics_Focus/#)! Today, the anperof
input and practice is still recognised as part of an eclenix in the teaching and
learning process, but few would justify this in terms of ovewdlication theory based on
a view that learning is equated with behaviour — we now recogiméssignificance of

thinking and interacting.

A Critique of CALL

Let us briefly critique tutorial CALL before moving on to suggasteed to go beyond
this term. Firstly, CALL is essentially a means to ad.eThe end is specified learning
outcomes and the computer assists their realisation in someskape or form. The
focus is on delivering or assisting “conscious learning”. Second$yusually discussed
and researched in terms of students working on one C-bM and the textenich this
does or does not assist with learning. Frequently, the researgn des such
discussions is conducted in fairly controlled contexts. Learmersx@posed to treatment
(CALL) in the form of working with a particular C-bM in the clessm or self-study
centre; thereafter, its effectiveness is measured. ThirGKLL is often both

characterised and justified as being motivating, a charactensahich arguably goes
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back to the days when it was a novelty as students had no aca@Essaguters beyond
their educational institutions. Fourthly, a desktop or laptop computer ibahpris

central to CALL, and whilst there is an ever-increasingybotdwork which looks at
other devices, the primary term of reference remains, by tiefinithe computer’. As
we have seen over the years, there has been a changed ugdstigational theory. At
one extreme is the behavioural phase of CALL which involved working @b

through mechanical exercises or a game. More recently, the egeitice phase might
involve a project with on-line chatting to other participants andingpstork on a VLE

(Virtual Learning Environment). However, in all such examplesethecational theory
is essentially independent of the technology. Whilst CALL canndieiparated from

such theory, the theory stands alone and is frequently derived from work outside CALL.

Beyond CALL

If we accept even some of our brief critique above and look antreawk in the field,
then it suggests a need to go beyond CALL. This, however, does antar&ummary
dismissal of over 40 years of CALL research, dissemination andigerabut it does
involve recognising a bigger picture. Within language educationabthé largest area
of activity globally is Teaching English to Speakers of Ottenguages (TESOL), and
the argument presented here is drawn from a number of studiehevast seven years
with such NNSSoE in both “host country contexts” (in the UK afoEhlUniversity) as
well as with Thais and Arabs in their “home country context”. Tdrege of research
methodologies includes both quantitative and qualitative techniques suderagews,
focus groups, observations and questionnaires. For many students,via&Lhot seen

primarily as a means to an end at all; rather, learning toatgeuccessfully in a
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digitalized world was the end and English was the means tortlat Ehis suggests that
“... one of the most important questions for the English Languagehirea¢ELT)
profession today is less about the role of C-bMs in ELT and more dimuble of ELT

in a Cb-M dominated environment” (Figura and Jarvis, 2007: 460). Furthermor
NNSSoE tended to view a much wider range of C-bMs as helping fgemm English
when compared to British students learning other foreign languagbs was reported
across a wide range of C-bMs irrespective of whether theyahalkar and explicit
tutorial function. Many NNSSoOE reported activities such as anugsvebsites for
personal information, live chatting or watching YouTube videos as heipamg, to some
extent at least, with their English (Jarvis, 2012; Jarvis, 2008a).

In language educatiorkrashen (1982) originally made the distinction between
learning, which is viewed as conscious, and acquisition which, in chntisas
unconscious. It is suggested (Jarvis, 2008b) that when applied toeeinomc
environment, unconscious acquisition is almost certainly taking ptaoagh exposure
to authentic English from a variety of C-bMs. It is also worthing that in one study
(Jarvis and Szymczyk, 2010), which explicitly focused on the companatiue of paper
and computer-based tutorial materials for learning grammar, studentsyaexpakssed a
preference for books. We have noted a tendency within CALL to focus on one C-bM and
yet today’s web generation rarely work on only one C-bM at amytone. They are
frequent users of technology and they multi-task, which includealsoeiworking and
studying; furthermore, they do so in both their mother tongue andnijiesi language.

A recent study (Jarvis, 2012) reports that as few as 3.4% of mtdtmirati NNSS use
only their mother tongue even when using computers outside their language studies.

All of these issues suggest a need to revise the traditianal ofi CALL. It is also
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worth noting (Jarvis, 2005) that, in language education, we see Hmolegy impacting
on the subject matter itself with computer-mediated-communicationeties of English
emerging. How significant is this? It's probably too earlys&y; perhaps we need to
w8nc (wait and see)! There is no novelty value to CALL fois¢éheveb generation
learners who access the internet and other programs all thertitheir daily lives. In
short, “unconscious acquisition” arising out of frequent access to aiatHemglish
through globally networked environments using any number of C-bMs, freguantl
combination, suggests a need to go beyond CALL.

Two other factors are worth stressing in this argument. Iyithe field is clearly no
longer just about the desktop or laptop computer — increasingly, ltoist @ range of
other devices. The tutorial value of ‘apps’ (applications) and &itG+bMs on a range
of devices, such as mobile phones, iPads, notebooks and tablets, logicedlyotr
terms of reference to Mobile Assisted Language LearMAg (). It is worth repeating
that the tutorial value of technology is set to remain with Hewever, the arguments
presented here logically take us to the acronym Mobile Adsistaguage Use (MALU);
such use allows for both conscious learning using tutorial packages Ihsaswve
unconscious acquisition through accessing and transmitting informatiégngimsh. It
also more fully encompasses the range of devices being used, yidihaf which are
now mobile. MALU then serves as a new framework which takeseyend CALL.
Finally, and most controversially, there must be a brief mentiacoohectivism which
has, at its theoretical base, a view that technology chdegesng theory from a notion
that knowledge is an objective that is attainable through eifasioning or experiences.
Siemens (2005) suggests: “How people work and function is altered newetools are

utilized” and that “We can no longer personally experience andracigairning that we
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need to act. We derive our competence from forming connectionshé&dirdt time, we
are seeing the emergence of an educational theory which canrsmpbeated from

technology.

Conclusion

According to Internet World Stats (http://www.internetworldstais/) the vast majority
of internet users in 2010 were located in Asia (825.1 million). Corahtleway behind,
in second and third place, are Europe (475.1 million) and North Ame2iea.2).
Moreover, the dominant language is English with an estimated3 S&élion users
followed by Chinese (444.9) and Spanish (153.3). It is clear that thsetghout Asia
and beyond are accessing and communicating information in both teelafiguage and
in the English language, and they are doing so for study, business@aldpurposes. In
many ways the practices of such users are driving forwardhanged frameworks for
undertanding. First and foremost, they are users of English in digéabevorld. While
the internet is being used to develop their English languageattos studies by Jarvis
as cited in this paper suggest that this is largely through uricossacquisition and it is
done with a variety of devices.

Against the background of such significant change, further researstimthstion and
discussions are clearly needed. In particular, the proposed M#Adrhlework suggests
that whilst we are likely to continuue to need to provide tutorial gaeskéor learners, we
will also need to provide other opportunities for students to accessmiion and
interact with the world using a wide range of devices andabgén the target language.
The future is an exciting one, and in many respects, it is beimgndforward not by

practititoners but by student use of a variety of technologies in the Englistatgng
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Abstract

The first aim of this study is to examine whether the em¢gef choice of a task topic,
compared to when there is no choice of topic, has a positive efieparicipants’
interest Task Interegt and self-efficacy Task Self-efficagy while conducting a
descriptive type of task. The second aim of this paper is tmiagawhether the oral
output of the participantd{me on TaskAccuracy Complexity andFluency while they
conducted the task increased due to the implementation of choice. Data from tarmssess
was collected; one without and one with the choice implemented preSas/ey N =
143) data elicited after the task was collected, in addition to piodudata collected
while a smaller sample conducted the same task. Results ot@dtion of data were
analyzed utilizing t-tests for between-subjects data. Resuitse survey data indicated
thatTask Interestvas greater for the limited choice of topic treatment thamo choice

of topic treatment, but not statistically significant. Resultstlug production data
indicated thafTime on Taskvas significantly greater for the choice of topic treatment
than for the no choice of topic treatment, possibly indicating gre#tarsic motivation
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when choice is available. Lastlgomplexitywas significantly greater for the choice of
topic treatment than for the no choice of topic treatment, possildigating greater
complexity in the oral output of the participants when choice isabail Implications
for these results are indicated for task design, task implati@nt and cross-cultural
psychological research.

Keywords: Affect, choice, task-based language teaching, accuracy, complexity, fluency

Introduction

The first aim of this study is to investigate how increasedraumy, introduced through

the implementation of a choice of task topic, may enhance foraigguage learners’

interest and self-efficacy when they are conducting the task task-based language
teaching (TBLT) classroom environment. This first aim isoagalished through survey
data and the time the participants utilized to accomplish a task.

The second aim of this study is first to investigate ifnalker selection of the
participants’ intrinsic motivation was greater for the chormeatment than for the no-
choice treatment, and second, to investigate if the changes thatiocihe language
output for accuracy, complexity, and fluency were greater wherel®ointroduced than
if there was no choice.

Common in research assessing output in TBLT are the three reeasentioned
above. In this section, the recorded conversations of the participardsanalyzed. With
these measurement guides, the possible changes in the outpariieesi@roduce due to
choice can be gauged.

There are two studies in the paper; Study 1 is based on survey datavill give a

more general understanding of the effects of implementing topic choice in theeilcumi
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Study 2 looks more closely at a selection of the participantgudySL to understand
better the effect of choice upon participants’ intrinsic motoratand oral production
while conducting the task.

The method of increasing autonomy used in this study is simple abtrusive. It is
simple in the sense that preparations needed for increasing autdaloenittle time,
while the benefits are potentially great. It is unobtrusive pamed to other ways of
introducing autonomy in the curriculum, such as self-access ceetgrs Benson &
Voller, 1997), which are sometimes difficult to implement withoueesgive curriculum
revisions, and can be culturally insensitive (e.g., Jones, 1995).

The results from this study may help teachers improve theiciparits’ affect and the
quality of oral language output by a relatively minor change inctiveculum. Both
enhanced affect and enhanced oral output may help learners acqumeghage that

they encounter in the classroom more effectively.

Literature Review
The Motivational Basis of Language Learning Tasks
In the task-based language teaching literature, resedochask implementation that can
help promote motivation has been sparse. Although Ellis (2003) hasedlahat task-
based language teaching in itself may be motivating, lgdearch has been conducted to
investigate the affective components of TBLT.

Dornyei (2002), however, has contributed research that may suggesinaction
between TBLT and motivational research. In his article, he disedveositive,
statistically significant, correlations between high taskual®s and two output measures

common in TBLT research, a greater number of turns in the ititeragnd a greater
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number of words produced. Dérnyei claimed that task motivation is co-gotestiby the
task participants and that motivational research adopting a task-frasgework may
result in a clearer and a more elaborate understanding of lanbtpaging motivation (p.
155). A potential benefit of the current study is that it may pe@dditional information
on the role of motivation in the TBLT environment.

More recently, Doérnyei and Tseng (2009) tested the Motivationdt Pascessing
System model of Dérnyei (2003), using interactional tasks. Thisrmaysonsists of three
interrelated mechanisms; task execution, task appraisal, and actdrol. These
researchers found that when the participants were divided by langhgitye according
to vocabulary achievement scores, into novice and expert learnees,dsibenences in
the task appraisal strategies were evident. In this casejothee learners could not
monitor and evaluate their learning activities and outcomes asipndijcas the expert
learners. Because of this, according to the authors, novice leaméds not activate
effective action control strategies, which, in turn, prevented tinem scaffolding their
learning and participating in the interaction.

Gilabert (2004, 2007) found that participants had significantly highesssimgh a
There-and-Then narrative task (a task where the participamdtisbooking at the task
paper while conducting the task, usually because it has been ablgctbe researcher
before the task commences), compared to a Here-and-Now nareativéattask where
the participant is looking at the task paper while conducting th§ fBise participants in
Gilabert’s research also had significantly higher confidentle the Here-and-Now task,
compared to the There-and-Then narrative task. However, there wertfenendes for

interest or motivation between the two types of tasks.
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Julkunen (1989, 2001) claimed that the tasks in which the learners are dnhealve
have an impact on the motivation of the learner. According to Julkd®&9,(p. 63), the
features of the task may increase or decrease the part&ipansonal involvement in
task accomplishment. Also, learners’ intrinsic or extrinsic mtwaand task demands
may interact and result in appraisal processes in which lsami assess their
performance after the task and will attribute task succefsslune to various attributional
processes, such as task difficulty, luck, ability, effort taslaeion, and feelings during
the carrying out of the task (Julkunen, 2001, p. 31).

Lastly, Poupore (2008) conducted a very extensive examination ofdtreatonal
aspects of group work dynamics, task topic, and motivational chamgee-i during-,
and post-task surveys. Poupore found that there was a relation betwdisih Elsg
Anxiety and perceived task difficulty and between English Useiédyyand language
production, namely the total number of words (a measure of fluendyimgbis paper)
produced by the groups for the entire task. The comparison of an outpiie/avith
anxiety is original.

