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ABSTRACT

Providing corrective feedback has been a traditional pedagogical practice in English as a foreign language (EFL)
classes. Corrective feedback permits second language learners to develop their ability to use the target language
appropriately. This study aimed at investigating the effect of different types of corrective feedback on Iranian EFL
learners' language development. It investigated different types of corrective feedback strategies used by language
teachers and examined the effect of corrective feedback strategies on learners’ overall language development. The
participants of the study were 4 language teachers who were selected among language teachers at a language
institute in Shiraz and 25 EFL learners who had enrolled at the same language institute. Data for this study were
collected through semi-structured interviews with language teachers and observations of the learners' performance in
class during 10 instructional sessions. The results indicated that explicit correction, recast, clarification request,
metalinguistic feedback, repetition, elicitation and nonverbal signals were the main feedback strategies employed by
the teachers and attended to by the learners. The results also revealed that different corrective feedback strategies
can improve EFL learners output based on the nature of errors produced. Findings have implication for language
teachers in that explicit error correction techniques can enhance language learning because they are better noticed by
the learners.

KEYWORDS: Corrective feedback strategies, error production, language development.

INTRODUCTION

According to Corder (1967), errors are important in the process of language learning because they show the extent to
which learners have learned the target language as well as the areas in which they still need help. This study is
aimed at examining the ways through which teachers orally correct learners’ errors and the effect of such corrections
on learners’ English language production. Corrective feedback is a techniques which is believed to facilitate L2
development through providing learners with both positive and negative evidence (Long, 1996). Positive evidence
provides the learners with the correct and target-like structure or what is acceptable in L2. Negative evidence,
however, shows the learners what is unacceptable in L2. Corrective feedback is defined as a teacher’s move to draw
a learner’s attention to the grammatical accuracy of the utterance (s)he has produced (Sheen, 2007).

The significance of this study is its contribution to the classification of corrective feedback strategies. This study
investigates different types of corrective feedback strategies used by teachers and their effect on learners' language
development. The finding of this study can bring about insight for language teachers to know what kinds of
feedback will be most acceptable to learners and enhance their learning. When errors occur, teachers will use these
strategies consciously, selectively and effectively. Through such effective error correction, learners will reformulate
their interlanguage and enhance their language proficiency. The data for this study were obtained through some
semi-structured interviews plus some classroom observations. The findings reveal various types of oral corrective
feedback employed by EFL teachers and the relative effectiveness of these strategies on EFL learners' language
development.

LITERATURE REVIEW

Corrective feedback and error choice

Earlier studies generated diverse findings because of their different classification of errors. Corder (1967) contended
that teachers should distinguish errors from mistakes and that it is errors rather than mistakes that need to be
corrected. Burt (1975) held that error correction should focus on “global” rather than “local errors”. Krashen (1982),
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however, considered error correction as a serious mistake and thought that it was useful to limit CF to simple and
rules, such as third person -s because this helps monitoring. Chun, Day, Chenweth and Luppescu (1982) found that
factual errors attracted most attention from native speakers and were corrected 89.5% of the time. In a later study,
however, Chenoweth, Day, Chun and Luppescu (1983) it was found out that the areas learners were most often
corrected included pronunciation and word choice, and least in factual errors. Cathcart and Olsen (1976) argue that
there is a difference between what native language speakers attend to and what learners expect to be corrected.

Corrective feedback and L2 development

In the past decades, a growing number of the corrective feedback studies have been carried out in both a classroom
and a laboratory context and have emphasized the role of corrective feedback in L2 development. Several studies
have investigated the effects of different types of corrective feedback in second language classrooms (Macky, Gass,
& McDonough 2000; Lister and Ranta 1997; Lyster 2004; Loewen 2004; Sheen 2004). The most comprehensive
classification of corrective feedback is the one proposed by Lyster and Ranta (1997) who classified corrective
feedback into six categories, that is explicit correction, recast, metalinguistic feedback, elicitation, repetition, and
clarification request. Among these, explicit correction and metalinguistic feedback are considered as the explicit
ones while recast and clarification request are among the implicit types of corrective feedback.

Research has investigated the effects of implicit and explicit types of corrective feedback. Carrol (2001) found that
those learners who received explicit error correction were more successful than those who received implicit
corrective feedback. Ellis, Loewen and Erlam (2006) also concluded that those learners who received metalinguistic
feedback outperformed those who received recasts in a delayed post-test. In a comparison of the effects of recasts
with more explicit types of corrective feedback, Lyster (2004) proved that prompts were more effective than recasts.
Ellis (2009) investigated the effects of recasts and metalinguistic feedback on the acquisition of implicit and explicit
knowledge of regular past tense-ed. The findings demonstrated that the group that received metalinguistic feedback
were more successful. Other research, however, revealed the advantage of implicit types of feedback such as recasts
and clarification requests. Mackey and Philp (1998), for example, illustrated the advantage of recasts on learning
with respect to L2 learners' acquisition of question forms. Iwashita (2003) showed a relationship between being
exposed to implicit types of corrective feedback such as recasts and a considerable improvement in the acquisition
of two grammatical structures in L2 Japanese.

In Iran EFL setting, too, some research has been conducted on the influence of error correction and corrective
feedback on learners’ language development. Latifi, Abedi and Moinzadeh (2010), for example, investigated the
effect of error correction vs. error detection on Iranian pre-intermediate EFL learners' writing achievement. To this
end, 60 pre-intermediate English learners were randomly divided into two groups: one receiving feedback on their
writing through error correction while the other receiving feedback in their writing through error detection using
codes. Results indicated the positive effect of coded feedback on the learners’ writing ability. In fact, the learners
who had received coded feedback outperformed those receiving direct feedback in their writing performance.

In another study, Rassaei and Moinzadeh (2011) examined the effect of three types of corrective feedback, that is
recasts, metalinguistic feedback, and clarification requests, on the acquisition of English wh-question forms by
Iranian EFL learners. Results indicated that recasts and metalinguistic feedback had a significant influence on
learners' performance on the post-test. Although recast group outperformed the than clarification and control groups
in the post-test, metalinguistic group performed significantly better than the recast group.

RESEARCH QUESTIONS

The purpose of the present study is to find out how learners’ errors are corrected and how teachers’ error correction
influences learners’ response. As such, the objectives of the study have been formulated to the following research
questions:

1) What types of corrective feedback strategies do teachers imply in EFL classrooms?
2) To what extent do various types of corrective feedback strategies influence EFL learners’ language

development?

METHODOLOGY

11
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Participants

This study had the participation of 25 EFL learners who enrolled in the IELTS classes as well as 4 language teachers
who taught these classes in a language institute in Shiraz. These students who were preparing to take the IELTS test
had registered in reading, writing, listening and speaking classes which were taught by 4 teachers. The students were
both male and female language learners ranging from 22 to 34 year of age. All of them had taken and passed an
exam before being admitted to these classes; therefore, it can be ensured that they were almost at the same level of
proficiency. The teachers who were selected for this study were all female aging from 27 to 32 and had teaching
experience of 5 to 8 years. They were selected on their own willingness to have their lessons observed and tape-
recorded. All four teachers attended an introductory session to get familiar with the scope and purposes of this
research. To this end, key words of the study such as different types of errors, corrective feedback strategies such as
recast, clarification request, metalinguistic error correction, request for repetition, etc., were elaborated for the
teachers. They were also instructed on how to apply these corrective feedback strategies on learners' errors and
examine the way learners respond to these strategies in their future productions and language learning process.

Instruments

The study employed classroom observation and semi-structured interviews to investigate various types of corrective
feedback strategies employed by teachers in language classes as well as the effectiveness of various types of
corrective feedback strategies in Iranian EFL classrooms.

Data collection procedure

The data were collected in an IELTS preparatory course in a language institute in Shiraz, Iran. The framework
applied for classroom observation had both teachers’ and students’ speech recorded when observing each class. The
focus of observation was on the teacher and learner interactions when the students were asked to answer questions
or when they volunteered to express their opinions in English. When errors occurred in the students’ utterance, the
researcher would closely examine how the teacher reacted to the errors or what type of corrective feedback strategy
the teacher used, and also the way the students responded to the teacher’s error correction. The researcher also used
note-taking technique to help with the later analysis.

Semi-structured interviews with teachers were conducted after the analysis of the classroom data was completed. In
the interviews, the researcher asked the teachers some questions about their views on language teaching, their
attitudes towards the students’ errors and their treatment of these errors.

Data analysis

This study aimed at figuring out the relationship among learners' errors, teachers' corrective feedback and learners'
language development. The data obtained for this study were analyzed based on the analytic model developed by
Lyster and Ranta’s (1997) which is a model for the operationalization of error treatment sequence. This model
classified learners’ error to 4 categories of phonological, lexical, syntactic, discourse and L1 errors. Phonological
errors were those concerning mispronunciations. Lexical errors referred to those errors related to improper use of
words in the context. Syntactic errors were grammatical errors concerning misuse of prepositions, determiner,
pronouns, tense, negation, etc. Discourse errors referred to errors above sentence level which can lead to production
of utterances which are not coherent in meaning. L1 errors concerned the use of L1 equivalents when they failed to
find a suitable L2 word of formula. Errors were identified by the teacher when learners were uncertain whether an
utterance was erroneous or not by consulting a dictionary or by asking a classmate or the teacher for help.

In case an error of these types were produced by the learner, the teacher corrective feedback was provided via
strategies such as explicit correction, recast, clarification request, metalinguistic feedback, elicitation, repetition and
non-verbal signals. Each type of corrective feedback used by the teacher was codified for the analysis process.
Explicit correction refers to the explicit use of the correct form by the teacher who clearly indicates that what the
student said was incorrect. Recasts involve the teacher’s reformulation of all or part of a student’s utterance minus
the error without clearly indicating that an error has occurred. Clarification requests are used to create opportunities
for learners to reformulate or repeat their ill-formed utterance. Sometimes the teacher uses a clarification request,
such as “I’m sorry” or “I don’t understand,” when he or she is not sure what the student means. Metalinguistic
explanation refers to “either comments, information, or questions related to the well-formedness of the student
utterance, without explicitly providing the correct answer” (Lyster & Ranta 1997: 47). Elicitation is a corrective
technique that the teacher uses to allow the learner to complete the utterance by strategically pausing plus some open
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questions or requests for reformulating the ill-formed utterance. Repetition refers to the teacher’s repetition, in
isolation, of the learner’s ill-formed utterance, sometimes with a change in intonation.
Based on the feedback received, the learner could repair the erroneous production which could in turn lead to further
improvement in the language learning process. Based on this model, the error treatment sequences were identified in
the transcripts and coded according to the analytic model.

RESULTS AND DISCUSSION
Base on the data obtained and analyzed, the distribution of each type of corrective feedback strategy as utilized by
teachers were calculated via frequencies and reported in Table 1 below.

Table 1: Frequency distributions of corrective feedback strategies used by teachers

Types of | Teacher | Teacher | Teacher | Teacher | Total %
corrective 1 2 3 4 of 4

feedback

Explicit correction 6 5 6 3 20 17.6%
Recast 24 26 45 19 114 61.4%
Elicitation 11 9 7 5 32 33.2%
Metalinguistic 5 5 25 18.9%
Non-verbal signals | 12 11 13 9 45 38.1%
Repetition 1 2 8 5.8%
Clarification 4 3 5 3 15 11.2%
request

As shown in Table 1, teachers use different corrective feedback strategies with varied frequencies. The results show
that recast strategy was most frequently used by the teachers (61.4%) while repetition strategy was used least
frequently by the teachers (5.8%). The findings are in line with teachers’ beliefs reflected in the interviews the
interviews who mentioned that they will try their best not to interrupt students explicitly by correcting errors except
when the errors are considered serious or repeatedly occur. Recast is one strategy which facilitates the flow of
conversation without distracting students from what they are talking about. As for the errors taken as serious or with
high rates of occurrence, the teachers said they would like to point them out explicitly and force students to correct
them. In addition, teachers maintained that the use of recast as one strategy for error correction can save face for the
students who made errors and thus encourage them to speak more not to inhibit them from talking or participating in
class activities. In the interviews, all four teachers mentioned that they would take students’ feelings into
consideration when deciding how to treat errors so as to make students feel less intimidated. Students will get
discouraged by thinking that what they say is full of errors and hesitate to speak out to avoid losing face in front of
their classmates.

The use on non-verbal signals was also favored by the teachers both in the class observation and interviews. They
refer to gestures and facial expressions which indicate there are errors in students’ utterances. The teachers believed
that these signals clearly indicate that there is something wrong with their production and as such they will move
back to correct errors.

The results of this study also marked an interesting relationship between error types and corrective feedback types
used which means that the teachers’ treatment of errors was related to error types. This incorporates that the teachers
changed their feedback strategies according to the nature of errors. Classroom observational data for this study
indicated that syntactic errors accounted for the largest proportion of providing corrective feedback strategies due to
their high frequency. In addition, teachers also took into account the nature of syntactical errors produced by the
learners. When they were asked what kind of errors they are most likely to correct, they all said they would not
interrupt students frequently to correct errors and only those they took as serious errors had to be corrected. By
serious errors they meant those that students often made or that keep hearers from comprehending the speaker's
speech.

The result of matching obtained data (corrective feedback strategy used with five categories of errors) confirmed
what the teachers said in the interviews. Discourse errors are most likely to cause misunderstanding as they make the
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meaning of the whole utterance incoherent. As a result, discourse errors were treated as serious errors by all four
teachers which have to be corrected.

Another finding of this study was related to the degree corrective feedback strategies provided by the teacher could
promote language learning experience. The findings of this study suggested a low remedial rate for produces errors
which incorporates that after providing one type of corrective feedback strategy the learners repaired their erroneous
production but tended to make the same error in future productions. This led the researcher to conclude that
utilization of various types of corrective feedback strategies can make language learners to repair their non-target
like utterances but this does not guarantee the extinction of error production in future productions. In addition,
observing the class and learning behavior of male and female learners who had varying biological and psychological
characteristics, different learning styles and preferences, and also various degrees of learning experience proved that
individuals show different reactions to error correction strategy used and as such enjoy from varying degree of
improvement in their learning.

Data revealed from observations and also interview with teachers indicated that implicit error correction strategies
such as recast tended to yield lower rates of uptake than explicit types because they were not always noticed by the
learners. This may be due to the fact that implicit corrective feedback strategies may serve a better communicative
function in classroom discourse in the way that it helps keep students attention focused on content or message, while
explicit feedback enables learners to notice problems in their production. Corrective feedback strategies such as
elicitation, repetition, clarification request, metalinguistic explanation and nonverbal signals proved to be more
successful in eliciting students’ uptake which could enhance their learning.

CONCLUSIONS

This study investigated the application and effectiveness of teachers’ corrective feedback on Iranian EFL learners
language development. It examined what corrective feedback strategies teachers used, how error types influenced
the utilization of specific corrective feedback strategy and how corrective feedback strategies affect language
learners' language development. The findings of this study yielded some conclusions.

First of all, Iranian EFL teachers employed seven types of corrective feedback strategies in their classes namely
explicit correction, recast, clarification request, metalinguistic feedback, elicitation, repetition and nonverbal signals
to varying degrees.

Data revealed that each type of corrective feedback strategy selected and utilized by the teacher had something to do
with the type and category of produced error by the learner. In other words, different error types lead to different
choice of feedback strategies. For instance, teachers closely attended to discourse errors because they believed that
they may hinder comprehension. Data also showed that recast and repetition were respectively the most and the least
frequently used corrective feedback strategies used by the teachers.

Finally, the findings suggested that the implication of explicit error correction strategies such as clarification request,
repetition, non-verbal signals and elicitation led to better uptake by the learners as compared to implicit corrective
feedback strategies such as recast. This led the researcher to conclude that explicit error correction techniques can
enhance language learning because they are better noticed by the learners.

A limitation worth mentioning concerning the present study is the fact that the data were collected in one language
institute from a limited number of language learners and teachers. Such limited number of participants limits the
generalizability of the findings of the study. As such, findings need to be reported cautiously.
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ABSTRACT

Translation competence as the area of interest of many scholars and translation researchers in the last three to four
decades is defined as the underlying system of knowledge required to translate as expert knowledge, predominantly
procedural comprising different inter-related sub-competences (PACTE, 2003).There are different definitions and
categorizations of competence most of them agree on that competence is made of different sub-competencies but
they disagree on the number of sub-competencies and their kinds. There seems to be a need for a research which
puts these models with each other and finds out which one of them is the most acceptable one. The aim of this
research is to propose the best definition of translation competence and the best model which covers this concept. It
is also about finding reasons for supposing PACTE [Process in the Acquisition of Translation Competence and
Evaluation] group model of sub-competencies as the most acceptable model. These two would be the first and
second questions of the research henceforth. Answering the questions the results showed that; PACTE definition and
its model of sub-competencies is the most acceptable model which in the best way covers translation competence.

KEY WORDS: Translation competence, PACTE model of sub-competencies, EMT, Strategic sub-competence,
Psycho-physiological components

INTRODUCTION

Translation studies

Translation is a new field of study which takes the attention of the students in Iran and all over the world recently
and make them interested in translation more than before, as Baker (1991, p. 11) says "unlike medicine and
engineering, translation is a very young discipline in academic terms. It is just starting to feature as a subject of
study in its own right, not yet in all but in an increasing number of universities and colleges around the world". It
could be seen by the number of students whom we can see entering university interested in this field.

In other fields of study just like mathematics, chemistry, and medicine a lot of progresses has been made and a lot of
researches has been done, as Melis and Albir put it" Unlike other disciplines, in which numerous research studies
have been carried out on the functioning of expert knowledge and how it is acquired, the history of research in
translation studies is both short and lacking in empirical studies"(2001, p. 279). So after all the best definition of
translation studies has to be stated as "studies that can make the student a better translator, and 2) as academic
research on translation" (Pym, 2009, types of university training programs section, para. 6)

The important point which is to be mentioned here is that in present times “Translators are not yet sure whether
translation is a trade, an art a profession or a business” (Baker, 1992, p. 9), so among different scholars it has always
been a matter of discussion.

The history of translation competence

Translation competence has been one of the important subjects of interest and a matter of discussion among scholars
and translation researchers in the last three to four decades. There are two reasons for this statement. The first one is
according to Pym (2003) since the 1970s the concept of translation competence has been viewed as at least "1) a
mode of bilingualism, 2) a question of market demands, 3) a multi-component competence, involving sets of skills
that are linguistic, cultural, technological and professional, and 4) a super-competence that would somehow stand
above the rest" (p. 481). The other reason is seen as the date of the following researches which also shows since
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1971 so far translation competence has been the area of interest of many researchers. (cited in PACTE, 2011, para.
10).
Statement of the problem and significance of the research
The concepts, definitions and models listed in this research are presented to show the variety of perspectives and
viewpoints which different authors have when it comes to translation competence. “The definition of translation
competence and the process by which it is acquired is of supreme importance in teaching translation since it
provides the guidelines in establishing the learning objectives and the pace of teaching...” (Melis & Albir, 2001, p.
280). Another case for the importance of defining translation competence is from Pym, "defining TC [translation
competence] is quite relevant in the educational context, because arriving at some relatively standardized definition
of translation competencies would allow teachers to structure their courses appropriately and to evaluate and
develop competences of translation trainees" (Pym, 2009, p. 1). There are different definitions of competence, there
are also different categorizations of competence most of them agree on that competence is made of different sub-
competencies but they disagree on the number of sub-competencies and their kinds. There seems to be a need for a
research which puts these models altogether with each other and finds out which one of them is the most complete
and comprehensive one. The point which must be taken into consideration is that most of the researches focus on
some of the components of translation competence as it will be shown that none or few attempts have been made to
consider all of them, most deal only with some aspects of translation competence however all of them have
something in common and that would be in describing translation competence as a set of components. Different
models for sub-competencies which are presented, in some cases would believe that translation competence sub-
competencies to be, strategic, instrumental and knowledge of translation, which is ambiguous and incomplete, and in
some cases would believe that language competence might be necessary to be added to these sub-competencies for
achieving translation competence. However it may be proved that PACTE model of sub-competencies is the most
complete and conclusively the most acceptable one considering that just this model includes the strategic component
and mentions the psycho-physiological components (PACTE, 2009).

Chronological approches (viewpoints and/or definitions) of translation competence
Considering that in the area of translation studies a complete definition of translation competence has always been a
debate among scholars, different definition of this concept are given in here;

First Bell (1991) definition of it as “the knowledge and skills the translator must possess in order to carry out a
translation” (p. 43) (cited in PACTE 2000). Bell description of sub-competencies which are; "target-language
knowledge, text-type knowledge, source-language knowledge, subject area real world knowledge, contrastive
knowledge, skills summarized as communicative competence (covering grammar, sociolinguistics and discourse)",
is also given in Pym (2003, p. 485).

Second Sykes (1989) putting it in another way as "an excellent command of the source language, an equally
excellent command of the target language plus a “... very good understanding of the subject matter” (p. 35-39) is
mentioned, and finally Nuebert (2000) division of it into five components: 1) language competence, 2) textual
competence, 3) subject competence, 4) cultural competence and 5) transfer competence, with the last being the most
important of all competences the translator should have (p. 7) (these two definitions are cited in PACTE 2000). This
group defined translation competence as the underlying system of knowledge required to translate. They believed
that translation competence is "(a) expert knowledge; (b) predominantly procedural; (c) comprises different inter-
related sub-competences; and (d) includes a strategic component which is of particular importance" (PACTE, 2009,
theoretical model section para. 2).

Alves goncalves (2001) stated that competence includes not only the resources but also the supposed consequence,
that is, "competence is defined as the appropriate use of specific abilities according to surrounding demands
(McClelland, 1973), i.e., as a goal-oriented behavior"(p. 47). They assume that translation competence is not to be
understood only as a repertoire, but rather as a role-specific competence, which they defined competence as the
appropriate use of specific abilities according to surrounding demands from McClelland (1973), i.e., as a goal-
oriented behavior, which in the domain of translation competence it includes and specifies the notion of competence
as ability (Alves & Gongalves, 2001, p. 47).

Albir and Orozco (2002) report finding only four explicit definitions of translation competence, one of them
proposed by Hurtado Albir himself. They perceive translation competence as “the ability of knowing how to
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translate”. The other three definitions are from Bell, wills and PACTE which were given above. (All definitions
cited in Orozco, Albir, 2002, p. 376). An important point which has to be stated in here is that Amparo Hurtado
Albir is one of the members of PACTE group and that is the reason which some of the manuscripts of Albir and
PACTE group share some characteristics.

Rotheneves (2007, p. 131) first declared Toury's (1995, p. 241-258) view that "in the development of the translator’s
competence, it is of fundamental importance to learn how to translate according to the norms of a society", then
referred to House (1981), investigation on translator’s competence in TS which has typically followed three
different approaches. He said that House introduced, for the study of translation, the concept of communicative
competence (House, 1981, p. 3). However, in the same paragraph, House stated, "that translation may begin to play
a truly useful role in developing student’s communicative competence"(ibid). After that in another place moreover
Rotheneves (2007, p. 126) stated that: "in Translation Studies (TS), the qualities of a good translator have been
typically addressed based on the concept of translator competence", and also his definition of competence agrees
with or confirms PACTE definition of competence which is "Originally, competence stands for the quality of
possessing a skill, knowledge, or qualification" (ibid).

EMT (2009) [European Master's in Translation — EMT] definition of 'competence' is the combination of aptitudes,
knowledge, behavior and knowhow necessary to carry out a given task under given conditions including six sub-
competencies; Translation service provision competencies, language competence, intercultural competence, data-
mining competence, technological competence and thematic competence.

Background of PACTE group

The PACTE research group (Process in the Acquisition of Translation Competence and Evaluation) was formed in
October 1997 to investigate the Acquisition of Translation Competence in written translation into and out of the
foreign language PACTE (2003). As it was mentioned before this group defined translation competence as the
underlying system of knowledge required to translate. They believe that translation competence: (a) is expert
knowledge; (b) is predominantly procedural; (c) comprises different inter-related sub-competences; and (d) includes
a strategic component which is of particular importance (PACTE, 2009, theoretical model section para. 2).

In this research PACTE model of sub-competencies will be defined as the best categorization of translation
competence which is,

"1) Communicative competence in both languages

2) Extra-linguistic competence:

3) Transfer competence

4) Instrumental/professional competence

5) Psycho-physiological competence

6) Strategic competence, this competence is used in detecting problems, making decisions, correcting occasional
errors or deficiencies in any of the other sub-competences" (PACTE, 2003 p. 15-18)

In view of their history, in their research in 2003 they studied translation competence from two complementary
points of views which the first one is,

1. The translation process, through the collection and analysis of data obtained from experimental studies of the
mental processes used to translate, and the competencies and abilities required; and the second one is,

2. The translation product, through the collection and analysis of data obtained from an electronic corpus consisting
of the texts translated by the subjects participating in the experiment. They also stated that they used different
instruments and different types of data-collecting methods, both qualitative and quantitative methods, so that the
data could be collated and triangulated.

The aim of this research was a better understanding about how translation competence is acquired. The project had
two main stages: (1) a study of translation competence (TC) (2) a study of the acquisition of translation competence.

In one other of their articles investigating translation competence, Conceptual and Methodological Issues in 2005
PACTE used
1. Direct observation chart. This chart was used to collect data on the external behaviour of the subjects in
each stage of the process (orientation, development and revision)
2.  Problems questionnaire. The subjects filled in this questionnaire after translating each text.
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3. Translation knowledge questionnaire. This questionnaire of 36 questions had been designed around the 7
indicators of the translation knowledge variable.

They believed that given any bilingual has knowledge of two languages and may have extra-linguistic knowledge,
so they considered that the sub-competencies specific to TC were strategic, instrumental and knowledge about
translation (ibid).

In another research in 2009 their aim was to present the results obtained for the translation competence indicator
acceptability of translation products and the variable “Decision-making”. This experiment was done involving 35
expert translators and 24 foreign-language teachers. The results obtained relating to expert translators’ dynamic
concept of translation, and their dynamic approach to the translation of specific texts was also given in 2011. These
studies were longitudinal which some of their results were given and some others are still under investigation.

RESEARCH QUESTIONS
The research questions which were asked and effort was made to answer them in this research will be discussed in
the following order.

The first research question is about translation competence its definition, scholars, researchers or models who take
this concept into consideration, after naming them, PACTE group model of sub-competencies will be detailed
specially.

After taking into consideration PACTE group model of sub-competencies and defining it, the second question of this
study is asked which is about the reasons for supposing this model the best model which covers translation
competence, and the most acceptable one. Therefore the aim of this research would be to answer these two
questions.

METHOD OF THIS RESEARCH

This research aims at describing translation competence and its sub-competencies according to different viewpoints
specially PACTE group as the most completed and acceptable version of these models. So in order to reach this aim
the qualitative research will be done including;

Material

The components which were investigated were

1) Translation competence and its sub-competencies
2) Communicative competence

3) Extra-linguistic competence

4) Transfer competence

5) Instrumental/professional competence

6) Psycho-physiological competence

7) Strategic competence

Procedures

Different kinds of materials have been used to collect data about notions like translation competence and sub-
competencies from books articles and web sites. At the beginning the definition of translation competence according
to different viewpoints was given. The models, scholars, researchers and groups who talk about this concept and its
sub-competencies were also taken into account. Scholars like Pym (2003) and groups like EMT (2009), PACTE
(1997-2011) books like in other words from Baker, articles and writers like Alves, Gongalves and Rothe-Neves.

RESULTS AND DISCUSSION

Models of translation competence

The first question which this research is trying to answer is about translation competence, scholars, researchers or
models who take this concept into consideration, so in order to reach this aim; the following models of translation
competence are going to be discussed. These models are made of different concepts and/or sub-competencies. These
sub-competencies are put together based on different viewpoints and according to different long term researches.
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These models are empirical or theoretical, mostly have some features in common and sometimes are in contrast with
each other. It will be said that presentation of these models bring about criticism and or comparisons to be made, and
also some differences among the models of translation, or some advantages belonging to PACTE's model which
finally made us propose this model the best, most acceptable, according to the idea of the writer, and the reason for
such a choice will be given later on at the end of this research.

Campbell model

The first model which is taken into consideration in this chapter is from Campbell (1991), which is a
psycholinguistic approach to translation competence. He in order to establish his model of translation competence
analyzed 41 solutions of a single sentence that TT equivalents of these lexical items were categorized into six kinds
of “product phenomena” and these phenomena were later re-organized according to the processes that may have
showed the way to their appearance. Concluding the results of his tests, Campbell proposed the following model of
TC (Campbell 1991, p. 339), which consists of two basic parts;

1) Disposition — attitudes and psychological qualities that the translator brings to the task. He proposed that
disposition had two axes: risk-taking vs. prudent and persistent vs. capitulating

2) Proficiency: has to do with certain special bilingual skills, and has a developmental dimension. He
proposed that Proficiency consists of three aspects: lexical coding of meaning, global target language
competence and lexical transfer. He also stated that these three aspects are closely related.

In his model (Campbell, 1998), each of Textual competence, Disposition and Monitoring competence are as separate
competences that are interrelated. The model of translation competence proposed allows translation students’
competence to be assessed based on three independent and interrelated components. He defined these three
components as followed;

The first component textual competence was defined as the capacity to organize target language grammar and lexis
in a stylistically authentic way. The second component disposition was defined as including two aspects of the
learner’s competence, namely their choice of lexis and their cognitive attitude to the task. The third component
monitoring of the translation process which denotes the translators’ self assessment abilities reflected by the way
they tackle revisions and corrections of their output.

The linguistic component in Campbell’s model, namely fextual competence, comprises three stages: sub-standard,
pre-textual and textual. Campbell believes in the importance that language competence, especially the learner’s
textual competence in their second language, is a part of translation competence. He also believes that learning to
translate into one’s second language is a form of second language acquisition (Campbell, 1998) so the improvement
of the student second language is totally related to their Disposition and their Monitoring competence (ibid). This
point about Campbell from Pym has to be mentioned. According to Pym, it is hard to believe that the data would
have given those categories had the researcher not set out to combine psycholinguistics with studies on bilingualism.
The disciplinary position was there prior to the research. Nevertheless at this point, under the very vague head
“disposition,” Pym believes to be approaching something rather more concrete that could belong to translating and
nothing but translating (2003).

Pym model
The second model which is discussed in this research is from Anthony Pym. He defines translation competence as;
1) The ability to generate a series of more than one viable target (TT,, TT,...TT,) for a pertinent source text
(ST);
2) The ability to select only one viable from this series, quickly and with justified confidence. (Pym, 2003, p.
489). By mentioning that he has made this definition in 1991.
He proposed that, together, these two skills form a specifically translational competence; their union concerns
translation and nothing but translation. He also stated that there is no doubt that translators should know a reasonable
amount of grammar, rhetoric, terminology, computer skills, Internet savvy, world knowledge, teamwork
cooperation, strategies for getting paid correctly, and the rest, but he believed that the specifically translational part
of their practice is strictly neither linguistic nor solely commercial, and the most important of what he says, is this
point that "It is a process of generation and selection, a problem-solving process that often occurs with apparent
automatism"( ibid, p. 489). The problem solving process has been mentioned in this model too.
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More over Pym indicated that his approach requires the translation trainee possess self-theorizing and self-
evaluation skills, in addition to flexibility and self-confidence. He claimed that his approach also presumes the
trainee’s competence in grammar and rhetoric, so that they are able to “create this two-fold functional competence”.
(Ibid)

Gongalves model
The third model which is introduced is a different view of translator's competence which is proposed by Gongalves
(2003) this model incorporates the following characteristics:
- Cognition is seen as situated action (Elman et al., 1996);
- Expertise is considered as an instance of deliberate practice (Ericsson, 2002);
- A broad translator.s competence compasses a set of sub-competences which operate in parallel (PACTE,
2003; Gongalves, 2003);
- A specific translator.s competence is relevance-oriented (Sperber & Wilson 1986/1995; Gutt 2000);
- The latter requires meta-cognition for problem-solving, decision-making and the attribution of interpretive
resemblance to translation units (Alves & Gongalves, 2003) (cited in Alves, 2005, Pre-Requisites for a
Revised Model section para. 1).

He included some of the sub-competences proposed in the PACTE model (bilingual, extra-linguistic, instrumental,
and knowledge-about-translation, and its psychophysiological components) and based on connectionism and
Relevance Theory, the author offered that there may be a specific, core domain for translator's competence which he
calls it specific translator's competence and suggested that it is guided by the principle of relevance (Sperber &
Wilson, 1986/1995) and the concept of interpretive resemblance as developed by Gutt (2000) (ibid)

Gongalves specific translator's competence had a very prominent role in his model in which this specific translator's
competence brought together the work of all other sub-competences and operated almost exclusively through
conscious or meta-cognitive processes. He also stated that this specific translator's competence is Analogous to the
central position which PACTEs strategic sub-competence has occupied (ibid).