Poupore also found that while low anxiety and high proficiency produbgghdevel
of production, the opposite was true for learners with high anxretyl@v proficiency,
In relation to this finding, learners with high motivation and low agx$o produced a
high level of language production while the opposite was true fondes with high
anxiety and low motivation. As for perceived task difficulty, Pouporadothnat anxiety
was significantly negatively correlated with motivation and peeck group dynamic,
while anxiety was significantly positively correlated with qeved pre-task difficulty.
These findings are salient for many teachers and thisrobseaa significant step in

examining the motivational antecedents of task-based language teaching.
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One of the strengths of Task-based Language Teaching (TiBLAgt there is a greater
amount of autonomy (i.e., learner choice) inherent in the TBLT cuuntuSuch being
the case, it might seem redundant to have study autonomy (operagidntdipugh
choice) when there is already autonomy in the methodology, asesvee of this article
pointed out. However, one difference might be that autonomy inherent i T8Aan

implicit choice while the autonomy studied in this paper is an explicit choice.

Choice and Its Role in Self-Determination Theory

The power of choice to motivate has been shown to exist in seutet@ss(e.g., Corah &
Boffa, 1970; Geer, Davison & Gatchel, 1970; Geer & Maisel, 1972; Ghisger &
Freidman, 1969; Langer and Rodin, 1976; Pervin, 1963; Reim, Glass & Singer, 1971).
Even the illusion that there is a choice, such as when gambling (.4:23®), has been
shown to be a powerful motivator. For example, Zuckerman, Porac, Lathith, &nd
Deci (1978) studied university participants who were given a cluieepuzzle form to
complete and participants who were not given a choice. The resultthaasthe
participants who could choose the puzzle form spent more time completinmuzzle,
possibly indicating greater intrinsic motivation. Zuckerman et18l78) stated, “people’s
motivation is greater when they have more rather than lessotoower their
environment” (p. 445).

However, lyengar in her research has proposed that individuals frerdepé&ndent
cultures (e.g., Markus & Kitayama, 1991), such as those raisedian Asltures, value
independent choice less and will choose according to the group nobesare highly
influenced by others, such as a parent or a peer, than those frqmenddat cultures,

such as those raised in Western cultures. lyengae $ethi, 1997) and lyengar and
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Lepper (1999) found that children from an East-Asian culture (Chinasarigéan) in the
San Francisco area were significantly more motivated togenigean activity when their
mothers chose it than were children from Anglo-American culturése same situation.
In fact, lyengar and De Voe (2003) stated that individuals irderdependent cultures
(see above), which these authors referred tdusisul chooserswill have little, if any,

intrinsic motivation (p. 163).

Intrinsic Motivation

According to Deci and Ryan (1985), there are three main componerntgritesic

motivation: competence, relatedness, and autonomy. The strongestadafineDeci and
Ryan’s hypothesis of intrinsic motivation is autonomy. Under the thedrgelf-

determination, autonomy occurs when individuals “act in accord with thehentic
interests or integrated values or desires” (Chirkov, Ryan, KirKaglan, 2003, p. 98),
but it can also occur when a person is forced, for example, to agaigjaince from a
parent or to submit to a traffic policeman, where one sees valdellowing the

commands. Just as importantly, Deci and Ryan (2000) stated what aytdsorot.

Autonomy, in their theory, is not “equated with ideas of internal locusaowitrol,

independence, or individualism” (p. 231).

In Deci and Ryan’s conceptualization of autonomy, the most impartanponent is
choice. If there is no choice, there is no autonomy, and if teeme autonomy, there is
no intrinsic motivation. According to Dworkin (1988), being autonomous, i.e., human,
means to be able to choose on one’s own. “What makes a life ouosg’ Bworkin, “is

that it is shaped by our choices” (p. 81).
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Definitions of a Task inTBLT

In over twenty years of research, many definitions of a task been elucidated, mostly
encompassed by the outlook of the researcher and the dictatesedaaech itself. There
are two definitions that are more appropriate for the reseaurtiisi paper, one by Skehan
(1998), and a more recent definition by Samuda and Bygate (2008).

Skehan (1998) defined tasks from a cognitive perspective. To Skelask is: (a) an
activity in which meaning is primary, (b) there is some comugatian problem to solve,
(c) there is some sort of relationship to comparable real-wactd/ities, (d) task
completion has some priority, and (e) the assessment of the tastersns of outcome
(p. 95).

Samuda and Bygate (2008), through their research with tasks iralgedecation as
well as in language learning, have added a holistic dimensite tefinition of a task in
TBLT. Their definition consists of five elements. According to 8demand Bygate, a
task: (a) is a holistic pedagogical activity, (b) involvegylaage use, (c) has a pragmatic,
non-linguistic outcome, (d) is used in such a way as to create sballenge aimed at
language development, and (e) is aimed at promoting langeageng through process
or product or both (p. 69).

In comparing Skehan’s definition of a task of with that of SamudaBygate’s, the
latter consider the context in which a task is used to a grdatgee. This is also
important for this research because, according to some resesafely., Gorsuch, 1998;
Takashima, 2000), TBLT may be unfamiliar to many participanttiencontext of the

English language classroom in Japan.
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Task-Based Language Teaching in Japan

One of the proponents of using task-based language teaching in sgcsciuaols in
Japan has been Takashima (2000). Takashima modified the desigislofrattesk-based
language teaching, which he called a task activity, to fisttuation in Japan. The task
activity uses the idea of a structural focus during task-basedidgagteaching as
proposed by Loschky and Bley-Vroman (1993). Takashima proposed #mlt activity
should: (a) be message-focused, (b) have a sense of completion, &hegatiation of
meaning, (d) involve a comparison of structures, (e) include ammafan gap element,

and (f) be of interest to the learners (p. 36).

Assessing Output iTBLT

Based on the work of Swain (1985; 1995), Skehan (1998, p. 5) speculated thatehere a
three aspects to oral production: accuracy, complexity, and fluendyndh pin in
Skehan’s conceptualization of spoken language production concerns holeamedrs
attend to one of these aspects over others under certain conditiossmé&éns that
attentional resources may shift, emphasizing one area of oral pordwnd de-
emphasizing other areas of oral production, in order to better handtonkelerable
cognitive load required by producing output (p. 73).

Accuracy is performance that is native-like through its rule-g@eemature and is
connected with a learner’s capacity to handle the langusggbdities at whatever level
of interlanguage complexity the learner has acquired dtrtiee Accuracy is also related
to the learner’s norms in regards to beliefs about the necesstycuracy. Complexity
indicates how advanced, (i.e., subordinated) the learner’s languddbegiane (Skehan,

2007). Increasing complexity indicates change and development imtdr&anguage
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system and is based on the ability of learners to take, nses more syntactically
complex language, and use more language subsystems with the pdsidil such
language may not be controlled effectively. Fluency is the whitit use linguistic
resources to the best of one’s ability during communication dsasethe ability to
produce speech at a normal rate of speaking. Fluent discourse astehaed by an
optimal mix of highly automatized chunks of language and leareaticity. Fluency is
effective when there is an automatization of stored chunks of spbethwere
restructured on previous occasions. Fluency in task performancacidated using
temporal variables (e.g., amount of speech and pausing) and hesitatomeha (e.g.,

false starts, repetitions and reformulations and replacements).

Research Outline
The independent variable in this paper is the level of choice. Hreréwo levels of
choice—the no choice of topic treatment in which the topic wasegleeted by the
teacher, and the limited choice of topic treatment in which thecipants conducted the
same type of task but could choose one task topic from amongstdpies pre-selected
by the teacher. The type of the task, a static task (Brown & Yule, 1983), doesmge.cha
For this research there are two studies. For Study 1, surveyisdatdized. The
dependent variables afi@ask Interestand Task Self-efficacyFor Study 2, there is one
dependent variable to assess intrinsic motivatiime on Taskwhich is the entire
amount of time the participants utilize to complete the task large tmeasures of oral
output; the dependent variable AEcuracywill be calculated using error-free clauses,
Complexitywill be calculated using type-token rdtiand Fluency will be calculated

using word count.
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Research Questions

Study 1

The primary purpose of Study 1 is to examine the participantsingerest and task self-
efficacy.

Research Question 1: To what degree does the level of tasktictearge across the
levels of choice?

Hypothesis 1: It is hypothesized that task interest willeiase significantly when
choice is available. This hypothesis is based on studies comgpidue presence and
absence of choice when adults are engaged in a task.

Research Question 2: To what degree does the level of taskfisal{yethange across
the levels of choice?

Hypothesis 2: It is hypothesized that task self-efficaclingrease significantly when
more choice is available. This hypothesis is based on studiggdogthe presence and
absence of choice when adults are engaged in a task and that mood cbrlre
environment increases the ability to do a task (e.g., Monty, Rogmmbé& Perimuter,
1973; Stotland & Blumenthal, 1964).

Study 2

The primary purpose of Study 2 is to examine the participantgisit motivation, and,
if there is an increase in intrinsic motivation, whether thatd léo greater levels of
accuracy, complexity, and fluency in the participants’ output. In thiglys the
conversations that occurred while participants were engaged taske were recorded,
transcribed, and coded for time and for occurrences of accuracy, compledifiyency.

Research Question 1: Do the participants utilize more tinminplete a task when

limited topic choice is involved compared to when there is no choice of topic?
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Hypothesis 1: It is hypothesized that participants will use rme to complete a task
when choice is involved compared to when no choice is involved. This hypoibesis
based on research into intrinsic motivation (e.g., Zuckerman et al., 48«8) supposes
that participants will conduct a task longer when choice is dlailzecause the behavior
IS more intrinsic.

Research Question 2. To what degree does the level of accilvaogecacross the
levels of choice?

Hypothesis 2: It is hypothesized that accuracy will increageficantly when choice is
available. This hypothesis is based on studies comparing the pressh@bsence of
choice when adults are engaged in a task requiring high levelenfiatt (e.g., Dember,
Galinsky, & Warm, 1992).

Research Question 3: To what degree does the level of complkaitge across the
levels of choice?

Hypothesis 3: It is hypothesized that complexity will incresgaificantly when more
choice is available. This is hypothesized because it is posdige choice is introduced
in the implementation stage of a task, attentional resources enfrgdd and allocated
towards complexity (e.g., Dember et al., 1992).

Research Question 4: To what degree does the level of fluenayecharmss the three
levels of choice?

Hypothesis 4: It is hypothesized that fluency will increasaifstgntly when more
choice is available because increases in task interest dayseel introduction of choice
can positively affect fluency. This could be an effect of anea®ed willingness to
communicate (e.g., Macintyre, Clément, Dornyei, & Noels, 1998; Yagh002). In

addition, there may be a lessening of anxiety with choice (ealasd & Blumenthal,
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1964) causing greater fluency (total number of words produced in {hés)p@oupore,

2008).

Method

For Study 1, the participants from which the data was eligie@ 185 mostly first-year
participants attending English classes at a Japanese univ@is#ly average age was
18.8 years. Of these participants, 78 were male and 107 were feltoalever, not all of
these participants attend both treatment sessions and, becauseenkgvups design is
used for this study, after removing those participants who mistiegl session, 157
participants remained for Study 1. These were further redock4Btthrough cleaning up
the data according to Tabachnick and Fidell (2007, p. 60). For Study 2jsbettee
requirements for using the data from the participants wasestrittie same pair of
participants had to be sitting together for both treatments), 8idlypairs (or 74
individual) participants could be utilized. All participants gave theitten consent to

participate in this study.

Task Materials

The participants used a static type of task, which for thisarelsewill be called a

descriptive task, during the treatment sessions. According to Baoanyule (1983, p.

109) a descriptive task is a type of task in which learnexgitlesstatic relationships and
by doing so are describing object properties, the location of opgaulsthe relationship
between the objects. A common version of this type of task usetueepticat has to be

described by one of the learners to complete missing information.
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The tasks in this study were one-way, information gap tasks igtdidbm Nicholson
and Sakuno (1982) (Appendix A). In each session, there was one partwifmahéeld the
complete picture (the top box in Appendix A). The other participant, envéad two
pages where one page (“Page 1" in the bottom box in Appendix A) had itjireabr
pictures but with six parts removed and replaced with numbers, and apagiee(‘Page
2" in the bottom box in Appendix A) where the removed parts wereepkifthe goal of
this task was for the participant with the incomplete or mgssiformation to reconstruct
the picture by placing the correct number next to the cut out poofidhe picture
according to where it should be in the correct position. An exampleeahodifications
for the session with no choice of topic is in Appendix A.

For the session with limited choice of topic, participants chosgpia from three
different topics (Appendix B). The participants then commenced thkeatmgxplained
above. It is important to point out that the participant who had the campfetmation
could see the entire task on this choice paper but could not see ttieatiods made on

the task papers for that participant’s partner.

After-Task Survey

A 12-item after-task survey used for Study 1 is in AppendixT@is survey was
administered each time the participants finished the task. §bthe survey items were
written originally for this study, some were taken from Japamesearch (Takashima,
2000), and some were garnered from sources in English (Julkunen, 1989; Robinson

2001b).

215



Procedures

The data collection procedures for the no choice and limited chosiersesre shown in
Appendix D. As shown in the figure, to be fairer to the pardicts, each task was
conducted twice during each treatment session, for a total ofifiees.tParticipants were
asked not to use dictionaries, nor to look at each other’s papers.