The author claimed that this specific translator's competence is directly proportional to:
1) The production of contextual effects generated from two counterpart translation units, one in the source
language and the other in the target language.
2) the overlapping of the two sets of effects, that is, the maximisation of their interpretive resemblance.
Therefore, Gongalves stated that translation competence is considered to be a special type of expert knowledge
heavily dependent on declarative knowledge (ibid).

The important point to be mentioned about Alves is Alves, Gongalves and Rothe-Neves (2001) search of a definition
of translation competence research. They used a psych- linguistically oriented framework, and the aim of the
research was determining what accounts for Translation Competence. A team of researchers of the Graduate
Programme in Linguistic Studies of the Faculdade de Letras at UFMG (Universidade Federal de Minas Gerais) had
designed this research project. As it has been mentioned in this manuscript the starting point of the project design
was work carried out by Alves (1995) in an attempt to describe cognitive traits of the translation process including
40 professional translators and students in the field of Translation Studies and For gathering data they used four
combinations of instruments which were: Think-Aloud Protocols, Recall Protocols, Translog, Working Memory
Assessment Battery (verbal subset). So in this research they tried to find out what aspects translation competence
has which as they said that the obtained results are still under investigation (Alves et al., 2001)

PACTE group model

As it was mentioned before PACTE research group was formed in October 1997 to investigate the Acquisition of
Translation Competence in written translation into and out of the foreign language (inverse and direct translation).
All the founding members of the group are translators and translation teachers who train professional translators in
the Facultat de Traducci6 i d’Interpretacio of the Universitat Autonoma de Barcelona. Their centre of attention was
not just one language. They examined language combinations including English, French and German, Spanish and
Catalan. They worked on both direct and inverse translation directions, which it meant that considering they all have
different theoretical and methodological backgrounds, for a long time they considered the need for more information
about how trainee translators learn to translate in order to create better teaching (PACTE, 2003).
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The main aim of this group was to validate their theories employing empirical tools. Their translation competence
model was first presented in 1998 and later on (PACTE, 1998a, 1998b, 2000, 2001), and it was recently remodelled
in the light of the results of the 2000 exploratory test (PACTE 2003). As it was mentioned before in this model,
translation competence was considered to be the underlying knowledge system needed to translate and has four
distinctive characteristics: (1) it is expert knowledge and not possessed by all bilinguals; (2) it is basically procedural
knowledge (and not declarative); (3) it is made up of various interrelated sub-competencies; (4) the strategic
component is very important, as it is in all procedural knowledge. The translation competence model proposed was
made up of 5 sub-competencies and Psycho-physiological components (PACTE, 2003, a holistic model section para.
3).

At the beginning PACTE model was kind of incomplete, but based on new research tools and the re-validation of
respective sub-competencies, the model later developed into the following construct (PACTE, 2005, p. 610) and the
definition of the sub-competences developed simultaneously with the model; here definition of the five sub
competences and psycho-physiological components is given,

(1) The bilingual sub-competence; it is defined as predominantly procedural knowledge which is needed to
communicate in two languages. Its components: pragmatic, socio-linguistic, textual, grammatical and
lexical knowledge in the two languages are defined as followed; first pragmatic knowledge is knowledge
of the pragmatic conventions needed to carry out language acts that are acceptable in a given context;
second socio-linguistic knowledge is knowledge of the socio-linguistic conventions which are needed to
carry out language acts that are acceptable in a given context; this includes knowledge of language
registers and dialects. Third textual knowledge is knowledge of texture (coherence and cohesion
mechanisms) and of different genres with their respective conventions (structure, language features,
etc.). Fourth grammatical-lexical knowledge is knowledge of vocabulary, morphology, syntax and
phonology/graphology.

(2) Extra-linguistic sub-competence; it is defined as predominantly declarative knowledge, both implicit and
explicit, about the world in general and special areas. It includes the following three components: (1)
bicultural knowledge (about the source and target cultures); (2) encyclopedic knowledge (about the
world in general); (3) subject knowledge (in special areas).

(3) Knowledge about translation sub-competence; it is defined as predominantly declarative knowledge,
both implicit and explicit, about what translation is and aspects of the profession. It includes: (1)
knowledge about how translation functions: types of translation units, processes required, methods and
procedures used (strategies and techniques), and types of problems; (2) knowledge related to
professional translation practice: knowledge of the work market (different types of briefs, clients and
audiences, etc.)

(4) Instrumental sub-competence; it is defined as predominantly procedural knowledge related to the use of
documentation sources and an information and communication technologies applied to translation:
dictionaries of all kinds, encyclopedias, grammars, style books, parallel texts, electronic corpora,
searchers, etc.

(5) Strategic sub-competence; it is defined as Procedural knowledge to guarantee the efficiency of the
translation process and solve the problems encountered.

(6) Psycho-physiological components; these components are defined as different types of cognitive and
attitudinal components and psycho-motor mechanisms. They include: (1) cognitive components such as
memory, perception, attention and emotion; (2) attitudinal aspects such as intellectual curiosity,
perseverance, rigor, critical spirit, knowledge of and confidence in one’s own abilities, the ability to
measure one’s own abilities, motivation, etc.; (3) abilities such as creativity, logical reasoning, analysis
and synthesis, etc.

Strategic sub-competency is the most important one among all because, this is an essential sub-competence that
affects all the others and causes inter-relations amongst them because it controls the translation process. Its functions
are:

(1) To plan the process and carry out the translation project (choice of the most adequate method);

(2) To evaluate the process and the partial results obtained in relation to the final purpose;

(3) To activate the different sub-competencies and compensate for deficiencies in them;

(4) To identify translation problems and apply procedures to solve them.
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An important point which must be noted here is that PACTE believes, three specific sub-competences distinguished
the competence of translators from that of natural bilinguals. These are: strategic sub-competence, instrumental sub-
competence and knowledge about translation sub-competence. These sub-competences represented the mental
processes that are specific to the translation process (ibid).

It must be noted that PACTE model of translation competence and of the acquisition of translation competence were
designed based on research into competence, expert knowledge and learning processes in areas such as Pedagogy,
Psychology and Languages (PACTE 2003). It is important to say that their work is empirical and is carried out in the
form of longitudinal studies for the purpose of research and teaching, with the aim at helping to improve curriculum
design that is geared towards professional translation (ibid).

In their research on translation competence acquisition PACTE group measures translation problems, translation
errors and student’s notions about translation. So it is important that a brief look to be taken at both the notions of
problem or error and also acquisition of translation competence. First problem and error will be taken into
consideration.

A. Translation problem and error

Before starting this section the difference between translation problems and translation errors must be given. Both of
these concepts are supposed as indicators of translation competence within PACTE's framework. According to Nord
(1991, p. 151), a translation problem is “an objective problem which every translator (...) has to solve during a
particular translation task”, it is observable and, in solving translation problems, subjects certainly show their ability
to use translation strategies, which is a basic component of translation competence. On the other way the origin of a
translation error is usually a translation problem that has not been solved or has not been appropriately solved (ibid).
As it can be seen in Melis and Albir (2001) research, the problems encountered by the translator are varied;
linguistic, extra linguistic, transfer problems. A working classification of these problems can be made in relation to
the particular competence that the translator needs to mobilize. According to the PACTE list of sub-competencies,
they may be classified as follows:

1) Linguistic (lexical, syntactic, textual)

2) Extra linguistic (cultural, thematic, encyclopaedic)

3) Transfer problems (difficulty in finding the dynamic equivalence)

4) Psycho physiological (relating to creativity, logical thought)

5) professional/instrumental (deriving from the translation brief, or documentation difficulties). (Cited at Melis &
Albir 2001, p. 281)

Once again it must be noted that because of its role as a regulating mechanism, compensating for deficiencies in the
other sub-competencies and solving the problems that arise, it is obvious that strategic competence is crucial in
dealing with translation problems. (ibid)

The reasons that the notion of problem was introduced in here are varied;

The first one as Pym puts it, there is no doubt that translators need to know a problem-solving process that often
occurs with apparent automatism and translating is a question of solving problems, not of moving meanings (2003).
The second reason is given As Baker 1991 puts it any attempt is made to identify potential sources of translation
difficulties related to the linguistic area under discussion and possible strategies for resolving these difficulties by
trainees, thus the trainee is to be made more aware of her/his own strategies and conscious decisions made while
tackling translation tasks and solving problems. The third and most important reason is that, strategic competence is
a problem solving activity.

Concluding that Translation problem is a problem found in the ST, which a translator has to solve, no matter what
his expertise is. Solutions of translation problems shows that to some extent the translator has got translator's
competence; (Orozco & Albir, 2000).

Finally, depending on the students’ ideas about translation, they will have a particular purpose for a particular
translation task, and this will determine their solution of translation problems throughout the process of translation
(Albir, 2002). Thus if the students want to reach translation expertise or translation competence when find a problem
in the source text should know what the problem is and what way to solve it.
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Last but not least considering that translation competence is acquired as a result of a process of development and
restructuring different sub-competences, and considering that in this area expertise and acquisition was discussed the
acquisition of translation competence must be taken into consideration briefly.

B. Acquisition of translation competence

Considering that there are problems of definition concerning translation competence, translation competence
acquisition has got the same difficulty in being defined, as it may be seen that several authors proposed models of
how this process develops. Harris and Sherwood (1978) Toury (1986) Shreve (1997) Dreyfus and Dreyfus (1986):
PACTE (see PACTE, 2000) as PACTE mentions this group does not find a single explicit definition (ibid).

Translation competence acquisition model has changed in time; it was restructured as it gradually incorporated
findings of empirical tests. "The PACTE group’s work is the first empirical research to investigate the acquisition of
translation competence, through a model specifically designed for this purpose" (ibid). They call it a process in
which translation competence acquisition is considered as A dynamic, spiral process that, like all learning processes,
evolves from novice knowledge (pre-translation competence) to expert knowledge (translation competence); They
also mention that it requires learning competence (learning strategies) by using both declarative and procedural
types of knowledge which they are integrated, developed and restructured. (ibid)

Rothe Neves (2007) states that in order for a generally accepted definition of translation competence arise, it should
be based on and drawn from the experience of expert translators. In this context, he cites Bausch (1977) as one of
the first scholars to propose basic characteristics of a professional translator; these include:

a) Linguistic competences — grammatical and communicative

b) Specific competences — concerning extra-linguistic reality and

¢) Translational competence — which is “an autonomous ability that surpasses reading and writing in complexity”
(Bausch as cited in Rothe-Neves 2007, p. 128). The reason to give the aforementioned categorization is to say that
the difference between translation competence of an expert translator and translation trainee lies in the fact that the
expert probably possesses all the aforementioned sub-competencies.

EU Model (EMT)

Another research project which has been done recently is from EMT group which their definition of competence
was mentioned above. EMT expert group was set up by the DGT in April 2007. Its main task is to make specific
proposals with a view to implementing a European reference framework for a Master's in translation (European
Master's in Translation — EMT) throughout the European Union (EMT, 2009, p.1).

The main goal of their project is to establish a quality label for university translation programs at master’s level that
meet agreed standards in education. To put it another way its main aim is to promote quality standards in translator
training and in related professions via a common framework of minimum professional competencies (ibid).

The six competencies defined in the EMT framework includes the vast majority of the about forty seven
components, these sub-competencies are included in the following section briefly;

The first competency which is introduced by this group is: TRANSLATION SERVICE PROVISION
COMPETENCE, including two dimensions; which the first one is interpersonal dimension and the second one is
production dimension. LANGUAGE COMPETENCE is the second competence. INTERCULTURAL
COMPETENCE is the third introduced competence which has got two dimensions, the first one is sociolinguistic
dimension and the second one is textual dimension. The fourth competence which is introduced is INFORMATION
MINING COMPETENCE. The fifth competence is THEMATIC COMPETENCE and the sixth competence which
is introduced is TECHNOLOGICAL COMPETENCE (Mastery of tools) (EMT, 2009 p. 4-7). EMT states that the
areas of competence are all identical and mutually interdependent, and up to a point, all the competencies are
transversal, which it means that they may apply to a number of areas of competence. Together, they comprise the
minimum requirement to which other specific competences may be added (for example in localization, audiovisual
translation or research). All six competence areas enumerated are natural in the translation competence. Therefore,
mastery of the six areas of competence leads to mastery of a transversal super competence which can be termed
competence in translation (ibid).
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Note: Different models for sub-competencies which were given, some of them would agree with these sub-
competencies and some would add or delete the numbers of sub-competencies or disagree with the definitions. Most
of these studies take a partial look at some of the elements of translation competence, none of them could be said to
be complete. However just the model of PACTE group includes six sub-competencies which we can say the most
acceptable among all.
PACTE points out that the features of the group can be defined as,

Carrying out testing the models and refining them based on empirical research, with the final goal of

translation measurement and teaching,

Considering language competence as a sort of pre-competence,

Claiming that bilingual competence to be a sub-competence that is assessed as a fundamental part of

translation competence,

Research based on a longitudinal study of translation competence acquisition, and using specific learning

strategies by translation learners in the acquisition process, in addition to a reorganizing of knowledge that

is constantly taking place,

The group’s research is not restricted to English as it tries to reach as many language combinations as

possible.

The longitudinal studies on translation competence acquisition which are being taken into consideration

and done by the PACTE group can help shed light on how translation competence develops and how it is

acquired (2005).

After taking into consideration chronological order of the aforementioned models of sub-competencies and defining
it the second question of this research is asked which is about the reasons for supposing this model the best and most
comprehensive model which covers translation competence. In order to reach this aim and answer this question the
following comparison and conclusion is made.

COMPARING AND CONCLUDING

The concepts, definitions and models which were listed in the aforementioned sections were presented in order to
show the variety of perspectives and viewpoints which different authors have when it comes to translation
competence. It is mentioned as the reason of many kinds of evaluation in the educational courses and different
methods of defining and assessing translation competence.

The chronological presentation of translation competence models, introduced criticism and or comparisons to be
made;
Rothe-Neves believes in the following criticism of current TC models;

He stated that the data is not based on reasonable components. He also mentioned that the concept of translation
competence has been already divided into too many sub-competencies (Rothe-Neves, 2007). In order to confirm
what he said it must noted that for instance EMT gives six sub-competencies with forty seven components. As it
could be seen such a large number which must be asked why forty seven why for instance not fifty seven or thirty
seven?

This research indicated that there are some similarities among the preceding models for instance the first one is that
they cover some basic properties or they share some of the sub-competencies of translation competence. Another
similarity is that some of the components in some of the models (for instance physiological competencies in
Campbell and PACTE model) are the same. The other resemblance is that “TC is qualitatively different from
bilingual competence” (PACTE 2003, p. 59).

This research also indicated that there are some differences among the models of translation, and there are some
advantages belonging to PACTE's model which made us choose this model the best and most acceptable one;

The first and main advantage as PACTE mentions is that, their main different from previous approaches is due to the

emphasis they put on procedural aspect, regarding TC as “expert knowledge in which procedural knowledge is
predominant” (ibid).
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The second main difference is that many of the preceding models of TC were purely theoretical or based on
subjective experiences drawn from translation and translation teaching practice, (that is why PACTE group devised
several tools to validate their model empirically); they used various kinds of questionnaires to validate the model.

The third important point which is to be mentioned is that in their research on TC acquisition PACTE group
measures translation problems, translation errors and student's notions about translation.

The forth reason for choosing PACTE the most acceptable model is that most of the aforementioned models show
many important problems, since they lack some of the fundamental components for defining or modelizing
translation competence.

The fifth reason is, if we consider that there are two approaches in the creation of models of translation competence,
the first one as product oriented, which considers the production of respective competencies in the target text and

the second approach as process oriented which is about competences being used during translation. Both of these
approaches are used in the model proposed by PACTE group. While in the other models just one of these approaches
is taken into consideration.

The sixth reason is in most of the introduced models the psycho-physiological components are forgotten and are not
taken into consideration as part of translation competence, as Alves (2005) states, he may argue that translation
strategies alone are no indicators of competence in translation. It needs to be coupled with some subjective or
intersubjective parameter of meta-reflection to consubstantiate any kind of evidence. In this respect both Campbell
and PACTE are significant, because they explicitly include psycho-physiological aspects into their models.

The seventh reason is considering that in 2003 they put the name of components on the physiological sub-
competency which they used to say, and do not use psychological sub-competencies anymore as cited at PACTE
2011 article validation of TC model, this would show that they are developing this model improving and making it
better by the new researches which they do. Somehow updating and improving.

The eighth reason is the wisely choice of sub-competencies or better to be said the updated choice of sub
competencies. The proof for that would be the new developments resulted in that the dictionaries like Oxford and
Cambridge have been made a CD which can be installed on the PCs and used easily. Also, Internet provides the
translator with a large amount of information, dictionaries, vocabulary and even translations

Last but not least the ninth reasons would be that, PACTE group’s work is the first empirical research to investigate
the acquisition of translation competence, through a model specifically designed for this purpose (PACTE 2000).

As Pym (2003) puts it the translation competence model of PACTE is one of the models with the largest number of
sub-competences. But the weight of the model would not be the reason for choosing the best model in this study
otherwise the EMT group six sub-competencies and forty seven components model of sub competencies would be
chosen as the best model, in which though the number of competences and components in this framework may be
perceived as overlapping to some extent.

Limitation of the study

Shortcoming of this research mainly is due to the complicated nature of translation and conclusively translation
competence, which there is not enough researches and studies done in this concept. So the territory of research
which is taken into consideration is limited, for instance in this research only five models of translation competence
could be differentiated and compared. Another point which must be taken into consideration in this regard is that,
previous researches and/or the background of translation competence is really limited, and there is not a place like a
library or documentation source, (for instance the internet world wide) which the previous researches in the area of
translation competence could be found. In such a place all the available models of translation competence could be
found and compared. The other limitation which also would be worth considering is that the focus of this research
on translation competence completely was based on PACTE group which may be stated that a partial look was taken
at this model and some of the models which make up the elements of translation competence were not objectively
considered, which in this research great effort was done to avoid this partial point of view.
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ABSTRACT

Local language or ethnic language is a cultural reflection of its speakers in communicating. Javanese language
recognizes speech level. This article is based on two important factors, that is, bargaining and declining strategies
and Javanese speech level of its speakers in trading activity at Sarinongko market of Pringsewu of Lampung
Province. This research uses a sociopragmatic study which includes the Javanese speech level studied from
Sociolinguistics point of view and the bargaining and declining strategies studied from Pragmatics point of view.
The participants involved in the research consist of buyers as the speakers and sellers as the addressees. This article
tends to find out the realisation description of bargaining and declining strategies by the Javanese speakers and the
description of Javanese speech level of its speakers in trading activity at Sarinongko market of Pringsewu of
Lampung Province. The method used in this research is the uninvolved conversation observation technique while
the data analysis uses comparing method which is applied through dividing-key-factors technique of pragmatic
competence-in-dividing.

KEYWORDS: speech level, Javanese language, bargaining, declining, sociopragmatics

INTRODUCTION

Humans live with differences in culture, nation, and geographical region with different typology. Language is one of the
cultural aspect of humans. The diversity in culture results various languages such as local language or ethnic language (mother
tongue). Local language is a cultural reflection of its speakers in communicating. One of the local languages in Indonesia that
is still used by its speakers is Javanese language. Poedjosoedarmo (1979: 1) proposes that "Javanese language is the mother
tongue of Javanese people who mainly live in the province of Central Java, Yogyakarta, and East Java. The Javanese speakers
are also found in northern Banten, Lampung, Medan, and transmigrans’ regions in several islands of Indonesia"

Javanese language recognizes the undhak-usuk system or speech level. According to Poedjosoedarmo (1979:3) speech level is
"defined as language variations which the differencs between one and another is determined by the difference of the
speaker’s and the addressee’s politeness". The speech level in this research is committed by the buyers and sellers when they
carry out the bargaining and declining strategies at Sarinongko market of Pringsewu of Lampung Province. Sarinongko market
is one of the traditional markets located in Pringsewu Regency of Lampung Province, Indonesia. Examined from its history,
Pringsewu began as a village named Margakaya in 1738 AD. It was occupied by its original dwellers of Lampung-Pubian ethnic
group which reside the bank river of Way Tebu (4 km from Pringsewu capital to the south nowadays).

In 1925, a group of people from Java island through the colonization program of colonial government of East Indies cleared
the forest near the Margakaya village to build a new residential area. To clear the forest, they cut down many bamboo tress.
Thus, they named the new residential area by the name of Pringsewu. Pringsewu derives from Javanese language which
means “a thousand bamboo”. The Javanese language used by the people of Pringsewu seems to be varied because they come
from varius regions of Java island. Today, the Pringsewu Regency has become a developing and lively town.

28



International Journal of Language Learning and Applied Linguistics World

(IJLLALW)
Volume 5 (1), January 2014
ISSN (online): 2289-2737 & ISSN (print): 2289-3245 www.ijllalw.org
Sarinongko market is a market selling the basic necessities of life such as food and clothing. The activity of Sarinongko market
starts from 03.00 until 16.00 West Indonesia Time. The sellers of Sarinongko market come from various villages in Pringsewu
Regency and most of them are Javanese speakers. The speech level of Javanese language used by the sellers at Sarinongko
market seems to be varied from Ngoko to Kromo speech level.

The research on Javanese speech level in bargaining and declining strategies at Sarinongko market of Pringsewu of Lampung
Province uses a sociopragmatic study which includes the Javanese speech level studied from Sociolinguistics point of view and
the bargaining and declining strategies studied from Pragmatics point of view. The participants involved in the research
consist of buyers as the speakers and sellers as the addressees.

THEORETICAL BACKGROUND

There are several studies used as the supporting theories in this research. One of the theories used is the theory of the
description of Javanese speech level by Poedjosoedarmo (1979). In his study, Poedjosoedarmo (1979:13-15)
describes three types of speech level, that is, ngoko, madyo, and kromo. In this research, the basic principle in
determining the Javanese speech level uses the theory of Sudaryanto in Sasangka (2010). He classifies the types of
speech level into four types, that is, ngoko lugu, ngoko alus, kromo lugu, and kromo alus. Ngoko speech level in
Javanese has an impression meaningof intimate social distance between the speaker and the addressee. In other
words, the relationship between the participants is not limited by respect or pakewuh. "Ngoko speech level is usually
used among the colleagues, by a teacher to his/her students and someone in higher position to those who are lower"
(Poedjosoedarmo, 1979:14). Meanwhile, "Kromo speech level is a level which shows politeness between the
speaker and the addressee. It means that the Kromo speech level considers respect or pakewuh between the speaker
and the addressee. This is due to the distant social distance among the participants" (Poedjosoedarmo, 1979:14). The
description of Sociolinguistics in this research uses the study of Sumarsono (2013). Sumarsono explains that
Sociolinguistics is the study of language related to the condition of society (studied from social sciences especially
Sociology). The description of Pragmatics uses the study of Rahardi (2003). He proposes that Pragmatics is the
study of direct and indirect speech acts, proposition, implicature, adn conversations or convebtional activity between
the speaker and the addressee. In this research, the conversations activity is the speech act which can be related to
the strategy of producing narratives such as bargaining and declining strategies.

According to Searle (in Rahardi, 2003: 72), bargaining is "part of the commissive speech act, that is, the type of act functioning

to state promise or to offer something". Vanderveken (1990: 182) argues that "declining relates to the interaction between
the speaker and the addressee along with stating politeness in using language". Turnbull and Saxton (1996:156) mention that
"declining act of a request is stated in speech act such as pardoning, condoling, reasoning, stating of lacking something, and
bargaining. The declining act with such speech acts is proposed to keep the addressee’s feeling from inappropriateness
because the bargaining of the declining is referred to the addressee".

RESEARCH QUESTIONS
Based on the explaination above, thera are several questions which need to be identified. These questions are classified as
follow:
1) What types of realisation of bargaining and declining strategies are used by the Javanese speakers at
Sarinongko market of Pringsewu of Lampung Province?
2) What types of Javanese speech level are used by the Javanese speakers in bargaining and declining
strategies at Sarinongko market of Pringsewu of Lampung?

METHODOLOGY

The method used in this research is qualitative method. "The qualitative method does not rely on proofs based on
systematical logics, number principles, or statistical method. The conversations in reality, signs, and social acts are the mental
materials for the qualitative method" (Mulyana, 2003:150).
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Moleong (2000) defines the qualitative approach as as research procedure which produces descpritive data as in written or
spoken words that can be observed. This approach focuses on the background of an individual as a whole aspect (holistic).
The method used in this research includes two aspects, that is, 1) the method of data collecting and 2) the method of data
analysis. These two methods are implemented in accordance with their methodological phases.

The phase of dara collecting uses observation method. This method uses tapping method as the basic technique and

writing technique along with record technique as the following techniques. S udaryanto (1993).

The techniques of data collecting
This research uses observation technique, that is, by observing the use of language (Sudaryanto, 1993). The present
writer conducts an observation to the data source accurately, directly, and thoroughly.

The technique used in this research is uninvolved conversation observation technique and writing technique. The
uninvolved conversation-observation technique means that the present writer becomes an observer who thoroughly
pays attention to the prospective data which exists in language use excluding the present writer herself (Sudaryanto,
1993: 134-136).

After using the uninvolved conversation-observation technique, the present writer conducts writing technique by
writing the data and then classifying them. The writing technique is used to collect the data of the narratives of the
Javanese buyers and sellers in trading activity ar Sarinongko market of Pringsewu of Lampung Province.

The data collecting of the research is conducted through several procedures as follow:

1) Observing and recording the narratives of the Javanese speakers in trading activity at Sarinongko market
of Pringsewu of Lampung Province. Its purpose is to collect the data by tapping to get the data in natural
setting;

2) Writing the result of the observing and recording procedures;

3) Reducing the data source of the Javanese speakers narratives in trading activity at Sarinongko market of
Pringsewu of Lampung Province;

4) Classifying the data based on the Javanese speech level, bargaining strategy, and declining strategy used
by the speakers in trading activity.

The technique of data analysis

The data analysis of this research uses comparing method (Sudaryanto, 1993). The comparing method is used to select data
which contain the Javanese narratives in bargaing and declining. The data analysis applied in this research also considers
contexts. This is due to the fact that contexts also determine the meaning of a narrative. Wijana and Rohmadi (2009: 14) state
that contexts in Pragmatics is the data background and the data presentation shows the result of the collected data, then it is
concluded and verified.

In this research, the comparing method is applied through basic technique named dividing-key-factors technique. Meanwhile
for the instrument, it is used pragmatic competence-in-dividing, that is the addressee as the key factor. (Sudaryanto,
1993:15). The data analysis of the Javanese speech level are classified and analyzed based on the Javanese speech level which
includes Ngoko and Kromo speech level. The data analysis in bargaining and declining strategies are classified and analyzed
based on the bargaining and declining narrative when the trading activity occurs.

The presentation technique of the result of data analysis

The presentation of the result of the analysis of the research on Javanese speech level in bargaining and declining
strategies at Sarinongko market of Prongsewu of Lampung Province uses formal and informal methods. "The
informal method is a formulation by ordinary words but using technical terminology, while the formal method is a
formulation by signs and symbols" (Sudaryanto, 1993:145). Moreover, in presenting the result of the data analysis,
the present writer uses tables as the final result of the realisation of the narratives in bargaining and declining
strategies.

Data source

The data source of the research is the transcriptions of spoken data recorded by the present writer when the trading activity
occurs. This research is classified as qualitative research. The qualitative methodology is a procedure which produces
descriptive data of written and spoken in speech community (Djajasudarma, 1993:10).
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The data are collected from conversations of the Javanese speakers which include buyers as the speakers and sellers as the
addressees. The research takes place at Sarinongko market of Pringsewu of Lampung Province. The conversation data in
trading activity were taken on August 2013 by using voice note recorder as the instrument.

RESULT AND DISCUSSION
The following are the data result and analysis in trading activity which describe the aspect of bargaining and
declining strategies along with the Javanese speech level at Sarinongko market of Pringsewu of Lampung Province..

Data 1 (Pedagang Bawang)

Pembeli
Penjual
Pembeli
Penjual
Pembeli
Penjual
Pembeli

Penjual

: bawange pinten, Bu?

: pitu ngewu Bu seprapat, setengah empat belas sewu
: seprapat piro?

: pitu ngewu!

: sekilo?

: dua puluh delapan ribu, Bu

: ora kurang opo bu? Bu, ora kurang?

www.ijllalw.org

1.1 (penawaran)

: mboten, mundak-mundak iki Bu, anu arep puoso, tenan

Translation per-word

31

bawange : bawangnya
‘the onion’

pinten : berapa
‘how much’

Bu s lbu
‘Mrs’

pitu ngewu : tujuh ribu rupiah
‘seven thousand rupiah’

seprapat :satu per empat
‘% kilo’

sewu rribu
‘thousand’

sekilo : satu kilo gram
‘one kilo gram’

ora : tidak
no’

mboten : tidak
no’

mundak-mundak : naik-naik
‘increase’

iki rini
‘this’

anu : karena
‘because’

arep :akan
‘will’

puoso : puasa
‘fasting’

tenan :benar
‘correct’

1.2 (penolakan)
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Translation in Indonesian
Data 1 (Pedagang Bawang) (Onion Seller)

Pembeli
Buyer

Buyer

Penjual :
Seller
Seller
Pembeli :
Buyer
Buyer
Penjual :
Seller
Seller
Pembeli :
Buyer
Buyer
Penjual :
Seller
Seller
Pembeli :
Buyer
Buyer

:harga/ bawang/ berapa, /Bu?

: price/ onion/ how much,/ Mrs?

: ‘How much the onion price Mam?’

satu/ per/ empat/ tujuh/ ribu/ rupiah,/ Bu/. Setengah /kilo gram /empat belas/ ribu/ rupiah.
: one/per/four/seven/thousand/ rupiah/ Mrs/. Half/ kilo gram/ fourteen/ thousand/ rupiah

: ‘Seven thousand rupiah for % kilo Mam. Fourteen thousand rupiah for % kilo gram.’

satu/ per/ empat/ berapa?

: one/ per/ four/ how much?
: ‘How much for % kilo?’

tujuh/ ribu/ rupiah

: seven/ thousand/ rupiah
: ‘seven thousand rupiah’

satu /kilo gram /berapa?

: one/ kilo gram/ how much
: “‘How much for one kilo gram?’

dua/ puluh/ delapan/ ribu/ rupiah,/ Bu

: two/ ten/ eight/ thousand/ rupiah/ Mrs
: ‘twenty eight thousand rupiah, Mam’

tidak/ kurang, /Bu? Bu, /tidak/ kurang? 1.1 (penawaran)

: no/less/ Mrs?/ Mrs/ no/ less? (bargaining)
: ‘Not less Mam? Mam, can it be less?’

Penjual :
Seller
Seller

tidak, /harga/ naik/ Bu, /karena/ akan/ puasa,/ benar.

: no/ price/ increase/ Mrs,/ because/ will/ fasting/ correct
: ‘No, the price increases Mam because it will be fasting, correct’

1.2 (penolakan)
(declining)

The Realisation of Bargaining and Declining Strategies
In the data 1 (onion seller), there is one bargaining speech act and one declining speech act. The bargaining in the
narrative 1.1 is committed by the speaker. Observed from the previous conversation, there is question-answer
interaction between the speaker and the addressee. The questions are delivered by the speaker regarding the price of
onion. After the speaker asks the onion price, the speaker performs bargaining about the price stated by the
addressee and proposes to lower the price. The bargaining is marked by the narrative ora kurang opo bu? Bu, ora
kurang? ‘Tidak kurang, Bu’? (Not less Mam) ‘Bu, tidak kurang?’(Mam, can it be less)

The declining in the narrative 1.2 is delivered by the addressee. Observed from the previous conversation, there is a
question-answer interaction between the speaker and the addressee along with the bargaining committed by the
speaker. The proposed price of the speaker is declined by the addressee. The declining is marked by the word
mboten ‘tidak’ (No). This declining is based on the reason that the price of onion is increasing due to the upcoming
fasting month.

The realisation of bargaining and declining strategies in data 1 can be seen in the following table.

Table 1: The realisation of bargaining and declining strategies in data 1

Data Strategies
1.1 Bargaining in request narrative
1.2 Declining followed by reason

The Speech Level of Javanese Language
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The conversation of trading activity in the data 1 is started with the speaker by using the Javanese speech level of
kromo lugu and ngoko lugu. The addressee in the data 1 uses the Javanese speech level of ngoko lugu. The kromo
speech level is "interpreted as the speech level which shows respect feeling of the speaker to the addressee"
(Poedjosoedarmo, 1979:15). The ngoko speech level contains the meaning of intimate social distance between the
speaker and the addressee. It indicates that the relationship between the two of them is not bounded by respect
feeling (Poedjosoedarmo, 1979).