On the left of the figure in Appendix D are the procedures fonthehoice of topic
treatment sessions and on the right are the procedures for dheeiné sessions with
limited choice of topic. In the case of the data sessions Withited choice of topic, the
paper with the three task topics printed on it was distributduketparticipant who would
make the choice. This participant then chose the topic and the tegaherthis
participant the task in a large envelope. Upon a signal, the participants took trseequaipe
of the envelope and gave the two pages of the missing information ¢o s partner
and kept the page with the complete information. The example innAppA is the task
from the second round of the task session used for analysis in Study 2 and Study 3.
Study 1 Data Collection Procedures
As shown on the procedures diagram in Appendix D, the asterisks inflmatevhich
participant the survey data were taken from after each round of c¢omgtize task. In
either case, the survey data were taken from the participanthatiothe complete
information for that round.

Study 2 Data Collection Procedures

To calculate intrinsic motivation for Study 2, the total timeeanohds for the entire task
was tabulated for all the available tapes (from the second rourle 6B” side of the
tape). The start of the transcript was marked when the participants statle the task in

English in a consistent way, that is, without a false stacbmmencing the task. Some
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pairs of participants talked about the task (or other thingsapankse and then started
the task in English while many pairs started the task imredgiaThe end of the
transcript was when the participants had completed the task.

To code the transcripts of the oral production, the recording frosettend round (or
the “B” side of the tape) was used because the participantsmageeused to doing the
tasks, and there was less talk about how to do the tasks and rkavaddbcused on the

task itself. This was done in order to control for planning aswell.

Results

Study 1

In preparing the data for analysis, Tabachnick and Fidell (20@0ff).suggest cleaning
up the data so as to meet the assumptions of multivariate dgaisnBhe progression
goes from examining the data for univariate outliers, to toamshg the data after a
descriptive data analysis, and then to examining the data fowvaridte outliers. From
the original pool of 185 participants, there were 149 remaining #ftese who were
absent for one of the two treatment sessions and those who wereat@ivatliers were

removed. Basic descriptive statistics were calculated with this(iGible 1 and Table 2).

Table 1

Descriptive Statistics for the No Choice of Task Topic

M SE |SD |Variance | Skewness |SES |Zgewness [Kurtosis |SEK

ltem1l 4.19 .06.75 |.56 -.52 .20 -2.60* | -.40 .39
ltem 2 3.64 .07.86 |.73 =27 20 -1.35 -.18 .39
Item 3 3.92 .081.00 1.01 -1.02 .20, -5.10*| .68 .36
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ltem 4 3.68 .091.15 1.31 -.68 .20/ -3.40* | -31 .39

ltem5 4.32 .05.63 |.39 -.35 20 -1.75 -.65 .39
ltem6 4.01 .07.84 |.71 -.49 20 -2.45* | -.40 .39
Item 7 3.51 .081.02 1.05 -.31 .20 -1.55 -.34 .39
Item 8R | 2.81 .0¢1.09 1.18 A1 .20/ 0.55 -.65 .39
ltem 9 3.42 .081.00 1.00 -.07 .20/ -0.35 -.59 .39
Item 10 | 4.05 .0€.75 |.56 -47 20 -2.35% | -01 .39
Item 11 | 4.18 .0€.77 |.60 =77 .20 -3.85* .37 .39
Item 12 | 3.44 .0¢1.13 1.28 -.48 20| -2.40* | -.56 .39

Notes N = 149. = .82.SES= Standard Error of SkewnesSEK = Standard Error of
Kurtosis.
*p < .05.

Table 2

Descriptive Statistics for the Limited Choice of Task Topic

M SE |SD |Variance | Skewness |SES |zgewness Kurtosis |SEK

ltem1 4.21 .07.82 |.67 -.87 20 -4.35% .23 .39
Item 2 3.71 .07.90 .81 -.29 20 -1.45 -.39 .39
Item 3 3.79 .091.11 1.22 -.81 .20/ -4.06* | -.07 .39
ltem4 3.54 .111.30 1.68 -.44 200 -2.20* | -1.08 .39
ltem5 4.33 .06.67 |.45 -.50 20 -2.50* | -.75 .39
ltem6 4.15 .07.84 |.71 -.85 20 -4.25* .21 .39
Item 7 3.72| .08.96 .92 -.24 .20 -1.20 -.68 .39
ltem 8R | 2.51 .0¢1.08 1.16 .25 200 1.25 -.76 .39
ltem 9 3.40 .081.03 |1.05 -.10 .20/ -0.50 -.59 .39
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Item 10 ' 4.05 .07.90 |.81 -.67 .20 -3.35* | -.33 .39
Item 11 ' 4.21 .0€¢.77 |.60 -.73 .20 -3.65* .10 .39
ltem 12 | 3.33 .1(1.20 1.45 -31 200 -1.55 -.94 .39

Notes N = 149. = .82.SES= Standard Error of SkewnesSEK = Standard Error of
Kurtosis.
*p < .05.

After identifying multivariate outliers (Mahalanobis distance{11, N = 149) = 31.26
p = .001) six outliers were removed. After removing these cases,padticipants
remained.

Previous research (Thurman, 2008) revealed that the items farrtley $oaded onto
two factors. Eight items, Items 1, 2, 5, 6, 7, 9, 10, and 11, loaded more consistently across
all nine treatments into theask Interestlependent variable, and Items 3, 4, 8 (reverse-
coded), and 12 loaded more consistently across all nine treatmenthantask Self-
efficacydependent variable.

Next, the data were prepared for final statistical armly&irst, the items with the
original item scores that comprised each factor were copied thenoriginal file and
pasted into a new SPSS file only for that variable (&ask Interegtfor that treatment
(e.g., no choice of topic). Fdrask Self-efficagya reverse coded version of Iltem 8 was
used.

Then, these files were prepared for use in Winsteps (Linacre, 20@Omputer
program that analyzes data according to the principles of Rastysis (Rasch, 1960).
This model, according to Bond and Fox (2001), transforms raw data intoietgumaél
scales through log transformations of raw data odds and probalekgtations (p. 7).

Through this, the measure of a person is separated from theseatech he or she is
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measured. The person measure, called the ability estimatporgekin logits. The entire
sample is placed on a logit scale, which is an interval sca¢ge the interval between
two and three, for example, is the same distance as that between three and four.
Tables 3 and 4 detail the descriptive statistics according thifteeent levels of choice
before the data analysis was commenced. The Rasch IteabiRgli(RIR) estimate is
analogous to the KR-20 or the Cronbach alpha reliability coefficior assessing
reliability, but, according to Linacre (1997), it is more constreaand less misleading.
A low estimate may indicate that a larger sample from the population is reeded.
There is an indication in Table 3 fdask Interesthat the mean for the limited choice
treatment is greater than the mean for the no choice of tdpic §2.54 andvl = 60.58
respectively), possibly supporting the hypothesis. However, the eeigiiadicated in
Table 4 forTask Self-efficacwith the mean for the no choice of topic greater than the
mean for the limited choice of topitM(= 57.30 andV = 53.96 respectively). This result
was not predicted in the hypothesis. Figure 1 below the tablesdhese results in a

graphical format.

Table 3

Descriptive Statistics for Task Interest

Treatment M SEM 95% Con. Inf 'SD  Min® MaX & K¢ RIR
Low High
No Choice 60.561.21 58.18 62.98 14.4B4 100 | .8%.72 .86

Limited Choice | 62.541.44 59.69 @ 65.38 17.124 (100 | .51.07 .89

295% Confidence Interval.Minimum. ¢ Maximum.® Skewness® Kurtosis.” Rasch Item
Reliability.
N =143 SES= .20.SEK= .40.

220



Rasch Measure of Interest

Table 4

Descriptive Statistics for Task Self-efficacy

Treatment M SEM 95% Con. Inf SD Min° MaX & K¢ RIR
Low | High
No Choice 57.301.30 |54.72 | 59.87 @ 15.5D 100 -.351.64 .98

Limited Choice | 53.9€1.20 51.59 | 56.32  14.29 100 -.562.53 .98

295% Confidence Interval.Minimum. ¢ Maximum.® Skewness® Kurtosis.” Rasch Item
Reliability.
N =143 SES= .20.SEK= .40.
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58
A3 ?

62.5

wn
i)

62.0

%

n
<n

al.e

Rasch Measure of Self-efficacy

L
=

6.5

wn
<

000

Nong Level of Choice Limited None l.cvel of Choice Limited

Figure 1 Task Interesf(left) and Task Self-efficacyright) for each level of choice.

Each variable was then applied to sepatdests. To correct for the number of
comparisons in Study 1, interactions at fhe< .025 (.05/2) significance level were
considered statistically significant. In addition, Cohed’'sneasure of effect size was
calculated by dividing the difference of the means by the stdndeviation of the
difference of the means. According to Kotrlick and Williams (2003), a Cslaestore of
over .20 would indicate a small effect size, a score of over .50 vmditthte a medium

effect size, and a score or .80 or more indicates a large effect size.
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Table 5 below shows the results for tHest analysis for th@ask Interestand Task
Self-efficacydependent variables. The test for differences forTémk Intereswariable
was not significant, but there was a trend towards greateestter conducting the task
when choice was available. Contrarily, the results Task Self-efficacyvere in the

direction opposite to the hypothesis to a statistically significant degree.

Table 5

Between-subjects Differences for the Task Interest and Task Self-eifarzadyles
No Choice.imited Choice
M SD M SD  t(142) d

Task Interest 60.581.2162.54 1.44 -1.79 (ns)5

Task Self-efficacy7.301.3053.96 1.20 2.56* 21

*p < .025

Study 2

The next study in this research is a comparison of the tinse¢onds) the participants
utilized to complete the entire task and then to examine theatiffes in oral production
during the two task sessions.

By the end of the data collection sessions, 37 (or 74 individual) pairs of patsdijzal
participated in both of the data collection sessions. The production @ataf doth
participants in the pair combined. The number of participants forstbdy was much
lower than those for Study 1, even though the data were collectedHieosame pool of

participants, because the same participants had to attend botlretreagssions as well
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as be paired with the same person. It was often the case thatt theepair was absent,

removing the entire pair from any further analysis.

Time on Task Data Results

Time on Tasks an accepted measure of intrinsic motivation (e.g., lyengae@er,

1999) with the assumption that the more time a participant utize®mplete a task
possibly indicates more intrinsic motivation. Table 6 contains theriggge results of
the two treatments. According to the results, the participarteeilimited choice of topic
treatment session utilized 43 more seconds to complete the taskrednipasession
where the same participants when they conducted the task in the we dfidipic

treatment. Figure 2 below the table shows this result in a graphical format.

Table 6

Descriptive Statistics for Time on Task (seconds)

Treatment M SEM 95% Con.Inf SD Min® MaxX & K€
Low | High
No Choice 2079.36 188 226 56.9(¥5 349 | .25.36

Limited Choice | 25012.04 225 274 73.25120 388 | .35-.99

295% Confidence Interval.Minimum. ¢ Maximum.® Skewness® Kurtosis.
N = 37.SES= .39.SEK=.76.
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Figure 2 Time on TasKseconds) for each level of choice.

A single t-test was used to examine the differences between thetreatments.
Because there was a single treatment, there was no needdot dorrthe number of
analyses in this study and an interaction atptke.05 significance level was considered
statistically significant. In this case, the differencesmveen the two treatments was

statistically significantNgiz = 43.05,SD= 62.34t(36) = 4.20p < .001,d = .70).

Oral Production Data Results
As stated previously, there are three dependent variables fosettion of Study 2;
Accuracy Complexity andFluency Accuracywas operationalized as the ratio of error-
free clauses (EFC)Complexitywas operationalized as type-token ratio (TTR), and
Fluencywas operationalized as total word count for the selected portidre afanscript
(WC).

Tables 7 and 8 show the descriptive statistics for the no anddiofitéce of task topic
treatments. A cursory examination indicates tAaturacy (ratio of error-free clauses

(EFC)) was not greater for the limited choice of task tomattnent than for the no
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choice treatment. HoweveZomplexity (type-token ratio (TTR)) andFluency (word
count (WC)) showed increases in the limited choice of topicneat compared to the
no choice of topic treatment. Although the decreas&ceuracywas not hypothesized,
Complexityand Fluency were hypothesized to increase for the limited choice of topic

treatment. Figure 3 below the tables shows these results in a graphical format

Table 7

Descriptive Statistics for No Choice of Topic

Variable M SEM 95% Con. Inf. SD  Min® MaxX S' K°
Low High

EFC .66 | .06 @ .54 .78 37 .00 1.00 -.31.15

TTR 37 .01 | .35 .39 .06 24, 56 .72 1.67

WC 73.813.59 66.54 | 81.08 21.80 145 '1.122.29

2959 Confidence Interval.Minimum. ¢ Maximum.® Skewness® Kurtosis.
N = 37.SES= .39.SEK=.76.

Table 8

Descriptive Statistics for Limited Choice of Topic

Variable M SEM  95% Con. Inf. SD Min® MaX S8 K©

Low High
EFC .35 04 | 27 43 23 .00 .78 24 -90
TTR A1 01 | .38 A4 .09 26 = .63 35 -.34
e 78.95 |3.88 | 71.08 86.81 23.59 32 123 .26 -.56

295% Confidence Interval.Minimum. ¢ Maximum.® Skewness® Kurtosis.
N = 37.SES= .39.SEK=.76.
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Figure 3 Accuracy(top), Complexity(bottom left), and~luency(bottom right) for each

level of choice.

Next, each variable was then applied to separsts. To correct for the number of

comparisons, interactions at tipe< .017 (.05/3) significance level were considered

statistically significant. Table 9 below shows the resultsthier t-test analysis for the

three dependent variables in this study. The test for diffeseflocegheFluencyvariable

was not significant. However, there was a statisticallypiant greater increase of

Complexityin conducting the task when choice was available but there atastisally

significant lessAccuracywhen choice was introduced.
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Table 9

Between-subjects Differences for Accuracy, Complexity, and Fluency
No Choice Limited Choice
M SD M SD  (36) d
Accuracy (EFC) .66 .37 .35 .23  3.77* .62
Complexity (TTR)B7 .06 .41 .01 -3.64* .63
Fluency (WC) 73.8121.8178.95 23.59 -1.76 (ns}9

*p < .017

Discussion

Regarding the research questions and the hypotheses relatedntp dome of the
hypotheses were supported and some were not. For Study 1, alffemlginterestad
an increase, it was not statistically significant. In additibask Self-efficacyhad a
statistically significant decrease for the limited choicéopic treatment compared to the
no choice of topic treatment. In Study 1, the hypotheses were not sgpar either
variable.

In the construct of self-efficacy, anxiety is an importemtnponent. The effects of
choice on anxiety is an important issue in this case as lantpageng anxiety is one of
the key individual differences that participants bring to the faréagmguage classroom
(e.g., Horowitz, Horowitz, & Cope, 1986; Macintyre, 1998). Macintyre, Noatgl
Clément (1997) found that when anxiety was low, the quality of thecipeantits’
speaking performance improved and the participants felt more pnifieieen they felt
less anxious. For the no choice of topic grolgsk Self-efficacwas greater than for the

limited choice of topic group, possibly because of a negative infueaased by the
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combination of the presence of choice and limited proficiency. dégdé (1987) wrote,
there is some degree of pressure on the one doing the choosinghelanis introduced
(the survey data were taken from the participant of the pair waderthe topic choice),
and this may lead to increased anxiety. This anxiety maydeed when choice of a
topic isnot a part of the task implementation, and this lessening of anxi@yyimrease
feelings of Task Self-efficacyThese results may possibly be used to support the
assumptions in studies by lyengar and colleagues (lyengar ¥oee2003; lyengar &
Lepper, 1999, 2002; lyengar, Lepper, & Ross, 1999; Sethi, 1997)

The participants for Study 2 were taken from the same pool asith&udy 1, using
the same tasks implemented in the same way. ThereforegVddhat the tasks for these
two treatments are very similar and therefore comparablethAsresults show, the
hypothesis foifime on Taskvas supported. As | wrote previously, the time participants
use to complete a task is a common measure of intrinsic motivathis measurement
was used as a dependent measure operationalized for choice fosibnparticipants in
Zuckerman et al (1978) as well as children, as in Cordova and Lelf##8)( lyengar
and Lepper (1999), and Sethi (1997). In each case, when participantsl utibze time,

a greater level of intrinsic motivation was indicated. This thasresult in this study as
well. Time on Taskhad a strong effect sized (= .70) indicating a more definite
relationship between the introduction of choice and intrinsic motivatiale conducting
the task.

Accuracyhad a statistically significant greater level for the hoice of topic treatment
than for the limited choice of topic treatment. The participantg Inaae been unable to
mobilize their linguistic resources (e.g., morpho-syntacticocational, and pragmatic

knowledge) to a degree that was high enough to increase thecycotirideir spoken
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output compared to when there was no choice of topic. Thus, the intmdoétchoice
had no positive effect on spoken accuracy.

Next, Complexitywas significantly greater for the limited choice of togiart for the
no choice of topic. The reason th@admplexityincreased when choice was introduced
may stem from an increased utilization of attentional resourceée limited choice
treatment. In the psychological literature, Dember et al. (189#)d that participants
were more vigilant (in detecting bar flashes on a computeles) when they were told
that they had a choice of a difficult or easy task compared te thbbe had no choice of
the difficulty of the task. Vigilance requires a high level wémtion. In this study, if the
participants were paying attention more closely when engagireg Self-selected task,
they may have monitored the language forms in their output moeéutp As noted
above, Dember et al. (1992) found that their participants were mgitantiwhen they
were told that they had a choice of a difficult or easy taslkrérbre, the attentional
resources of the participants may have been stimulated to segree towards
improving lexical complexity when they had choice in this study.

The allocation of attention is vital for increased complexity in oral outperryberry and
Tucker (1994) made a strong case for the connection between motieatibrthe
allocation of attention. In their paper, they claimed that “motivatipnacesses recruit
attentional mechanisms to adaptively regulate perceptual and asglcppicesses” (p.
168). In this case, motivational processes in part control attentionhwhn influence
the direction (spotlight) and breadth (zoom lens) of attention. The hre&dttention is
the working memory, which, according to Robinson (2001a), is important iedah@ng
of a second language. Derryberry and Tucker also stated thiaticat to local features

requires left-brain usage but that attention to global feateggires the right-brain.
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However, anxiety can enhance left-brain processing, bringingtiatteto local features,
which may not meet the needs of the task. A recent definition tatla (Samuda &
Bygate, 2008) includes a holistic dimension, which attention to localrésamay not
augment. According to Stotland and Blumenthal (1964), on the other hand, aranety
be reduced by choice, perhaps matching the needs of the task.

In summary, spoke@omplexitywas positively influenced by choice to a significant
degree. The finding that choice affected complexity, which reqairesanipulation of
cognitive resources, is unique to this study. There was, in additiargeadffect sized(=
.63) in the positive direction. This result may be guidance for the igpitrase of choice
in the task implementation stage in the classroom.

Lastly, Fluencywas greater for the limited choice of topic treatment thartherno
choice of topic treatment, although not to a statistically Bcgmt degree. Affective
factors may have exerted an effect on the increasduency A higher level ofTask
Interestwhen choice was available in conducting the task may have infdi¢heedotal
number of words that the participants produced when conducting the tasiditiora
Kormos and Dornyei (2004) found that the learners with positive taskda displayed
statistically significant correlations between willingnessdmmunicate and the number
of words producedr(= .93,p < .001), a measure of fluency also used in this study.
Interest and willingness to communicate are possible determiobwmgsious aspects of
task performance and when choice is availalllesk Interestand participants’
willingness to communicate may increase and this in turn mayivabgi influence

linguistic variables such as spoken fluency.
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Conclusion

In this study, choice seemed to be a factor in increasingiparits’ interest in the task,
in increasing participants’ complex and fluent output, as welh@gasing participants’
intrinsic motivation in completing the task. The results areethix this study, but some
conclusions can be offered. | am much more optimistic with thdtsesf Study 2 as a
gauge of participants’ affect when conducting the task and its commevith their oral
production.

In the case ofime on Taskthere were definite increases of intrinsic motivation with
the simple introduction of choice in the implementation of the task. An implicatithmsof
result is not just that participants’ exhibit more intrinsic wettion by the introduction of
choice, which has been shown in many studies, but there is also gheatran that,
contrary to studies by lyengar (lyengar & De Voe, 2003; lye&ghepper, 1999, 2002;
lyengar, Lepper, & Ross, 1999; Sethi, 1997), who claimed that childoam Asian
cultures do not value the concept of choice very highly, exhibi litlno increase in
motivation, and will sometimes defer the choice to a caretakaifroeend when choice is
introduced via a task; however, an implication of this study isri@tire teenage Asian
participants in Asia value choice and when choice is presented de gagticipants,
greater intrinsic motivation is likely to result. So, while réswf Study 1 may support
the assumptions of studies by lyengar and colleagues, the &s8lisdy 2 are different
from those assumptions. In this case, there is more relabedsiuse this study used the
same method of assessment of intrinsic motivation, time on task, as lyengar.

In addition, when choice was introduced before the task was impkshethte
participants were more lexically complex in their oral outpbelieve that there may be

two implications from this result. First, as stated previouslgreiasing complexity
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indicates change and development in the interlanguage systembasgdson the ability

of learners to take risks, use more syntactically complex languagdj@sa more language
subsystems with the possibility that such language may not belbesteffectively. In
terms of language acquisition, complexity is very importanthWitreased complexity,
participants may affect more changes in their interlanguagssibly increasing their
acquisition of the language. Complexity in oral output in the taskdb#meguage
teaching environment is seen as important enough that an entire aotoguthe AILA
conference in 2008, was centered on the importance of complexity in task-baseddangua
teaching. In addition, researchers such as Robinson (1995, 2001a, 2001b, 2003, 2007)
and Skehan (1998, 2007) center their concepts of language acquisition onethcreas
complexity.

Many teachers desire increased complexity in the oral outpuhedf students.
However, Robinson (2001a) stated that more complex tasks are nfana@tdtherefore
some teachers may not wish to increase complexity through tasindeé it would
increase the task’s difficulty and cause a demotivating affemizever, through choice,
complexity can be increased with no loss to intrinsic motivationaaiidthe provision of
choice, even relatively difficult tasks may not adversely caffstudents’ intrinsic
motivation.

In this study, the results indicated that choice is a viableegure to implement
previous to conducting lessons utilizing tasks based on task-based langaameg
guidelines. In the future, by incorporating more types of tasks (iarrative tasks) and to
eliminate some of the limitations of this study (i.e., using tgken ratio to assess
complexity) by including more methods of assessment (i.e., turnsjswger turn,

dependent clauses per T-unit, and others to assess complexityyngestrelation of
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choice to affect and oral output may be revealed to build a betedation for

curriculum design.
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Footnotes

! This is a very commonly used statistic, but it has one weakmésat it is influenced
by text length: the shorter the text is, the higher the ratikely to be (e.g., Malvern &
Richards, 1997; Wolfe-Quintero, Inagaki, & Kim, 1998). The final figure depends
what is counted as a word.
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This method of assessing output has a long history in both first eoddser foreign
language situations (Johnson, 1944; Wolfe-Quintero et al. 1998). In additiSapagia
(2001) has shown, low proficiency learners often overcome communicaticcultigs
lexically rather than grammatically. Only when a form basn explicitly taught, in the
case of Samuda’s research, will the learner start to utgjiaenmatical knowledge.
Considering the proficiency level of the participants in this sttidy use of the type-
token ratio to gauge complexity was considered appropriate.

2 The procedures for calculating the transcript data for Studye2datailed and
complicated. For an in-depth explanation of the methods used for calguta@l
production data (as well as reasons why some other methods wetgilizetl) in
addition to a great amount of detailed examples, the readdviged to consult Thurman
(2008), pages 89 to 97 and pages 290 to 326.

% The results of the reliability analysis of the items inhefactor using Cronbach’s
alpha are as followsfask Interest = .83 for the no choice of topic treatment, and
.88 for the limited choice of topic treatmemgsk Self-efficacy = .79 for the no choice
of topic treatment, and = .74 for the limited choice of topic treatment.
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Appendix A Example of [escriptive Task (no choice of topic, second rouask
(Nicholson & Sakuno, 1982, p.)
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Appendix B Example oPaper used for Choice Ses:
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Appendix C: After-Task Surve
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Appendix D Procedures Diagram
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Abstract

This paper reports on a small-scale study which examinecalesst perceptions of the
role of source text translation in a simulated summary writegl. Three Chinese
learners of English who were living in the United States totdstwhich required them
to summarize a Chinese text, their first language, into Engheir second language. A
telephone interview was then conducted with each participant. Analyig interview
comments revealed that while two of the participants tried to avoid ditestisiating the
original text in the writing process, one participant used sotexetranslation as the
major strategy. Accordingly, the test assessed eithez nfaheir writing skill or more of
their translation skill. This result suggests that summaryngrbased on an article in a
test takers’ first language may not always fully assess tesstakging ability.