In the beginning of the conversation in trading activity, the speaker uses the kromo lugu speech level marked by the
polite Javanese language and the use of the word ‘pinten’/’berapa’ (how much). Then, from the second narrative
until th end, the speaker uses the ngoko lugu speech level marked by the words ‘piro’/ ‘berapa’ (how much) and
‘ora kurang’ / ‘tidak kurang’ (not less/ can it be less). The speech level used by the addressee from the beginning
until the end is ngoko lugu Javanese.

The use of the kromo lugu speech level in the beginning of the conversation used by the speaker and the ngoko lugu
speech level in the following conversation can be assumed that both of the speaker and the addressee have the same
age so that the Javanese speech level used by the speaker is the same. Further assumption is that the use of the
kromo lugu speech level in the beginning of the conversation can be assumed as a polite narrative to start a
conversation with the addressee and after the speaker knows about the addressee who uses ngoko lugu speech level,
the speaker then uses the same speech level as the addressee’s. In Sasangka (2010: 25), "such the thing happens due
to the speaker’s feeling of having the same social status as the addressee".

Data 2 (Pedagang Kelapa)

Pembeli : Mbak, kelopo setunggal Mbak.
Penjual : siji opo segandeng?

Pembeli : setunggal mawon, Mbak

Penjual : jokot loro wae lima ngewu 1.1 (penawaran)

Pembeli : pinten? 1.2 (penolakan)

Penjual : segandeng lima ngewu, siji telu ngewu. 1.3 (penawaran)

Pembeli : setunggal mawon mbak, kale setengah nggeh? 1.4 (penolakan)

(penawaran)

Penjual : ora segandeng wae? 1.5 (penolakan)
(penawaran)

Pembeli : mbotenlah kangge setitik, kale setengah nggeh? 1.6 (penolakan)
(penawaran)

Penjual : yowes, karo opo meneh?
Pembeli : pun, niku mawon.

Translation per-word

- mbak : kakak perempuan (panggilan untuk wanita yang lebih tua dalam bahasa Jawa)
‘older sister’ (title for older woman in Javanese)
- kelopo : kelapa
‘coconut’
- setunggal :satu
‘one’
- siji :satu
‘one’
-  opo rapa
‘what’
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- segandeng : sepasang
‘one fair’

- mawon :saja
‘only’

- jokot ambil
‘take’

- loro :dua
‘two’

- wae :saja
‘only’

- lima ngewu :lima ribu
‘five thousand’

- pinten : berapa
‘how much’

- telu ngewu : tiga ribu
‘three thousand’

- kale setengah  :dua ribu lima ratus rupiah
‘two thousand and five hundred rupiah’

- nggeh riya
‘yes’

- ora : tidak
o’

- mboten : tidak
o’

- kangge : pakai
‘use’

- setitik : sedikit
‘a little’

- yowes : baik lah
‘okay’

- karo :dengan
‘with’

- meneh :lagi
‘again’

- pun :sudah
‘already’

- niku ritu
‘that’

Translation in Indonesian

Data 2 (Pedagang Kelapa) (coconut seller)
Pembeli : Kak,/ beli/ kelapa/ satu,/ Kak.

Buyer : Miss/ buy/ coconut/ one/ miss

Buyer : ‘Miss, I want to buy one coconut miss’
Penjual : satu/ atau /sepasang?

Seller : one/ or/ a fair

Seller : ‘One or a fair?’

Pembeli : satu/ saja,/ Kak.

Buyer : one/ only/ miss

Buyer : ‘Only one miss’
Penjual : beli/ dua/ saja,/ lima/ ribu/ rupiah 1.1 (penawaran)
Seller : but/ two /only/ five/ thousand/ rupiah (bargaining)
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Seller : ‘Buy two for five thousand rupiah’
Pembeli : berapa? 1.2 (penolakan)
Buyer : ‘How much?’ (declining)
Penjual : sepasang/ lima/ ribu/ rupiah,/ beli/ satu/ tiga /ribu /rupiah 1.3 (penawaran)
Seller : a fair/ five/ thousand/ rupiah/ buy/ one/ three/ thousand/ rupiah (bargaining)
Seller : ‘one fair for five thousand rupiah, buy one for three thousand rupiah’
Pembeli : satu/ saja/ Kak,/ dua/ ribu/ lima/ ratus/ saja/ ya? 1.4 (penolakan)
Buyer : one/ only/ miss/ two/ thousand/ five/ hundred. Only/ yes (declining)
Buyer : ‘Only one miss, for two thousand and five hundred rupiah, yes?’

(penawaran)

(bargaining)
Penjual : tidak/ sepasang/ saja? 1.5 (penolakan)
Seller  : no/ one fair/ only (declining)
Seller : “No, just one fair?’

(penawaran)

(bargaining)

Pembeli : tidak/, dipakai/ sedikit./ Dua /ribu/ lima/ ratus/ rupiah /saja/ ya?1.6 (penolakan)

Buyer :no/used/ alittle/ two/ thousand/ five/ hundred/ rupiah/ only/ yes (declining)
Buyer : ‘No, only use it for a little. Two thousand and five hundred rupiah, yes?
(penawaran)

(bargaining)

Penjual : baik lah/, dengan/ apa /lagi?
Seller : Okay/ with/ what/ again
Seller : ‘Okay. What else?’

Pembeli : sudah,/ itu/ saja.

Buyer : already/ that/ only

Buyer : ‘That’s all’

The Realisation of Bargaining and Declining Strategies

In the data 2 (coconut seller) there are five bargaining speech act and four declining speech act. The bargaining act
in the narrative 1.1 is committed by the addressee who bargains two coconuts for five thousand rupiah to the
speaker. Observed from the previous conversation, there is a request narrative delivered by the speaker to the
addressee. The strategy used by the addressee is by lower the price of the coconut if the speaker wants to buy for
two coconuts, while if she buys one coconut, the price is nor lowered.

The declining act in the narrative 1.2 is committed by the speaker. Observed from the previous conversation, there
are a bargaining act for the price committed by the addressee and a declining act committed by the speaker as an
expression to decline the proposed price by using the question word “pinten?” / “berapa” (How much). This
question is proposed so that the speaker can commit bargaining strategy.

The bargaining act in the narrative 1.3 is committed by the addressee. This bargaining is committed to bargain again
the coconut price, that is, two coconut for five thousand rupiah and one coconut for three thousand rupiah.

In the narrative 1.4, there are declining and bargaining acts committed by the speaker. the declining act is committed

by the speaker to ask for one coconut only instead of two and then she bargains one coconut for two thousand and
five hundred rupiah.
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The declining and bargaining acts in the narrative 1.5 are committed by the addressee. The addressee commits both
the declining and bargaining to confirm to the speaker in a question. This confirmation is committed so that the
speaker wants to buy two coconut because if she buys two she will get cheaper price instead of buying one coconut.
In the narrative 1.6, thera are declining and bargaining acts committed by the speaker. Observed from the
conversation above, the speaker declines when the addressee bargains to buy two coconut with the reason that she
needs it for a little. This reason further is used by the speaker to bargain the coconut price so that it can be cheaper.
In the end, the speaker’s strategy in bargaining and reasoning is agreed by the addressee.

The realisation of bargaining and declining strategies in data 2 can be seen in table 2.

Table 2: The realisation of bargaining and declining strategies in data 2

Data Strategies
1.1 Bargaining in request narrative
1.2 Declining in question narrative
1.3 Request followed by bargaining
1.4 Declining followed by bargaining
1.5 Declining and bargaining in confirmation narrative
1.6 Declining followed by reasoning and bargaining

The Speech Level of Javanese Language

The conversation of trading activity in the data 2 is started with the speaker by using the kromo lugu of Javanese
speech level and the addressee by using the ngoko alus of Javanese speech level. "The kromo speech level is
interpreted as the speech level which shows respect feeling and this speech level indicates the respect feeling of the
speaker to the addressee" (Poedjosoedarmo, 1979:15). "The ngoko speech level indicates intimate social distance
between the speaker and the addressee which means that the relationship between both of them is not bounded by
respect feeling"(Poedjosoedarmo, 1979:14).

The use of kromo lugu speech level in the conversation in data 2 can be assumed that the speaker’s age is younger
that the addressee’s. Thus, the Javanese speech level used by the speaker is more polite. This assumption can be
seen in the use of the word ‘Mba’ (‘miss’, title for older woman).

Data 3 (pedagang pisang)
Pembeli : pinten niki, Bu?
Penjual : pitungewu mawon
Pembeli : pinten? Pitungewu?

Penjual : nggeh...gari telu, rong poloh wae ngonoh! 1.1 (penawaran)
Pembeli : mbok lima ribu mawon... lima ngewuan, Mbak? 1.2 (penolakan)
(penawaran)
Penjual : opo? 1.3 (penolakan)
Pembeli : mbok lima ngewu wae 1.4 (penawaran)
Penjual : nemewu pas. 1.5 (penolakan)
Penjual : ajeng mendet sedanten nopo, Bu? 1.6 (penawaran)
Pembeli : mboten, setunggal mawon. 1.7 (penolakan)

Penjual : sing pundi? Sing pundi kulo talini... ajeng ditali nopo mboten?
1.8 (penawaran)

36



International Journal of Language Learning and Applied Linguistics World

(IJLLALW)
Volume 5 (1), January 2014
ISSN (online): 2289-2737 & ISSN (print): 2289-3245 www.ijllalw.org
Pembeli : mboten usahlah... lah nek menteke niki? 1.9 (penolakan)

Penjual : menteke patangewu karo lima ngewu.
Pembeli : niki mawon.

Translation per-word

- pinten : berapa
‘how much’
- niki rini
‘this’
-  Bu s lbu
‘Mrs’
- pitungewu : tujuh ribu rupiah
‘seven thousand rupiah’
- mawon :saja
‘only’
- nggeh riya
‘yes’
- gari :sisa
‘remnant’
- telu : tiga
‘three’
- rong poloh :dua puluh
‘twenty’
- wae :saja
‘only’
- ngonoh :sana
‘there’
- lima ngewu :lima ribu rupiah
‘five thousand rupiah’
-  opo rapa
‘what’
- nemewu :enam ribu rupiah
‘six thousand rupiah’
- ajeng :mau
‘want’
- mendet :ambil
‘take’
- sedanten : satu tandan pisang
“a hand of bananas’
- mboten : tidak
o’
- setunggal :satu
‘one’
- sing :yang
‘that’
- pundi :mana
‘which’
- kulo :saya
o
- talini :tali
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‘rope’
- nek :kalau
s
- mentek : pisang muli
“muli bananas’
- patangewu :empat ribu rupiah

‘four thousand rupiah’

Translation in Indonesian

Data 3 (pedagang pisang) (Bananas Seller)

Pembeli : harga/ pisang/ ini/ berapa,/ Bu?

Buyer : price/ banana/ this/ how much/ Mrs

Buyer : ‘How much the price of these bananas Mam?’
Penjual : tujuh/ ribu/ rupiah/ saja

Seller : seven/ thousand/ rupiah/ only

Seller : ‘Only seven thousand rupiah’

Pembeli : berapa/? Tujuh/ ribu/ rupiah?

Buyer :how much/ seven/ thousand/ rupiah

Buyer : ‘How much? Seven thousand rupiah?’
Penjual :iya,/ sisa/ tiga,/ dua /puluh /ribu/ rupiah/ saja 1.1 (penawaran)
Seller : yes/ remnant/ three/ two/ tens/thousand/ rupiah/ only (bargaining)

Seller :’Yes, it’s only three left for just twenty thousand rupiah’

Pembeli : saya/ kira/ lima /ribu/, lima /ribu/ rupiah/ saja/ ya? 1.2 (penolakan)
Buyer : I/ think/five/ thousand/ five/ thousand/ rupiah/ only/ yes (declining)
Buyer : ‘I thought five thousand, just five thousand rupiah, Yes?
(penawaran)
(bargaining)

Penjual : apa? 1.3 (penolakan)
Seller : “What?’ (declining)
Pembeli : lima/ ribu/ rupiah/ saja/ ya.. 1.4 (penawaran)
Buyer : five/ thousand/ rupiah/ only/ yes (bargaining)
Buyer : ‘Just five thousand rupiah, Yes?’

Penjual : enam/ ribu/ rupiah /saja,/ harga/ pas. 1.5 (penolakan)
Seller : six/ thousand/ rupiah/ only/ price/ exact (declining)
Seller : “Just six thousand rupiah, the exact price’

Penjual : mau/ ambil/ satu/ tandan/ Bu? 1.6 (penawaran)
Seller : want/ take/ one/ a hand/ Mrs (bargaining)
Seller : ‘Do you want to take a hand Mam?’

Pembeli : tidak,/ satu /saja 1.7 (penolakan)
Buyer :no/one/ only (declining)

Buyer ‘No, only one’

Penjual : yang/ mana?/ Saya/ ikatkan/.. mau /diikat/ atau/ tidak?
Seller : which/ which/ I/ tie up/ want/ tied up/ or no
Seller : “Which one? I will tie it up...want to be tied up or not?’
1.8 (penawaran)
(bargaining)

Pembeli : tidak/ perlu/... kalau/ pisang muli /ini/ berapa? 1.9 (penolakan)
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Buyer :no/need/..if/ muli bananas/ these/ how much (declining)

Buyer : ‘No need to....how much for these muli bananas?’

Penjual : pisang muli/ empat/ ribu/ rupiah/ dan/ lima /ribu/ rupiah

Seller : Muli bananas/ four/ thousand/ rupiah/ and/ five/ thousand/ rupiah
Seller : “Muli bananas are about four thousand rupiah and five thousand rupiah’
Pembeli : ini/ saja.

Buyer : this/ only

Buyer : ‘That’s all’

The Realisation of Bargaining and Declining Strategies

In the data 3 (Bananas Seller), there are five bargaining speech acts and four declining speech acts. The bargaining
act in the narrative 1.1 is committed by the addressee. The addressee bargains three hands of bananas for cheaper
price. This bargaining is committed explicitly so that the bananas will be sold out soon.

The declining and bargaining in the narrative 1.2 are committed by the speaker. The strategy used by the speaker is
to decline by bargaining in request narrative. The speaker requests cheaper price for a hand of bananas so that is the
speaker buys all the remain bananas, the price will be even cheaper that the price proposed by the addressee.

The declining in the narrative 1.3 is committed by the addressee. The narrative is delivered in a question. This
narrative is the indirect declining strategy and it seems that the addressee does not listen clearly the bargaining
proposed by the speaker.

The bargaining act in the narrative 1.4 is committed by the speaker. the speaker bargains the same price as previous
bargaining before the declining act of the addressee.

The declining act in the narrative 1.5 is committed by the addressee. The addressee’s declining strategy is committed
by giving the exact price, that is, by using the word ‘pas’ which means ‘enough’.

The bargaining in the narrative 1.6 is committed by the addressee. The addressee’s bargaining strategy is committed
through a question so that the buyer wants to buy a hand of bananas.

The declining in the narrative 1.7 is committed by the speaker. The speaker declines the previous bargaining
committed by the addressee. The sepaker does not want to buy a hand of bananas but a bunch of bananas.

The bargaining act in the narrative 1.8 is committed by the addressee. The strategy used by the addressee when
requesting and bargaing does not work. This strategy refers to the distraction by offering to tie up the bananas which
will be bought although the speaker does not finish yet the conversation. This strategy is proposed so that the
speaker pays immediately the offered bananas.

The declining in the narrative 1.9 is committed by the speaker. Observed from the previous conversation, the
addressee bargains (see the narrative 1.8) to the speaker by using a strategy so that the speaker finishes immediately
the transaction and soon pays the proposed price of bananas. However, this strategy is declined and folloed by a
question. This question delivered by the speaker is to aks the price of muli bananas to the addressee. Further, after
the addresse answers the question, the speakers finishes immediately the transaction and pays the bananas with the
proposed price.

The realisation of bargaining and declining strategies in data 3 can be seen in table 3.
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Table 3: The realisation of bargaining and declining strategies in data 3

Data Strategies
1.1 Bargaining in explicit narrative
1.2 Declining and bargaining in request narrative
1.3 Declining in a question
1.4 Bargaining in request narrative
1.5 Declining stating agreement
1.6 Bargaining in a question
1.7 Declining followed by request
1.8 Bargaining in a question
1.9 Declining followed by a question

The Speech Level of Javanese Language

The conversation of trading activity in the data 3 is started with the speaker by using the Javanese speech level of
kromo lugu and ngoko alus while the addressee uses the Javanese speech level of ngoko alus. "The kromo speech
level is interpreted as the speech level which shows respect feeling and this speech level indicates the respect feeling
of the speaker towards the addressee" (Poedjosoedarmo, 1979:15). "The ngoko speech level indicates the intimate
social distance between the speaker and the addressee. It proposes that the relationship between both of them is not
bounded by respect feeling" (Poedjosoedarmo, 1979:14).

In the beginning of the trading activity conversation, the speaker uses the kromo lugu speech level marked by the
word ‘bu’ (Mrs) as the respect expression toward the older addressee. Then, after the bargaining and declining act
between the speaker and the addressee, the language used by the speaker becomes varied, that is by using the ngoko
alus speech level marked by the word mbok (Mam), wae (only), lima ngewuan (five thousand rupiah), and usahlah
(no need to). Meanwhile, the speech level used by the addressee begins with the use of kromo lugu speech level
marked by the question Ajeng menden sedanten nopo bu? (Do you want to take a hand Mam?) and Ajeng ditali
nopo mboten? (want to be tied up or not)

The use of the kromo lugu and ngoko alus speech level in the conversation in data 3 can be assumed that the age of
the speaker is younger than the addressee so that the Javanese used by the speaker is more polite. There is another
assumption in when bargaining and declining acts happen. The speech level used by the speaker switches to ngoko
alus which indicates intimate social distance between the speaker and the addressee because the proposed bargaining
is declined by the addressee. Meanwhile, when the addressee uses the kromo lugu speech level, it is a strategy so
that the speaker does not go and further to make the social distance closer and to show respect feeling towards the
speaker.

CONCLUSION

From the analysis above, it can be concluded that there are eleven narratives of bargaining strategy and ten
narratives of declining strategy committed by the speaker and the addressee when the trading activity occurs. The
realisation of the bargaining and declining strategies in the analysis shows the types of narrative in strategy, that is
requesting, reasoning, question, confirmation, and agreement narratives. The Javanese speech levels used by the
speaker and the addressee in trading activity are kromo lugu, ngoko alus, and ngoko lugu. The use of the Javanese
speech level in this research is affected by social factors such as age, setting where the conversations take place, the
purpose of the conversations and the intimate level of social distance between the speaker and the addressee. The
similarities and the differences of social factors used by the speaker and the addressee can affect the intimate or
distant relationship between both of them. This is realized by the speech level used by the speaker and the addressee.

Limitations of the study

This article studies the Javanese speech level along with the bargaining and declining strategies in trading activity at
Sarinongko market of Pringsewu of Lampung province. There are several limitations regarding the topic of the
research, that is:
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1. This article focuses only on the Javanese speech level along with bargaining and declining strategies at
Sarinongko market of Pringsewu of Lampung province. Thus, for the future study, it can focuses on the
Javanese speech level along with the bargaining and declining strategies at other transmigrants’ regions of
Javanese speakers as in Pringsewu Regency of Lampung Province.

2. The data taken in this article are the narratives of buyers and sellers at Sarinongko market of Pringsewu of
Lampung Province. In this research, buyers are the speakers and sellers are the addressees. The research is
studied by using a recording device without involving interview process. Thus, for the future study, the
narratives data can be studied with involving interview process to determine the participant’s background of
age, occupations, how many generations of the speakers, and how long living in the transmigrants’ region.

3. This research falls into a sociopragmatic study which includes the Javanese speech level studied from
Sociolinguistics point of view along with the bargaining and declining strategies studied from Pragmatics point
of view. In the future, this research can be studied from the other perspectives such as phonology and
dialectology.
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ABSTRACT

The present study tended to survey English language teaching (ELT) in Iranian contexts of state-run and private
language schools in Mashhad, the third biggest city of the country. The comparative study aimed at presenting a
microcosm of the state-of-the-art in ELT in Iran by focusing on three major levels of teaching approaches,
instructional designers, and pedagogic procedures. Statistical analyses of the teacher questionnaire, taken by 299
teachers in secondary schools (199) and language institute (99), at the level of approaches showed no significant
differences in the teachers’ behavioral-structural, cognitive-generative, and functional-interactive perspectives in
the two locations. However, the data analysis at the level of instructional designs revealed significant differences at
the sublevels of educational objectives, error-correction strategies, choice of syllabus, criteria for evaluation of
teachers, teaching-learning activities, teacher roles, learner roles, and media use. Despite the similarity of the two
contexts in testing techniques and formats, it became clear the two groups significantly differed in their focus on
assessing English language (sub)skills. The findings for the procedures showed that more form-focused, mechanical
and translation techniques are in vogue in state-run schools, while more interactive-communicative techniques with
a focus on the learner engagement and freedom are the prevalent trends in private language institutes.

KEYWORDS: Approach, Design, Procedures, Language Institutes, State-run Schools

INTRODUCTION

Formal instruction of English as a foreign language in Iran begins from junior high schools right after primary
education and continues for five years till the end of secondary education. Despite the fact that English is regarded
as an undeniable necessity for the country’s development in various areas, a host of studies have shown that the
post-revolutionary EFL instruction has been unsuccessful in fulfilling the formally stated objectives and learners’
communicative needs. (Talebi Nejad & Akbari,2002; Dahmardeh, 2009; Rajmjoo, 2007, Ostovar, 2006; to name a
few). Surprisingly, this unfavorable outcome results in after more than 700 hours of formal instructions in secondary
education cycle. The widespread dissatisfaction with the present situation has even prompted the educational
planners and authorities to propose another education reform to cope with the deficiency. Pursuing the educational
policies formulated by the Ministry of Education and Training (MET), all schools are obliged to use the assigned
(EFL) curriculum by the High Council of Education. Discouraged by students’ low achievements and inspired by
more communicative oriented methodology and curriculum in non-academic centers, some educationalists have
leveled criticism at the structurally designed and traditionally sequenced EFL course books in academic centers.
(Ansary & Babaii, 2002; Shahedi,2002; Yarmohammadi, 2002; Amalsaleh,2004 ,for example.)

The ELT scenario in non-academic centers is reportedly different. The rationale behind issuing certificate for
privately-operated language institutes in the country has been twofold: 1) to assist the formal academic instruction of
the second language; and 2) to satisfy the ever growing aspirations and needs of learners for developing more
communicative aspects of language as indicated by High Council of Education for Non-Academic Institutions
(2010). Compared with the state-run schools, privately-operated language institutes reportedly rely more on
communicative methodology and instructional materials and hence more responsive to language needs and
compensatory for the deficiency of formal ESL instruction in public schools (Razmjoo & Riazi, 2006; Razmjoo,
2007; Ahmadi, 2005). Another noticeable feature of this private sector is the provision to teach English to learners at
primary education levels, which in turn has brought about a warm welcome and support of parents. Local education
authorities in Mashad, the third biggest city of Iran, have recently reported that nearly 40 percent of issued
certificates for privately-run academic institutions (173 out of 446) are for establishing language institutes. The
increasing rate may imply the learners’ desires to learn this major second language of the country for more
communicative purposes so that they may better meet the demands of the contemporary brave new world.
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Being the situation as such, there seems to be a need for a thorough investigation of the causes of the discrepancy by
first identifying the perceptions and views of the main agents of the educational system, that is the teacher and the
learner. Tending to move in the same direction, this study was conducted in the third biggest city of Iran at a large
scale under the supervision of the Research Bureau of the Ministry of Education in Mashad with the hope to depict a
microcosm of ELT in the country.

THEORETICAL BACKGROUND

Along with the changes in second-language education, foreign language education in Iranian context has also
witnessed great changes in theory and practice within the last thirty years or so (Farhady, 1995; Ansari & Babaii,
2003; Razmjoo, 2007). The trend in academic and formal settings which favors a more top-down pedagogic theory
and practice and a marginalized role for the teacher and a passive role for the learner in formal educational centers
has gradually been giving way to newer philosophical perspectives and outlooks. The winds of change have brought
with them the need for reconsiderations of traditional, transmissive part teachers used to play by isolating
themselves from the realities of the classroom dynamic. Comparatively, the general ELT trend in most parts of the
world tends to keep away from method-oriented perspective and proceed toward post-method philosophy.
However, the more prevalent concern in the country seems to be more in favor of beyond-method era, where the
notion of the best method is seen “misguided and replaced by a search for the ways for the interaction of teacher’s
and specialists’ pedagogic perceptions” (Salmani-Nodoushan, 2006, p. 4). The idiosyncratic feature of the method
era, the quest for a new method at the expense of rejecting the former methods (Pennycook, 1989), still prevails in
some state-run educational centers. According to Pishghadm and Mirzae (2008), the closed system of language
education is reminiscence of Paublo Freire’s banking concept of education in the sense that memorization and
transfer of knowledge are widely practiced, that teachers have little chance of employing practices on their own
volition, and that there is an overindulgence with the test results. According to Kumaravadivelu (2006, p. 59), the
post-method era is built around the parameters of particularity (teacher sensitivity to socio-cultural aspects and
context-specific features), practicality (encouraging teacher to practice their own theories and theorize from their
own practice), and possibility (encouraging social transformation and sense of identity in learners). Pishghadam
(2008) further claims that neither practicality nor possibility condition is present for the language teacher to adopt a
more post-method perspective under such a condition.

The scenario in private language institutes seems to represent a horse of a different color. The language teacher in
the institute seems to be more inclined to adopt a more liberal role by employing more practices of their own choices
and responding to the neglected needs of the learners, that is the more communicative aspects of language
proficiency. Assuming a communicative role for language, most teachers in language institutes experience less strict
control over the syllabuses of their choice and integration of Communicative Language Teaching into the design of
their instructional endeavors. The changes in EFL theory and practice, according to Richards and Rogers (2001),
may be analyzed with respect to three levels of conceptualizations, namely, language theories, learning theories and
the pedagogical needs of the learners. The same authors further announce that the

APPROACH

PROCEDURE

Figure 1: Richards and Rogers’ model for language teaching methodology
(taken from Jack C. Richards’ The Context of Language Teaching, p.18)
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conceptualization model has been proved useful in tracing the causes for emergence and declines of language
teaching methods. To spot the apparent disparities of language education in the two contexts and to depict a
microcosm of the state of ELT in Iran, this model also seems demographically and pedagogically to serve the
purpose behind this study. Richards and Rogers’s model(2001) inspects pedagogical features at three levels of
approach, design and procedure. The authors (2001) state that, “a method is theoretically related to an approach, is
organizationally determined by a design, and is practically realized in procedure” (p. 20). The framework is not
without its critics, though. Kumaravadivelu (2008) regarded it an improvement over Anthony’s model, but blurry in
isolating the boundary between approach and design (p. 87).

Showing the interrelations among components, the model (Figure 1) illustrates that the views about language and
learning will be dealt with at the approach level. Moreover, the instructional objective, syllabus types, teaching-
learning activities, evaluation, the roles of teacher, learner, mother tongue, and instructional materials will be
analyzed at the design level. And finally, moment-to-moment activities and practices in the classroom will be
examined at the level of procedure.

RESEARCH QUESTIONS
Having reviewed the theoretical background and trends in Iranian context, the researcher formulated three major
research questions to compare the state of ELT in state-run schools and private language institutes.
1. What are the differences between state-run and private language schools in EFL teaching at the level of
approach?
2.  What are the differences between state-run and private language schools in EFL teaching with respect to
instructional design features?
3. How are the state-run and private language schools different in terms of observed EEFL teaching practices?

Taking the sublevels of the major components in the model into account, the overall research questions after further
detailing would actually turn out to be eleven.

METHODOLOGY

Participants

A total of 299 EFL teachers from secondary schools (199) and language institutes (100) were selected by applying
cluster sampling techniques to take part in this study. Table 1 shows the demographic distribution of participants in
numbers and percentage. The second group of participants were 897 ESL learners, that is, 300 (%34) from language
institutes and 597 (%66) from the schools. They were randomly selected from among the students of the teachers
who had already participated in the study by filling the teacher questionnaire.

Table 1: Distribution of ESL teachers by sex, academic degree, experience, and age

§ Sex Degree Experience (Years) Age Range

=]

= AD/ MA/ Above Above

- - - - - 31-35

o F M Sty BA oh.D 1-5 | 6-10 | 11-15 16 20-25 26-30 36

F 187 | 112 58 215 26 77 81 68 73 83 86 82 48

P ]163% | 37% | 19% | 71% 8% 25% | 27% | 22% 24% 28% 29% 27% 16%
Instrumentation

The study measures consisted of two questionnaires designed by the researcher and reviewed by two other
researchers and piloted before actual investigation. The Teacher Questionnaire (TQ) had 75 Licker-scaled items and
was to survey attitudes, and opinions at the levels of approach, and design. The first 12 items surveyed teachers’
views on language and learning theories of structural-behavioral (SBT), generative-cognitive (GCT), and functional-
interactional (FIT). The remaining 63 items were to measure opinions on syllabus types, instructional objectives,
error correction, appraisal of teacher performance, teaching-learning activities, roles of teacher, learners, and
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instructional materials/media, and finally student evaluation at the design level. The overall Cronbach’s reliability
value (r=0.89) for the questionnaire was high and for the other levels, the values were acceptable to high, as shown
in Table 2. The Learner Questionnaire (LQ) consisted of 20 items on the likert scale and intended to determine
frequently used techniques and activities in schools and language institutes. The Cronbach’s alpha for this
questionnaire turned out to be 0.72.

Table 2: Cronbach’s alpha for (sub)levels of teacher questionnaire

S Sublevels of Approach Instructional
Overall Reliability SBT GCT FIT Design Level
R No. of n No. of R No. of R No. of n No. of
1items 1items 1items items 1items
0.89 75 0.68 4 0.61 4 0.44 4 0.90 63
Procedure

The study was conducted in two phases. In the first phase, the TQ was administered to the selected teachers in their
own respective groups as they could preview the items, ask for clarifications and more time if necessary. In the
second phase, a select number of learners whose teachers had taken the TQ were randomly asked to fill in the SQ.
Only three students (sometimes four or five to compensate for not fully completed forms) from each class were
required to do so.

Data Analysis

To compare the groups, the measures of central tendency as well as dispersion were calculated and put to statistical
tests of significance. To estimate the reliability values for the measures Cronbach’s alpha was used and to ascertain
the significance of differences based on test of normality, non-parametric techniques (skewness and kurtosis values
or Klomogorov-Smirnov statistic) were used. Mann-Whitney U Test was employed for the distributions violating
the assumption of normality and independent t-tests were used in case normality assumption was established.

RESULTS AND DISCUSSION

A. Approach Level.

Functional-Interactive Approach (FIA). The results of normal t-test for comparing the group means in schools and
language institutes (t=2.00, df 297) showed no meaningful difference between them at FIA sublevel (o= 0.46 and
p<0.05). So no confirmation was made of the study hypothesis which predicted a difference.

Generative-Cognitive Approach (GCA). The results of independent t-test for this level of approach which assessed
their views on generative-cognitive perspective (t=-0.49 , df 297) once again showed no significant difference in the
means (0= 0.61 and p<0.05).

Behavioral-structural Approach (BSA). For this level, the t-test again showed no meaningful difference of the means
for teachers’ views in the two places (t=-0.26 , df 297 and a= 0.79 while p<0.05). The results for analysis at the
approach level are tabulated in Table 3.

Table 3: T-test results for the groups at approach sublevels

APPROACH t-value df. 2-tailed sig.
FIA 2.00 297 0.46
GCA 0.49 297 0.61
BSA 0.27 297 0.79
P<0.05

No meaningful difference could be detected at the approach level which underlies theoretical notions about language
and language learning. This is contrary to Richards and Rogers’ model which assigns a determining role for
approach in content selection, objectives and overall features of instructional design (in Kumaravadivelu 2006,
p-86). In other words, the teacher’s notions and convictions on what language and learning are could specify his/her
subsequent behavior and preferences in teaching-learning situation. The study revealed that opposite to institute
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teachers, secondary school teachers employ interactive-communicative activities less frequently despite of sharing
notions with their associates in institutes on the nature of learning and language. Therefore, the driving force for
EFL teachers to instruct communicatively or otherwise may be more affected by external and environmental factors
rather than by internal and thoughts. More specifically, to be communicative demands both theoretical as well as
pragmatic considerations if it is going to be down-to-earth and practical. In secondary school contexts teachers may
be willing to resort to alternative teaching approaches and procedures, however, the textbook, social context, and
preconceptions of learners might be preventing or limiting variables for them to take place in the classroom.

B. Instructional Design Level

Syllabus Types. The syllabuses were classified into three major types of lexico-grammatical (LGS), student-
generated (SGS), and functional-communicative (FCS). Because of violation of the normality assumption, Mann-
Whitney U Test was employed for comparing the means. Table 4 and Figure 2 show the Z-values for sublevels of
LGS (z=-10.00), SGS (z=-12.64), and FCS (z= -5.25),

Table 4: Results of Mann-Whitney U Test for the types of syllabus in the groups

SGS FCS LGS
Mann-Whitney U 6315/5 1066 2922
Wilcoxon W 26215/5 20966 7972
z 5/252 12/649 10,/005
Asymp. Sig. (2-tailed) .000 .000 .000
Effect Size 0.30 0.73 0.57
<
< N
5 - <
Q
4 o - 1nOShools
- N
: [=°]
3 I =
2 “~Institutes
: 1
J J
0

LGS FCS SGS
Figure 2: Comparison of means for the syllabus types for the groups

while p=0.000 and this meant that the alternative hypothesis was supported. This finding justified the prediction in
the study which claimed for differences in the types of syllabus in state-run and language schools. The effect sizes
for LGS (r=0.57) and FCS (0.73), based on Cohen (1988) criteria, were large while the value for SGS (0.30) was
significant, but small.

Instructional Objectives. Results of Mann-Whitney U Test for instructional objectives, as shown in Table 5,
indicated the teachers pursued different ESL instructional objectives in state-run schools and language institutes.
The effect size was large (r=0.62) and greater than the criterion value for the large effect criterion. So the study
hypothesis which predicted a difference of objectives was confirmed.

Error Correction. Statistical analyses showed a significant difference of error correction strategy in teachers in
schools (Md=3.7, n=299) and institutes (Md=4.14, n=100). The size effect was 0.37 and the alternative hypothesis
which forecast significant differences for error correction strategy by teachers was again supported. See Table 5 for
details.
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Table 5: Results of Mann-Whitney U Test and effect sizes for instructional design sublevels for the groups

. Mann- . Asymp.Sig. .
Variables Whitney U Wilcoxon W | Z-values (2-tailed) Effect Size
Instructional objectives 2386 22286 -10.75 0.000 0.62
Error Correction Strategy 5409.5 25309.5 -6.46 0.000 0.37
Teacher Performance Appraisal 6002.5 25902.5 -5.61 0.000 0.37

Teacher Performance Appraisal. Mann-Whitney U Test for the data concerning teacher appraisal (Table 5) showed
a meaningful difference in the evaluation procedure and criteria in schools (Md=3.20, n=299) and institutes
(Md=3.60, n=100) as the probability value (p) was less than 0.05. This difference was already anticipated in the
study and confirmed through statistical analyses.

Teaching-Learning Activities. The anticipated difference in the types of instructional activities in academic and non-
academic centers could again be detected and confirmed. The effect size for this variable (r=0.64) was greater than
the criterion value (r=0.5). Therefore, there were great differences in teaching activities in the two educational
locations.

Roles of Instructional Materials. Statistics for this level of instructional materials (Table 6) statistically justified the
rejection of null hypothesis(p=0.000 < 0.05) and confirmation of the study hypothesis. So teachers in state-run
schools (Md=2.62, n=299) and teachers in language institutes (Md=3.75, n=100) used different forms of teaching
materials and media.

Table 6: Results of Mann-Whitney U Test and effect sizes for roles of instructional materials, teacher, and learners
for the two groups of teachers

Mann- Wilcoxon Asymp.Sig. Effect

Variables Whitney U w Z-values (2-tailed) Size
Teacher Roles 2137 22037 -11.10 0.000 0.64
Learner Roles 3359.5 23259.5 -9.37 0.000 0.54

Roles of Instructional 12215 211215 41239 0.000 0.64
materials

Roles of Teacher and Learners. Analysis of data for the roles the teachers and students play in learning situations
demanded Mann-Whitney U Test. The results indicated significant differences in roles for both teachers and learners
in the two learning contexts. As for teacher roles in schools (Md=3.20, n=299) and language institutes
(Md=4.400,n=100) the effect size was rather great, r=0.64. Similarly, the results for learner roles in state-run schools
(Md=2.83,n= 299) and language institutes (Md=3.66, n=100) showed meaningful and significant differences with a
great effect size, i.e. r=0.54. See Table 6 for detailed statistics.

Students Assessment. The items for this level were to assess test genres and test techniques. Klomogorov-Smirnov
test for test techniques proved to be positive, so an independent t-test was employed to compare the means.. As
shown in Table 7, the t-value observed for the groups is 1.48 (df=297) and t-value in the Sig.(2-tailed) is
0.13(greater than 0.05),s0 there is no significant difference between the two groups and the observed difference is
due to error of measurement. Thus, the hypothesis, claiming for a difference in the test techniques for evaluating
learners in the two locations was rejected.

For the test genres, the normality test did not show normality of distribution, so Mann-Whitney U Test clarified
school teachers (Md=2.79, n=299) and institute teachers (Md=4.50, n=100) used different testing approaches and
test types to assess language skills and components. The effect size and other statistics are as follows r=0.71,
U=1246, Z= -12.386, and p=0.000 and Figure 4 represents the means of the groups for test techniques and types.
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Table 7: Independent t-test for the groups at the sublevel of testing techniques

Equal variances

assumed
Levene's Test for Equality of F 438
Variances
Sig. .509
t-test for Equality of Means T 1.48
Degree of fredom 297
Sig. (2-tailed) 0.13
o)
S
o0
5 ,
@ 74N
4 ~ N
3 | & Shools
2 M [nstitutes
1
0
Test Types Test Techniques

Figure 3: Bar graphs for the test types and techniques in the groups

At design level teachers in language institutes relied more heavily on analytic, communicative syllabi while teachers
in schools were obliged to use the same lexico-grammatical syllabus by MET. In neither context, learner-generated
syllabi are utilized. Razmjoo (2009), and Ostovar (2009) also have reported similar results in their studies on ESL
textbooks in Iran. The instructional objectives in public schools revolve around developing structural accuracy and
ultimately reading comprehension while in non-academic centers developing ESL accuracy along with fluency are
the goals. The errors are also treated differently and the teacher’s strategy varies based on the distinguishable
educational objectives prevailing in the two centers. In schools, grammatical errors are more important and hence
corrected frequently while in institutes correction is not limited to errors of structure per se.

Business-wise the atmosphere in non-academic centers is more competitive and hence more strict measures for
teacher evaluation are required. Direct observations of teachers in classrooms, distributing opinion surveys and
forms to get learners / parents views and teacher’s performance in training classes are the standards by which to
appraise teacher performance in institutes. Evaluation of teachers in public schools is more subjective, without direct
observations or opinion surveys and questionnaires. As for teaching-learning activities, they differ considerably in
frequency and variety. In public schools activities tend to be more traditional, relying on translation techniques,
memorization of grammar rules and lexis, and repetition drills. In contrast, in language institutes activities are more
communicative with a focus on cooperation, interaction, simulation, and role-play.
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The roles of learner and teachers may be defined in terms of their degree of control over content, and patterns of
groupings, their impact on the learning of others, and their function and status (Richards and Rogers2001). Classes
in public schools are predominantly teacher-fronted, contrary to the language institutes where greater degrees of
control over content, grouping patterns, and overall learning roles can be detected for the learners. In neither schools
nor institutes could we see self-monitoring or self-evaluation being implemented and practiced. Technologically,
academic centers are more equipped than language institutes but ESL school teachers benefit from the aids and
media available less frequently than their counterparts in institutes where fewer teaching aids are available. The
online and computerized technology are used sporadically and infrequently in both locations. Concerning ESL
assessment, teachers give tests with similar formats and the noticeable dissimilarity can be traced in translation and
reading aloud as frequent techniques in public schools. Teachers in institutes give more contextualized, semi-
communicative tests of listening, speaking, and writing, the neglected skills in formal ESL education in the country.

C. Teaching Procedure Level

The Klomogorov-Smirnov test as well as the histograms of distributions for the level of procedures indicated that
the distribution was not normal. Therefore, the results of Mann-Whitney U Test showed that from the learners’
perspective techniques employed by teachers in formal school contexts (Md=2.200) were statistically and
significantly different from those of teachers in language institutes (Md=2.90). See Table 8 for detailed statistics.
The effect size for the difference turned out to be the highest of all (r=0.8) which was indicative of sharp disparity
of the groups at this level of comparison. The other statistics for procedure were u=1646, and Z=-24.10 and this
provided the support for the alternative hypothesis of the study which argued for differences between the two
locations at the level of techniques and procedures.

Table 8: Descriptive Statistics for the level of Procedure

Location Md X SD

Schools 2.20 2.22 0.18

Institutes 2.90 2.92 0.25
Total 2.35 2.45 0.39

It was possible to categorize the techniques into 1) mechanical-traditional types(MTT) and 2) interactive-
communicative types(ICT). Statistical analyses revealed that teaching techniques in non-academic centers were
more interactive-communicative while in academic centers they were more mechanical-traditional techniques. As
shown in Table 9 and illustrated in Figure 4, the effect size for this meaningful difference in mechanical-traditional
is so great (r=0.81) and for the interactive-communicative techniques, the effect size is above medium (r=0.46).
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Table 9: Results of Mann-Whitney U Test for Types of Techniques

. Mann- . Asymp. Sig.
Techniques & Procedure Whitney U Wilcoxon W Z-values (2-tailed)
ICT 42.50 178545.5 -24.50 .000
MTT 38515.5 83665.5 -14.04 .000
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Figure 5: Bar graphs for ICT and MTT in Schools and Institutes

Concerning the last level of analysis, techniques and procedure were considerably and significantly different.
Reading aloud mostly by the teacher, translation into L1, mechanical drills, memorization of rules and vocabulary
out of context are typical techniques in public school classes. In language institutes, however, pair-work and group-
work rather than individual practice, situational teaching instead of deductive explanations, creating a stress-free
social context through attending to learners feelings and employing games and role-plays, interactive question-and-
answer techniques, and teaching ESL culture predominate ESL learning context. The reason for this great difference
may be explained in the light of the problems associated with formally assigned textbooks for not allowing for
applying more communicative ESL teaching designs.

CONCLUSION

The comparative study of views of EFL teachers and learners in schools and language institutes in Mashad, the
third biggest city of Iran, at the three levels of teaching approaches, instructional designs, and procedures showed
great changes at two of the three-layered levels of analysis. It became evident that EFL teachers regardless of their
formal and informal teaching locations have a preference for more functional-interactive approaches to language
instruction. More specifically, teachers in both settings do not differ significantly in terms of notions on adopting
structural-behavioral, generative-cognitive, or functional-interactive positions. This finding can imply that Iranian
teachers of English are moving away from method-based tradition towards beyond-method position where there is a
demand for incorporation of teacher’s and specialists’ pedagogic perceptions.

The differences at the design levels were so noticeable and could be traced at all sublevels of the instructional
design, implying the need for some modifications in the educational design of ELT in the country. More
specifically, there seems to be the need for designing a more communicative-based syllabus, reconsiderations of
objectives of a EFL, redefinitions of the roles of teachers and learners, incorporations of more learner-centered
teaching activities and practices. Changes in perspectives at the design level of education would naturally bring
about incorporation of newer assessment approaches and techniques to meet the new educational demands as well.

Finally, the reliance on more form-focused practices in academic locations and more interactive tasks and practices
in informal non-academic language classes may be perceived as a natural consequence of the differences at the level
of design. Modifications of the educational design can give way to more interactive teaching techniques and tasks in
keeping with the communicative needs of the learners and the expectations of the teachers. Obviously, these changes
can be by themselves motivating enough to enhance performances of both EFL learners and teachers in both
academic and non-academic language-learning schools and institutions.

Some implications

50



International Journal of Language Learning and Applied Linguistics World
(IJLLALW)

Volume 5 (1), January 2014
ISSN (online): 2289-2737 & ISSN (print): 2289-3245 www.ijllalw.org
The study has some implications for language teachers and language planners. The similarity of views at the
approach level can imply that the situation is ripe for radical changes in the theory and practice of ELT. Teacher
cognition is believed to be a determining factor for realization of pedagogic objectives and the study indicated that
teachers in both locations are ready for assuming new roles and responding to the needs of the community, that is
developing communicative language proficiency in the learners. The implication for the language planners and
policy makers on language education might be the need to reconsider both the objectives of English instruction
programs in the national curriculum as well as the role the English language can play in educational system. More
realistic objective today can be developing both oral and written language ability to satisfy the communicative needs
of the learners. To achieve these, they need to make changes at the design level and more specifically replace the
present syllabus with a more interactive-communicative materials and course-books.

Limitations of the study

The study is not without its own limitations. The present study heavily relied on questionnaires as the major research
tool for gathering data and hence was quantitative in nature. A mixed-method research design that incorporates
qualitative means of data collection as well may prove helpful in revealing teacher’s beliefs and cognition; however,
the large number of participants made it difficult to employ an interview in addition to the questionnaires for further
transparency of views and cross-sectional evaluation of views or analysis of data. Another limitation of the study
caused by the large sample size is the fact that neither proficiency levels nor gender was taken into account in the
study design; hence, their probable effects as moderator variables remained unspecified. Finally, inspecting the
differences at the level of instructional procedure would yield more naturalistic results when direct observations are
made of the teachers in classroom. Once again, indirect means of questionnaire was used in the study for this

purpose.
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ABSTRACT

Communication is the most prominent function of language. In order to learn and acquire a new language, the
learner must demonstrate willingness to communicate (WTC) in that language. Such willingness can be altered
based on the image that each individual has in his/her mind of who he/she really is. This study tries to investigate the
relationship between WTC and identity processing styles among advanced English as a foreign language (EFL)
Iranian learners. It assessed the WTC and identity processing styles of 345 advanced EFL Iranian learners by using
the questionnaires. The results underline that the best identity type that can act as a predictor of WTC among
Advanced Iranian EFL learners was the informational identity processing style. Additionally, the result of multiple
regressions indicates that identity style subscales could explain 77% of variance in WTC. This study can encourage
the integration of identity and WTC surveys into EFL educational settings to identify processing styles and WTC of
EFL learners while determining their weaknesses and strengths regarding speaking, reading, writing, and
comprehending a second language.

KEYWORDS: identity processing style, second language learning, willingness to communicate

INTRODUCTION

Communication is the most prominent function of language which has been accentuated since the 1970s (Reese &
Overton, 1970). Dorneyi (2003) claims that communicative competence is found to be necessary to conduct efficient
communication but it is not sufficient. In fact, language learners are expected not only to have sufficient linguistic
knowledge, but also to possess a good command over this knowledge to put it into practice for efficient
communication to take place. McCroskey and Richmond (1987) affirm that there is an ability which is necessary for
effective communication to take place. They propose that individuals possess the ability through which they are able
to competently express themselves and negotiate meaning. They label such a trait as WTC.

Recently, WTC in a second language has been widely studied (e.g., Maclntyre, Clément, Dornyei, & Noels, 1998;
Yashima, 2002; Peng, 2006; Maclntyre, 2007; Cao, 2011; Ghonsooly, Khajavy, & Asadpour, 2012). Cao (2011)
traces the origins of WTC to early discussions in the field of L1 communication in which WTC was considered to be
a personality-based, trait-like predisposition. He defines WTC as a relatively new individual difference variable in
the field of second language acquisition that entails an intention to initiate a communicative behavior which is often
predictive of actual behavior. According to Maclntyre et al. (1998) WTC in a second language is “a readiness to
enter into discourse at a particular time with a specific person or persons, using L2” (p. 457). This may imply that
WTC as a newly developing concept does not deal with communication process but virtually explicates the
individual differences in L1 and L2 communication in terms of the level of desire to communicate (Okayama,
Nakanishi, Kuwabara, & Sasaki, 2006; Yashima, 2002). In this perspective, each individual who has a high level of
WTC can enjoy what is stored in his/her communicative competence to communicate or use a second language.

53



Copyright IJLLALW, January 2014

Recently, many researchers have investigated the relationship between WTC and different variables such as, second
language perceived competence, motivation, and anxiety in terms of acquiring a second language (Maclntyre,
Baker, Clément, & Donovan, 2003), teacher support (Wen & Clément, 2003), writing ability (Wang, 2004), online
chat (Freiermuth & Jarrell, 2006), integrative motivation (Peng, 2006), students’ attitude towards the international
community and their perceived linguistic self-confidence (Cetinkaya, 2007) , students’ perception of speaking
activities in the foreign language classroom (Leger & Storch, 2009), second language perceived competence as a
predictor of WTC (Yu, 2009), and nationality (Kamprasertwong, 2010). Despite the significance of the probable
effect of the identity style on students” WTC in educational settings, there seems to be a major lack of studies which
have specifically focused on the relationship between learners” WTC and their identity processing styles. The
present study can be considered as one of the first steps towards filling this gap. The authors initially discuss the
relationship between WTC and language learning. They further explain how identity and language are related. Then,
they show how quantitative methods were used to evaluate and analyzed learners’ WTC and their identity
processing styles. They discuss implications and limitations of the study. Finally, suggestions for future research, as
well as conclusions, are presented.

RELATED LITERATURE

WTC and Language Learning

The concept of WTC was first introduced by McCroskey and Richmond in 1985 while the effectiveness of WTC in
the field of second language learning was proposed by Maclntyre et al. (1998). They believe that WTC is something
that is related and limited to certain occasions and situations rather than being a characteristic (Maclntyre et al.,
1998). There has been an increasing amount of literature on WTC. For instance, Wang (2004) identifies WTC and
writing ability as two variables that are positively correlated. In another study conducted among different groups of
Thai and Dutch learners of English, nationality was found to be an affective factor in determining the learners'
different levels of WTC (Kamprasertwong, 2010). Freiermuth and Jarrell (2006) argue that an online chat can lead
to higher levels of WTC by creating a pleasant atmosphere for communication. Peng (2007) refers to integrative
motivation as the most important predictor of WTC in a second language. Cetinkaya (2007) indicates that learners’
attitude towards the international community and their perceived linguistic self-confidence may affect their WTC.
Leger and Storch's study (2009) show that both students’ self-confidence and WTC are likely to increase over time.
However, other variables such as group size, familiarity with interlocutor(s), interlocutor(s)’ participation,
familiarity with topics under discussion, self- confidence, medium of communication and cultural background were
also found to affect the learners” WTC level (Cao & Philip, 2006).

Clement and Maclntyre (2003) believe that WTC in a second language was affected by the interaction between L2
confidence and L2 norms within the context of intergroup communication. Hence, in situations where a proficient
learner is unwilling to communicate, high motivation for learning and high anxiety about communicating may
appear to have a direct influence on L2 use (Maclntyre, 2007). In another study, MacIntyre et al. (2001) examine the
role of social support and language learning orientations on students’ WTC in a second language. The results show
that social support particularly from friends can significantly influence WTC outside the classroom but it plays less
important role in the classroom context. On the contrary, a more recent study reveals that students enjoy a higher
level of WTC while they receive more social support from the teacher inside the classroom (Alemi, Daftarifard, &
Pashmforoosh, 2011).

Moreover, Baker and Maclntyre (2000) highlight the nonlinguistic outcomes of two distinct groups of French
students enrolled in immersion and non-immersion program. A strong correlation was found between perceived
competence and WTC among the non-immersion group, while a correlation between anxiety about communicating
and WTC was significantly high among the immersion group. Recently, Sharkawi (2013) believes that lack of
investment in a second language or unwillingness to communicate in L2 classrooms could originate from a shift in
learners’ language identity. In the following section we discuss the relationship between identity and language.

Identity and Language Learning

Identity Definition

The origin of identity formation goes back to Erikson, the father of psychosocial development. He defines identity as
“terms that seem inevitably to spin in elliptical orbits around any attempt to conceptualize human beings” (Erikson,
1968, p. 9). Fraser-Thill (2011) refers to identity as a person’s characteristics which make him/her an individual. It
means that each person needs to understand not only his/her needs but also his/her preferences, characteristics,
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weaknesses and strengths. In the social sciences, identity is one of underlying constructs of the human mind
universally studied (Brubaker & Cooper, 2000; Coté, 2006). Kroger (2007) claims that identity is a powerful
construct which guides life paths and decisions. Recently, more academic definitions are offered by other
researchers in which identity refers to diverse concepts such as people’s internal meaning systems (Schwartz, 2001),
characteristics and attachments conferred through group memberships (Brown, 2000), social-historical currents in
belief systems (Burkitt, 2004), positions taken in conversations (Bamberg, 2006), and nationalism (Schildkraut,
2007). Although these definitions have emphasized on different and diverse concepts, they all emphasize the
importance of achieving a solid sense of identity as a product which requires a dynamic self-driven process (Marcia,
1980).

Different Types of Identity

To understand the nature and structure of identity, researchers have classified it into different categories, though
most have a great deal of common ground. Erikson (1968) considers identity formation as a recurrent interaction
between self-awareness and contextual variables which is mainly noticeable in adolescence and might last to
midlife. He refers to identity as one of the major developmental challenges that adolescent and young adults must
negotiate. According to Berzonsky (1989), Erikson’s identity definition lacks operational specificity, so it is difficult
to generate and test it completely. This complexity has led most researchers to use Marcia's identity-status paradigm
(1966) rather than Erikson's (1982) identity formation process.

Marcia’s model (1966) identity is classified into four distinct steps: achievement, moratorium, foreclosure, and
diffusion. An identity achievement or a true sense of identity refers to individuals who have already achieved a
steady identity status after exploring their alternatives. Moratoriums refer to individuals who have examined their
options but have not decided to commit to a specific status. Although, moratorium period may seem confusing and
difficult to tolerate, many psychologists find it essential before forming an identity achievement. The next step is a
foreclosure identity which refers to individuals who think they know who they are while they haven’t explored their
ideas yet. In fact, they try to imitate identity achievement but it is not a true sense of identity. For example, they
may simply adopt their parents, close relatives, or admire friends’ identity without exploring other options actively.
The final step includes a diffusion identity which refers to individuals who neither have explored their alternatives
nor are willing to commit to a received identity from an external part. They are overwhelmed in the lengthy process
of identity formation. Comparing different types of identity, teenagers and children are often in a state of identity
diffusion in different aspects such as religious, occupation, or culture (Fraser-Thill, 2011)

In a later attempt to classify identity, Berzonsky (1988) introduces three identity styles: informational, normative,
and diffuse/avoidant to integrate a cognitive perspective layer to the research on identity status. Individuals using an
informational style would tend to apply an active problem-solving approach to identity relevant information. They
seem to be good decision makers because of having more hangers about self-exploration. This group would be
categorized into Marcia’s achievement or moratorium status. Individuals using a normative style would tend to
internalize social norms that are valued by significant others. Such identity types extremely follow the norms which,
in most cases, are not their own. These individuals resort to what others determine for them; they are typically in the
foreclosure status. Finally, a diffuse/avoidant style is a group of individuals who completely avoid placing
themselves in situations in which they are forced to make a decision. Using a diffuse/avoidant identity orientation
has been found to be positively associated with avoidant coping, self-handicapping, other-directedness, and
maladaptive decisional strategies, while being negatively correlated with self-reflection, conscientiousness, and
cognitive persistence (Dollinger, 1995; Berzonsky & Ferrari, 1996).

Identity and Language

In education, the topic of language identity has been thoroughly researched in second language acquisition since
1980s (Sharkawi, 2013). Knafo and Shwartz (2004) investigate the relationship between identity processing styles
and parent child value congruence in adolescence. Their main question was if identity exploration and commitment
are related to accuracy of perception and acceptance of parental values. Participants in the two high commitment
statuses, achievement and foreclosure, were found to be more accepting of the values they perceived their parents to
hold. While the four identity statuses were found not to differ in the level of parent child value congruence. Another
study investigates the relationships between computer use, identity processing styles, and self-esteem of black and
white females in their early adulthood (Mullis, Mullis, & Cornille, 2007). The results show significant differences
between black and white females in accordance with their identity processing styles and problematic use of the
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Internet and self-esteem. Moreover, Kaplan and Flum (2009) investigate the joint underlying theoretical assumptions
of academic motivation, achievement goal theory, and identity processing styles. They argue that definitions of
achievement goal orientations and identity processing styles work in harmony as our mental interpretive guide in
different situations. They also highlight the probable reciprocal relations between adolescents’ academic
achievement goal orientations and identity processing styles.

In spite of the importance of identity style on learners’ WTC in educational settings, there is lack of research on the
relationship between learners’ WTC and their identity processing styles. This study tries to investigate the
relationship between WTC and identity processing styles among advanced EFL learners. The research questions are
as follows:

RESEARCH QUESTIONS
1. Is there any significant relationship between WTC and identity processing styles of the Iranian Advanced EFL
learners?

2. Which one of identity processing styles is the best predictor of the WTC?

METHODOLOGY

Participants

Participants were 345 Iranian advanced EFL learners consisting of 205 female (59%) and 140 male (41%). They
were undergraduate students with an age range of 18-29 who took part in the research voluntarily. All of them spoke
English as a second language and their major was English translation and English literature. The research was
conducted in the first semester of 2013.

Instruments

In this study, two types of questionnaires were applied: WTC inside the classroom developed by MaclIntyre et al.
(2001) and the Revised Identity Style Inventory (ISI-4) developed by Berzonsky et al. (2011). The Cronbach alpha
reliability used for checking the internal consistency was .90 and .70 respectively which is considered to be an
acceptable index (Pallant, 2007). The main rationale behind choosing the questionnaires was that they not only
match the purpose of the study but also are the most comprehensive scales covered all aspects of communication
included all skills learners need to acquire.

The WTC questionnaire included 27 items ranging from 1 to 5 (almost never willing- almost always willing).
Participants were asked to indicate how much they are willing to communicate in class tasks centering on all four
language skills: speaking (item 1-8), reading (item 9-14), writing (item 15-22), and comprehension (23-27).
According to Maclntyre et al. (2001), the questionnaire is valid and reliable based on the following measures:
speaking (a =.79), reading (a = .80), writing (o = .82), and comprehension (o = .81).

The Revised ISI consisted of 24 items ranging from 1-5 (not at all like me- very much like me) to describe three
types of identity: informational style (7 items), normative style (8 items), and diffuse-avoidant style (9 items)
(Berzonsky et al., 2011). Since the commitment style has no place in this study, the related items were not included
in the administration and the analysis.

Data Collection Procedure

Having been granted the permission by university authorities, the researchers coded the questionnaires and
distributed them among Advanced EFL learners in different universities. Before distributing the questionnaires, the
researchers briefly informed the participants of the objective and possible implications of the study.

RESULTS AND DISCUSSION

In order to investigate if there is any significant relationship between WTC and identity processing styles of the Iranian
Advanced EFL learners, Pearson correlations were applied. Moreover, stepwise regression statistics was applied to determine
which identity processing style is the best predictor of the WTC. In this study, SPSS version 19 was used to analyze the data.
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As shown in Table 1, the overall results of the correlational analysis reveal a positive and strong relationship between identity

processing styles and WTC of the learners, with a coefficient of r = 0.175, which is significant at p < .001.

Table 1: Correlational Analysis of ldentity and WTC

Identity total WTC total
Identity total ~ Pearson Correlation 1.000 1757
Sig. (2-tailed) . .001
N 345 345
WTC total Pearson Correlation 175" 1.000
Sig. (2-tailed) .001 .
N 345 345

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

Moreover, a multiple regression analysis was conducted to detect which identity processing type could best predict the

learners’ WTC total (see Table 2).

Table 2: Correlations for Identity and WTC Subcategories

= =
=

= 2 | |5 |z |z |o |3

g 2 == a2 s = g Q

g = g = 0 & < g

2 ® g " o

= 2
Informational 1 307" | -.049 .000 .000 .000 .000 000
Normative 307 1 3427 065 037 .006 344 067
Diffuse avoidant -049 | 3427 1 .008 -076 | -.015 037 | -.084
Speaking 3057 | .065 .008 1 5150 | 5187 | 5097 | 7177
Reading 3407 | 037 | -076 | 5157 1 5937 | 5327 | 7227
Writing 3947 | 1497 | 015 | 5187 | 5937 1 5427 | 7047
Comp/list 3817 | 051 | -1127 | 5097 | 5327 | 5427 1 696"
WTC total 3817 | .067 -084 | 7177 | 7227 | 7047 | 696" 1
N 345 345 345 345 345 345 345 345

**_ Correlation is significant at the 0.01 level (2-tailed).
*_ Correlation is significant at the 0.05 level (2-tailed).

Based on the results in Table 2, an informational identity style had the most correlation with overall WTC (p=.000)
as well as with each of its subcomponents: willingness to speak (p=.000), to read (p=.000), to write (p=.000), and to
comprehend (p=.000). While, in normative identity and diffuse-avoidant identity style, the only significant
correlation with the subcomponents of willingness was found in willingness to write (p= .006) and willingness to
comprehend (p=.037) respectively.

As shown in Table 3, hierarchical multiple regression was used to assess the ability of seven control measures: informational,
normative, diffuse avoidant, speaking, reading, writing, and comprehension. Preliminary analyses were conducted to ensure no
violation of the assumptions of normality, linearity, multicollinearity, and homoscedasticity. Comprehension, normative,
diffuse avoidant, informational, speaking, reading, writing were entered at Step 1, explaining 77% of the variance in WTC total.
The total variance explained by the model as a whole was 77%, F (1,167.6), P < .000. Results indicate that the only identity
processing style which was a significant predictor of overall WTC was the informational identity style (p=.012). Based on the
obtained results, learners with informational identity types are more likely to benefit from higher levels of WTC in 77% of the

variance.
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Discussion

This study set out to investigate the relationship between WTC and identity processing styles among advanced EFL
learners. The overall results of a correlational analysis show a positive and strong relationship between identity
processing styles and WTC among learners. The correlation results between each component of WTC and learners’
identity processing style reveal a positive and strong relationship between informational processing style and all of
the components of WTC. There are several possible explanations for these results. First, the desire to communicate
with other students in all of the components of WTC can enhance their “interpersonal motivation, intergroup
motivation, self-confidence, intergroup attitudes, social situation, communicative competence, intergroup climate,
and personality” (Mohseni & Niknejad, 2013, p. 42). Second, individuals using an informational style would tend to
have a strong sense of identity which helps them in solving their problem and making decisions (Berzonsky, 1988).
This idea is supported by Kaplan and Flum’s (2010) view that individuals using an informational style are
“proactive self-exploration and information-seeking” who gather information, evaluate alternatives, and make
decisions. They also possess higher cognitive complexity, motivation, openness, and autonomy which are all
decisive factors in learning a new language (p. 59). Next, a significant positive correlation between learners’
informational style and willingness to speak indicates that the learners found the classroom environment pleasant
and friendly. This view is supported by Mohseni and Niknejad’s (2013) idea that context may play an important role
in encouraging learners to open conversation.

In this study, the only significant correlation that was found between learners with a normative identity processing
style and WTC was learners’ willingness to write rather than use it as a speaking, reading, or comprehending while
the only significant correlation between learners with a diffuse-avoidant identity style and WTC was willing to
comprehend. A possible explanation for this finding is that individuals with a normative identity style are stronger in
terms of their productive language skills whereas individuals with a diffuse-avoidant style have a stronger tendency
towards using receptive skills. This finding may resonate with Berzonsky’s (2011) idea that learners in diffusion
may feel reluctant to make any commitments. Although they comprehend the target language, they are not interested
in speaking, reading or writing in the classroom.

CONCLUSION

This study attempts to investigate the relationship between WTC and identity processing styles among advanced
EFL learners. The results underline that the best identity type that can act as a predictor of WTC among Advanced
Iranian EFL learners was the informational identity processing style. Additionally, the result of multiple regressions
indicates that identity style subscales could explain 77% of variance in WTC.

Implications and limitations

The results of this study can be used by EFL educational systems to identify the identity processing styles and WTC of EFL
learners while determining their weaknesses and strengths regarding speaking, reading, writing, and comprehending a second
language. This will in turn lead to identifying learners with lower levels of overall WTC to not only specify subcomponents in
which they are less competent but also to improve their WTC.