Keywords: Summary writing, source text translation, test-taker perception
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Introduction
As an important language skill, writing has always been an intpgraof English as a
foreign language tests in China (Hu, 1999). Most, if not all, metmdardized English
tests such as College English Test (CET) and the TeEniglish Majors (TEM) include
a writing component. With the objective to assess test takelisieabio express their
ideas in a clear and coherent way in English, most of theseigsst test takers to write
an essay illustrating their own ideas. An illustrative caseld be the TEM, which varies
the prompt each year with a thesis statement, an outlinette @i and Zhang, 2004).
In each case, test takers have to express their own ideas.p@rad tyriting that has also
been used in high-stakes tests but to a lesser degree ispumriting. Examples can be
found in the National English Qualification Test for Medical Doctoral Canthda
(NEQTMDC), a test administered annually to those who want todoeitted to a
doctoral program in medicine. Unlike the writing tasks implementedpopular
standardized tests, the summary writing task in NEQTMDC regjuest takers to first
read an article in Chinese and then write a summary of apprtyni200 words in
English in 50 minutes (National Medical Examination Center or NME@?9). Such
writing tasks differ from those in popular standardized testisahthe expected response
must be based on the content of a given text in test takers’ native language.
Norm-referenced tests produce information associated with thieeededering of test
takers with respect to their test performariGdaser, 1963). In norm-referenced tests
which carry high-stakes value, any incorrect inferences ahdugeguent candidate
performance may have serious consequences for the candidate asdwdtbenave a
stake in related decisions. Investigation of the defensibilithe@inferences made on the

basis of test performance, therefore, is an indispensablefpest development. Tests
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that adopt the type of summary writing in NEQTMDC are oftemmaeferenced.
Unfortunately, while the writing subtests of popular standardizedigbntggsts in China
often receive heavy attention concerning their potential to dtyrassess test takers’
writing ability, summary writing tests as found in NEQTMD( arften put to use with
much less caution. This is evidenced in the fact that a seal@lgescholarly databases
like CNKI would result in a myriad of studies on the validity &Tand TEM (e.g., Gao,
2011; Yang, 1998; Zhao, 2010; Zheng, 2009; Zou, 1998) and yet none about the
NEQTMDC summary writing test. On the other hand, summaryingribased on an
article in test takers’ native language is starting to gasnenpopularity in the country.
For instance, in the revised test syllabus of CET (Band 6)¢liéasly stated that one type
of writing task that may be adopted in the test is to write a summarg basan article in
English or inChinese(National College English Testing Committee, 2006). Moreover,
summarizing an article in learners’ first language into teeaond language is also taught
in classroom settings. Ono (2011), for example, found that both his Japamébse
Taiwanese participants had received training on writing anigfhgummary based on a
text in their native language. Given such circumstances, theofypemmary writing in
NEQTMDC merits more attention.

In summary writing adopted in NEQTMDC, the objective of thé ike$o assess test
takers’ abilities to express their own ideas in English (NME@)9). However, the
presence of the text in the native language might tempt tesstio simply translate the
important sentences in the original text into English rather sanmarize and organize
the ideas in their own way. Therefore, it is possible that summary tests assess test
takers’ translation skill and neglect some aspects of thetingrskill. Although a lot of

researchers have investigated how learners think in their nanhgudge and then
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translate their ideas into the second language when writingssay (e.g., Cohen &
Brooks-Carson, 2001; Uzawa, 1996; Zhai, 2008), research on learners sungreateit
in their native language into their second language by transksimgnces in the original
text is hard to find. This is probably because summary writistg teased on a text in test
takers’ native language are not widely adopted. The present studgy attempt to
investigate source text translation by analyzing test sakeports about their writing
process in a simulated summary writing test. The specific question asked i

What is the role of source text translation in participatingté®rs’ summary writing

based on a text in their native language?

A Review on Writing, Summary Writing, and Translation

Writing and translation are similar in terms of approach andufesit(Sager, 1994).
Writing is a language skill which integrates knowledge about vocabhuigammar,
pragmatics, paragraph writing, and organization of the larger discourse (Hen&20iod;
Liu, 2003). Translation is a language skill which also involves vocabulaaynrgar,
pragmatics and the like. It is therefore considered by some as a formntiog \(&it-Pierre,
1996). Even so, the two language skills are quite different fromm ether. In actuality,
there is a plethora of research based on the view that thedéfisrance between writing
and translation (e.qg., Bagheri & Fazel, 2011; Cohen & Brooks-Carson, R6Dayashi
& Rinnert, 1992; Uzawa, 1996; Zhai, 2008). In general, the writer stattiswiiat is on
his mind whereas the translator starts with “someone else@svand ideas in another
language” (Costa, 2008, p. 137). Both the translator and the writeneealyto search for
the right word to express an idea. However, while the writeckanse a word as long as

it can properly express his idea, the translator has to takadotwnt factors such as the
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style of the source text and the untranslatable cultural information in the dextc
Summary writing is a special and sub-categorical type dingr It is similar to
translation in that the summary writer also strives to adfemaccurately as possible the
full sense of the original text (Levy, 2009). The writing is éfiere also constrained by
the original text. Summary writing based on the writer's naweyuage can be even
more similar to translation because the writer of such a suynatgr has to transfer the
information in one language into another language without distortenghssage of the
original text. Despite such similarities, summarizing a exhe writer’'s native language
into another language is still different from translation. tFafsall, to summarize is to
condense lengthy sources into a concise form (Bailey, 2011). The aynvmiter
therefore does not need to give all the detailed information inotivees text. In practice,
specifics such as illustrations and examples are not desiratdesummary (Wyrick,
2010). The translator, by contrast, is expected to reproduce “in thgtoetanguage the
closest natural equivalent of the source-language message” &Nidher, 1982, p.12).
He therefore cannot simply select the important information insthece text and
translate it. Moreover, the summary writer has the freedoonganize his writing in his
own way although he might choose to follow the way the informatigneisented in the
original text. The translator, however, often does not have so muchrireedbe effort
to reproduce both the message and the style of the source langxtag@itthermore, the
summary writer often gives information about the original texg¢.( the name of the
author, the title, the publication date, and the source) at the vannbgof his writing
(Wyrick, 2010); the translator does not put such information in the bblig translation.
Given the differences between writing and translation, the twmftea treated as

distinct language skills in English as a foreign language (ERSses conducted in the
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People’s Republic of China. Accordingly, writing items and ti@nsh items are often
designed as separate tasks in EFL tests. In the 2010 tebusydl TEM (Band 8), for
example, translation was designed as Part IV and writing wagnéel as Part V
(Steering Committee of College Foreign Language Teaching, 20iQhe case of
NEQTMDC, although translation and writing are sometimes put togaththe same
section as written tasks, the prompt and requirement for epelofytest item are totally
different as shown in the test syllabus (NMEC, 2009). This meansNB&TMDC

developers also regard writing and translation as two differemguéage skills. The

writing task, therefore, should only test writing ability and not translatiomtyabil

Method

Participants

Three Chinese EFL learners with different educational backgroumag in the United
States participated in the study. All were males and none kad tanglish as their

concentration area. Table 1 shows the basic information about the participants.

Table 1

Participant Information

Length of Degree Position in China
Participants Age residence inthe  earnedin before visiting the Position in the US
us China us
M.S. in Manager of a Prospective M.S.
Ding 36 6 months fi T transnational student in a business
inance :
corporation school
Feng 29 1 months Ph.D.. in Student Newly arrived post-
chemistry doctoral fellow
Yang 27 22 months M.S.. in Student Second year doctoral
chemistry student
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Instrument

Discussing approaches to test validation, Messick (1989) proposésVimaian directly
probe the ways in which individuals cope with the items or task)(gdllustrating the
cycle of test development, McNamara (2000) also suggests #taiaker feedback
should be gathered in addition to trying out test materials. MesaitkMaNamara’s
suggestions can find support in tB&ndards for Educational and Psychological Testing
developed by the American Educational Research Association, the icAmer
Psychological Association, and the National Council on Measurememducation

(1999):

Theoretical and empirical analysis of the response processtaakers

can provide evidence concerning the fit between the construct and the
detailed nature of performance or response actually engaged in by
examinees. (p. 12)

Drawing on the view that test-taker feedback can greatly ibatdr to our
understanding of test construct, the present study attempts to ratimveesearch
question by test-taker interview, a method frequently used in vialdatudies (e.qg.,

David, 2007; Le, Gallagher, & Kupermintz, 1999; Mickan, Slater, & Gibson, 2000).

Materials

For the test, a summary writing task was adapted from atasNEQTMDC workbook.
The prompt was essentially the same as the original: theadd summarized was in
Chinese; the expected response was an English summary of amisdxi@00 words;
and the time limit was 50 minutes. In the original text, thezeeva few technical terms
that might be familiar only to the medical profession. The Engiguivalents of these

terms were provided given that what the present study’s aimtoasteed light on not just
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NEQTMDC summary writing, but summary writing in general, and thea original
writing task was targeted at medical students whereas theigents in the present study
were from other fields. For the same reason, dictionaries Werged in the testing
process.

To assess the quality of participants’ writings, it wasd#gtithat the scoring rubric in
the NEQTMDC writing subtest would be used. Unfortunately, the rubris nat
accessible to the researcher, so a 6-5-4-3-2-1-0 point ratiregps{See Appendix B) was
adapted from the one developed by the Florida Department of Educ2@io®).(To suit
the nature of summary writing, a major change concerning the ntendé test-taker
writings was made. While the Florida rubric examined whetherghgonse focused on
the topic with adequate development of supporting ideas or examplesiaghied rubric
examined whether the writing product covered the key points in the original text.

To gather information about the writing process from test takarsmterview protocol
was developed. The protocol covered a variety of issues. Topics rogslydelated to
the present study consisted of:

1. participants’ opinions of the writing task in the test;

2. participants’ learning experience of summary writing; and

3. strategies participants used when writing the summary.

Among the topics, Number 3 directly probed into test takers’ wriprocess. The other

two questions were asked to elicit background information.

Procedure
The writing task was emailed to participants separately at tbavenience. Because

they did not have any information about one another, the differendena and space
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should not affect the test results. After participants sent lhesk writings, each piece
was assessed separately by two raters following the 6-5-4-3-fdlnt system. Both
raters had received substantive training in the CET ratingosssand both practiced
assessed a sample test-taker summary from NEQTMDC acgdadithe 6-5-4-3-2-1-0
point system before actually evaluating the summaries of theipants. After both
raters had finished grading and correcting the participantsingsit the scores of each
piece were compared and discussed. The final score resultedhieodstussion. After
the rating session, the rating rubric and the corrections thes ratede on the writings
were sent back to the participants. The rubric and the feedbaclexytagned in detail to
allow participants to reflect on their work and pave the wayHerinterview. Also, the
explanation might benefit the participants by making them awatbeofjualities of a
good summary and what they need to improve. Finally, the reseatohducted a
telephone interview with each participant. In order to reduce melossythe interview
with each participant was conducted within 24 hours after theyveztehe feedback.
Each interview lasted 30 to 50 minutes, depending on how much each part@gao
say about the questions. In addition to hand-written notes, a Sony™ goareer was
used to record the conversation. The interview was conducted in Chiaeseipénts’
comments related to the present study were first transcnib&inese, then translated
into English, and finally analyzed according to participants’ opiniorthefwriting task
in the test; their learning experience of summary writaugg the strategies they used

when writing the summary.

Results

Table 2 shows the results of the test. All the three piecesgrithg covered the key
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points in the original text and all three demonstrated a clg@mnzational pattern. The
main differences among the three lie in word choice, senténge#uses, and grammar,
with Ding’s writing showing more adequate word choice, a biggeety of sentence

structures and fewer grammatical mistakes than that of Feng and Yang.

Table 2

Test results

Participants Scores Features of writing

- The writing covers all the key points in the origjitext.
- The writing has a clear organizational pattern.
Ding 5 - Word choice is adequate.
- Sentences vary somewhat in structure.
- There are some grammatical mistakes.
- The writing covers all the key points in the origjitext.
- The writing has a clear organizational pattern.
Feng 3? - Word choice is limited.
- Sentences vary somewhat in structure, but mangiange.
- There are some serious grammatical mistakes.
- The writing covers all the key points in the origjitext.
- The writing has a clear organizational pattern.
Yang 4 - Word choice is somewhat adequate.
- Sentences vary somewhat in structure, but mangiangle.
- There are many grammatical mistakes.

*37?: the score is nearly 3 but not quite up to steshd

Table 3 is a summary of the three participants’ answers tmtégr@iew questions. In
terms of their opinions of the test task, Ding thought it waseeshan tasks based on a
given topic, whereas both Feng and Yang thought it was moreuttifi’hile both Ding
and Yang only learned to write English summaries based on Englts, Feng learned
to write English summaries based on both Chinese texts andlEbgtits. With respect
to the strategies adopted in the writing process, Ding reportetiéhginply picked out
the important sentences from the original text and then trandla¢ed into English.
Different from Ding, neither Feng nor Yang directly or purpobeftranslated the

sentences in the source text.
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Table 3

Summary of participants’ answers to the interview questions

Opinions of test Learning experience of

Participants strategies in the writing process

task summary writing
Easier than writing Learned to write English Picked out important sentences;
Ding tasks based on a summaries based on translated these sentences; put
given topic English texts translated sentences together
Harder than Learned to write English Highlighted key information;
Feng writing tasks based summaries based on bothreorganized information; tried to avoid
on a given topic  Chinese and English texts direct source text translation
Harder than Learned to write English Took notes of key information;
Yang writing tasks based = summaries based on reorganized information; wrote with
on a given topic English texts no purposeful source text translation

Discussion

The research question of the present study asked about the rolecef ot translation

in the simulated summary writing test based on a text indksts’ native language. As

can be seen from Table 3, the three participants used differatggss to handle the

writing task. Accordingly, the role of source text translation varied in titeng/process.
Feng did not treat the writing test as a translation task dieldx that the major

language skill he employed in the test was writing:

This is a writing test, not a translation test. Of course ¢ usg writing
skilll You can't just translate the original text into Englistan you?
Otherwise, your writing can’t be called a summary.