Likewise, such information can help EFL teachers, curriculum developers, and syllabus designers in developing a specific
syllabus for EFL classrooms based on the identity of the learners as well as their weakness and strength in WTC. Finally, WTC
does not follow an identifiable pattern (Mohseni & Niknejad, 2013). This may imply that many learners who have a high level
of linguistic competence are not able to communicate in a second language; while on the contrary, others with a minimal
linguistic knowledge take every opportunity to communicate in a second language with less apprehension (McCroskey &
Richmond, 1991). Although this study affirms the significant positive relationship between identity processing styles and WTC
among learners, other affective variables such as learners’ cognitive style, learning attitudes, anxiety and motivation may affect
their WTC in a second language. All these are issues which future research could address.
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ABSTRACT

This paper examines the effect of translation versus matching words and definitions on retrieval of vocabulary. Sixty
female English as foreign language (EFL) Iranian students in Garmsar, among whom forty received vocabularies
through translation and matching words and definitions techniques, participated in the study. Retrieval of vocabulary
at the beginning and end of the study was assessed and compared with that of a control group that did not received
vocabularies through translation and matching words and definitions techniques but completed the same pre and
post-writing task. The study describes the vocabulary teaching techniques that were provided, and the results of the
effects of translation and matching words and definitions techniques. The findings showed that matching words and
definitions techniques had a considerable influence on the retrieval of vocabulary. It is suggested that English as
foreign language teachers in universities, colleges, or institutes move to this vocabulary teaching technique in their
teaching of vocabulary, as the latter it contributes towards activating student s thinking and creating ideas for doing
any task.

KEYWORDS: Translation ,Retrieval of vocabulary

INTRODUCTION

Vocabulary as a field of study has in recent years undergone a major shift of emphasis. From being a neglected area
in language teaching and Second Language Acquisition (Meara, 1989), it has now become one of the most
researched areas in applied linguistics. The notion of vocabulary as a group of single-word items has been
broadened to include multiword sequences. Views on what constitutes ‘useful’ vocabulary have also broadened from
lists of frequently occurring words to those that are thematically or genre related (Nation, 1990, 2001).

Learning a second language involves the manipulation of four skills; speaking, writing, listening and reading, which
lead to effective communication. One crucial factor is the amount of vocabulary one possesses as vocabulary forms
the biggest part of the meaning of any language (Mccarthy, 1988). In view of this, vocabulary acquisition is
currently receiving attention in second language pedagogy and research. But it is still a contentious issue that how
learners acquire vocabulary effectively and efficiently or how it can best be taught.

Vocabulary is generally given little emphasis in the curriculum in Asian countries (Fan, 2003). This situation is the
same in Iran as an Asian country. Generally, the emphasis on English teaching in many Asian countries is on the
four language skills and vocabulary teaching in many classrooms is not paid attention enough. Words are taught
through different vocabulary teaching techniques, such as translation, presenting definitions, matching words and
definitions and so on, but one of the biggest problems is retrieval of vocabulary. This means that students cannot
retrieve vocabularies to accomplish their tasks after they are taught to them. This may lead to a general inadequacy
in vocabulary knowledge among Asian students, and it is one of the factors in the unsatisfactory performance of
students in their exams. The inadequacy in lexical knowledge may hinder student's proficiency development and
affect their performance in public exams (Fan, 2003).

Different researches and studies clearly show that intermediate students usually have problems with the retrieval of

vocabulary. They are worried about the retrieval of vocabulary, when they are supposed to write about a topic in
educational settings. Unfortunately this fear hinders the possibility of writing and various activities that need the
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retrieval of vocabulary. For overcoming this problem, the vocabulary lists were prepared for intermediate students.
These lists contain translation of the words and definition of the words.

The importance of this study is a way of using translation and matching words and definitions techniques to promote
learners retrieval of vocabulary. Another important significance is that this process may provide teachers with useful
information that conform the basis for enhancing their vocabulary teaching techniques and practices. Also findings
of the study may encourage relevant authorities to think of applying matching words and definitions in classrooms.

This research project explores the possibility of using matching words and definitions in an EFL classroom to help
students improve their vocabulary learning so as to enhance their lexical competence.
Significance of Vocabulary

Vocabulary is central to language and is of great significance to language learners. Words are the buildings blocks of
a language since they label objects, actions, ideas without which people cannot convey the intended meaning. The
prominent role of vocabulary knowledge in second or foreign language learning has been recently recognized by
theorists and researchers in the fields. Accordingly, numerous types of approaches, techniques, exercises and
practice have been introduced into the field to teach vocabulary (Hatch and Brown, 1995).

Allen (1983) has mentioned that, vocabulary is the "essence" of any given language. Vocabulary is what gives
meaning and content to a language. Richards (1994) stated that "students report that vocabulary appears to be the
most difficult aspect of language learning for them to master". Vocabulary learning strategies can be considered a
subset of general learning in second language acquisition.

Brown and Payn (1994) identify five steps in the process of learning vocabulary in a foreign language: a) having
source for encountering new words, b) getting a clear image either visual or auditory or both, of the forms of the
new words, c) learning the meaning of the word, d) making a strong memory connection between the forms and the
meaning of the words, e) using the words. Consequently all vocabulary learning strategies to a greater or lesser
extend should be related to these five steps (Fan, 2003). Words are like telephone numbers, credit card numbers, car
license plate numbers bank account numbers, the more we see them, repeat them and use them, the more we are
likely to remember them. If we recycle vocabulary in interesting and imaginative ways for our students, some of it
should, eventually, stick.

Most students spend many years studying English grammar, but they still cannot speak fluent, natural English.
Grammar is the only part of a language. No doubt, knowing the grammar can help us speak and write correctly.
However, more importantly, you need to have a good vocabulary size to speak and write naturally and effectively.
Retrieval

Retrieval involves recall of previously met items. Each retrieval strengthens the connection between the cue and the
retrieved knowledge. Receptively, the cue may be the written or spoken form of the word and the retrieved
information may be its meaning or use. Productively, the cue is the meaning or use and the retrieved information is
the word form.

Two major factors in retrieval of vocabulary

The learners vocabulary size: the larger the vocabulary size, the greater the quantity of language that needs to be
processed in order to meet the words to be retrieved. The length of time that the memory of a meeting with a word
lasts: there must be some memory of previous meeting with the word. A critical factor is the length of time that such
a memory lasts. Delayed post-tests of vocabulary learning indicate that memory for words can last several weeks.
The number of previous meetings with the word will influence the length of time a memory remains.

RESEARCH QUESTIONS
This study seeks answers to these questions:

1) Does the translation technique have any effect on the retrieval of vocabulary among Iranian Intermediate EFL
learners?
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2) Does the matching words and definitions technique have any effect on the retrieval of vocabulary among Iranian
Intermediate EFL learners?
3) Is there any significant difference between the vocabulary of Iranian Intermediate EFL learners who use the
translation technique and that of those who do not?

METHODOLOGY

Participants

Sixty intermediate institute students comprised the subjects of the study. Three classes of 33, 33 and 34 Iranian
intermediate students at Mina and Shokouh Institutes were given Preliminary English Test (PET) in order to
determine their level of English proficiency. Then according to the mean performance and the standard deviation of
the test, subjects were assigned into high, mid and low groups. Those students whose scores fell one standard
deviation below and above the mean were assigned as the mid group (sixty students). Then they were randomly
assigned to one control and two experimental groups (each including twenty students). Concerning the age and sex
of the learners, it should be mentioned that in the experimental and control groups the students were females, all of
whom were 17 to 22.

Materials

In order to determine the level of the student's English proficiency the Preliminary English Test (University of
Cambridge ESOL Examinations, 2009) was used; first, the students were asked to participate in the English
Language Proficiency Test. From among a hundred students who were at the intermediate level of English
proficiency sixty students were selected.

For the purpose of the study, all the homogenous subjects completed the writing tasks before the study (pre-test) and
two month later, at the end of the study (post-test). They were asked to write three compositions in three separate
sessions.

Procedures
To conduct the research and to verify the research hypothesis the following process was performed:

Three classes of 33 and 33 and34 Iranian Intermediate students at Mina and Shokouh institutes in Garmsar were
selected; then PET test, (2009 version) was administered to three groups to find the homogeneity of the groups.
After analyzing the data, the participants whose scores fell one standard deviation above or below the mean were
selected. At last, the researcher chose 60 students.

The teacher assigned two classes as the experimental groups and the other as the control, each one consisting of 20
homogenized participants. Then, the pre-test of writing about the three topics were given to students, and students
wrote about the topics, then researcher realized that students did not know some words related to the topics

The students in the experimental groups received 20 sessions of 60 minutes treatment, three sessions a week,
vocabulary teaching, while the control group was taught the conventional method for vocabulary learning in the
same time. The topics for writing were taken from the Interchange 3 book. In the experimental group 1, the words
were taught in the way that, the meaning of unknown words were translated in students native language and in the
experimental group 2, the words were taught in the way that the definitions of unknown words were presented and
students were asked to match the words to their definitions. Then, in the control group the words were taught in a
way that synonyms of unknown words were presented.

The strategies which were taught were as follows:

Translation: The meanings of unknown words in student's native language were translated during teaching
vocabulary.

Matching words and definitions: The definitions of unknown words were presented during teaching vocabulary and
students were asked to match the words to their definitions.

Synonym: The synonyms of unknown words were presented during teaching vocabulary.
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RESULTS AND DISCUSSION
To ensure the participants homogeneity in terms of their overall language an English Preliminary Test was
administered.

Table 1: Descriptive statistics of the homogenous groups

N Mean  Std. Deviation  Variance Range Min Max
Groupl 20 36.4 5.184  26.88421 18 26 43
Group2 20 37.65 6.03 3645 22 29 50
Group3 20 41.5 4.489  20.15789 17 33 49

T-test in translation

The amount of sig in topic 1, topic 2 and topic 3 is less than 0.05that shows the significant difference among means
before and after treatment. 95% Confidence interval of difference has been positive before and after treatment,
showing that the means of topics after treatment have increased, so translation as one method of vocabulary teaching
has had positive effect on the retrieval of vocabulary. The results are illustrated in table 2.

Table 2: Paired sample tests in translation
Paired differences
Mean Std deviation Std. Error Mean 95%Confidence Interval of the difference t

df Sig
(2-tailed)
Lower Upper
Pairl  Topicl-topicOl 4.05000 1.53811 .34393 3.33014 4.76986 11.776 19 .000
Pair2  Topic2-topic02 4.00000 1.71679 .38389 3.19652 4.80348 10.420 19 .000
Pair3  Topic3-topic03 4.00000 1.52177 .34028 3.28779 4.71221 11.755 19 .000

T-test in matching words and definitions

The amount of sig in topic 1, topic 2 and topic 3 is less than 0.05, showing the significant difference among means
before and after treatment. 95% Confidence interval of difference (lower & upper) has been positive before and after
treatment, and this shows that the means of topics after treatment are more than before treatment, so matching words
and definitions as one method of vocabulary teaching has had positive effect on the retrieval of vocabulary. The
results are illustrated in table 3.

Table 3: Paired sample tests in matching words and definitions
Paired differences
Mean  Std deviation Std. error mean  95%confidence interval of the difference  t

df Sig
(2-tailed)
Lower Upper
Pairl  Topicl-topicOl 6.10000 2.63379 0.58893 4.86735 7.33265 10.358 19 .000
Pair2  Topic2-topic02 6.30000 1.68897 0.37767 5.50954 7.09046 16.681 19 .000
Pair3  Topic3-topic03 6.30000 1.86660 0.41739 5.42640 7.17360 15.094 19 .000

T-test in synonym

The amount of sig in topic 1, topic 2 and topic 3 is less than 0.05, showing the significant difference among means
before and after treatment. 95% Confidence interval of difference (lower & upper) has been positive before and after
treatment, and this shows that the means of topics after treatment are more than before treatment, so giving synonym
as a one method of vocabulary teaching has had positive effect on the retrieval of vocabulary. The results are
illustrated in table 4.

Table 4: Paired sample tests in synonym
Paired difference
Mean  Std deviation Std. error mean  95%confidence interval of the difference  t
df Sig
(2-tailed)
Lower Upper
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Pairl  Topicl-topicOl 2.25000 1.55174 .34698 1.52376 2.97624 6.485 19 .000
Pair2  Topic2-topic02 1.35627 1.35627 .30327 1.31525 2.58475 6.430 19 .000
Pair3  Topic3-topic03 1.74718 1.74718 .39068 1.18230 2.81770 5.119 19 .000
Anova

Anova is a procedure for testing whether the difference among the means of two or more groups is significant. This
technique allows statistical analysis of main effects (independent variables) and combinations of factors on the
dependent variable. The amount of sig in topic 1 is less than 0.05 and this shows that the hypothesis for the
sameness of means is not the same and there is a significant difference among these three teaching methods. The
results are illustrated in tables 5&6.

Table 5: The result of ANOVA before teaching

Sum of squares df Mean square F Sig

TopicOl Between groups .233 2 117 .103 902

Within groups  64.350 57 1.129

Total 64.583 59
Topic02 Between groups .633 2 317 332 719

Within groups  54.350 57 .954

Total 54.983 59
Topic03 Between groups .533 2 267 293 147

Within groups  51.800 57 .909

Total  52.333 59

Table 6: The result of ANOVA after teaching

Sum of squares df
Topic01 Between groups 140.633 2
Within groups  155.550 57
Total  296.183 59
Topic02 Between groups 182.033 2
Within groups  115.700 57
Total  297.733 59
Topic03 Between groups 168.933 2

Mean square F Sig
70.317 25.767 .000
2.729

91.017 44.840 .000
2.030

84.467 47.764 .000
1.768

Within groups  100.800 57
Total  269.733 59

Tukey is a test that we can say which one of these methods is the most effective. The sign * shows the difference
among groups. With using confidence interval, we can say that the retrieval mean in topic 1, matching words and
definitions is more effective than the two other methods of vocabulary teaching. Then, this method (matching words
and definitions) is the most effective one among these three methods of vocabulary teaching (translation, matching
words and definitions, synonym). Lower bound and upper bound are positive. And also translation is more effective
than synonym. (The amounts of confidence interval are positive).

The amount of sig in topic 2 is less than 0.05, then it can be said that the means of three groups are not the same and
there is significant difference. Tukey also shows that matching words and definitions is more effective than the two
other methods of vocabulary teaching, since confidence interval for matching words and definitions is positive.

The amount of sig in topic 3 is less than 0.05, then it can be said that the means of three groups are not the same and
there is significant difference. In second output of Tukey test we can see that the confidence interval of matching
words and definitions is positive. Then this method is more effective than the two other ones, and translation is more
effective than synonym. The results are illustrated in table 7.

Table 7: Multiple comparison of translation, matching words and definitions and synonym
Dependent variab (I)
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group (J) group Mean difference (I-J) Std. Error Sig 95%
confidence Interval
Lower bound Upper bound

Topicl Translation Matching words & definitions -1.90000* 52239 .002 -3.1571 -6429
Synonym 1.85000* 52239 .002 5929 3.1071
Matching words & definitions Translation 1.90000* 52239 .002 6429 3.1571
Synonym 3.75000%* .52239 .000 2.4929 5.0071
Synonym Translation -1.85000%* 52239 .002 -3.1071 -.5929
Matching words & definitions -3.75000* .52239 .000 -5.0071 -2.4929
Topic2 Translation Matching words & definitions -2.45000%* 45054 .000 -3.5342 -1.3658
Synonym 1.80000* 45054 .001 7158 2.8842
Matching words & definitions Translation 2.45000* 45054 .000 1.3658 3.5342
Synonym 4.25000* 45054 .000 3.1658 5.3342
Synonym Translation -1.80000* 45054 .001 -2.8842 -.7158
Matching words & definitions -4.25000* 45054 .000 -5.3342 -3.1658
Topic3 Translation Matching words & definitions -2.30000* 42053 .000 -3.3120 -1.2880
Synonym 1.80000* 42053 .000 7880  2.8120
Matching words & definitions Translation 2.30000* 42053 .000 1.2880 3.3120
Synonym 4.10000* 42053 .000 3.0880 5.1120
Synonym Translation -1.80000* 42053 .000 -2.8120 -.7880
Matching words & definitions -4.10000* 42053 .000 -5.1120 -3.0880
Discussion

Once again, it has been proved that the matching words and definitions technique has its advantage over the
traditional techniques. According to Brown and Payn (1994) identify five steps in the process of learning vocabulary
in a foreign language: a) having source for encountering new words, b) getting a clear image either visual or
auditory or both, of the forms of the new words, c) learning the meaning of the word, d) making a strong memory
connection between the forms and the meaning of the words, e) using the words. Nation (2007) says that
"Definitions provide clear, simple, brief explanations of words, which are used to comprehend the context. Pual
Nation (2007) believes that definition is the appropriate meaning from dictionary that provides lots of information
about a word. Sasson (2007) says that " Effective foreign or second language learning involves to a great extend
learning new vocabulary words... and a lot of them. Adults and adolescents need between 10 and 16 encounters
with a new word before they can put it in their long term memories. This has implications for vocabulary practice.
Letters, sounds, words, chunks, and grammatical structures need to be spread out and built up from noticing, to
recognition to production".

To sum up, this study showed that utilizing matching words and definitions led to a better performance in the
retrieval of vocabulary among Iranian intermediate EFL learners. This study also revealed that new technique of
vocabulary teaching could change the conventional way of teaching vocabulary and using matching words and
definitions is fruitful for the English learner to retrieve the vocabularies.

CONCLUSION

The main concern of this study was to study this assumption whether or not using translation or matching words and
definitions can make any effect on the retrieval of vocabulary of intermediate EFL learners. Comparing the results
of the groups at the pretest exam and at the posttest through applying ANOVA was lead to assure and indicate any
significant changes in general vocabulary learning by students, and retrieval of vocabulary in particular after
receiving the treatment.

It revealed a significant effect in performance of subjects in the experimental group 2; that means the subjects in
experimental group 2 benefited significantly from treatment which was conducted. In addition, the results of
ANOVA enabled the researcher to reject the first null hypothesis and therefore, the first research question was
answered appropriately. Performing ANOVA revealed a significant effect of matching words and definitions on
retrieval of vocabulary of learners. So, the results of ANOVA enabled the researcher to reject the second null
hypothesis and therefore, the second research question was answered appropriately.
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Based on the results of ANOVA, the matching words and definitions technique is the most effective vocabulary
teaching technique for the retrieval of vocabulary among Iranian intermediate EFL learners.
Pedagogical Implications

Given the matching words and definitions technique seems to have an impact on the retrieval of vocabulary, it is
worth implementing the matching words and definitions to help L2 speakers to cope with ESL oral tasks, thereby
providing a means to help students improve in language and facilitate task completion. It may also be desirable to
incorporate planning time and space into vocabulary learning with a view to promote the effective use of the
matching words and definitions technique in the classroom. The results and conclusions of this study indicate, using
matching words and definitions is an important factor in the retrieval of vocabulary.

Suggestions for further studies

This study found that students retrieve vocabularies better through matching words and definitions technique. In this
study, only the writing performance was emphasized. Future studies could investigate whether this facilitative effect
holds for other language skills such as listening comprehension. Future studies could be performed focusing on their
proficiency levels such as advanced or elementary levels. Finally, the same procedure could be used in other
settings.
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ABSTRACT

Cooperative Learning refers to instructional methods involving small heterogeneous groups working together,
toward a common goal and teaching writing may be a difficult skill in Teaching English as Foreign Language, so
the purpose of this study was to investigate The Effect of Cooperative Learning Techniques on promoting writing
skill of Iranian EFL Learners.so that, one hundred Iranian English Foreign Language learners participated in initial
population of this study and 60 learners were selected after a proficiency Test. The participants were at the
intermediate level in compliance with Nelson English Language Proficiency Test .The selected participants were
randomly divided into two experimental groups:Student Team - Achievement Divisions (STAD), Group
Investigation (GI), and one control groupConventional Instruction (CI).The procedure lasted for 16 weeks. The
statistical analysis of the results by one-way ANOVA shows that the experimental groups (STAD and GI)
performed better on writing skills than the control group (CI),and based on the results cooperative learning enhances
students writing performance.

KEYWORDS: Cooperative Learning (CL), Heterogeneous Grouping, Student Team - Achievement Divisions
(STAD) , Group Investigation (GI) ,Conventional Instruction (CI)

INTRODUCTION

One of the main problems which English Foreign Language Learners (EFL) is confronting it is how to improve their
writing abilities. It seems that the lack of self-confidence is obvious among most of EFL learners during writing,
since their writing will not verify completely by other EFL learners or teachers. Writing is necessary when learners
further their study.Writing is one of the skills that students need to master either at primary, secondary or tertiary
level. The skill of expressing oneself in the form of writing has been the aim of many teachers to cultivate in their
students (Krause, 1994)

A few decades ago, a new approach called "Cooperative Learning" (CL) seemed to attract a lot of attention and
became popular. Slavin (1982) stated that CL refers to instructional methods in which students of all levels of
performance in small groups work together toward a common goal which encompasses the following instructional
methods such as, Student Team—Achievement Divisions (STAD), Team-Game-Tournaments (TGT), Team-Assisted
Individualization (TAI), Cooperative Integrated Reading and Composition (CIRC), Jigsaw, Learning Together, and
Group Investigation (GI). Slavin (1987, p. 14) pointed to STAD, TGT, and Jigsaw as the general methods which can
be used in all subjects and in all grade levels and TAI, CIRC, and GI designed for particular subjects at particular
grade levels.

One of the approaches used in this research is based on Student Team-Achievement Divisions (STAD). According
to Slavin (1987, p. 14), “it has been used in such diverse subject areas as match, language arts, social studies, and
science ”. The STAD technique was chosen because, according to Ghaith and Yaghi (1998), it has consistently been
shown to be among the most simple and effective CL methods in improving student writing skillof well-defined
objectives in various subjects. In addition to STAD, GI is the next issue of interest in this research which demands
us as researchers to investigate this issue experimentally and not rely just on vague tradition or controversial
research findings.Group investigation, developed by ShlomoSharan and Yael Sharan in 1992, is a general
classroom organization plan in which students work in small groups using cooperative inquiry, group discussion and
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cooperative planning and projects. Moreover, it is said to be one of the most student-centered methods as students
have much freedom to choose their topics of interest for investigation, plan and carry it out, present and evaluate the
results.

As was stated before, this study attempted to investigate the effects of Cooperative Learning techniques (Student
Team-—achievement Divisions (STAD) and Group Investigation (GI)) on promoting intermediate learners’ writing
skill. In English learning classroom, the teacher aims at developing four skillsof his/her the learners’ ability to
understand, to speak, to read and to write. The ability to write occupies the last place in this order, but it does not
mean that it is the least important. When we look at writing as a product we are mainly interested in outcomes, that
is, we identify what the students have produced, e.g. grammatical accuracy, mechanics of writing, proper format,
good organization, etc. Recent research on writing has provided us with an important insight: good writers go
through certain process, which lead to successful pieces of written work: “They start off with an overall plan in their
heads. They think about what they want to say and whom they are writing for. Then they draft out sections of
writing, and as they work on them, they are constantly reviewing, revising, and editing their work.”(Hedge,
1988).Writing is a creative process because it is a process of reaching out for one’s thought and discovering them.
Writing, as such is a process of meaning making (1994, National University of Singapore).

One of the main problems which English Foreign Language Learners (EFL) is confronting is how to improve their
writing abilities. It seems that the lack of self-confidence is obvious among most of EFL learners during writing,
since their writing will not verify completely by other EFL learners or teachers. Writing is necessary when learners
further their study. The most common complaint of student is their quickly forgetting of the things they have learnt,
in spite of consuming so much time and energy. So this has always been the concern of the language specialists to
deal with it. In this study the researcher wants to understand whether the Cooperative Learning will affect writing
ability of students or not.

LITERATURE REVIEW

Slavin (1982, pp. 10-12) referred to “CL as instructional methods involving small heterogeneous groups work
together toward a common goal. He believed that CL has long been incorporated into the traditional classroom,
taking the form of small group project, peer tutoring, and group discussion”. In addition, he added that since the
1970s, however, CL has taken a more formal and structured approach causing specific CL strategies to be developed
and researched.

LittleJohn (1983, p. 598) said that* group work motivates learners to make fewer mistake, feel less inhibited, and
freer to speak in small groups than in teacher-led class”. Long and Porter (1985, pp. 207-212) cited “five
pedagogical arguments for group work. Those pedagogical arguments increase the quantity of language practice
opportunities, improvement of the quality of student talk, individualization of the instruction, creation of the positive
climate in the classroom, and increase student motivation .

Chamot and O'Malley (1987, p. 244) maintained that “different language skills which related to a task can be
practiced by working cooperatively on that task in small groups of students ”. Slavin (1987, p. 1) argued that “CL
promotes academic achievement, is relatively easy to implement, and is inexpensive. ” the greatest strength of CL is
the wide range of such positive outcomes as, children’s improved behavior and attendance, and increased liking of
school. Long and Porter (1985, p. 224) stated that “although the use of group work in EFL classroom has been
recommended in the last few years and teaching materials have been developed accordingly, little or no attention has
been given to describing the roles of the teacher and the students, and the planning, structuring, and management of
the learning tasks, which should been based on the underlying principles of the techniques as they are practiced in
the classroom. They (1985) also added that the effect of carefully outlined group methods on the achievement of
EFL learners has received little attention from researchers. This is also true of the relationship between group work
and whole class, teacher-led instruction.

Barros and Verdejo (1998) state that from a variety of theoretical perspectives learning improves when it is carried
out as constructivist and social activity. They also add that CL has been defined as the acquisition by individuals of
knowledge, skills or attitudes through group interaction. It is a structured systematic instructional strategy in which
students in small groups work together toward common goal.
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Zakaria and Iksan (2007, p. 36) said that “the premise underlying CL is that learning is most effective when
students are involved in sharing ideas and working cooperatively to complete academic tasks, and it has been
utilized as both an instructional method and as a learning tool at various levels and in various subject areas of
education”. Sanel (2008) argued that CL provides an opportunity to share and exchange information for each student
in the class. The whole class can take part in the activities and compare and contrast their ideas with their
classmates. In this way, all the learners in the classroom can get the opportunity for exploring the use of
communicative language.

Benefits of Cooperative Learning

Klinger and Vaughn (2000, pp. 69-73) believe that some potential benefits of CL for language learners entail
opportunities for L2 interaction, improvement of L2 proficiency, development and integration of L2 skills, and
content learning. In order to maximize the benefits of CL, teachers have to prepare the environment to support
learning, closely monitor groups, and adjust implementation procedures if the desired outcomes are not being
attained.

Theoretical Perspectives of Cooperative Learning

Decisions about how to apply CL can be based on one or more theoretical perspectives. Johnson, Johnson, and
Smith (1998, pp. 29-30) identified three major theoretical perspectives on CL that include social interdependence
theory, cognitive-developmental theory, and behavioral theory.

Social Interdependence Theory

Johnson, Johnson, and Smith (1998, p. 29) assert that social interdependence theory views positive links of
individuals to accomplish common goals. The basic premise underlying social interdependence theory is that the
type of social interdependence that is structured in a situation determines how individuals interact, which in turn
determines outcomes

RESEARCH QUESTIONS

As can be inferred from the previous sections, STAD and GI techniques of CL methods are the independent
variables of concern in this study. To investigate the effects of above-mentioned variables in a systematic way, the
following research questions are put forward:

1. To what extent, do students who are using STAD differ from those who are using Conventional Instruction
technique (CI)in writing performance?

2. To what extent, do students who are using GI differ from those who are using (CI) technique in writing
performance?

3. To what extent, do students who are using STAD differ from those who are using GI technique in writing
performance?

METHODOLOGY

Participants

A sample of 60 students at intermediate level who were learners at Navid Institute in Yasujwas chosen based on a
systematic random sampling from among 100 students. The subjects were at intermediate level in compliance with
Nelson English Language Proficiency Test , they were divide into three homogeneous groups known as two
experimental groups (A and B), and one control group (C).

Instrumentation

Several different testing instruments were utilized in the process of the development of the present research. A
Thirty items of Nelson Battery Test (Fowler & Coe, 1976) was applied to determine the homogeneity of the groups
regarding their levels of proficiency. The reliability of this homogeneity test was computed through the application
of Kudar and Richardson (KR-21) method, (r =.75).

The writing test was administered at the end of the treatments to the students in the three groups, Here, again the
item difficulty and item discrimination of all the test items were estimated. All the items had the adequate level of
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difficulty and the sufficient power of discrimination.According to Kudar and Richardson (KR-21) method, the
reliability of the post-test was estimated as (r=. 73).

Data collection

Several different testing instruments were utilized in the process of the development of the present
research. Thirty items of Nelson Battery (Fowler & Coe, 1976) was applied to determine the
homogeneity of the groups regarding their levels of proficiency. The reliability of this homogeneity test
will be computed through the application of Kudar and Richardson (KR-21) method. Moreover, the
participants will take a post test.

Data Analysis

The results obtained from analyzing the students’ performance in three groups (A, B, and C) using STAD, GI, and
CI techniques respectively on EFL learners’ writing performance. Moreover, in order to find out whether there is
significant difference among three methods, a one-way ANOVA will apply in this context, for three groups’
performances on writing skill. All data collecting for purpose of this study will process using the ‘Statistical Package
for The Social Sciences’ (SPSS)

Procedure

First, the learners were homogenized linguistically in order to make sure that the results of the study were not due to
the initial differences between the participants. When the homogeneity was assured, the participants were divided
into three groups, namely A, B, and C based on a systematic random sampling. Two groups (A and B) were
considered as experimental groups and the other group(C) as the control group. In each group only 20 students who
were at intermediate level were under consideration. Each group was seen separately and received different
treatments. All sessions toke place in the students classrooms about 45-minitue period. The treatment continued for
two months (sixteen sessions) and covered instructional units of Paragraph Writing (A Textbook for Basic Writing)
by Riazi, BeyzaieandZare.( 2002)

Then, in group (A) the researcher randomly divided the students (n=20) into 4 mixed ability learning groups
(heterogeneous teams) with five students. The teams balanced in order to ensure mixed ability grouping.

The researcher then started the instructional units to the experimental group (A) according to the dynamics of STAD
method. Meanwhile, the control group (C) was taught the same content by the same teacher, but according to a
Conventional Instruction technique (CI).

In group (A), the treatment proceeded according to the components of STAD method such as, teaching, team
studyand individual quizzes. Each lesson began with a teacher presentation to introduce and discuss the material
under study about 15 to 20 minutes. Then the students worked in their teams to complete activities or worksheets
that teacher earlier prepared. After that, students took individual quizzes on the same material and were not allowed
to help each other

In group (B), the treatment proceeded according to such components of GI method as, Investigation, Interaction,
Interpretation, and Intrinsic motivation. Students were assigned to three member groups based on the common
interest in a specific subtopic of units were determined. Then the teacher asked the subjects to plan their group
investigations, and exchange ideas through interaction. After that, the subjects cooperated in planning and
integrating their findings with the teacher.

RESULTS AND DISCUSSION

To accept or reject the stated null hypothesis, the data obtained through Nelson language test as homogeneity test
and post-test were analyzed (using SPSS 20 software) in different steps. The early step used in analyzing data was to
determine the homogeneity of the groups regarding their levels of second language proficiency. So, the learners’
overall scores on Nelson language proficiency test were collected from their records. Means and standard deviations
of each of the three groups for Nelson language proficiency test are presented in table 1. It shows that each of the
three groups had approximately similar performance on Nelson language proficiency test, and the obtained means
and standard deviations of each of the three groups, were to some extent, similar.
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Table 1: Sample means and standard deviations for homogeneity test

Group N Maxi Mini Mean Std. Deviation
Experimental Group (A) 20 18 6 11.40 2.479
Experimental Group (B) 20 17 6 11.30 2.386
Control Group (C) 20 16 5 11.10 2.943

In this study, the independent variable was CL method with two variables including STAD, and GI techniques. In
this way, the study investigated the effects of the three independent techniques through one-way ANOVA in order to
find to what extent these techniques influence the writing skill of learners (i. e. dependent variable) by Iranian EFL
learners at the intermediate level of their English proficiency.

The descriptive statistic in the following table presents means and standard deviations of each of the three groups.
Each of the three groups has different performance on writing skill and also indicates better performance of students
who received instruction through STAD technique (N=20, M=13.35, SD=2.580) than students who received
instruction through GI technique (N=20, M=13.15, SD=2.450), and those received instruction through CI technique
(N=20, M= 10.05, SD=2.012).

The results are shown in table 2 as follows:

Table 2: Descriptive statistics for three groups' performance in writing skill.

Group N Maxi Mini Mean Std. Deviation
Experimental Group (A) 20 18 6 13.35 2.580
Experimental Group (B) 20 17 6 13.15 2.450

Control Group (C) 20 16 5 10.05 2.012

Results of One-Way ANOVA

To begin with, a one-way ANOVA was run on the mean scores of the three groups in writing skill post-test and it
yielded statistically significant difference among them. The results of one-way ANOVA statistically indicated
meaningful differences among three groups. The Sum of Squares (SS) column is the variability found between
groups and within groups before they were divided by their respective degrees of freedom (df). The Mean Square
(MS) column gives two variance figures which make up the F-ratio; MS between groups (MSB), and MS within
groups (MSW). The F-ratio with its probability level is also noted.

To evaluate the effects of STAD, GI and CI techniques on writing skill, the sample means of three groups were
compared

Table 3 indicate the results of one-way ANOVA.

Table 3: Results of one-way ANOVA for three groups’ performances on writing skill test.

Source of" variances Sum of squares df Mean square F Sig
Between group 136.933 2 68.46 12.290 0.000

Within groups 317.550 57 5.571

Total 454.483 59 -

*P<0.05

The results of one-way ANOVA showed a significant difference among the experimental groups (A and B) and the
control group (C) on the dependent variables of writing skill. Therefore, the differences among groups were
statistically significant.
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A post-hoc Tukey test was manipulated to determine where precisely the significance lays in each group. The results
of Tukey test revealed that there was a significant Mean Difference (MD) between the mean scores of experimental
group (A) receiving STAD technique and control group (C) instructed according to CI technique (MD=3.300, p<
0.05). Therefore, the first null hypothesis (HO1) was rejected.

The Tukey test showed a comparison between the achievement means of experimental group (B) receiving GI
technique and control group (C) through CI technique (MD=3.100, p< 0.05). The results indicated that the second
null hypothesis (HO2) was rejected. In addition, the results of comparing the achievement means of experimental
group (A) taught according to STAD and experimental group (B) instructed according to GI technique (MD=.2000,
p> 0.05) verified the third null hypothesis (HO3 ).

Post-hoc analysis of Tukey test indicated significant mean differences among the three groups’ writing skill post-test
as presented in table 4.

Table 4: Post-hoc Tukey test for three groups’ performances on post-test writing skill

Groups Mean Difference Std. Error Sig
STAD GI .2000 746 . 961

CI 3.300% 746 0.00

GI  STAD -2.00 746 961
CI 3.100%* 746 0.00

ClI STAD -3.300* 746 .965

GI -3.100* 746 0.00

*P <0.05

To summarize, on the writing skill, the size of the change that occurred between STAD and CI techniques
(MD=3.300) was bigger than that occurred between STAD and GI (MD=.2000), and GI and CI techniques (MD=-
3.100). The findings illustrated that there was a greater effectiveness of STAD technique compared with GI and CI
techniques in promoting English writing skill.

Discussion

Question 1:To what extent, do students who are using STAD differ from those who are using Conventional
Instruction technique (CI) in writing performance?

The results of one-way ANOVA and Tukey Test indicated statistically significant difference between the
experimental group (A) and the control group (C) on dependent variable of writing skill. It indicated that STAD
technique is more effective in comparison with CI techniquein improving EFL writing skill of intermediate level of
English. This is in agreement with the findings of Ghaith (2003), Myres (2006), Tracy and Barbara (2003), and
Wilson (1991) who reported similar results with regard to the positive effects of CL.

One more plausible explanation of this outcome is that students in cooperative groups receive peer encouragement
and personalized support from their more competent partners. They may perceive that their contributions are
expected and valued for the success of the group. Their partners are available to help them when they need a
customized answer to a question or solution to a problem. When someone generates an incorrect response, the more
able students in the group can explain why that answer is not acceptable, and this explanation can arouse interaction
among group members which can promote deeper learning of materials through explanation, elaboration, or mental
processing which take place during this interaction.

Additionally, the theoretical relevance of CL in enhancing students writing ability is based on the assumption that
students in CL may feel important because they perform roles which are essential to the completion of group tasks.

73



Copyright IJLLALW, January 2014

Furthermore, they possess information and resources that are indispensable for their teams. Likewise, interaction
among team members can lead to increased achievement through elaboration and organization of the material
prepared by the teacher. This is consistent with the finding of cognitive elaboration perspective that cooperative
learners must engage in some sort of cognitive restructuring or elaboration to keep information in memory and
incorporate it into the existing cognitive structures (Johnson, Johnson, & Smith, 1998).

The difference between the environments of these two groups of learners, namely that one was a cooperation setting
with the positive interaction among group members while the other was a conventional setting with the lack of
interaction among group members, may be responsible for the difference in the importance of these two techniques.

“Team rewards, as one of the central concepts of STAD cooperative learning technique, may have a strong impact
on learners’ performance specially writing performance. So the superiority of STAD can be explained from a
behavioral learning theory which maintains that students will work hard on tasks that provide a reward, and students
will fail to work on those tasks that provide no reward or punishment”(Johnson, Johnson & Smith, 1998, p. 30).

(Chastain, 1988, p. 38) “Comprehensible input may also have a strong impact on increasing students’ achievement.
Students cannot learn the materials unless they are able to comprehend the material to be learned. What is
comprehensible for one person may be partially or totally incomprehensible to another person.”So in cooperative
groups of STAD where students with mixed ability work with their peers, it is possible for them to adjust their input
to make it more understandable to other, On the other hand, cooperative group members help each other to apply the
correct form of grammar rules and writing rules.

This finding is also in agreement with the claim made in information processing that brain’s input capacity is limited
and “people cannot take up and process all of the input they constantly receive, but rather can select only certain
input for attention, uptake, and processing ” (Celce-Murica, 2001, p. 271). Thus, peer learning can compensate for
the lack of information that is caused by the limitation of attention and working memory.

Another explanation for the finding based on social affective learning strategies appears worth exploring. Chamot
and O’Malley (1987, p. 244) maintain that “students in small groups by working cooperatively on a task can practice
language skills which are directly related to that task ” ;Thus, cooperation strategy as one of the social affective
learning strategies can have positive effect on learning language skills.

A possible reason that students in cooperative groups of STAD technique were more successful than those students
in the individual groups of CI technique is that individual groups in conventional instruction lack interpersonal
feedback in the practice. Furthermore, the environment structuring learning situations may cooperatively enable
students to process information more deeply than those who studying the information by themselves. Students in CI
group work alone on a unit or activity; however, they lack a partner with whom to interact or share knowledge. This
is consistent with the notion made by Chastain (1988) that teacher and other people are the most powerful and
effective source of feedback.

Question 2: To what extent, do students who are using GI differ from those who are using (CI) technique in writing
performance?

The results of the present study also compared Gltechnique and CI and the finding showed that despite the basic
differences between the two techniques, “GI technique emphasized the students’ self-direction through group
centered-decision making while CI technique focused on the verbal presentation of academic subject matter
proposed by the teacher to the students whose primary role is listening and respond to the teacher’s questions ” (Tan,
Sharan, & Lee, 2006, p. 13

It seems that multilateral conversations within groups are other reasons for this outcome. Although the teacher
decided not to allow multilateral conversations within the groups, to ensure concentration on peer tutoring of
previously taught materials, such group conversations did develop, and the teacher permitted students to continue
these conversations. Thus, multilateral conversations may guide students toward variety of topics with different
goals in the class and also may arouse conflict constructively within groups. While Johnson and Johnson (1994)
maintained that resolving conflict constructively is a prerequisite for coordinating efforts to achieve mutual goals in
cooperative group.
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As was already stated, peer learning can compensate for the lack of information that is caused by the limitation of
attention and working memory. On the other hand, Tan, Sharan, and Lee (2006, p. 18) emphasized that “using a
wide variety of authentic resources and materials are essential for presenting a product in GI class Therefore,
students need to have opportunity for more advanced input, such as from the teacher, and also need to receive input
from authentic sources which work on it in their groups. Unfortunately, the observations carried out during
cooperative sessions indicated that students received much peer input and little input from the teacher because of the
existing interaction and communication between learners. Consequently, it could be that too much peer input and
little teacher input can cause students to acquire incorrect language skills, and this can also lead to fossilization
whereby students continue to use incorrect forms of the second language.

Students’ early resistance to GI technique of CL also may have effect on the outcome of this study. Mirhassani and
Hosseini (2002, p. 47) pointed to "the tendency of Iranian EFL high school students for non-cooperation rather than
cooperation". Additionally, competitive learning is the primary approach in our educational system.

Therefore, the teacher should overcome students’ perceptions for implementing GI in class through spending time
with the groups or with individuals during the class, walking around the class to observe group interaction, making
suggestions, or asking questions in order to help the groups, emphasizing upon his/her role in GI process, and finally
making clear students why they use this technique and what the outcomes will be from this activity.

Question3.To what extent, do students who are using STAD differ from those who are using GI technique in writing
performance?

The results of the present study also revealed that students who were in STAD and GI training achieved higher
overall scores than students in the CI group. This finding is consistent with the research findings that studentswho
receivedClI technique displayed the lowest performance (Scott & Jesse, 1998; Shachar&Sharan, 1994).

However; STAD technique was not significantly different from GI technique, although STAD mean scores were
slightly higher than GI mean scores.

Group Investigation as a specific technique with more complexity than other CL techniques requires more
investigation in order to implement it effectively in the class. Thus, teachers who are responsible for implementing
GI technique should be instructed for the specific skills and strategies required to utilize this technique such as, four
basic strategies-investigation, interaction, interpretation, and intrinsic motivation-which have been found to be
essential for implementing GI. They should also properly be in serviced on CL theories and techniques.

Thus it is not easy to implement CL techniques like STAD and GI in one small corner of the overall curriculum of
EFL teaching while the other areas of the curriculum remain highly competitive and teacher-centered. So, it is
suggested that the educational culture as a whole should be changed so that CL becomes the norm for all students in
all subjects .

CONCLUSION

This study elucidates that cooperative learning enhances students writing performance. Cooperative Learning
techniques like STAD and GI are supported by a multiplicity of theories from a variety of academic disciplines—
including behavioral theory, cognitive developmental theory, as well as social interdependence theory. Student
Team-Achievement Divisions is also supported by a large body of empirical research across different time periods,
subjects, and geographical locations and has consistently found a variety of positive outcomes—including accelerated
academic achievement, increased self-esteem, and motivation.

In cooperative learning the students are given opportunity to write and to revive and rewrite what they have written.
Peer criticism aids them to have the high level of writing performances, since they have the opportunity of
evaluating each other work separately.(i.e. the student have the opportunity of evaluating their own works). The
students working with partners ask each other for help and improve their attitude towards writing.

In this study, before cooperative learning was incorporated in the class, the students obtained low scores ,but after
the implementation of cooperative learning for sixteen weeks, the students scored significantly better in their
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writing. So it is obvious that the implementation of cooperative learning in the writing has been proven to produce
positive effects in students® learning of writing.

As this study has demonstrated, simply putting students in groups does not guarantee positive results. Teachers
cannot simply place students together and expect them to work well with each other. Central components of
effective CL must be in place so that students can come to feel that they are positive contributors, not only to their
teams, but to the class as a whole. Most teachers are faced with large heterogeneous classes, making it difficult to
serve the needs of all students in the class. Cooperative Learning techniques like STAD and GI take advantages of
this heterogeneity, by encouraging students to learn from one another and from more and less knowledgeable peers
and They demonstrate more confidence in writing and decrease their apprehensions towards writing. Through
teaching CL would be make equal interesting for the both of teacher and the students

Although cooperative learning strategies are difficult to practice as novel strategies of instruction, it show high level
of enthusiasm, curiosity and involvement in being taught through cooperative learning tasks. Thus, this study lends
credence to the belief that cooperative learning has positive effects on the students™ writing performance. Therefore,
teachers should consider this learning approach as a viable alternative for teaching writing.so, it can be helpful to
EFL teachers either involved in CL practice or wanting to implement CL into their classrooms to maximize the
benefits of CL in the classrooms.
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ABSTRACT

This study aimed at analyzing the role of teacher’s discourse in the development of learners’ speaking skill. in this
research 32 intermediate English Foreign Language learners participated and they were divided in two groups-
control and experimental. For the pretest of the study, the speaking section of Preliminary English Test was
employed in both groups. After the pretest, the experimental group was exposed to teacher's discourse (written and
spoken) over a period of 6 weeks. The learners in the experimental group were taught how to use teacher's discourse
consciously and subconsciously to improve speaking skill (treatment). During that time, the teacher used special
vocabularies and structures while teaching the book and in the conversation part of the class. The teacher observed
learners' speaking with respect to general speaking and the five factors of speaking like fluency, pronunciation,
vocabulary, grammatical accuracy, and interactional strategies. In the second administration of the speaking section
of PET as posttest to the two groups, it was revealed that the teacher's discourse has a significant impact on the
learners’ speaking skill.

KEYWORDS: discourse- teacher’s discourse- fluency- pronunciation- vocabulary- grammatical accuracy-
interactional strategies.

INTRODUCTION

The study of discourse, in general, is broad, with wide-ranging contributions from linguists, psychologists, and
educators. Such actions are referred to as the teacher's discourse moves The teacher’s role refers, broadly speaking,
to the educational tools the teacher applies to stimulate pupils’ performance. Studies by Webb and her
colleagues(Webb & Farivar,1994a; Webb et al.,1994b) have shown that pupils’ performance is boosted when
teachers encourage pupils to use high quality helping behavior—defined as helping behavior that includes asking
for, providing, and applying explanations.

According to Webb and Farivar (1994a), and Webb et al., (1994b), Teachers play a key role in promoting
interactions among students and engaging them in the learning process, and cooperative learning is widely
recognized as a pedagogical practice that can be employed in classrooms to stimulate students’ interest in learning
through their involvement with their peers. When students work cooperatively, they learn to give and receive
information and develop new ideas and perspectives on how others think and communicate in socially appropriate
ways. It is through interacting with others in reciprocal dialogues that students learn to use language differently to
explain new ideas and realities and, in so doing, to construct new ways of thinking and feeling (Mercer, 1996).
Cooperative learning provides opportunities for students to actively interact with others, negotiate new
understandings , and appropriate new and creative ways of thinking about topics under discussion (King, 1999).

EFL learners’ reluctance to speak English in the classroom is a problem commonly found in EFL contexts.
Consequently, students have fewer opportunities to learn from speaking than the more oral students. Research shows
that they develop more negative attitudes to school and are likely to lack motivation to put more effort in it
(McCroskey & Richmond, 1991). For other students, working with students who are reluctant to maintain and
extend conversations also limits their opportunities for language use.

Unfortunately, EFL learners in intermediate levels and even some of them in advanced level can' speak English as
well. They used to think in their mother's tongue. Moreover, some teachers don't use academic words in their class.
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This issue causes that the learners can't improve speaking skill in a correct way and talk fluency and accuracy. In
Iran, we have many problems and difficulties with this matter. The learner's motivation and interaction are low in
the classroom too, and any researcher didn't research about it interms of teacher's role. This weakness about
speaking can be related to teachers, because the role of them is crucial in the classroom and if they don't pay
attention to their types of speaking, student's interaction, student's motivation, classroom interaction,... their learners
can't speak as well.

If the teacher’s discourse and classroom interaction could motivate the learners to use a complex discourse rather
than the simple productions employed in language acquisition sequences (Swain, 1998), then they could engage in
producing at least some output that would promote their discourse acquisition.

This study is intended to investigate the role of teacher's discourse on the speaking of Iranian intermediate EFL
learners. The researcher intended to determine whether there is any significant difference between the learners who
exposed to teacher's discourse and that of those who were not. Learners in Iran have a big problem in speaking.
They can't maintain in conversation and continue their talking in English language, because their vocabulary
knowledge are not well and most of the times, they can't use the words in the suitable part's of speech. In addition,
the interaction between students, teachers with students, and students with the teacher is low. So, a teacher that uses
academic discourse can help them to improve their speaking skill. As the researcher mentioned before, according to
Webb and Farivar (1994a), and Webb et al., (1994b), Teachers play a key role in promoting interactions among
students and engaging them in the learning process, and cooperative learning is widely recognized as a pedagogical
practice that can be employed in classrooms to stimulate students’ interest in learning through their involvement
with their peers. When students work cooperatively, they learn to give and receive information and develop new
ideas and perspectives on how others think and communicate in socially appropriate ways. It is through interacting
with others in reciprocal dialogues that students learn to use language differently to explain new ideas and realities
and, in so doing, to construct new ways of thinking and feeling (Mercer, 1996).

REVIEW OF THE RELATED LITERATURE

The term ‘discourse analysis’ has no precise meaning; it is used to refer to several different approaches for
analyzing language (both spoken and written) and hence to some quite different methods. Within linguistics, it
usually indicates an interest in the way language is organized in units longer than sentences.

Educational research following this approach has focused on the structural organization of classroom talk. The
classic investigation of Sinclair and Coulthard (1977) showed that in teacher-led lessons the language has
characteristics which mark it out as a distinct, situated language variety, and one which assigns particular roles to
speakers (see also Stubbs, 1983; Willes, 1983). They devised a method for categorizing all talk in a lesson into a
hierarchical system of ‘acts’, ‘moves’ and ‘exchanges’ and ‘transactions’. The basic unit of teacher-pupil
communication in this system is the ‘IRF exchange’, in which a teacher Initiates an interaction (typically by asking a
question), the student Responds (usually by providing an answer) and the teacher then provides some Follow-up or
Feedback (for example, by confirming that the answer was correct). The IRF concept has since been used by many
classroom researchers, although few employ the whole of Sinclair and Coulthard’s rather complex hierarchical
system.

In the classroom, context can range from the talk within a lesson, to a student’s entire lifetime of socialization, to the
history of the institution of schooling. Discourse analysis in the classroom becomes critical classroom discourse
analysis when classroom researchers take the effects of such variable contexts into consideration in their analysis
(Heath,1983).

The Classroom is the primary and most obvious context for the discourse will be examining (Nystrand, 1997). He
(1997) noted that however, the “context” for classroom discourse analysis also extends beyond the classroom, and
within different components of classroom talk, to include any context that affects what is said and how it is
interpreted in the classroom. Context can be bounded by physical borders— appropriate language at home may be
different from appropriate language in school; But context can also be bounded not by physical borders, but by
discourse borders—appropriate language within a lesson may be different from appropriate language after a lesson
ends.
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Classroom research across a range of situations has shown that classroom interaction dramatically constrains what
kinds of language and literacy events are encouraged or allowed(McGroarty, 1996), whereas discourse outside the
classroom context has a much wider range of acceptable and productive possibility. In a family or peer group
setting, for example, students may be encouraged to talk at length, tell imaginative stories, or skirt the topic initially
introduced, in favor of an entertaining aside. In school classrooms, as Holden Caulfield pointed out in J.D.
Salinger’s The Catcher in the Rye, such talk can belabeled as an entirely unsuitable “digression!” (Salinger, 1951).

Shirley Brice Heath (1983) documented how socialization into certain kinds of problem-solving at home can
adversely affect student achievement in school.

Classroom Interaction

It takes a social-theoretical view of the reality created by a foreign language in the classroom(Swain & Lapkin,
1998). They emphasized that classroom interaction examines the interaction of teacher and learners in their various
activities along a continuum that extends from instructional to natural discourse and is determined by the way
participants present themselves to one another and negotiate turns-at-talk, topics, and repairs.

Pica (1994) supports the importance of interaction in language learning, and she focuses on a specific type of
interaction: negotiation. This is, as she (1994,p.494) defines:“the modification and restructuring of interaction that
occurs when learners and their interlocutors anticipate, perceive, or experience difficulties in message
comprehensibility. As they negotiate, they work linguistically to achieve the needed comprehensibility, whether
repeating a message verbatim, adjusting its syntax, changing its words, or modifying its form and meaning in a host
of other ways.”

Class interaction is about students having an active discussion during class. Interactions occur both between students
with no lecturer present, and with the lecturer who probes student thinking among the whole group( Tusi, 2001). He
said that here are many ways on how to communicate with students, especially in the classroom.

Different types of Classroom Interaction

A. Teacher to Student

How teachers interact with students is crucial to creating a positive atmosphere in the classroom. Greet each student
as they enter the classroom and make eye contact. When presenting information, move about the room or have a
student write the information at the front of the room while you stand at the back, creating the feeling that the entire
room is engaged. Whenever possible, position desks in a circle with you. This encourages discussion and face-to-
face interaction, and also contributes to a feeling of community where you and your students are equally involved in
the discussion (Tusi, 2001).

B. Student to Student

Student interaction can also be very beneficial. Collaborative learning occurs when the teacher presents students
with a task or idea, and together the students come to conclusions about the idea or find possible solutions to the
problem. Put students in groups of no more than five. Give specific written instructions about the task at hand and
the goal of the task. Be clear and concise about your expectations for the assignment. Continually move from group
to group, monitoring progress and answering questions (Tusi,2001)

Teacher's Discourse

The study of discourse, in general, is broad, with wide-ranging contributions from linguists, psychologists, and
educators. Such actions are referred to as the teacher's discourse moves. With the growing number of individuals
learning English, researchers and teachers should take into account significant aspects of classroom discourse.
Kumaravadivelu (2003a) discussed that “our first and foremost duty as teachers is to maximize learning
opportunities for our learners” (p. 44). He noticed that teachers, therefore, should take it into account that they
should be able to direct learners toward using the knowledge in new situations, creating examples, and sharing the
information, to name a few; all these opportunities are largely, but not totally, affected by how the teacher
manipulates his/her discourse.
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Lesh and Lovitts” (2000) view acknowledges that such perceptions do not develop in a vacuum, but are shaped
within the context of the discourse communities that teachers inhabit. Perception, interpretation, and practice can be
understood as having collective aspects rather than being understood as strictly individual processes.

The term teacher may refer to anyone having a recognized role of managing authority in the classroom, including
teaching assistants but generally not students (Douglas, 2000). He mentioned that students may temporarily take on
a "teaching "role, but teachers have a special status with the authority to manage classroom discourse in terms of
content (topic, task) and structure (small group, whole class), as well as to set physical and temporal boundaries
(available tools and time). The teacher’s role refers, broadly speaking, to the educational tools the teacher applies to
stimulate pupils’ performance. Studies by Webb and her colleagues(Webb and Farivar 1994a; Webb et al. 1994b)
have shown that pupils’ performance is boosted when teachers encourage pupils to use high quality helping
behavior—defined as helping behavior that includes asking for, providing, and applying explanations. Additionally,
Chinn et al. (2000) reported that both cooperation and performance are boosted when the teacher promotes high
quality helping behavior. Following these researchers, we define effective teacher behavior during CL as the ability
of teachers to stimulate the high quality verbal helping behavior of both individual team members and teams as a
whole.

Teachers play a key role in promoting interactions among students and engaging them in the learning process, and
cooperative learning is widely recognized as a pedagogical practice that can be employed in classrooms to stimulate
students’ interest in learning through their involvement with their peers (Douglas, 2000). When students work
cooperatively, they learn to give and receive information and develop new ideas and perspectives on how others
think and communicate in socially appropriate ways. It is through interacting with others in reciprocal dialogues that
students learn to use language differently to explain new ideas and realities and, in so doing, to construct new ways
of thinking and feeling (Mercer, 1996). Cooperative learning provides opportunities for students to actively interact
with others, negotiate new understandings , and appropriate new and creative ways of thinking about topics under
discussion (King, 1999). In effect, cooperative learning provides opportunities for students to construct new
knowledge in an environment that encourages them to test out their ideas free from the constraints of a wider class
group.

During the past several decades, researchers have studied dozens of peer-based learning approaches (O’Donnell, in
press) and established that working collaboratively with others can increase achievement (e.g., Slavin, 1990).Most
approaches focus on the structure and operation of groups and define the teacher’s role in terms of organizing,
facilitating, and monitoring group work. For example, in a popular method called Student Teams and Achievement
Divisions (STAD, Slavin, 1986), teachers present material to the class using their usual instructional methods and
assign practice tasks to cooperative groups. Though exceptions do exist (e.g., Hogan, Nastasi, & Pressley, 2000;
Palincsar& Brown, 1984; Yackel, Cobb, &Wood, 1991), which we will discuss later in this article, most peer-based
methods do not address features of the classroom context such as teachers’ preexisting beliefs about teaching and
learning and their well-established instructional practices and norms guiding interpersonal exchanges, nor does
research on peer learning take these into account, thereby limiting on understanding of the functioning and
effectiveness of these methods (Lampert, 2001; Stigler &Hiebert, 1997).

The study of teacher discourse is a thriving field of inquiry. The effect of teacher discourse is not unknown to
researchers and language teachers since it has a significant role on learners’ success or failure. Millrood (2004) has
studied the impact of NLP techniques in teachers’ discourse on directing learners toward better understanding of the
language. He mentioned that it is possible to improve teacher-learner congruence through a decent verbal interaction
with the learners. Creating an optimal condition for a productive classroom interaction was the main purpose of his
study. In another study, Incecay (2010) analyzed the quality of a teacher’s language use in a class of 16 Turkish
young learners of English as a foreign language and found that there are two categories regarding teacher talk;
construction and obstruction. Therefore, teachers can improve or hinder learning process through the language they
use. The studies just described focused explicitly on teacher discourse as a means of influencing student behavior
and learning. In contrast to those studies, most cooperative learning approaches do not make clear the discourse that
teachers should engage in while working with students, but instead focus on teacher activity such as setting up the
group context, providing instruction and training, and, in some cases, observing and monitoring group work (see, for
example, the review by Webb & Palincsar, 1996).

However, even without specific guidance in how they should interact with students and groups, the teacher may still
play a major role in shaping the dialogue among students (Douglas,2000). He noticed that peer-directed learning
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programs do not occur in a vacuum, but are introduced within existing classroom contexts in which teachers (and
students) have pre-existing beliefs about teaching and learning and often have well established instructional
practices and norms guiding interpersonal exchanges. Even in the absence of explicit guidance for how they should
interact with students in their cooperative learning classrooms, teachers model ways of interacting with others and
communicate expectations for behavior, either explicitly or implicitly, through their discourse.
Using increasingly discourse-focused methods, found that these teachers break free of the restrictive communicative
norms of the secondary science classrooms (cf. Lemke, 1990) to communicate positive and empowering messages to
their students about science, about who and what is valued in the science classroom, and about their students’ roles
as learners (Hanrahan 1999, 2002).
Some studies have delved into the relationship between teacher’s supportive instructional discourse and learners’
reports of self-regulation and positive coping (Turner, Meyer, Midgley, & Patrick, 2003). Many studies have
advocated the influence of teacher discourse on learners’ success. Webb, Nemer, and Ing (2006) conducted a
research and concluded that the discourse modeled by the teacher is largely mirrored, to use the aforementioned
researchers’ word, in learners’ behavior.

According to Krashen (1984), comprehensible input is the only pathway through which individuals can build a
cognitive map of a second language and eventually this input leads to acquisition of L2. Krashen stated this notion
as  “i+ 1 hypothesis” in which he came to the realization that the input individuals receive should be tuned with
their existing level of knowledge (Brown, 2007). In every EFL classroom situation, educators should take it into
account that the language learners are exposed to should not be far beyond or much lower than their current
competence otherwise it would have consequences both for the teacher and especially for the learners (Brown,
2007). It is not unlikely to see in a classroom that highly proficient learners become demotivated by the teacher’s
activities and questions and, on the other hand, beginners become frustrated with participating in mind-boggling
classroom activities.

It is of paramount importance for EFL teachers to be aware of the characteristics of their discourse, for it is one of
the most beneficial tools which is at the hand of teachers and has a great effect on reducing learners’ affective filter.
Therefore, teacher talk, defined as “the variety of language used by teachers when they are in the process of
teaching” (Richards & Schmidt, 2002, p. 543), is a significant tool to communicate with learners. Teacher discourse,
therefore, can turn to Achilles’ heel if educators do not match their discourse to learners’ proficiency level. In every-
day language teaching, educators use questions or introduce various activities. They may, for instance, ask learners
to compare, differentiate, define, or paraphrase.

Douglas (2000) said that a teacher's discourse move has an intentional purpose, takes place in a setting, can take on
several forms, and may result in a variety of consequences. Many of the consequences of a teacher's discourse move
maybe unintended-perhaps at direct odds with the teacher's purpose or outside the scope of anticipated
consequences. The aims of the framework are to provide a language for describing and a structure for considering
how the form of a discourse move and the setting in which it is made interplay in determining its consequences.

Douglas (2000) noted that a teacher's discourse move has a purpose (some intended aim or aims), takes place in a
setting (constraints, prior history), has a particular form (verbal: questions, hints, directives, etc., as well as
nonverbal: gestures), and results in consequences(both for individual learners and for the community of learners).

RESEARCH QUESTIONS AND HYPOTHESES
Two major research questions are addressed:

Q1: Does teacher's discourse have a statistically significant impact on the speaking of Iranian intermediate EFL
learners?
Q2: Does teacher's discourse have statistically different impacts on the fluency, pronunciation, vocabulary

knowledge, grammatical accuracy, and interactional strategies of Iranian intermediate EFL learners?

To answer the above questions, the following hypotheses are formulated:
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H1: There is no significant difference between the speaking of Iranian intermediate EFL learners who are exposed to
the teacher's discourse and that of those who are not.

H2: There is no significant difference in the fluency, pronunciation, vocabulary knowledge, grammatical accuracy,
and interactional strategies of the Iranian intermediate EFL learners who are exposed to the teacher's discourse and
those of EFL learners who are not.

METHODOLOGY

Participants

In this research, 32 EFL learners were participated. They were all English learners at intermediate level. After that,
the researcher divided them in two groups of experimental and control. The population of control group was 17 EFL
learners and 15 for experimental group. The gender of both groups were female students. The result included two
classes as the sample of the study.

The age range of the sample was between 16 and 22. Some of these participants were high school students and
college students. The major of college students were not English. However, all of them had at least two years of
English learning background.

Instrument

In this study, some instruments of evaluation of the participants’ speaking were used. The researcher used two
parallel tests, as a pretest and a posttest of PET . PET is the Cambridge Preliminary English Test (PET) is the
second level of the Cambridge exams in English for Speakers of Other Languages (ESOL). Both pretest and posttest
were a PET speaking ( Quintana, 2003,p.74-5) . the part of PET which used in pre test was related to personal
information and each learner must answer the questions in 2-3 minutes. It was included 8 questions. The pretest was
given in the first session in order to find out the starting point of the students’ speaking ability before the treatment
was conducted. Meanwhile, the posttest was conducted at the end of the treatment in order to find out the effect of
the teacher’s discourse on students' speaking skills. In posttest, another part of PET was examined. It was about
general conversation based on the photographs. The researcher showed the photograph to the learners and they
talked about it in 3 minutes. After taking these tests, two raters scored them based on Weir's Analytic Speaking
(1993, p.194-5) .

Procedures and Data Analysis

In experimental group, the teacher used some academic words and structures ( spoken and written discourse) and he
repeated them while teaching the book and in conversation part. Because these words was repeated as much as
possible by the teacher, the learners used them their speaking consciously and subconsciously. In control class, the
teacher just taught the book and he didn't use academic words. So the teacher's discourse didn't measure for this

group.

In the first stage, the pretest (speaking part of PET) was given to both experimental and control groups. The pretest
was conducted to identify the skills of the students in speaking before the treatment. The result of the test were
collected and analyzed as the preliminary data about the students speaking ability and two raters scored them. In the
second step, the experimental group got a treatment within 6 sessions. The experimental group received teacher’s
discourse technique for their conversation. The control group didn’t exposed to the treatment. Third, the posttest was
given to both experimental and control groups to find out whether both groups make different results or not. The
posttest was principally similar as the pretest. It was used to measure the effectiveness of teacher’s discourse on
improving students’ speaking skills in experimental group.

At least, after post test the teachers in both groups checked the speaking of the learners in terms of general speaking
and the aspects of speaking like fluency, pronunciation, vocabulary knowledge, grammatical accuracy, and
interactional strategies. From the beginning, all of the treatment activities were recorded; specifically the words and
structures that used by the teacher within the classroom as discourse.

The scores of the students’ tests were used to show the effectiveness of the teacher’s discourse to improve students

speaking skills. They were collected through the speaking tests, pretest and posttest which were conducted to both
experimental and control groups. Two raters scored the tests. So, the inter-rater reliability happened in this research.
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Scarvia et al (1975) stated that a test is valid if it measures what has to be measured. In the terms of reliability, the
inter-rater reliability was used in which raters are required to make judgments on the language produced by the
students. Inter-rater reliability is essentially a variation of the equivalent type of reliability in that the scores are
usually produced by two raters and a correlation coefficient is calculated between them (Brown J.D., 1988), (see
Appendix D).

This quantitative analysis was used to see whether this technique was effective in improvement of the learner’s
speaking skills. Two tests (pretest and posttest) of PET exam were applied. As it mentioned before, this research was
quasi-experimental. The pretest and posttest scores were analyzed by using t-test . The t-test used to compare the
two means of different groups (Hatch & Farhady, 1982). The inter-rater reliability was used to make sure that the
scoring in the speaking test was objective.

In addition, the MANOVA test was used in this research. Multivariate analysis of variance (MANOVA)is a
statistical test procedure for comparing multivariate (population) means of several groups. Unlike ANOVA, it uses
the variance-covariance between variables in testing the statistical significance of the mean differences). It is used
when there are two or more dependent variables. It helps to answer essentially; MANOVA takes scores from the
multiple dependent variables and creates a single dependent variable giving the ability to test for the effects.
Statistical reports however will provide individual p-values for each dependent variable, indicating whether
differences and interactions are statistically significant.