As the researcher inquired about his learning experience of sunwréing, Feng
revealed that he had learned to write English summaries based dangdigh texts and
Chinese texts in his doctoral program. Summarizing Chineseitektsglish was equally
emphasized as summarizing English texts in English becausesthector believed that
many of the students taking the course would become researchevgalddneed to
write summaries for both Chinese texts and English texts im tlesearch career

(Interview Note 12).
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After talking about his learning experience, Feng continued t@iexihle reasons why

he tried not to use direct source text translation in his writing:

The instructor insisted that we should not misunderstand summanygariti
for translation. Besides, translation is too difficult. You may not be able to
go on when you can't find out the right English equivalent for just one
word or you don’t know how to translate a special expression like a pun.
So | didn't translate the text. | worked hard to say things iromry words.

In this comment, Feng indicated two reasons why he did not count one staxtc
translation as the major strategy when writing the sumnkanyone thing, the instructor
had told him not to misunderstand summary writing as translation.arother, he
believed that translation was more difficult than writing in one’s own words.

Asked if he translated anything at all, Feng hesitated:

Well, | tried not to, but | can’t say | didn't at all... | carkitnk in
English all the time, you know. But what | translated was not thygnati
text, but my own sentences....

Although Feng tried not to directly translate the sentences iartp@al text, translation
was still involved in his writing process. However, Feng noted teatranslation he did
was not about the sentences in the text to be summarized, butteatsd by himself.
This issue was also taken up by Yang.

Like Feng, Yang reported that he did not directly transla¢edriginal text in his

writing process:

Of course it is more about my writing ability. Summary wgtis not
supposed to be the same as a translation exercise. You should not just
translate the original text. My teacher told me that.

The reason why Yang did not treat the summary writing taskteenslation task was

also related to what he learned from a writing course:

Actually, it was not the teacher who told me that. (Laughs). | only
learned about how to summarize an English text in English, notrilde ki

257



in the test. The teacher told us again and again that we should use our
own words rather than copy sentences from the original text. kglues
you directly translate the sentences in the original text]ltbha stealing

too.

Different from Feng, Yang did not really learn about how toevaih English summary

based on a Chinese text, but he extended the write-in-your-own-woelsfromh

summarizing an English text in English into summarizing a Chinese text irskEngl
Like Feng, Yang explicitly admitted that translation was imedlwhen he was writing

the summary, and the translation he did was also about his self-created sentences

...as English is not your mother tongue and you tend to think in Chinese,
there is always a translation process going on when you wrEaglish.

So translation can’t be totally excluded. But overall...I didn’'t puzfdlky
translate sentences from the original text. | could have &taaslthe
Chinese sentences in my own head.

Although in different words, both Feng and Yang expressed the samé@muse they
sometimes thought in Chinese during the writing process, transtatidd not be totally
avoided. In a study investigating Taiwanese college studentsfdhabeut and strategic
use of translation in English learning, Liao (2006) found that thecpaatits in his study
generally believed that translation was inevitable in theimieg process. Feng and
Yang’'s comments echoed this view.

Different from Feng and Yang, the major strategy Ding adopteinmmarizing the

text was direct translation of the sentences from the original text.

Well, to be honest, I'm the lazy kind. | underlined the important sergence
in the original text, and then translated them into English. ksadeqgy...|
did a lot of translation work in the test.

This comment shows that Ding’s writing involved two major stepspitk out the
important sentences in the original text and to translate tleesenses into English. In

later conversations, Ding revealed that because the originalw@stin his native
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language, the time he spent getting the key points was aatuatly less than the time he
spent translating the sentences (Interview Note 31). The tianstd the original text
therefore played a vital role in his writing process.

To prove that translation is an effective way to write a sumpmBAing

continued:

When | was working in a transnational corporation, | wrote a lot of
summaries, sometimes from English into Chinese and sometimes from
Chinese into English. The first thing | did was always to pick bat t
topic sentences and important information. After that, all thafisd do

is translation work. It worked well, | mean, always!

From the remark “all that is left to do is translation work’seems that to Ding, source
text translation is not onlgn important strategy but alsthhe important strategy when
summarizing a text from one language into another.

The reason why Ding chose the translation strategy in wriimgummary seemed to
be closely related to his work experience. Asked about what heetkabout summary

writing at school, Ding responded:

I know what you are getting at. My teacher did tell us we shousimply
use the topic sentences in the original text and then put therhagget
what | believe is not what teachers say, but what actually works.

From this comment, it can be seen that Ding was fully avisatehie was supposed to use
his own words when writing a summary, but his personal belief aboutwdred well
pushed him to provide the response with direct translation of the original text.

To defend himself, Ding added:

| didn’t learn about how to summarize a Chinese text into Englsh,

got that translation strategy by my experience. I'm not sutbat’s
against the rule, but you can’t say | am not using my own words. When |
was translating the sentences from the Chinese tests using my own
words. | didn’t copy anything from the original.
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Ding’s view resonates with experts’ opinion that translatingeatove writing (e.g. St-
Pierre, 1996). When translating the original text, Divegs using his own words to re-
present the ideas in the original text, not copying. Howeveg'®irther talk about the
test task showed that although one could get a glimpse of his dagsvlabout
vocabulary and grammar, some aspects of his writing skill werdamobnstrated in his

final product:

To me, this test is much easier. The original text is vesly structured.
I'm really bad at logic, but this time | didn’t need to worry ablogjic. |
just needed to concentrate on my languaged. put the translated version
of the important sentences together in the order of the origix@alTthat’s
it. Done!

In this comment, Ding acknowledged that he did not worry about logichwie@efined
as how to arrange the information in a particular paragraph and diasrange the
paragraphs in the whole text (Interview Note 36). Given the tesd@ebanature of
summary writing, it is not surprising that test takers woulghressent the key points
mostly in the order of the original text. Nonetheless, they wsiilldheed to think about
how to start the summary, how to conclude it, and how to make it aecdhand
cohesive whole. Ding’s comment, however, shows that his heavyoel@nsource text
translation could have made his real discourse organization skill invisible in tirgywri
To sum up, the interview data suggest that because of their mlifeeqeeriences and
beliefs about summary writing, the three test takers in theepressudy held different
views about the role of source text translation in the summatiygvtest they took. In
Feng and Yang’'s opinion, summarizing the Chinese text in Englishdiffasent from
translating the important information into English; hence direatstation should be

avoided in the writing process. In Ding’s opinion, however, translatingntipertant
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sentences in the original text was a good strategy to handldgatik. Despite the
differences in beliefs and writing strategies, all thregigpants used translation in the
writing process. However, Ding’s translation was different frbat bf Feng and Yang.
First of all, the sentences Ding translated were from thggnaititext while those of Feng
and Yang were framed in their own mind. Secondly, while Ding’s liios was an
intentional strategy, the translation by Feng and Yang, as d¢leged, was not
purposeful.

To think further about the interview data, participants’ comments mothetconstruct
validity of the simulated summary writing test. According teldaan and Palmer (1996),
construct validity “pertains to the meaningfulness and appropriatenésshe
interpretations that we make on the basis of test scores” (an88hat in justifying the
interpretations we need to provide evidence that “the test sefiexts the area of
language ability we want to measure, and very little glpe’39). In Feng and Yang's
case, translating sentences from the original text washeasttategy although they did
translate some of their self-made sentences into Englishhd\ensin many researchers’
discussion about the process of second language writing (e.g., Cohmoks¥arson,
2001; He, 2009; Lay, 1982; Wolfersberger, 2003), mental translation of igadeas in
their native language into their second language is common intygey of second
language writing. If we view such mental translation astarabpart of second language
writing, the test scores Feng and Yang received would to a kextent reflect their
writing skill, the area of language ability the test aimednieasure, and relatively little
about translation, the “else” in Bachman and Palmer’s statement.

Ding’s case is more complicated. While the test scores shinvae®ing’s writing was

better than that of Feng and Yang, the interview data showed thabthld be the result

261



of his heavy reliance on the direct translation of the origewl tAs Ding admitted, by
following the structure of the original text and doing translationkywbe was able to
concentrate on his language. The test was therefore easibinfothan topic-based
writing tasks. If asked to write an essay on a given topic, a task witivero tgxt for him

to rely on so that he could not focus only on his language, wouldsDivrifing be as

clear as the summary? Would his word choice be as good? Would be stile to use a
bigger variety of sentence structures than Feng and Yang?dWeustill make fewer
grammatical mistakes than Feng and Yang? As discusseer etdnslation and writing
are closely related and overlap each other in many ways, betdherstill differences

between the two. Given the nature of Ding’'s writing process, etse™ reflected in his

score is not “very little”, but quite a bit.

Conclusion and Implications
To conclude, the test takers in the present study handled the waika different ways.
While two of the participants tried to avoid directly translatihg original text in the
writing process, one participant used source text translatiotheasmajor strategy.
Accordingly, the test assessed either more of their writkid er more of their
translation skill. This is a problem that threatens the conswaliity of the test. This
result carries important implications for both test developers and classraotiiqmers.
For test developers who have designed the same type of summiamy vest and
similar scoring rubric, necessary measures should be takerdttiveatest response and
the scoring rubric. For example, it may be necessary to makkedt in both the
directions for test takers and the rubric for raters that diraaslation of the original text

would not count. By doing so, test takers would try to avoid direct seextéranslation
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and raters would be able to make a better judgment about test takarmary writing
skill. For classroom practitioners, if they wish to teach studemisto summarize a text
in one language into another language, and if they want to hone stuadglitisto write
such a summary rather than “translate” such a summary, idwalp to hold in-depth

classroom discussion about the role of translation in the summary writinggroces

Limitations of the Study

Because of time and space limitations as well as various tetfthiificulties, this study
concedes some limitations. First of all, the sample is tool.sAdligger trial population
might reveal more about test takers’ thinking. Secondly, the studyirordgtigated the
role of source text translation through test-taker interviewfsilAsalidation study would
be much more helpful in understanding the nature of the test.

Finally, it is necessary to point out that because the scoring liabtihe NEQTMDC
summary writing subtest could be different from the rubric usede present study, and
that the summary test administered in the present study siasikated one, the findings
of the present study do not necessarily mean the NEQTMDC symamiing test is

invalid.
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APPENDIX A — Summary Writing Test

Directions:

Read the following article, and then write a summary in EnglshNOT illustrate your
personal opinions in your writing. Use a dictionary if necessarym{bQtes)
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APPENDIX B — SCORING RUBRIC

Score Descriptor

The writing covers all the key points in the original text.

The writing has an evident organizational pattern.

The writing shows a mature command of language, with adequate word choice.
Sentences vary in structure.

Punctuation, capitalization, spelling, and grammar are generallgctorr

269



The writing covers all the key points in the original text.

The writing has an organizational pattern, though lapses occur.
Word choice is adequate.

Sentences vary in structure, though some are simple.

Punctuation, capitalization, spelling, and grammar are generallgctorr

The writing covers most of the key points in the original text.

The writing has an organizational pattern, though lapses occur.

Word choice is adequate.

Sentences vary somewhat in structure, though many are simple.
Punctuation, capitalization, and spelling are correct, but there age som
grammatical mistakes.

The writing covers most of the key points in the original text.

An organizational pattern has been attempted, but lapses occur.
Word choice is adequate.

Sentences vary somewhat in structure, though many are simple.
Punctuation, capitalization, and spelling are correct, but there ane ma
grammatical mistakes.

The writing covers some of the key points in the original text.

There is little evidence of an organizational pattern.

Word choice is limited or immature.

Sentences are limited to simple constructions.

Frequent errors occur in punctuation, capitalization, spelling, and grammar.

The writing only covers minimum key points in the original text, and uncklate
information is included.

No organizational pattern is evident.

Ideas are provided through lists, and word choice is limited or immature.
Frequent errors occur in punctuation, capitalization, spelling, and grammar.

There is no writing or writing is totally unrelated to the originat.te

(Adapted from Florida Writing Assessment Progratorifla Department of Education)
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Book Review
Innovating EFL Teaching in Asia
Muller, T., Herder, S., Adamson, J., and Brown, P. S., (Eds). London: Palgrave

MacMillan, 2012. Pp. xxiv + 301.

Reviewed by Jim Bame

Utah State University, Utah, USA

Innovating EFL Teaching in Asia an edited volume of research in English as a Foreign
Language (EFL) teaching. The book has many articles genedadlyt teachers’ and
students’ beliefs, program design and implementation, pedagagichlinstructional
approaches, and descriptions of various cultural, national and institutional contexts.

It contains twenty chapters (separated into five sections), a&fi@snPreface, Index,
and very complete and current References sections. The editoideiraclist of technical
abbreviations specific to the Asian EFL context, short authors’ lpbgrs, and short
introductory articles for each of the book’s five sections. Theron Kwillatroduction
describes the book’s purposes and scope.