At least, the effect size was used in this study. Effect size is simply a way of quantifying the size of the difference
between two groups. It is particularly valuable for quantifying the effectiveness of a particular intervention, relative
to some comparison. Moreover, by placing the emphasis on the most important aspect of an intervention - the size of
the effect - rather than its statistical significance (which conflates effect size and sample size), it promotes a more
scientific approach to the accumulation of knowledge (Baugh, 2002).

RESULTS AND DISCUSSION

To answer the first research question of this study which asked does teacher's discourse have a statistically
significant impact on the speaking of Iranian intermediate EFL learners, was analyzed. In this section, the
descriptive statistics of speaking scores of both groups, i.e. the participants who were received teacher's discourse
and those who didn't receive it, are shown.

The review of tables 1 and 2 reveal that the scores of learners in both groups at pretest are equal. So, all the learners
are in the same level of proficiency.

The tables 3 and 4 show the descriptive statistics of the scores of two raters in two groups in posttest.

Table 1:Descriptive Statistics of Scores of Two Raters for Control and Experimental Groups in

Pretest
Pretest N Range Min Max Mean Median Mode SD Variance
Cof,lrt:t’els%o{‘f)’ S T 5 10 15 | 1288 | 13.00 13 1616 |2.610
Cof,lrt:t’els%o{‘;‘)’ S T 5 10 15 | 1259 | 13.00 13 1583 [2.507
Exzfrfi,?::stflaflr;’“p 15 5 10 15 | 1293 | 13.00 120 1486 |2.210
Exzfrfi,ﬁf:stfl(g;’“p 15 5 10 15 | 1273 | 13.00 12 1486 [2.210
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Table 1:Descriptive Statistics of Scores of Two Raters for Control and Experimental Groups in

Pretest
Pretest N Range | Min Max Mean Median Mode SD Variance
Control Group at a
Pretest (R1) 17 5 10 15 12.88 13.00 13 1.616 |2.610
Control Group at
Pretest (R2) 17 5 10 15 12.59 13.00 13 1.583 |2.507
Experimental Group \
at Pretest (R1) 15 5 10 15 12.93 13.00 12 1486 [2.210
Experimental Group
at Pretest (R2) 15 5 10 15 12.73 13.00 12 1486 [2.210
Table 2: Descriptive Statistics of Scores Between Control and Experimental Groups in Pretest
Pretest N Range |Min. Max. Mean [Median Mode SD Variance
Control  Group at]17 4.50 10.50 15.00 1273 |13.00 13.00° 1.521 ]2.31
Pretest
Experimental Group|l5 5.00 10.00 15.00 12.83  [13.00 13.50 1.422 ]2.02
at Pretest
Table 3: Descriptive statistics of scores of two raters for control and experimental groups in posttest
Posttest N Range [Min. Max. Mean [Median Mode SD Variance
Control  Group  at]
Posttest (R1) 17 6 11 17 13.59 |14.00 14 1.460 2.132
Control  Group  at]
Posttest (R2) 17 5 11 16 13.35 [13.00 14 1.455 2.118
Experimental Group .
at Posttest (R1) 15 4 13 17 1493  |15.00 13 1.223 1.495
Experimental Group
at Posttest (R2) 15 4 13 17 1473 |15.00 14 1.163 1.352
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Table 4: Descriptive statistics of Scores Between control and Experimental Groups in Posttest

Posttest N Range Min. Max. Mean |Median Mode SD Variance
Control Group 17 15.00 11.00 16.00 13.47 ]13.50 12.00° 1.385 1.92
Experimental Group |15 |[4.00 13.00 17.00 14.83 |14.50 14.50 1.128 1.27

Test of Normality Analyses of Pretest
Shapiro-Wilk Test of Normality was utilized to the normality of participants’ speaking at pretest. The result of this
analysis is set forth in Table 5.

Based on the result of this table, we can state that two groups of scores are normally distributed. Accordingly, the
parametric independent-sample #-tests was run to compare the speaking mean score of control and experimental
group before the treatment.

Table 5: Shapiro-Wilk Test of Normality of Participants’ Speaking Scores at Pretest

Shapiro-Wilk

PRETEST Statistic Df Sig.
Control Group 942 15 413
Experimental Group 969 15 .846

Test of Normality Analyses of Posttest

The results of this analysis in Table 7 express that Sig. of participants’ speaking scores for control and experimental
groups at posttest are .29 and .57 respectively, that are both larger than that of the selected significance i.e. 05..
Therefore, it can be claimed that two groups of scores are normally distributed and parametric one-sample #-test was
run to compare the writing and mean score of control and experimental groups after the treatment to test the
hypotheses of this study.

Table 6: Shapiro-Wilk Test of Normality of Participants’ Speaking Scores at Posttest

Shapiro-Wilk

POSTTEST Statistic Df Sig.
Control Group 974 15 913
Experimental Group 925 15 231

Table 8 demonstrates that Sig. (p value) which is .005 is less than .05 (P<a). Furthermore, the -observed which is -
3.02 is greater than the #-critical at the 0.05 level of significance, 2.00. So these reveal significant difference between
the mean speaking score of control and experimental after treatment. Therefore, the null hypothesis of this study
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which states that “Teacher's discourse quality doesn't have an impact on Iranian intermediate EFL learners' skill in
maintaining conversation” is rejected. So we can claim that teachers’ Teacher's discourse quality influence Iranian
intermediate EFL learners' skill in maintaining conversation.

Table 7: Independent Samples Test to Compare the Speaking
Score of Control and Experimental Groups at Posttest

Levene's Test for Equality
of Variances t-test for Equality of Means
95% Confidence Interval
Sig. (2- Std. Error
F Sig. T Df tailed) Mean Diff. |Diff. Lower Upper
.503 484 -3.02 30 .005 -1.36 450 -2.283 -.442

Investigation of Research Question Two

To answer the second research question of this study which asked does teacher's discourse have statistically
different impacts on the fluency, pronunciation, vocabulary knowledge, grammatical accuracy, and interactional
strategies of Iranian intermediate EFL learners, was analyzed. After computing the #-test, we need to compute the
effect size based on Glass’s test. Otherwise the researcher do not know how much the treatment was effective.
Glass’s A effect size is known as the difference of two population means and it is divided by the standard deviation
of the second group. Mathematically Glass’s A effect size is denoted by:

: Ir1 — T
Aot 22
S9

=14.83 - 13.47/1.38

=9

One feature of an effect size is that it can be directly converted into statements about the overlap between the two
samples in terms of a comparison of percentiles. The result of effect size is shown in table 9.

Table 8: Independent Samples Test to Compare the Speaking Score of Control and Experimental Groups at Posttest

Levene's Test for Equality
of Variances t-test for Equality of Means
95% Confidence Interval
Sig. (2- Std. Error
F Sig. T Df tailed) Mean Diff. |Diff. Lower Upper
.503 484 -3.02 30 .005 -1.36 450 -2.283 -.442

Investigation of Five Factors (Dependent variables)
To analyze the five factors of marking speaking test, MANOVA was applied. It is applied in table 10.
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PRETEST
Group Mean Std. Deviation N
Fluency Control 2.559 .3906 17
Experimental 2.733 3716 15
Total 2.641 3859 32
Pronunciation Control 2.618 4517 17
Experimental 2.533 .3994 15
Total 2.578 4233 32
Vocabulary Control 2.353 .3859 17
Experimental 2.600 3873 15
Total 2.469 4004 32
Grammatical Accuracy Control 2.500 4330 17
Experimental 2.633 .3994 15
Total 2.563 4164 32
Interactional Strategies Control 2.441 .3906 17
Experimental 2.367 .3994 15
Total 2.406 3902 32

Levene's test was run to investigate the equality of variances among the dependent variables at pretest. The Sig. for
all five factors is more than .05 reflecting that these five factors have equal variances in control and experimental
groups and therefore are homogeneous. MANOVA in Table 11 was performed to investigate five different factors in
speaking pretest. The dependent variables which were used are Fluency, Pronunciation, Vocabulary, Grammatical
Accuracy, and Interactional Strategies. The independent variable was discourse quality. There was not a statistically
significant difference between mean score of control and experimental groups on the dependent variables, since F
(5,26)=1.48, p =.22; Wllks’ Lambda = .77; partial eta squared (effect size) = .22 that is much low.

Table 10: One-way MANOVA (Tests of Between-Subjects Effects) at Pretest

Partial Eta

Effect Value F Hypothesis df  [Error df  [Sig. Squared
Intercept  Pillai's Trace 988 439.283 5.000 26.000 .000 988

Wilks' Lambda 012 439.283 5.000 26.000 .000 .988

Hotelling's Trace 84.477 439.283 5.000 26.000 .000 988

Roy's Largest Root  |84.477 439.283 5.000 26.000 .000 .988
Group Pillai's Trace 222 1.488 5.000 26.000 228 222

Wilks' Lambda 778 1.488 5.000 26.000 228 222

Hotelling's Trace .286 1.488 5.000 26.000 228 222

Roy's Largest Root  ]|.286 1.488 5.000 26.000 228 222
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Table 11 explains that when the results for the dependent variables were considered separately via Tests of Between-
Subjects Effects, the difference between the mean of control and experimental groups on all five dependent variables
was not statistically significant, since the Sig. for all of them is more than .05 (P>a)

Descriptive Statistics

Table 11: One-way MANOVA (Posttest)

Posttest
Group Mean Std. Deviation N
Fluency Control 2.676 4309 17
Experimental 3.067 .3200 15
Total 2.859 4257 32
Pronunciation Control 2.588 4045 17
Experimental 2.767 3716 15
Total 2.672 3937 32
Vocabulary Control 2.941 .3483 17
Experimental 3.100 3381 15
Total 3.016 3474 32
Grammatical Accuracy Control 2.441 4638 17
Experimental 2.733 3716 15
Total 2.578 4419 32
Interactional Strategies Control 3.029 3293 17
Experimental 3.167 4082 15
Total 3.094 .3689 32

MANOVA in Table 12 was performed to investigate five dependent variables in speaking posttest. The dependent
variables are Fluency, Pronunciation, Vocabulary, Grammatical Accuracy, and Interactional Strategies. The
independent variable was discourse quality. There was not a statistically significant difference between mean score
of control and experimental groups on all five dependent variables, since F (5, 26) = 1.72, p = .14, Wllks’ Lambda =
.75; partial eta squared= .24 (p>.05). Wilks' Lambda does not tell us which variables were different between the two

s Table 12: One-way MANOVA (Tests of Whithin-Subjects Effects) at Posttest
Partial Eta

Effect Value F Hypothesis df  |Error df Sig. Squared

Intercept  Pillai's Trace .993 718.584 5.000 26.000 .000 993
Wilks' Lambda .007 718.584 5.000 26.000 .000 993
Hotelling's Trace 138.189 718.584 5.000 26.000 .000 993
Roy's Largest Root  |138.189 718.584 5.000 26.000 .000 993

Group Pillai's Trace .249 1.727 5.000 26.000 .164 .249
Wilks' Lambda 51 1.727 5.000 26.000 .144 .249
Hotelling's Trace 332 1.727 5.000 26.000 .164 .249
Roy's Largest Root  ].332 1.727 5.000 26.000 .164 .249
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Thus, Tests of Between-Subjects Effects was applied to investigate the change of mean score of the dependent
variables between the two groups. The results are manifested in Table 13.

Table 13: Tests of Between-Subjects Effects (Posttest)

Type III Sum of] Partial Eta

Source  Dependent Variable Squares Df Mean Square |F Sig. Squared
Group  Fluency 1.213 1 1.213 8.265 .007 216

Pronunciation 254 1 254 1.672 206 .053

Vocabulary 201 1 201 1.703 202 .054

Grammatical Accuracy .680 1 .680 1.987 .048 .142

Interactional Strategies 150 1 150 1.107 301 .036
Error Fluency 4.404 30 147

Pronunciation 4.551 30 152

Vocabulary 3.541 30 118

Grammatical Accuracy 5.375 30 179

Interactional Strategies 4.069 30 136

When the results for the dependent variables were considered separately via Tests of Between-Subjects Effects, the
all five dependent variables were not statistically significant between two groups at posttest. The Pronunciation,
Vocabulary, Interactional Strategies were not significantly different between control and experimental groups,
because the Sig. for them were .20, .20, and .30 respectively that are more than .05 (P > o). However, the two other
factors i.e. Fluency, and Grammatical Accuracy were significantly different between the two groups since the Sig.
for Fluency factor was .007 with the effect size (partial eta squared) of .21, and the Sig. for Grammatical Accuracy
was .04 with the effect size of .14, and .24 respectively that are less than .05 (P < ).

Figure 1 and 2 reveal the difference between the mean of control and experimental groups on all five dependent

variables at pretest and posttest.

3.0

2.0

Speaking at Pretest

0.0

Control Experimental

Vocabulary

Fluency
Pronunciation
Grammatical

Figure 1: The Difference Between the Mean of Control and Experimental Groups on all Five Dependent Variables
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Fluency
Pronunciation
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Grammatical
Accuracy
Interactional
Strategies

Speaking at Posttest

Control Experimental

Figure 2: The Difference Between the Mean of Control and Experimental Groups on all Five Dependent Variables
at Posttest

CONCLUSION

In this research the independent variable in first question hypothesis (teacher's discourse quality) which may
influence speaking skill on Iranian intermediate EFL learners was examined. Based on Ghabanchi, , Morady, &
Malekzadeh, (2011) The effect of teacher discourse is not unknown to researchers and language teachers since it
has a significant role on learners’ success or failure.

In order to determine whether there was any significant difference between teachers discourse quality on learners'
speaking skills, the participants divided in two groups; control and experimental . Furthermore, the two groups of
learners were compared in terms of speaking skills before and after receiving treatment.

As it has been argued in the previous parts of this chapter, the EFL learners' speaking skills were significantly
different between control and experimental groups. according to t-test and MANOVA, the speaking skills among
learners in experimental group were more improved rather than control group. So, this result shows the theoretical
and statistical significant on the data. In addition, the effect size based on Glass's test showed the practical
significant of the data in this research. Many studies have advocated the influence of teacher discourse on learners’
success. Webb, Nemer, and Ing (2006) conducted a research and concluded that the discourse modeled by the
teacher is largely mirrored, to use the aforementioned researchers’ word, in learners’ behavior.

In the case of testing fluency, pronunciation, knowledge of vocabulary, grammatical accuracy, and interactional
strategies in second question hypothesis, there was observed that all of these variables have significant impact on
speaking skills of learners in experimental group. Researchers such as Cazden (1986) and Rymes (2008)have long
recognized the potential of teacher discourse to foster meaningful conversation and student learning in classrooms.

In this study, the interaction between students with each other, teacher with learners, and learners with the teacher
were increased, too. This indicates that when learners are talking with a classmate, they tend to produce a discourse
closer to that of spontaneous conversation rather than generating elaborate discourse. Thus, it is assumed that
interaction between learners are adequate for improving “interactive competence” ( He & Young 1998), interactions
with a teacher enhance learners’ experience of more complex discourse.

Therefore, classroom interaction probably provides a productive basis for enhancing. It was also shown here that the
effectiveness of teacher discourse improving learners' speaking skills might have its own limits for some learners.
When discussing the EFL learners, it was suggested that their multi-utterance behavior might depend either on their
proficiency or on their culture specific

communicative behavior. Probably, the self-confidence learners have of their communicative proficiency also plays
a role in their performance. In any case, this kind of learner continues to produce short discourse so their discourse
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acquisition remains at risk. To find out whether explicit discourse learning would improve their performance and to
understand the real cause of their reluctant performance, further investigation of the second language classroom is
needed.

These finding are in line with Douglas (2000), Incecay (2010), and Palicsar and Brown (1984) perspective. Douglas
(2000) argues that students may temporarily take on a teaching role, but teachers have a special status with the
authority to manage classroom discourse in terms of content (topic, task) and structure (small group, whole class), as
well as to set physical and temporal boundaries (available tools and time). In another study, Incecay (2010) analyzed
the quality of a teacher’s language use in a class of 16 Turkish young learners of English as a foreign language and
found that there are two categories regarding teacher talk; construction and obstruction. Therefore, teachers can
improve or hinder learning process through the language they use. Palincsar and Brown (1984) developed an
approach called reciprocal teaching in which teachers help students carry out certain strategies designed to improve
text comprehension, including generating summaries, questions and predictions about the text they have read, and
clarifying what they don’t understand. During dialogues with students, teachers model the strategies, prompt
students to use them and provide instruction on how to use them, and provide feedback.

Limitation/ Delimitation of the Study

The present study was delimitated and imitated in certain ways. It was really impossible to have EFL learners
almost all to be in the same age. Also, the officials of the institute where the study took place, would not let the class
activities to be videotaped.

In order to handle the project easily and to clear up the sex factor, just female participants were selected. The study
was worked in intermediate level. The age of learners were between 16 to 22, and the researcher couldn't did this
study in other ages. This study was conducted in a local setting with Iranian EFL learner, so it cannot be claimed
that all EFL learners benefit from teacher's discourse. Last but not least, this study was conducted in a rather short
period of time. If there was more time, different techniques such as lecture, storytelling, communication games, and
role play could be used for assessing the role of teacher's discourse in speaking skill.
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ABSTRACT

Language assessment, in line with theoretical changes in language and psychology, has undergone major shifts both
in theory and practice. Unlike traditional discrete point testing that strived for maximally objective measurement
procedures without reference to particular teaching and learning situations, recent approaches to language
assessment have viewed assessment as an integral part of the teaching and learning processes. Emergence of
formative assessment, dynamic assessment, and E-assessment could be attributed to such recent developments.
Given the fact that E-assessment is the least understood and researched especially in EFL, English as a Foreign
Language, contexts, the present article tries to review the underlying motives for the emergence and application of
E-assessment to come up with context specific decisions over the applicability such an assessment procedure in Iran
as an EFL context. The usefulness of E-assessment needs to be determined through weighting the advantages and
disadvantages with reference to particular testing situations.

KEYWORDS: E-assessment; EFL assessment

PRELIMINARIES

Haken, (2006) explains that assessment is an integral piece to assuring that an educational institution achieves its
learning goals, as well as a crucial means of providing the essential evidence necessary for seeking and maintaining
accreditation. Hersh, (2004) advocates the position that assessment of student learning should be considered an
integral part of the teaching and learning processes as well as part of the feedback loops that serves to enhance
institutional effectiveness. Good assessment serves multiple objectives (Swearington, n.d.) and benefits a number of
stake-holders (Love & Cooper, 2004). According to Dietal, Herman, and Knuth (1991) assessment provides an
accurate measure of student performance to enable teachers, administrators, and other key decision makers to make
effective decisions. Kellough and Kellough (1999) identified seven purposes of assessment:

1-Improving student's learning;

2-Identifying students’ strengths and weaknesses;

3-Reviewing, assessing, and improving the effectiveness of different teaching strategies;
4-Reviewing, assessing, and improving the effectiveness of curricular programs;
5-Improving teaching effectiveness;

6-Providing useful administrative data that will expedite decision making; and
7-Communicating with stakeholders (p.56).

Most individuals in the assessment community believe that the assessment process begins with the identification of
learning goals and measurable objectives (Martell & Calderon, 2005) as well as the use of specific traits that help
define the objectives being measured (Walvoord & Ander-son, 1998). These traits are frequently correlated with the
developmental concepts articulated in Bloom’s Taxonomy of Educational Objectives which provides a recognized
set of hierarchical behaviors that can be measured as part of an assessment plan (Harich, Fraser, & Norby, 2005).

Assessment is not new to academia, with the roots of the current movement dating back over two decades (Martell
& Calderon, 2005). But two decades hardly take us back to the origins of educational assessment. According to
Pearson, Vyas, Sensale, and Kim (2001), assessment of student learning has been gaining and losing popularity for
well over 150 years. In K-12 education, assessment first emerged in America in the 1840’s, when an early pioneer of
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assessment, Horace Mann, used standardized written examinations to measure learning in Massachusetts (Pearson et
al., 2001). After losing momentum, the scientific movement of the 1920’s propelled the use of large-scale testing as
a means of assessing learning (Audette, 2005). The 1960’s saw further support of standardized testing when the
National Assessment of Educational Progress was formed, which produced the Nation’s Report Card (Linn, 2002).
But perhaps no initiative has had as broad and pervasive an impact as the No Child Left Behind Act of 2001
(NCLB), which formally ushered us into an age of accountability. The NCLB act is a sweeping piece of legislation
that requires regularly administered standardized testing to document student performance. The NCLB act is based
on standards and outcomes, measuring results, and holding schools accountable for student learning (Audette, 2005).
In 2006, Congress is required to reauthorize the Higher Education Act and it is predicted that NCLB will lead to
changes in Higher Education Assessment requirements (Ewell & Steen, 2006). In higher education, the first attempts
to measure educational outcomes emerged around 1900 with the movement to develop a mechanism for accrediting
institutions of higher education (Urciuoli, 2005). In 1910, Morris Cooke published a comparative analysis of seven
higher education institutions including Columbia, Harvard, Princeton, MIT, Toronto, Haverford, and Wisconsin.
The result of the report was the establishment of the student credit hour as the unit by which to calculate cost and
efficiency (Urciuoli, 2005). By 1913, accreditation in higher education had spread nationwide with the formation of
a number of accrediting bodies (Urciuoli, 2005). The United States is unusual in that it relies on private associations
rather than government agencies to provide accreditation of academic institutions and programs. A number of
reports released in the mid 1980’s charged higher education to focus on student learning (Old Dominion University,
2006). During that time, the first formal assessment group was established, the American Association for Higher
Education (AAHE) Assessment Forum, formed in 1987. In 1992, accrediting agencies were required to consider
learning outcomes as a condition for accreditation following a 1992 Department of Education mandate (Ewell &
Steen, 20006).

Assessment experts point to pioneers of the assessment movement, Alverno College and North-east Missouri State
University, which have both been committed for over three decades to out-comes-based instruction. Kruger and
Heisser (1987) who evaluated the Northeast Missouri State University assessment program found that the variety of
assessments and questionnaires employed as well as the use of a longitudinal database that provides multivariate
analysis makes this institution an exemplar in the effective us of quality assessment to support sound decision
making. The oldest recognized undergraduate assessment program in the United States can be found at the
University of Wisconsin, which has reported on some form of student outcomes assessment continuously since 1900
(Urciuoli, 2005).

The assessment movement is not limited to the United States. In the United Kingdom, the Higher Education Funding
Council was established following the Further and Higher Education Act of 1992, requiring the assessment of
quality of education in funded institutions. In 2004, the Higher Education Act was passed with the goal of widening
access to higher education as well as keeping UK institutions competitive in the global economy (Higher Education
Funding Council for England, 2005). The formation of the Europe Union has created a need for the communication
of educational quality. According to Urciuolo (2005) educational discourse in Europe and the UK are becoming
dominated with the terms standards and accountability, which were born and have been growing within the United
States for many years.

APPROACHES TO ASSESSMENT

Petkov and Petkova (2006) recommend course-embedded assessment as having the advantage of ease of
implementation, low cost, timeliness, and student acceptance and note that the type of performance appraisal
supported by rubrics is particularly effective when assessing problem solving, communication and team working
skills. They explain that rubrics should not be considered checklists but rather criteria and rating scales for
evaluation of a product or performance. According to Aurbach (n.d.), rubrics articulate the standards by which a
product, performance, or outcome demonstration will be evaluated. They help to standardize assessment, provide
useful data, and articulate goals and objectives to learners. Rubrics are also particularly useful in assessing complex
and subjective skills (Dodge & Pickette, 2001).

Petkov and Petkova (2006) who implemented rubrics in introductory IS courses found that the use of rubrics helped
to make assessment more uniform, better communicate expectations and performance to students, measure student
progress over time, and help to lay the foundation for a long-terms assessment program that combines projects and
portfolios. They argued that measuring students’ knowledge, strengths, and weaknesses prior to instruction is done
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through diagnostic testing. Diagnostic assessment allows educators to remedy deficiencies as well as make
curricular adjustments.

Haken (2006) similarly explained that it is important to measure knowledge; however, measuring knowledge is not
enough. Hence, the current charge in education is to transform learning and assessment from the world of
memorized facts to a broad, well-rounded model that reflects the learner-centered outcomes of an academic program
(Wright, 2004). As a result, an academic program should work on building as well as assessing students’ critical-
thinking skills (Haken, 2006). According to Walcott (2005), who examined business education, examples of critical
thinking can be found in the creation of marketing plans, the interpretation of financial statement ratios, the
recommending of organizational restructuring, identifying and analyzing ethical issues, case studies, evaluating a
company’s strengths and weaknesses, and portfolio creation. Portfolios can be used to assess learning-outcome
achievement as well as to diagnose curriculum deficiencies that require improvement (Popper, 2005). Popper
explained that portfolios should include a variety of samples of student work. According to the American
Association of Higher Education (2001), portfolios have a broad application in a variety of contexts for the
collection of meaningful evidence about learning outcomes. According to Chun (2002), a portfolio should require
students to collect, assemble, and reflect on samples that represent the culmination of their learning. Cooper (1999)
identified six considerations of the portfolio building process: identification of skill areas, design of measurable
outcomes, identification of learning strategies, identification of performance indicators, collection of evidence, and
assessment. Wiggins (1990) suggests that work being assessed should be authentic or based on the real world.
Pellegrino, Chudonsky, and Glaser (2001) suggest that formative assessments focus less on student responses and
more on performance. As a result, many institutions are anchoring their assessment activities into meaningful
scenarios so that students are being assessed on their abilities to apply learning into realistic situations.

E-ASSESSMENT USE

E—Assessment is often seen as providing a partial solution to providing assessment for increasing numbers of
students and declining staff to student ratios (Sim et al., 2004). In addition, students may experience cognitive
conflict because they are generally expected to word process essays and engage in online tasks but use pens in
examination halls (Brown et al, 1997) such that we are training them in one system and testing them in another.
Gipps (2003) reasons that if teaching and its associated resources become electronic, then assessment too will need
to take that route, to ensure alignment between the modes of teaching and assessment.

Subjective judgment is always involved — when an educator creates a test they do so with their internal biases on the
type and nature of material. When the limit of the assessment and the type and nature of the 'correct' answers are
preset, the educator introduces their own judgment and bias into the system from the start. However the extent of
bias can be reduced because in e-assessment, the judgments made are only made based upon the original criteria and
not on 'human introduced error' (e.g. marking at 2 a.m.) so that a second level of error is not introduced. In addition,
levels of correctness can be programmed into the system that can score partially correct marks in a more consistent
manner.

Advantages of E—Assessment

These are characteristics of good assessment skill and have links to a strong well evaluated pedagogy, as well as
providing maintain for both employees and students— and of course, online assessment has all the other advantages
of distant access and selection of time and place of assessment (while the latter may be limited for summative
assessments that require security). When looking to use e-assessment, one can find that grading quickly is one of its
strongest points. Test feedback can be on a question by question basis and with the use of a 'knowledge tracking
system' and students can follow their evolution and self-determine their weaknesses and strengths as well. Some of
the advantages of e—assessment that one might want to consider are:

e direct feedback to students,

e allows rehearsal and revision,

* immediate feedback to employees,

* allows evaluation of a course's strengths and weaknesses,

*  Can be connected to other computer—based or online materials.
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CONCERNS AND ISSUES ASSOCIATED WITH E-ASSESSMENT

Implementation of E-assessment does not seem that realizable without a true and comprehensive understanding of
the issues associated with it. In fact E-assessment may not always be the first priority in particular educational
contexts. It usefulness should be determined with reference to particular situations so this section is allocated to the
issues relevant to electronic assessment.

Time Required

One of the claims most often made for e-assessment is that it saves time. This is perfectly true at the point of
delivery— it is possible to process the results for a summative assessment for a class of, for example around 700
students within a couple of hours of the last one logging off, including error checking and results analysis. This has
to be balanced against the time, and skill, needed to create the assessment in the first place. This may not be so
important for formative assessments, which can be discussed with students later (and where failings may actually be
of educational interest) but it is obviously vital that an end—of—course assessment should be reliable. The time and
expertise for this cannot be underestimated, nor the need for 'shredding and vetting' by colleagues. There are times
when an open—ended exercise (whether we call it an essay, project or report) may be more suitable for your
purposes. There is of course no reason why this cannot be delivered online, with students uploading written
materials into virtual learning environments to be assessed off—line.

Misleading Clues

There is a danger that by picking out particular areas (either deliberately or inadvertently), the quizzes could send
misleading clues to students about what is and isn't important. This is exacerbated by the students' tendency to be
very strategic and exam—focused when considering how best to spend their study time.' (Clarke, et al, 2004: 253)

Equity and Diversity

Equity and diversity— when computers are involved in the assessment process, there are equity issues for different
student groups relating to language status and gender and issues around computer anxiety and exam equivalence.
Brosnan (1999, p. 48—49) suggests that: 'computer anxiety can lead to simplification of conceptual reasoning,
heightened polarization and extremity of judgment and pre-emption of attention, working memory and processing
resources. Individuals high in computer anxiety will therefore underperform in computer-based versions of
assessment'. Brosnan (1999) asserts that even those who are using computers effectively will still exhibit computer
anxiety and he contends that female students exhibit higher levels of anxiety, and so poorer levels of performance.
Ricketts and Wilks (2002) suggest that student performance in tests should be monitored to ensure fairness and
consistency when there are any changes in delivery, whether this is a change to CAA or changes in the way that the
CAA is presented.

Issues of Equivalence

The issues of equivalence between different forms of assessment are highlighted by Clariana and Wallace (2002),
who assert that you cannot necessarily expect that equivalent measures of student learning will be produced from
computer-based and paper-based tests, even if you use the same questions. They assume that the 'test mode effect'
will diminish when students become as familiar with the medium of the computer as they are with paper, for
assessment, and that computer familiarity might be an issue for some groups of students. McDonald and Twining
(2002) concurs, expressing the belief that inconsistent findings relating to student scores in computer-based and
paper-based tests often result from different levels of exposure to changing technologies. It is probably fair to
observe generally that students perform differently under different conditions of assessment, and that innovations in
CAA simply introduce a new range of variants on this construct theme.

It Attracts Greater Scrutiny

While problems with objective testing can occur whether the tests are offered on paper or online, it is the online
testing that tends to attract greater scrutiny. Don Mackenzie in Brown et al. (1997, p.217) contends that CAA has
produced quality and efficiency gains in assessment, but for many there have been marginally lower pass rates than
for essay—type assessments. He suggests that the reason is that there is a larger spread of marks (typically a standard
deviation of 15 per cent with a mean of 50 per cent).

96



International Journal of Language Learning and Applied Linguistics World
(IJLLALW)

Volume 5 (1), January 2014
ISSN (online): 2289-2737 & ISSN (print): 2289-3245 www.ijllalw.org
Design of Questions
Problems in the use of computers for multiple choice questions could derive from the design of the questions and the
skills of the designer (Mackenzie, 2003), rather than from the software or the use of the computer per se, or it could
be that some tutors may be reluctant to relinquish traditional modes of assessment (Mackenzie, 2003).

Disparity

Research by Clariana and Wallace (2002) has shown that the use of CAA has a positive impact on the test scores of
high attaining pupils, when compared to those from paper-based tests, because they assert that higher-attaining
students more quickly adapt to new assessment approaches.

Noyes, et al. (2004) suggests that lower-performing individuals will be disadvantaged when CAA is used because
they assert that a greater work load and additional effort is required to complete a computer—based test.

Change in Working Practices

The savings in time that might be produced by the automated marking in CAA are instead shifted to the design and
construction of the assessment activity, (including the level and amount of feedback to be given). Brown, et al.
(1997) sees this as a profound change in working practices for academics. There is also the issue of defining
requisite technical skills for students undertaking CAA such as, who should be involved in that training, and when
should it take place, especially in the context of overloaded curricula, (Weller, 2002). Macdonald and Twining,
(2002) found that their students only became competent in the use of a particular piece of software while they were
completing an assignment that required its use.

Plagiarism

Plagiarism is a concern for many thinking of using CAA, (Weller, 2002); but Rovai, (2000) and Carroll, (2002)
suggest that assessment design is the key to deterring plagiarism. O'Hare and Mackenzie, (2004) assert that there is a
level of imagination and rigor required for the design of assessment online compared to that for more traditional
forms of assessment. Weller et al, (2002) suggests that the use of portfolios can help to counter plagiarism, as these
places less reliance on single assessment items. The JISC funded Plagiarism Advisory Service gives advice and
guidance on plagiarism prevention.

Off—Campus Assessment

Computer software for CAA allows for questions to be presented to students in different orders, with distracters in
different orders, and if sufficient questions have been compiled of sufficient integrity then they can sit different tests.
All of this allows for students to sit in adjoining desks in computer laboratories that will at other times be used for
learning activities. This is fairly straightforward for on-campus students, but could be more problematic for students
taking courses at a distance. However, Rovai (2000) suggests that this difficulty can be overcome by using
'proctored testing' where academics arrange for students to sit online assessments under test conditions in alternative
venues.

Reasons for using E—Assessment

Bull and McKenna, (2004: page 3) suggest a number of reasons that academics may wish to use CAA:

1. To increase the frequency of assessment, thereby, motivating students to learn, encouraging students to practice
skills.

2. To broaden the range of knowledge assessed.

3. To increase feedback to students and lecturers.

4. To extend the range of assessment methods.

5. To increase objectivity and consistency.

6. To decrease marking loads.

7. To aid administrative efficiency.

Nichol and Macfarlane, Dick (2005; 2004) identified from the research literature seven principles of good feedback
practice that could support learner self-regulation — active control by students of some aspects of their own learning.
Nichol and Milligan (2006) have taken this further to show how e-assessment can support these seven principles by
providing: Timely feedback, opportunities for re-assessment and continuous formative assessment to encourage
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students' self—esteem, statistics to help tutors evaluate the effectiveness of the assessment— questions answered very
poorly can be re-examined in case poorly specified, timely information for tutors to be able to help shape teaching.

Peer assessment is attractive for an umber of reasons. (Topping’s 1998 reviewing demonstrated that it is associated
with gains on conventional performance measures, in higher education.) Students can be asked to create far more
pieces of work than could be marked by a single tutor. It can avoid the problem that as a class size gets bigger, the
load on the tutor increases directly, along with the time taken to provide feedback to students. Students must
understand criteria for assessment, and must acquire a range of higher-order skills, such as abstracting ideas,
detecting errors and misconceptions, critiquing and suggesting improvements.

Assessment and Education

Assessment is central to the practice of education. For students, good performance on ‘high-stakes’ assessment gives
access to further educational opportunities and employment. For teachers and schools, it provides evidence of
success as individuals and organizations. Assessment systems are used to measure individual and organizational
success, and so can have a profound driving influence on systems they were designed to serve.

There is an intimate association between teaching, learning and assessment, illustrated in below figure. Robitaille, et
al, (1993) distinguish three components of the curriculum: the intended curriculum (setout in policy statements), the
implemented curriculum (which can only be known by studying classroom practices) and the attained curriculum
(which is what students can do at the end of a course of study). The links between these three aspects of the
curriculum are not straightforward. The ‘top-down’ ambitions of some policy makers are hostages to a number of
other factors. The assessment system tests and scoring guides- provides a far clearer definition of what is to be
learned than does any verbal description (and perhaps provides the only clear definition), and so is a far better basis
for curriculum planning at classroom level than are grand statements of educational ambitions. Teachers’ values and
competences also mediate policy and attainment; however, the assessment system is the most potent driver of
classroom practice.

This is a well-established technology, particularly well- suited to assessing declarative knowledge ("knowing that")
in well-defined domains. Developing tasks to identify student misconceptions is also possible. It is harder to assess
procedural knowledge ("knowing how"). MCT is unsuited to eliciting student explanations, or other open responses.
MCT have the great advantage that they can be very cheap to create and use. Some of this cheapness is illusory,
because the costs of designing good items can be high. Over-use of MCT can be very expensive, if it leads to a
distortion of the curriculum in favor of atomized declarative knowledge, divorced from conceptual structures that
students can use to work on the world, effectively. MCT are used extensively for high-stakes assessment, and are
presented increasingly via the web. For example, web-based high-stakes tests are now available; the Graduate
Record Examination (GRE), used by many colleges to determine access to Graduate School in many colleges, is
available online.

Creating more authentic paper and pencil tests

It makes sense to allow students access to the tools they use in class, such as word processors, and that professionals
use at work, such as graphing tools and modeling packages during testing. It makes no sense at all to always forbid
students to use ‘tools of the trade’ when being assessed. E-learning changes the nature of the skills required. E-
assessment allows examiners to focus more on conceptual understanding of what needs to be done to solve
problems, and less on telling students what to do, then assessing them on their competence in using the manual
techniques required to get the answer.

A complete reliance on paper-based assessment has a number of drawbacks; first is that such assessments are
increasingly ‘inauthentic’ as classroom and professional practices embrace ICT. Second is that such assessments
constrain progress, and have a negative effect on students who have to learn (just for the exam) how to do things on
paper that are done far more effectively with ICT. A third major constraint is that current innovative suggestions for
curriculum reform, which rely on student portfolios for their implementation, will be impossible to manage on a
large scale without extensive use of ICT.

E-assessment is a stimulus for rethinking the whole curriculum, as well as all current assessment systems. E-

assessment provides a cost-effective way to integrate high quality portfolio assessment with externally set and
marked tests, in any combination. This makes it likely that there will be significant changes in the structure of
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summative assessments, because of the range of student attainments that can now be assessed reliably. There is
likely to be extensive use of teacher assessment of those aspects of performance best judged by humans (including
extended pieces of work assembled into portfolios), and more extensive use made of on-demand tests of those
aspects of performance, which can be done easily by computer, or which are done best by computer.

CONCLUSION

This article has not real reflected potential pitfalls application of e-assessment in nowadays educational system of
Iran. However, a single study cannot unravel the different effects e-assessment on the educational system at the
micro and macro levels; in fact it is very difficult on the basis of this review study to prove that exactly which
factors actually cause impediment to the applicability of e-assessment in Iran. The major dilemma ahead of
practitioners is the inauthentic nature of e-assessment. Recent communicative approaches to testing have advocated
the use of authentic tests as reliable predictors of testes’ future performances in academic and non academic
situations. Bachman (1990) recognized 2 different approaches to authenticity: real-life approach (RL) and
interactional-ability approach (IA).E-assessment is more at odds with RL approach which intends to design test
tasks that are situation ally as much as possible similar to non test real life tasks. Testers need to make up their
minds and determine if e-assessment should be emphasized at the expense of authenticity.

Another challenge in EFL contexts is the applicability of e-assessment in terms of facilities available in institutions,
educational policies, and its face validity. According to Bachman and Palmer (1996), total abandonment of any of
the test qualities is not legitimate. The testers, instead, need to maximize the overall usefulness of the test. E-
assessment is not of course an exception.
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ABSTRACT

This study investigated the effect of canonical word order as a global cue and resumption as a local cue on the
comprehension of Persian pseudoclefts. Nineteen (N = 19) monolingual Persian speaking children aged between 31
and 79 months were recruited from a kindergarten. Using a picture selection task consisting of 27 items including
subject pseudoclefts, object pseudoclefts with resumptive pronoun, object pseudoclefts with resumptive clitic, and
gapped object pseudoclefts. The results showed that subject pseudoclefts which have a canonical word order were
comprehended more accurately than different object pseudoclefts and that resumptive elements did not have a
significant effect on the comprehension of object pseudoclefts. The results are discussed with reference to current
theories of sentence processing.

KEYWORDS: Persian, Pseudocleft, Canonical word order, Resumption

INTRODUCTION

The primary purpose of this study is to examine the effect of canonical and non-canonical word orders on the
comprehension of Persian pseudoclefts. Specifically, we aimed to compare the comprehension of subject and object
pseudoclefts by Persian-speaking children. A consistent finding in the context of relative clauses is that subject

relative clauses such as (la) are easier to process than object RCs, as in (1b), e.g., Arnon (2005); Diessel and
Tomasello (2005).

(1a) The dog that chased the cat.
(1b) The cat that the dog chased_.

A number of proposals have been put forward to explain why (1a) is generally easier to process than (1b). The first
account is the structural distance hypothesis (O’Grady, Lee, & Choo, 2003) which claims that the structural distance
between the head noun and the position it occupies in the RC determines sentence difficulty. The linear distance
hypothesis attributes the difficulty to the linear distance between the head and its position in the relative clause; that
is, the number of intervening words between the head noun and the gap (e.g., Gibson, 1998, 2000; Hawkins, 1989).
Finally, the difference in complexity has been attributed, by accounts known as the word order difference
hypothesis, to the fact that object relative clauses have noncanonical word order within the relative clause
(Christiansen & MacDonald, 2009). The suggestion is that, since canonical word order is more frequently
encountered, it is easier to parse than non-canonical word order, which is comparatively infrequent and therefore
marked.

As a significant structural attribute, discontinuous dependencies are universal in languages of the world. It is a
general property of any language that two interconnected elements are often split in the surface structure of a
sentence. In English filler-gap dependencies, gaps are generated in the surface structure of a sentence by shifting a
word to another place. In object RCs in English which is a canonical SVO language, the object goes before the verb,
which is a non-canonical order. Such change in position from the original canonical position lays an empty sign
marking the underlying unmarked canonical position (i.e., the gap) from which it has been moved (Chomsky, 1995).

Models of language processing have long intended to find out how the comprehension machine connects the moved
elements of these discontinuous dependencies to permit the human processor to comprehend the input and at
inspecting the function of the underlying canonical order of a specific language in the procedures triggered during
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such connection. As a result, an essential question is whether the processing system requires recovering the moved
element as soon as it finds a gap or whether such connections are set only after the initial processing of the whole
sentence (Love & Swinney, 1998).

Previous studies have reported contradictory results with regard to the role of resumptives in the comprehension of
complex sentences. In the context of relative clauses, mixed results have been reported in the literature. Second and
fourth graders' comprehension of complex sentences was investigated by Richgels (1983), using a picture selection
task involving clefts and pseudoclefts. Sentences were either passive or active and their noun-verb-noun relations
were either according to children's expectations or contrary to their expectations. The results showed that active
sentences were easier than passive sentences and that sentences according to children's expectations (typical) were
comprehended significantly better than those against their expectation (atypical). Richgels (1983) concluded from
this study that children's sentence comprehension ability is under the effect of an interplay between syntactic and
non-syntactic factors.

McKee and McDaniel (2001) investigated the distribution of English resumptives in a series of sentences in adults
and children by the use of two elicited production and one grammatically judgment experiment. The results of the
two production experiments indicated that English-speaking children’s production patterns resembled those of adults
but the use of resumptives by children was significantly higher in comparison to adults. The grammaticality
judgment task revealed that children’s acceptance of resumptives was also higher than adults. The interpretation of
these findings was that there is a close resemblance between the grammar of children and that of adults. On the other
hand, it was interpreted that the difference between the performance of adults and children in the judgment task was
the reflection of the children's working memory capacity limitation. The higher rate of resumptives production and
acceptance by children as McKee and McDaniel (2001) argued was attributed to differences in parsing and earlier
shunting of complex clauses out of children’s active memory in order to reactivate the referent.

Four to five-year-old children's comprehension and production of subject and object RCs was investigated by Arnon
(2005) in Hebrew which is a true resumptive pronoun language (McCloskey, 2006) using comprehension and
elicited production. The results of the study showed that the children who produced the highest rate of resumptive
pronouns in the elicitation task performed very poorly on gapped object RCs in the comprehension task.
Subsequently the children who performed poorly on the comprehension task of the main study were tested
administrating a picture selection task involving gapped object RCs and object RCs with resumptive pronouns. The
presence of a resumptive pronoun remarkably increased comprehension and significantly reduced errors associated
with thematic role assignment. Finally, it was suggested that the use of resumptive pronouns in production is
associated with difficulty in comprehension of gapped object RCs, while their presence in the input makes
comprehension more easily by helping thematic role assignment.

Rahmany, et al (2011) investigated the acquisition of relative clauses (RCs) by Persian speaking children aged 2-7
years. Fifty-one children were recruited from three nursery schools in Tehran and divided into four age groups to
examine their comprehension of subject-, object- and genitive-RCs by performing a picture selection task which
consisted of 20 items. Three pictures were presented vertically on every page of the test booklet and the
experimenter read one sentence to the participants and they had to choose the appropriate picture (they were tested
individually). The results of this study showed that the participants experience more difficulty in processing object
and genitive RCs in contrast to subject RCs, suggesting that the children have special difficulty in processing
sentences without canonical word order.

The role of resumption in the interpretation of object relative clauses (RCs) in Persian speaking children was
investigated by Rahmany, et al. (2013). In this study sixty four (N = 64) children aged 3: 2 — 6: 0 were recruited
who completed a referent selection task that tested their comprehension of subject RCs, gapped object RCs, and
object RCs containing either a resumptive pronoun or an object clitic. The results of this investigation showed that
the presence of a resumptive element (pronoun or clitic) facilitates children's processing of object RCs. Moreover,
the interpretation of object RCs with every type of resumptive elements were more accurately than gapped subject
and object RCs. At last it was suggested that resumptive pronouns facilitate the process of syntactically complex
contexts because they provide a local cue to thematic role assignment.

The current study examines the comprehension of pseudoclefts by Persian speaking children. Pseudocleft is a kind
of RC which has been less investigated. According to Calude (2008) clefts appear when a simple clause becomes
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cleaved to focus or highlight one of its constituents. As seen in (2) the clause is cleaved to focus its subject, the dog,
in (2a) or its object, the cat, in (2b).

(2a). What hit the cat was the dog. (wh-cleft, focusing on subject)
(2b). What the dog hit was the cat. (wh-cleft, focusing on object)
Persian pseudoclefts

According to Karimi (2005) Persian is a null subject head final language which is based on Subject-Object-Verb
(SOV) word order. Persian pseudoclefts have the complementizer ke instead of a relative pronoun. The
complementizer is invariant. In Persian the presence of a gap is necessary in a subject pseudocleft, but optional in an
object pseudocleft. Thus, in Persian a resumptive pronoun is not permitted in a subject pseudocleft. This is
illustrated in examples in (3).

(€)
(a) Chizi ke sag o zad gorbe bud
What that dog OM hit 3 sg cat be past 3 sg
What hit the dog was a cat.
(b) *Chizi ke wu sag o zad gorbe bud
What that he dog OM hit 3sg cat be past 3 sg

* What he hit the dog was a cat.

In addition, a personal pronoun can be used where a gap is expected. Like the example in (4a) in which a resumptive
pronoun is used and the example in (4b) in which a clitic pronoun is used. In (4c), the object pseudocleft is formed
by a gap.

(42)

Chizi [ke sag un ra zad] gav e bud

What [that dog it object marker (OM) hit past 3s cow PM be past 3 sg
*What the dog hit it was the cow.

(4b)
Chizi [ke sag zad-esh] gav e bud
What [that dog hit-it-Clitic past 3sg] cow PM be past 3sg

* What the dog hit it was the cow.

(40)
Chizi [ke sag zad ] gav e bud
What [that dog hit GAP past 3sg] cow PM be past 3sg

*What the dog hit was a cow.

In the subject pseudocleft the linear distance between the head noun and the gap is 1 word, i.e., ke, but the structural
distance between them is 2 nodes, i.e., CP and IP. The word order within the RC is the canonical word order of
Persian—SOV In the object pseudocleft the linear distance between the head noun and the clitic is 3 words, i.e., ke
and sag and zad. The structural distance is 3 nodes, i.e., CP, IP, and VP. The word order is not canonical, i.e., OSV.

Thus, according to the structural distance hypothesis, linear distance hypothesis, and word difference hypothesis, the
Persian subject pseudocleft should turn out to be easier than object pseudocleft. This prediction is in line with the
results reported by Urosevic, Carello, Savic, Lukatela and Turvey (1986), Langus & Nespor (2010), Rahmany et al
(2011) and Gavarro, Cunill, Muntane and Reguant (2011). Following Sells (1987), Gibson (1998), Rahmany, et al.
(2013), Hofmeister and Norcliffe (2013), we predicted that object pseudoclefts with resumptive elements would be
easier to comprehend than gapped object pseudoclefts.
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RESEARCH QUESTIONS
1. Does word order have any effect on the comprehension of pseudoclefts in children?
2. Does resumptive pronoun have any effect on the comprehension of object pseudoclefts in children?

METHODOLOGY

Participants

In this study 19 monolingual Persian speaking children aged 31-79 months, 9 female and 10 male were recruited
from a kindergarten in Karaj the center of Alborz province in Iran. The children were divided into two groups based
on their age for investigating the effect of pseudocleft type (canonical vs. non-canonical) and the presence/absence
of resumptives on the comprehension of object pseudoclefts.

Materials

The test used in this study included 27 items in Persian; 5 object pseudoclefts with resumptive pronoun (OP), 5
object with resumptive clitic (OC), 5 object pseudoclefts with gap (OG), 5 subject pseudoclefts (S) and 7 fillers. The
used test was a standardized test adapted from Rahmany et al (2011). All of the verbs used in the test were in simple
past and included keshidan (pull), shostan (wash),gereftan (grab),boosidan (kiss) and zadan(hit) which are one part
verbs in Persian; they were selected since their comprehension process was thought to be easier than compound
verbs. All the noun phrases used in the test were animate including: sag (dog), khers (bear), gav (cow), feel
(elephant), asb (horse) which are very familiar animals, to prevent animacy effects, because according to some
researchers like Correa (1995) and Brandt et al (2009) this factor affects children's comprehension.

Procedure

The test was conducted with 9 female and 10 male monolingual Persian speaking children aged 31-79 months from
a kindergarten. They were tested one by one in a quiet room. The examiner was Montaseri one of the authors of the
current paper who was completely familiar with the procedure of testing and had a lot of concerns about correct
performance of testing. After greeting and some warm up expressions to reduce stress, each participant was
familiarized with the procedure of testing so that the experimenter showed one of the picture tablets to her/him.
Then the child was told that every item would be read out and he/she should listen carefully and select one of the
binary pictures on the tablet which matched the item. Before reading the actual items, each child was requested to do
one trial. If she/he did not understand or showed hesitation, the experimenter explained to her/him more about the
procedure. If the participant did not get the sentence right the first time and asked for repetition, it was read just one
more time. The time needed to test every participant was about twenty minutes. The correct answer was scored 1
and incorrect one 0. A sample test item is shown below:
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Figure 1: A sample item representing “What the cow washed was the elephant.”

RESULTS AND DISCUSSION
Comprehension of the four pseudo-clefts was assessed. Table 1 presents the descriptive statistics.

Table 1: Descriptive Statistics for Comprehension of four Pseudo-clefts

Descriptive Statistics

AGES Mean Std. Deviation N
STOTAL 1.00 47778 .66667 9
200 3.3333 1.87083 9
Total 4.0556 155193 18
OPTOTAL  1.00 2.3333 206155 9
200 3.0000 1.65831 9
Total 26667 1.84710 18
OCTOTAL 1.00 3.6667 1.00000 9
200 3.5556 142400 9
Total 36111 1.19503 18
OGTOTAL 1.00 4111 78174 9
200 3.7778 1.71594 9
Total 3.9444 130484 18

Results are reported in terms of mean scores of subject, object with resumption, object with clitic, and object with
gap. A quick look at the table shows that the different pseudocleft types were comprehended in the following order:
subject pseudoclefts (4.05), object pseudoclefts with a gap (3.94), object pseudoclefts with resumptive clitics (3.61)
and object pseudoclefts with resumptive pronoun (2.66). Figure 2 below presents a graphical representaton of the
results.
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Figure 2: Mean average scores of the comprehension of the 4 pseudo-clefis in L1

In order to test whether the differences were significant or not, a repeated measure ANOVA was carried out with
sentence type as a within-subject factor and age as a between-subject factor.

Table 2: ANOVA Results for L1 Comprehension of Pseudo-clefts on Four Sentence Types
Tests of Within-Subjects Effects

Measure: MEASURE_1

Type Ill Sum Partial Eta
Source of Squares df Mean Square F Sig. Squared
RCTYPE 21.486 3 7.162 5.209 .003 .246
RCTYPE * AGES 10.264 3 3421 2488 .072 135
Error(RCTYPE) 66.000 48 1.375

ANOVA detected a statistically significant effect for sentence type (/ (y = 5.20, p = .003, Effect size = .24); thus it
can be stated that there is a statistically significant difference between the mean score of these four pseudocleft
types. The interaction effect between the sentence type and age was not significant (¥ (= 2.48, p = .07, Effect size
= .13). As the results of ANOVA for the effect of sentence type were significant, a post-hoc pairwise comparison
was run to see which pairs of pseudocleft types were significantly different.

Post-hoc pairwise comparison revealed that the difference between subject pseudoclefts and object pseudoclefts with
resumption (p=.02) was significant. In addition, the children’s performance on object pseudoclefts with resumption
was significantly worse than that on object pseudoclefts with gap.

Discussion

The results of our study suggest that children have difficulties processing non-canonical word order. This is in line
with results reported by researchers like Greenberg (1966), Slobin and Bever (1982), Urosevic et al (1986) who
found that OS order is perceptually more complex than SO. In Basque in which the canonical word order is SOV
Erdocia, Rodriguez-Fornells, Mestres and Laka (2005) reported that non-canonical word orders are syntactically
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more complex than canonical ones. Rahmany et al's (2011) results also showed that the process of object and
genitive RCs were more difficult for children in comparison to subject RCs, suggesting that children have particular
difficulty processing sentences with non-canonical word order.

The results indicated that resumptive pronoun did not have a significant effect on the comprehension of
pseudoclefts. This is contrary to the results suggesting that resumptive elements function as a prop which creates an
opportunity to reactivate the mind referent in children's working memory which may not be possible in the absence
of them (Mckee & Mc Daniel, 2001). It seems that resumptive pronouns not only did not facilitate the
comprehension of pseudoclefts but also made it more difficult. Thus, the results do not support the claims of Labelle
(1990), Mckee and McDaniel (2001), Arnon (2010) and Rahmany et al (2013) who reported the facilitating effect of
resumptive pronouns on the comprehension of RCs in English, Hebrew and Persian. But the obtained results are
consistent with Friedmann's (2007) and Rahmany et al's (2011) finding that word order as a global cue is preferred
over resumptive pronouns as a local cue to thematic role assignment. This may be due to the possibility that
resumptive pronouns are less perceivable and available than word order. Therefore, word order is the preferred
strategy in the comprehension of pseudoclefts. Moreover, the results of current study detected that comprehension of
gapped object pseudoclefts is significantly easier than object pseudoclefts with resumptive pronouns, a result which
is inconsistent with the suggestion of Arnon (2005) and Rahmany et al (2013).

CONCLUSION

The results of this study indicated that word order is an effective factor in the comprehension of pseudoclefts.
Subject extracted pseudoclefts are easier to comprehend than object extracted pseudoclefts in Persian. This is due to
the fact that subject pseudoclefts have a canonical structure and provide a global cue to thematic role assignment
which is more available for children compared to resumption as a local cue. This finding is in accordance with the
predictions of the structural distance hypothesis, linear distance hypothesis, and word difference hypothesis.

In the current study resumptive pronouns did not facilitate the comprehension of pseudoclefts because they are local
cues which are less perceivable and available in contrast to word order which is a global cue and seems to be a
simple strategy (Rahmany et al., 2011); therefore, children interpret subject pseudoclefts significantly better than
object pseudoclefts with resumptive pronouns.

The findings of the current study can contribute to pedagogy because they showed that global cues like word order
have a more significant effect than local cues like resumptive pronouns on the comprehension of pseudoclefts as one
kind of RCs so Persian grammar teachers should pay attention to these two factors respectively. For example, the
use of resumptive pronoun un not only does not facilitate the comprehension of pseudoclefts but also make it more
difficult so that in the example chizi ke sag e un ra keshid khers e bud (what the dog pulled it was the bear) the
child thinks it is the bear which pulls the dog not the dog which pulls the bear.

Limitations of the study
1. There were some factors other than resumptives and word order which could not be controlled and

probably affected the comprehension of pseudoclafts and cause error in analyzing data such as stress of testing,
momentary absentmindedness, noises, shyness, playfulness, tiredness and so on.

2. As pseudoclefts are a rare kind of RCs at first they seemed strange for children and enhance difficulty in
selecting pictures.

3. Selecting an appropriate kindergarten and their managers and personnel’s cooperation with examiner was
not an easy work.
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ABSTRACT

Taken for granted that the constructivists’ model of speculation is true in which learner-centered, learner's
autonomy and teacher as facilitator factors are backbones in the instruction process; then why not to attribute
measurement into the hands of the learner. Hence, pedagogical coursewares in line with e-assessment-based
instruction modules, applications and templates can be developed to satisfy the following principles plus more;
supportive feedbacks are reported to be magnificently effective to that end. The purpose of this qualitative study is
to bounce back beneficiaries’ viewpoints on viability and practicality of e-assessment via a SWOT analysis
technique in which well-defined parameters such as Strengths, Weaknesses, Opportunities and Threats (SWOT),
based on the learners, teachers, administrators and testing experts attitudes toward that pedagogical model and in
line with Richard’s maxims are favored. To this end, four questionnaires, a five-point Likert scale one- for three
levels of respondents- ranging from 1(strongly agree) to 5 (no idea), are developed for data elicitation from the
beneficiaries’, working in e-learning centers of some Iranian universities or oversea experts. Statistically,
participants showed their interest in the strengths and opportunities as well as the operational values of e-assessment.
But, the study has a deep challenge in its design; another challenging problem is the low IT literacy of the teachers
and administrators and the final one refers to the misconception noble savage of the learners. Finally, this study
predicts the future stance of development and expansion of e-assessment in the educational context with more
collaboration among learners, teachers, administrators and testing experts in educational settings, while such
protocols rely on the elucidations of IT and testing experts.

KEYWORDS: E-assessment, SWOT analysis, Viability, IT literacy, Supportive feedback

INTRODUCTION

Assessment is central to the practice of education. For teachers, learners and administrators, it provides evidence of
success. Hersh (2004) advocates the position that assessment of student learning should be considered an integral
part of the teaching and learning processes as well as part of the feedback loops that serves to enhance institutional
effectiveness. The high price of paper around the globe has already made Iranian official administrators both in the
ministry of education and in the ministry of Science, Research and Technology capitalize on e-assessment agenda in
educational environments to replace traditional paper and pencil tests. The new insight into the e-assessment
protocol has newly found its mainstream to attract public attention in the country.

From the literature, one can easily infer the same tendency in global education. Number of studies have been
conducted on the use of e-assessment in education but few studies have been conducted on the how to measure
viability of assessment in education. In other words, Smart Assessment in Cyber Environment has not been
practically studied in educational system of Iran. Therefore, there are practically shady areas about advantages and
disadvantages of smart assessment and how smart assessment in cyber environment should be materialized for better
implementation.

Thus, this study intends to shed some light on the e-assessment real beneficiaries’, type of data elicitation, data
interpretation, instrumentation and alike by reviewing SWOT analysis from another perspective. The focus of this
study is still largely on creating the virtual e-assessment content for educational system based on the constructivists'
theorizing model as well as Richard’s maxims.

Consequently, this study will revitalize the road to success of Smart Assessment in Cyber Environment and how the
system can be improved and expanded in the educational system. Lastly, Conclusion and recommendations are
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drawn for further researches on the use of E-assessment model in e-learning & assessment environments to add to
the practical objectified value of the study.

THEORETICAL AND METHODOLOGICAL ISSUES

The roots of the current movement dates back to the last two decades (Martell & Calderon, 2005). The first attempts
to measure educational outcomes emerged around 1900 with the movement to develop a mechanism for accrediting
institutions of higher education (Urciuoli, 2005). E-Assessment is a new online pedagogy that uses ICT to deliver
education effectively and not about technology for technology’s sake. E-Assessment is one of the domains of e-
learning. It refers to assessment which is electronically delivered. There are claims (Richardson, Baird, Ridgway,
Ripley, Shorrocks-Taylor & Swan, 2002; Ripley, 2004) that students prefer e-assessment to paper-based assessment,
because the users feel more in control; interfaces are judged to be friendly; and because some tests use games and
simulations, which resemble both learning environments and recreational activities. According to Hamilton and
Shoen (2005), web-based testing has significant advantages in the areas of cost, ease of use, reliability, replicability,
scoring, aggregating results, and data management. They explain that digital assessment measures can score
themselves with great reliability and no subjectivity while making data available with immediacy. According to
Page, project based learning can support critical thinking, multi layered decision making, goal setting, problem
solving, and collaboration. Consequently, many institutions are anchoring their assessment activities into meaningful
scenarios so that students are being assessed on their abilities to apply learning into realistic situations (Page, 2006).

McAlpine Mhairi (2002) breaks assessment down into five main points or criteria that ensure this dialogue is
worthwhile: clarity of purpose; validity/reliability; referencing (establishing a common measure across all
candidates); the quality of assessment items/instruments; and grading, a process that relates directly to referencing.
The idea of having our assessments computerized is obviously attractive and e—assessment is emerging as a major
driver for e—learning for both learners and staff. E—Assessment (sometimes known as Online Assessment,
Computer—based Assessment or Computer Assisted Assessment (CAA) certainly has advantages. However, it also
has some disadvantages and related problems.

Clariana and Wallace (2002) have shown that the use of CAA has a positive impact on the test scores of high
attaining pupils, when compared to those from paper-based tests, because they assert that higher-attaining students
more quickly adapt to new assessment approaches. Noyes, et al. (2004) suggests that lower-performing individuals
will be disadvantaged when CAA is used because they assert that a greater work load and additional effort is
required to complete a computer—based test. There is also the issue of defining requisite technical skills for students
undertaking CAA such as, who should be involved in that training, and when should it take place, especially in the
context of overloaded curricula, (Weller, 2002).

Plagiarism is a concern for many thinking of using CAA, (Weller, 2002); but Rovai, (2000) and Carroll, (2002)
suggest that assessment design is the key to deterring plagiarism. O'Hare and Mackenzie, (2004) assert that there is a
level of imagination and rigor required for the design of assessment online compared to that for more traditional

forms of assessment. Bull and McKenna, (2004: page 3) suggest a number of reasons that academics may wish to
use CAA:

1. To increase the frequency of assessment, thereby, motivating students to learn, encouraging students to practice
skills.

2. To broaden the range of knowledge assessed.

3. To increase feedback to students and lecturers.

4. To extend the range of assessment methods.

5. To increase objectivity and consistency.

6. To decrease marking loads.

7. To aid administrative efficiency.

Nichol and Milligan (2006) have taken this further to show how e-assessment can support these seven principles by
providing: Timely feedback, opportunities for re-assessment and continuous formative assessment to encourage
students' self—esteem, statistics to help tutors evaluate the effectiveness of the assessment— questions answered very
poorly can be re-examined in case poorly specified, timely information for tutors to be able to help shape teaching.
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The consensus among researchers indicate that constructivism learning theory, which focuses on knowledge
construction based on learner’s previous experience, is a good fit for e-learning because it ensures higher-order
learning process among learners (Harman & Koohang, 2005; Hung, 2001; Hung & Nichani, 2001).

Honebein (1996) advanced a set of goals that aid the design of constructivism in learning settings. The goals are to:

* Provide experience with the knowledge construction process;

* Provide experience in and appreciation for multiple perspectives;

* Embed learning in realistic and relevant contexts;

* Encourage ownership and voice in the learning process;

* Embed learning in social experience;

* Encourage the use of multiple modes of representation;

* Encourage self-awareness in the knowledge construction process.” (Honebein, 1996 p. 11)

E-assessment has not been limited to certain methods but rather has been an eclectic mix of various approaches and
techniques such as “Richard Maxims” that are developed from a good teaching system (1996):

. The maxim of involvement (follow students’ interest to maintain involvement)

. The maxim of planning (plan and try to follow your plan)

. The maxim of order (maintain discipline)

. The maxim of encouragement (seek ways to encourage student learning)

. The maxim of accuracy (work for accurate student output)

. The maxim of efficiency (make most of the efficient use of class time)

. The maxim of conformity (make sure your teaching follows the prescribed method)
. The maxim of Empowerment (give the learner’s control)

OO N B W —

A major problem of learning and education policy in educational system is the separation of ‘academic’ and
‘practical’ subjects. Regrettably, learning and education policy are seas and oceans separate from ‘practical’
subjects. E-assessment has undoubtedly to play a major role in redefining and implementing curriculum change in
education. Governments have strong commitment to implementation of high quality e-assessment by good initial
progress has been made in education system; therefore, there is a need to be vigilant that the design of e-assessment
systems is driven by considerations.

RESEARCH QUESTIONS AND HYPOTHESES

R.Q1: To what extent do learners, teachers and administrators supportive of smart assessments?
R.Q2: To what extent are the findings of such assessments generalizable and global or just local?
R.Q3: To what extent are the respondents real representatives of beneficiaries’?

The hypotheses include: Respondents are not qualified and mature enough to determine the value of e-assessment in
general and e-assessment-based instruction in particular. Hence, viability and generalizability of the agenda needs a
review.

METHODOLOGY

Generally, e-assessment-based instruction has newly become a requirement in educational settings to put the burden
of knowledge construction on the learners and free the time for more emphasis on nurturance. To prepare the young
for a safe life, this setting needs more attention to be paid to individualization and socialization standards.

Expansion of virtual E-assessment is supposed to be means to that end by triggering certain concepts such as
electronically self instruction and convenient access to self-as