Section A, chapters 1-4, describes changing contexts of Asian édéhirtg. In
“Teaching the new English curriculum,” Xi Fang clearly ddses the Chinese public
primary and secondary schools and outlines the new English currisu{MBC) impact

on instruction. Her ethnographic study analyzes teacher’'s percepmixperiences, and
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changes and challenges in NEC’s implementation. In the secacld,d&lobal cultures
and identities,” Will Baker argues that English teaching i BFuations should offer
learners ways to acquire multiple, changeable identities in English alertgsir identity
of first language and culture. He then outlines 12 interculamnareness features and
offers 6 ways to develop them in an example classroom in ThailemtTraining the
Pesantren,” Gillian Palmer and Itje Chodidja describe a British Coundiétuproject for
twelve Islamic boarding schools in East Java, Indonesia. The 1-yeartgrefages, aims
and purposes are described. It then discusses materials design, ddgogieal
framework, and teacher development. In “Language learning stgldeliefs of EFL
university students in Korea: Are they really stereotypicAkidrew Finch studies
reflection journals and other activities and presents interefitidings about typical
stereotypes of Korean learners.

Section B has studies about perspectives of students’ andrieadiwut the learning
process. Fumiko Murase’s “Learner autonomy in Asia” analyzes rdtugeestionnaires
and teachers’ interviews about opinions concerning learner autonomgain. Ja “Thai
national culture and student’'s behavior,” Chutigarn Raktham studi@ssrabm
observations, student interviews, and students watching a short filam Bfitish
classroom and found a great diversity among them. John Adamson'sh&€rdaeliefs
about qualifications” is a study using a free-form, 8-questiomviel® of four Japanese
and four American ex-patriot teachers to look at the diverseiddt about levels of
teachers’ qualifications. In “Reconceptualizing’ self as aleat Rosemary Erlam and
Susan Gray describe how a 4-week, pre-departure program fory Makelarship

students affects assuming identities as teachers.
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Section C’s articles investigate how Western methodologies Ibese adapted to
Asian contexts. In "Strategy teaching in the Asian EFL olastoom,” Wendy Lam
researches oral strategy training in a Hong Kong situatioh &8 and 14-year-old
students. She reports on findings used by lower proficiency with pnofieient learners.
Philip Shigeo Brown in “Innovating a vocabulary learning strategmgram” describes
a vocabulary learning program in a first-year, Japanese megicgram with
intermediate to high-level learners in a 13-week class. Then, Tharber and Mark de
Boer’'s “Student’'s use of language scaffolding” examine how faimulanguage
scaffolding and dynamic scaffolding -- emerging from studenti:ieeaffect language
use in tasks in five, second-year Japanese high school classrooms.xTleetioke,
“Innovating EFL teaching of reading,” Hongzhi Yang and Eva Bemegort on
classroom observations and interviews of two teachers in a medieth-girivate
university in China concerning effectiveness of reading techniques.

Section D, chapters 13-16, present investigations of young English réeatne
“Curriculum innovation in ELT primary education,” Yasemin Kirkg6z repodn
research done with grade 4 and 5 teachers in Turkey using quesésnoaservations,
and interviews. These describe curriculum goals, teaching mater@aksessment
procedures, and teachers’ perceptions of a new government-mandatedirEtdiuwm.
Then, Junko Matsuzaki Carreira’s “Motivation to learn English ementary school”
investigates 8 — 68" graders’ motivations in a private elementary school in Tokyo with
Japanese instructors. In “Adapting English picture books to an EFLx¢drdti@mes Hall,
Tomoko Yamazake, Chohei Takaghashi, and Takeru Ishigame report on hresearc
using picture books to introduce English in meaningful ways in anegliamy school in

rural, northern Japan. In Chapter sixteen, “Let’'s speak EnglisidgiBg the linguistic
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divide,” Kirsten A. Anderson and Parvathy P. Narayanan report omitgdtased
learning adopted in government primary schools in poor rural areas Tamil Nadu, India.

Section E has three articles about writing in EFL contexts. ke dhapter, “A
fluency-first approach to EFL writing,” Steven Herder and P&ements describe a
two-year project of a fluency-first program for grades bil 42 in a private Japanese
girls high school. In article eighteen, Huahui Zhao’s writesefHeedback or teacher
feedback.” In it, Zhao reports on two research questions about studerieastetr
feedback on writing in a Chinese university in South China. In “Assg$sL writing:
Innovations through SFL,” Toshio Hisaoka argues for the use of Systamitional
Linguistics to make assessment criteria clearer to students in theskapaheol system.

In the book’s Epilogue, “Description and evaluation of the processeating this
book,” Theron Muller and John Adamson report on the book’s creation procesvand g
questionnaire results. They finish by echoing the book’s Introductionhbifenging
teacher-researchers in Asia to share the importance of tmrdkxts in language
teaching.

This very informative book presents a clear picture of how EHRieilsg taught in a
variety of contexts at many different levels in many, speaituations. It discusses
practical ideas for classrooms and presents useful reseadibsstlt is an accessible,
excellent read for teachers in both EFL and ESL situations, geadtialents, materials
and course designers, and researchers. The only weakness istsmgrehgths. Asia is
enormous; in only nineteen articles spanning only eight countries, sezateonly get a

quick glimpse at the innovative teaching and research being done in Asia.
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Book Review

How To Teach Writing Across The Curriculum: Ages 6-8

2"%d. S. Palmer. New York: Routledge, 2011. Pp. xii + 94

Reviewed by Seyede Zahra Hashemi
Department of Foreign Languages, Islamic Azad University, Shiraz, Iran
Amin Borhani

Department of Foreign Languages, Islamic Azad University, Shiraz, Iran

How to Teach Writing Across The Curriculum: Ages @8 practical resource which
equips teachers with the essential skills and materials rdgtoredeach non-fiction
writing skills. It provides teachers with innovative suggestionsgaching writing skills
to children. The author believes that learning to write is aicatitelement in the
development of children’s thinking skills” (Palmer, 2011, p. x) and thataky
“changels] the architecture of the brain” (ibid, p. xi). The book provides the reader with:
“techniques for using speaking and listening, drama and game®parerfor
writing;
suggestions for the use of cross-curricular learning as a basis for writing
planning frameworks and ‘skeletons’ to promote thinking skills;

information on key language features of non-fiction texts;
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examples of non-fiction writing;
guidance on the process of creating writing from ‘skeleton notes”(ibid, p.i).

In the introduction, the author discusses the differences bespeaking and writing,
the importance of writing, and the starting point at which wrishguld be learnt. The
sub-skills that children require before they start writing @escribed and speech is
referred to as a type of spontaneous, interactive activity wdgchrs “within a shared
context” (ibid).

The book has four chapters. The first one, entitled “The two horse’s rioodabss-
curricular writing”, argues that before children learn how to talk can't teach them
how to write. As the author points out, you can’t put the cart béeréorse (p. 1). Two
sorts of talk are mentioned as the foundations of writing: talkefanming and talk for
writing. This chapter discusses four major non-fiction text typesounts, reports,
instructions, and explanations. Also, in this chapter, the author providesaither with
skeleton planning frameworks and the advantages of using such framéavaoeelop
children’s thinking skills. The second section of chapter one paysabggtention to
certain language features that characterize each textigdamiliarize children with the
types of words, phrases, and sentence structures associated vatenditiypes, the
author offers two practical suggestions: read examples of théypexto children using
the RA-RA-RA technique (Read Aloud, Read Along, Read Alone), anthedanguage
of writing by creating speaking frames for the sorts otesgces the children are expected
to produce in their writing.

The second chapter, “Case studies”, includes four sections. Instheefition, “recount
writing” the author recommends using pictures or simple wordsnoglines to improve

children’s recognition of time. In addition to developing memory skglsch visual
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models can aid children’s concentration ability so that theystalb worrying about what
to write. In the second section of chapter two, “report text” the author introdisgeder-
gram skeleton to aid in writing reports. The steps involved in makiggider-gram are
summarized in the acronym BOS (Brainstorm, Organize, and Spialex)-.gThe reported
case studies in this section show how interactive whiteboard, hoopsB@8ding
technique can be used to make the spider-gram report skeletonviSuslhaids can be
very useful in producing ideas in writing reports. The third sectbrpart two,
“instruction writing”, deals with making flow charts to asgiktldren in sorting out steps
involved in instruction writing. In the fourth section of part two, “exptemawriting”,
flow charts are introduced as a useful way of writing expianatthat require an
understanding of cause and effect. This section provides case sindiadeas from
teachers who have used explanation flowcharts, timelines, and spades-guith their
classes.

In chapter 3 of the book, “Teaching materials”, the author elasocat the four types
of writing and explains the purpose, text structure, and languageeeaf each type
along with some valuable key teaching points. Recount texts whichsaceto “retell
events in time order,” are the most common type of non-fictionngriteport texts, used
to “describe the characteristics of something,” are usually nmmnological; instruction
texts are used to “tell someone how to do or make something”; xql@nation texts
“explain how or why something happens”. The author includes an exaonmadh type
of writing and shows how shared reading followed by shared writarg improve
children’s writing skills. Collaborative work is emphasized throughout the book.

Chapter 4, “Appendices”, contains three sections. The author suppliesadeesrwith

some nuts and bolts of teaching writing skills in the first appermdborates on shared,
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guided, and independent writing in the second one, and provides someturhse s
materials in the third. Practical suggestions in this chapterdasigned to foster
collaboration amongst children, as well as boost their confidence angemdince in
doing written work.

The main focus of the book is the significant role that speaking stedifig play as a
prerequisite to any writing activity. Providing opportunities fbildren to learn to talk
before teaching them how to write and using skeleton planningirarke as well as a
timeline skeleton are crucial to the development of ideas andpisnuecessary for good
writing. The first chapter leaves the reader with some amtlég which are resolved in
the chapters that follow. Besides contributing to the understandimgcotint, report,
instruction, and explanation texts as teaching materials, the book boéghtening case
studies, and effectively addresses teachers interested ininsow@tive ways to teach
writing. The book’s major strength lies in its comprehensive rameeproviding teachers
with clear guidelines along with detailed case studies. Qyévalits practical ideas, its
readability, and its many examples, this book is recommendeddoetsain search of

innovative methods of writing.
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Book Review

Pragmatics for Language Educators: A Sociolinguistic Perspective

Virginia LoCastro. New York: Routledge, 2012. Pp. xv + 331

Reviewed by
Thi-Thuy-Minh Nguyen

National Institute of Education, Nanyang Technological University, Singapore

Pragmatics for Language Educatofsy V. LoCastro, provides an impressive discussion
of what the study of pragmatics involves, how the different coeasaof this field
contribute to our understanding of language in use in today's diverse, wanit
implications pragmatics research has provided for second/fosignage (L2) teaching,
and how data-based studies on pragmatics topics are conducted. O#ebrmpd
perspective on pragmatics with a wealth of multilingual data for readexsiieation, the
book proves itself to be an excellent reference for languagegsiohals, teachers, and
students who wish to broaden their knowledge of the subject and famsilthemselves
with empirical research in the field.

The book comprises four major sections with thirteen chapters, eacty enith a
helpful list of suggested readings, discussion questions and ddyaisraativities for

readers’ further exploration and reflection. Contents discussed thruautiteobook are
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well informed by an ‘inclusive’ view of pragmatics that dramat only on linguistic
analysis, but also on cognitive and sociolinguistic dimensions to iatergeractional
meaning.

Part 1 (chapters 1-3) provides an introduction to the field of praggrai examining
foundational concepts, principles and theories of pragmatic meaningpteCha
(“Defining the territory”) settles on the definition of pragneati describes its scope of
study and how it differs from other related areas of langustgdy. Chapter 2
(“Principles of pragmatic meaning”) explains key concepts anghihology needed to
build background knowledge of the field such as sentence and utteramcengne
intentionality and force, reference and indexicality, entailmemd @resupposition,
inference and implicature. Chapter 3 (“Sociolinguistic theoriepragmatic meaning”)
discusses four influential approaches to understanding speaker meimailngling
Grice’s Cooperative Principle, preference organization, speech trery and
interactional linguistics. In addition, the author addresses thiafioms of Grice’s theory
and the speech act theory in accounting for interactional behaviorguesdor the need
to include both linguistic and non-linguistic context of utterance in ahalysis of
language use.

Part 2 (chapters 4-10) explores the various core areas of tintepgagmatics research
and their applications to language teaching. Chapter 4 (“Crosgalupragmatics”)
addresses cultural influences on language behavior and critisalgs®es communication
glitches arising from clashing values and beliefs. The authoruiglpoints out the need
for a ‘non-deficit’ view of L2 speakers’ pragmatic behavior thanagvledges linguistic
and cultural diversities. Chapter 5 (“Interlanguage pragmatilcedks into issues on

developing pragmatic competence in a L2 and covers a range of sojicsas learner
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language characteristics, stages of pragmatic developmehienioés of previously
acquired languages, as well as teacher-related and leamatedréhctors that constrain
L2 pragmatic development. Chapter 6 (“Politeness”) touches ppbteness in social
interaction, another aspect of pragmatic competence. The chaptédegrav critical
review of Brown and Levinson’s (1987) theory of politeness and an dlterragproach
offered by Watts (2003) and Locher (2004). The chapter also preaerdsage of
instructional strategies to facilitate the teaching of politeregsdifferent proficiency
levels. Chapter 7 (“Interactional construction of identity”) discsisbe enactment of
identity in language use and its implications for language éohscan particular, L1
identities can affect L2 acquisition as learners often finanffedves caught between
conflicting L1 and L2 identities and as a result, may conscioushtpiconsciously seek
to converge to or diverge from L2 norms. Chapter 8 (“Institutioni&l’)taddresses
interactions that are constrained by norms of institutional ssttggch as oral
examination contexts, doctor-patient discourse, courtroom trial discaamd workplace
communication whereas Chapter 9 (“Language, gender, and powetje®on the
enactment of gender and power in language use. The issue ofyidéaitns previously
discussed is again picked up in these two chapters and exampleseleoant research
studies are examined for insights. Chapter 10 (“Classroom pragehatelopment”)
discusses how pragmatic competence can be fostered in classttogssparticularly
where there is little opportunity for contact with target language normogvérs a variety
of issues related to developing pragmatic competence in the ghladbalontext, such as
the role of pragmatic competence in intercultural communicatian pbtential of and
constraints on pragmatic instruction, as well as the much-debatetioques whose

norms to teach, given the evolving variations in language usatjase among English-
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speaking communities. The chapter concludes with recommendations $srooia
teachers who wish to teach pragmatic skills both inside and beyonkh$iseoom context.
For example, it is suggested that students be given more cohtlaissroom discourse
so that they can practice interactional rules of speaking. Tiesaoh@y also consider
training students for future workplace communication by including insti@bus job
interviewing skills, business letter writing and so on.

Part 3 (chapters 11-12) introduces methodologies for researchingapicgmith a
view to guiding novice researchers. Chapter 11 (“Guidelines forl smabpragmatics
projects”) presents important issues and procedures involved in dogayatesuch as
ethical concerns, research design, data collection and interqmetetereas Chapter 12
(“ldeas for research projects in sociopragmatics”) reviewsmglary studies to
encourage readers to think about possible topics for future research.

Part 4 (Chapter 13), “Pragmatic competence in our diverse wadd@ludes the book
by reiterating the author’s goal and approach to studyingmatgcs, as well as bringing
together issues that have been discussed throughout the previougpte?schide author
once again emphasizes the value of researching and acquiring knowfguggmatics
to develop a non-judgmental stance in intercultural communication.

In short,Pragmatics for Language Educators a valuable addition to the field of
pragmatics and language teaching. The book’s clarity of exposihd extensive use of
illustrative materials makes it accessible to every®agticularly, the inclusion of non-
Western data caters well to readers who are non-native speakerdisii Bngd allows for
a balanced, unbiased perspective on human interaction. Moreover, thsiomcbf
reader's hands-on tasks at the end of each chapter, as welladsddguidelines for

students’ research projects, sets the book apart from other booksydedh similar
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topics. Students and instructors would find this book an engaging and tipragbking

read.
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Book Review

Planning and Teaching Creatively Within a Required Curriculum for Adult Learners
Anne Burns and Helen de Silva Joyce (Eds.). Alexandria, VA: Teachers ofltwli

Speakers of Other Languages, 2007, Pp. iv + 288.

Reviewed by Ko-Yin Sung

Utah State University, Utah, USA

In the bookPlanning and teaching creatively within a required curriculum for adult
learners Burns and de Silva Joyce illustrate examples of creativecelunm changes to
current and future teachers and teacher trainers who may encounter teaotiigrs in
which they are asked to adapt curriculum which does not match thelnng styles or
expectations. To do this, the authors present teachers’ and teesherst research
articles on making changes to curriculum that they (the tegichad no involvement in
designing but were required to teach.

The book consists of 13 chapters. Chapter 1 introduces the backgroundsléf the
research studies in the book, including the extent to which changesnadesand what
prompted the changes. The scale of change made in each of stedyXites ranges
from institutional changes, which refer to long-term changes imgied across the
institution; to component changes, which affect one aspect of wWumcacross the
institution; and to classroom changes, which are changes limited vadunali classrooms.

Chapters 2 and 3 are descriptions of two research projects involviitgtimsal

changes, both of which refer to long-term implemented institution @hdages. Chapter
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2 outlines the modifications of the English course curricula in twotr@eAustralian
educational institutions. The old curricula focused on language teachiie ttve new
one combined teaching of language and vocational competenciesuffloesadescribe
the use of a gardening project which provided ESL learners wigiopairand context for
learning. Chapter 3 details the development of a study skills pnogiaally designed to
improve students' learning strategies and how it flourishes and beeoooee element of
the first-year basic introductory seminar at Okinawa Univer3ibe seminar originally
was an introduction to the lecturer's specialization for the stsdbut after the change,
the teaching of study skills became the focus of the first-semesterasem

Chapters 4 to 6 focus on examples of component changes, which migtkebeup
more broadly across the institution. In chapter 4, the author incéepaation research
as part of the required tasks for a TESOL postgraduate cedifscagram in Vietnam,
which increases the development level of the postgraduate studsuising skills.
Chapter 5 offers an example of innovative curriculum development in vahgzbup of
elementary students and a group of international college studeHh@waii effectively
and engagingly collaborate on producing children's literature. Chéptiscribes the
innovation of a highly practical learner-centered languageailegiproject implemented
for English for specific purposes courses at a Thai University.

The remainder of the book, chapters 7 to 13, focuses on changes tonited/idual
classrooms. Chapter 7 describes the successful use of a non-traddxtbaok to
improve students’ literacy skills in an adult ESL class in tim#tdd States. Chapter 8
demonstrates how a new literacy project that improved the motivaftiBSL students in
the United States as they read a murder mystery and whatet dhe historical
background of the story. Chapter 9 offers ideas about how incorporasngnaisic and
poetry into a high-stress adult ESL classroom in the UnitetesStanay enlighten
language learners. Chapter 10 demonstrates a project intbapased students' L1 as a
starting point to help them develop appropriate language use itaret language.
Chapter 11 suggests that teachers should use the teaching of iogitey techniques,
such as using self-designed interactive activities to eng&gelearners in effective and
active debates. Chapter 12 shares an example of using genrechpproaiting instead

of a standard teaching package to enhance students' writing leaelimensive ESL
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program in Cambodia. Chapter 13 provides examples of using freewrstingnay of
boosting students' confidence level.

The diverse learning and teaching contexts discusse®lanning and teaching
creatively within a required curriculum for adult learnegsve a wide range of successful
curriculum change examples which can be easily applied theeagaders' teaching
situations. These successful examples serve as curriculum cheruigds for teachers

who are eager to make changes to their curriculum and hungry for new ideas.
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Guidelines for Submissions

Submissions for the Quarterly Issue

Submissions guidelines

The Asian EFL Journal Quarterlyis a fully peer-reviewed section of the journal,
reviewed by a team of experts in EFL from all over theldvorhe Asian EFL Journal
welcomes submissions written in different varieties of world iShgk. The reviewers
and Associate Editors come from a wide variety of cultural aadeanic backgrounds
and no distinction is made between native and non-native authors. A< phasiple,
the Asian EFL Journatloes not define competence in terms of native ability, but we are a
strictly reviewed journal and all our reviewers expect a hgrell of academic and
written competence in whatever variety of English is usedhéwuthor. Every effort will
be made to accept different rhetorical styles of writing. As&an EFL Journalalso
makes every effort to support authors who are submitting to amatitenal journal for
the first time. While major revisions may be requested, estoyt is made to explain to
authors how to make the necessary revisions.

Each submission is initially screened by the Senior AssoEiter, before being sent to
an Associate Editor who supervises the review. There is no waoichom or maximum.

There are two basic categories of paper:

* Full research papers, which report interesting and relevantrebség to ensure that
you point out in your discussion section how your findings have broad mekeva
internationally and contribute something new to our knowledge of EFL.

* Non-research papers, providing detailed, contextualized reportpasfta®f EFL such
as curriculum planning. Very well documented discussions that raakeriginal
contribution to the profession will also be accepted for review. Waataaccept
literature reviews as papers, unless these are "state drtth@apers that are both
comprehensive and expertly drafted by an experienced specialist.

When submitting please specify if your paper is a full resepagter or a non-research
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paper. In the latter case, please write a paragraph explan@mglevance of your paper
to ourAsian EFL Journateadership.

Authors are encouraged to conform to international standards ohdrddtit every effort
will be made to respect original personal and cultural voices dfefetit rhetorical

styles. Papers should still be fully-referenced and should usePAg® edition) format.

Do not include references that are not referred to in the maptis&ome pieces
submitted to the quarterly issue may be reclassified duringitied screening process.
Authors who wish to submit directly to the Teaching Articlesisacshould read the
separate guidelines and make this clear in the submission e-mail.

Referencing: Please refer to th@ublication Manual of the American Psychological
Association(5" ed.) — Contributors are also invited to view the sample PDF guide
available on our website and to refer to referencing samplesdirioctes published from
2006. Due to the increasing number of submissions t8ste EFL Journglauthors not
conforming to APA system will have their manuscripts sent backadiately for
revision. This delays publication and taxes our editorial process.

Format for all submission®lease read this before submitting your work)
All submissions should be submitted to: asian efl journal@yahoo.com

I) The document must be in MS Word format.

i) Font must be Times New Roman size 12.
Section Headings: Times New Roman (Size 12, bold font).
Spacing: 1.5 between lines.

i) 'Smart tags' should be removed.

iv) Footnotes must not ‘pop up' in the document. They must appear at tloé tred
article. Use the superscript font option when inserting a noterrtdtae the automatic
footnote or endnote option.

iv) Citations - APA style. (See our website PDF guide)
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Use the APA format as found in the Publication Manual of the AmeriRsychological
Association (APA), 5th Edition, for headings, citations, referensts land in text
referencing. Extra care should be taken for citing the Intenmétmust include the date
the site was accessed.

About APA Style/format: http://www.apastyle.org/aboutstyle.htmi

APA Citation Style: http://www.liu.edu/cwis/CWP/library/workshop/pigahtm

APA Style Workshop:

http://owl.english.purdue.edu/workshops/hypertext/apa/index.html

v) Keywords: All articles must include Keywords at the beginmmhthe article. List 4-6
keywords to facilitate locating the article through keyword searchée ifuture.

vi) Graphs and Charts - either in the body of the document or ahthdn certain cases,
a graphic may not appear in the text of the web version oAslen EFL Journabut a
link to the graphic will be provided.

vii) Paragraphs. Double space between paragraphs. Indent the beginninghof ea
paragraph with three strikes of the space bar except thosediabely following a
heading, quotation, example, figure, chart or table. Do not use the tab key.

viii) Keep text formatting (e.g., italics, bold, etc.) to thlesolute minimum necessary.
Use full justification. All lines to be against Left Hand SMargin (except quotes - to be
indented per APA style).

ix) Abstract

The abstract should contain an informative summary of the mainspaoirthe article,
including, where relevant, the article’s purpose, theoreticahdveork, methodology,
types of data analysed, subject information, main findings, and condu3ibe abstract
should reflect the focus of the article.

x) Graphs — to fit within A4 size margins (not wider)

Thank you for your cooperation. (asian_efl_journal@yahoo.com)
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Please include the following with your submission:

Name

School affiliation

Address

E-mail

Phone number

Brief Bio Data noting history of professional expertise
Qualifications

An undertaking the work has not been published elsewhere
Abstract

Any questions regarding submission guidelines, or more detailed g®j@hout less
common citation styles, may be addressed to the Editorial Board.

Book Reviews:

The Asian EFL Journakurrently encourages two kinds of submissions, unsolicited and
solicited. Unsolicited reviewers select their own matetialseview. Both teachers and
graduate students are encouraged to submit reviews. Solicitedveesiare contacted
and asked to review materials from its current list of avaitgbif you would like to be
considered as a solicited reviewer, please forward your CV wight af publications to

the Book Review Editor at:

asianefljournalbookreviews@yahoo.com

All reviewers, unsolicited and solicited, are encouraged to provide issibms about
materials that they would like to suggest to colleaguesariiéid by choosing materials
that they feel have more positive features than negative ones.

Length and Format:

1. Reviews should be prepared using MS Word and the format should conform to 12 pica
New Times Roman font, 1.5 spacing between lines, and 1 inch margins.

2. The reviewer(s)' full names including middle initial(s), title, schodliatfon, school

address, phone number, and e-mail address should be included at the top of the first page.
3. The complete title of the text, edition number, complete nameésittodr(s), publisher,
publisher's address (city & state), and date of publication should be includetiafter
reviewer(s)' identifying information.

4. Reviews should be between 500-700 words.

296



5. A brief biography of the author(s) should be included after the review.
6. A statement that the submission has not been previously published or is not being
considered for publication elsewhere should be included at the bottom of the page.

Organization:

Reviewers are encouraged to peruse reviews recently published quahterly PDF
version of the Journal for content and style before writing their ownleVigreativity and
a variety of writing styles are encouraged, reviews, like dips of articles, should be
concisely written and contain certain information that follows aliptable order: a
statement about the work's intended audience, a non-evaluative d@scoptthe
material's contents, an academically worded evaluative summhigh includes a
discussion of its positive features and one or two shortcomiaggpiicable (no materials
are perfect), and a comment about the material's significance to the field.

Style:

1. All reviews should conform to the Journal's APA guideline requirements and

references should be used sparingly.

2. Authors should use plural nouns rather than gendered pronouns such as he/she, his/her
him/her and adhere to the APA's Guidelines for Non-Sexist Use of Languaigh,c&an

be found at; http://www.apa.udel.edu/apa/publications/texts/nonsexist.html
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