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Forward

In this issue we present a very broad variety of papers covering a wide range of issues.
These include some perennial language learning topics such as visual aids and
memory, some cultural topics such as trilingualism and comparisons of rhetorical
language use across cultures. Other topics include assessment and approaches to
improving the quality of learning. We hope that you will find at least something of
interest within this very broad range.

Memory is so obviously important in languagerfeéag so it seems logical to
make it the focus of an investigation. Time Effect of MTI on L2 Proficiency and
Learning Strategs Yen, Shu-chin and Chou, Turnrwhei investigate whethevemory
Trigger Instruction (MTI)increasestudentduse of memory strages, and whether
this results in an increase studenté overall English proficiency.Their results
suggest that MTI can significantly increalseth strategy use argtudentd English
proficiency. They conclude that thdevelopment of a broad variety ainemonic
techniquess likely to increase the effectiveness of MTI and further suggest that MTI
could be extended tother area®f language instructiorsuch as listening, speaking
and writing.

As political ideology increasingly underpins academidingiin our international
field, it is important to keep reminding ourselves that improved learning remains the
ultimate aim of all EFL research. Lei Lei, and Xiaag@in (An Empirical Study of
Success and Failure Attributions of EFL Learners at the dmsrtLevel in China
investigatethe perceptions of reasons for success and failure of telael EFL
learners in relatiomo English languagachievementTheir learners attributEnglish
learningsuccess tdactors ofeffort, teacher, confidence andaptical useandfailure
to factors oflack of confidence, lack of effort, testientdlearning lack of practical
use and lack of external help. They conclude #iathesefactorsin combination

influenceEFL learning success.



In Discourse Commutyi or Cultural Conventions: Rhetorical Analysis of
Research Abstractli Akbar Ansarin and Farzad Rashidi investigathe generic
structure of the moves used in abstracts written in English by English and Persian
speakers. While differences were ideetifiat a micrdevel, no major rhetorical
differences were found in the use of rhetorical conventions. The findings appear to
suggest that in the field of applied linguistics, reseanrticle abstract writers
manifest their affinity to the perceived norofsrhetorical behavior within a discourse
community rather than to their national community and native language writing
culture. Whether this applied beyond abstract writing would be more difficult to
establish and needs further investigation.

Involving students in their own assessment has supporters and detractors. Eddie
Whit eds pi |-assessmenfisdegsing the Assedsment: an Evaluation of a
SeltAssessment of Class Participation Procedwa)siders practicality, reliability,
validity, au hent i ci t vy, and washback. Whiteds
expectations about the difficulty of training students in-asffessment. However, he
identifies an advantage that makes it worthwhile to persist as it is found to be very
effective as @onsciousnesmising tool that promotes more class participation.

Moving to a study in more formal testiniganian Candidates' Attitudes towards
IELTS, Iman Rasti considers the relationship between examinees' characteristics and
their attitudes usingn attitude questionnaire, sestructured interviews and narrative
written seltreports. He found that the majority of candidates (80%) had a positive
attitude towards IELTS regardless of sex, age, educational background, and scores.

In a study that my well be echoed in other contex®gen-chi (Vivian) Wu in
Criteria for Establishingan Authentic EFL Learningrivironmentn Taiwanexplores
the perceptions of faculty and students of their learning environitenentire EFL
environment was perceived be detrimental to learning Thack of native speakers,
sufficient teachersreatlife learning materials, Englislanguage speaking and
listening practice, and multimedia teaching resources were found to be particularly
detrimental. Among other suggesi®) Wu advocates a more interactive relationship

of collaboration between teachers and students and designing genuine experiences



within the community rather than the current concentration on teacret
classroorcentered instruction.

Yuxiu Hu and A@am B. Bodomo irHarbinglish: L1 Influence on the Learning of
English by High School Students in Harbin, Chieport on the important role of L1
in L2 acquisition, thus contributing to an important debate by using new data to
provide a new perspective. Theuggest that the transfer, in this context at least, is
considerably stronger than is often acknowledged, concluding that the common errors
made by high school learners of English in Harbin are mainly due to the influence of
their native language.

NChil drenbés Achievement in Two Second
Language Use Domains and BelieKarshita Aini Haroon and Azlina Murad Sani
investigate associations between the achievement of young learnere second
languages and gender, langaause and language learning beliefs. Achievements in
the first language and both second languages were found to positively correlate with
each other. They also confirm previous findings that girls are dominant in languages.
Haroon and Sani also found sifigant associations between English achievement and
some language learning beliefs and communication strategies.

It is unusual for AEJ to accept a study beyond our usual EFL scope. In this case
we felt there was much of relevance to EFL teachers m phper so made an
exception. Adel Abu Radwafginput Processing Instruction and Traditional Output

Practice Instruction: Effects on the Acquisition of Arabic Morpholagygstigates

L

the claim that focusing | earnefwi@ousattent.i

language forms is superior to other types of formal instruction. He comiieres
effects of meanindgpased input processing instruction and traditional otlpsed
instruction on the acquisition of several formal features necessary for the
interpretation of sentences containing psychological verbs in Arabic. The findings
indicate that processing instruction seems to affect certain areas of interlanguage (IL)
grammar such as clitics and thenwerbs.

In Use of Refusal Strategies by Turkish EFladoers and Native Speakers of
English in Urban and Rural AreaZubeyde Sinem Genand Ozlem Tekyildiz



investigate thevays in which Turkish learners of English use the speech act of refusal.
Their aim was to reveal whether regional variety affects the &frrefusal strategies
used. Their findings indicated that all the subjects regardless of origin seem to use
similar notions of directness and indirectness in their interactions with interlocutors of
varied social status. The status of the interlocutos wiaserved to be an important
factor in strategy choice for all respondents.

It is difficult to relate the affect of particular aspects of classroom approach to
improved learning. InTeaching Aids: Effective in Iranian Students' Lexical
Acquistion?, Seyed Vahid Aryadoust and Hoda Lashkary investigaee effects of
employing teaching aids, including the of use videos, flash candigictionaries on
lexical acquisition over a fowunonth period to observe whether vocabulary
acquisition is improved by éhuse of aids. In a traditional experimental study, the
results indicated that the vocabulary was mastered better by the subjects taught using
teaching aids. Naturally, further research would be needed to confirm the findings for

other contexts.
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The Effect of MTI on L2 Proficiency and Learning Strateges

Yen, shu-chin

Wenzao Ursuline College of Languages, Taiwan
Chou, tun-whei

Wenzao Ursuline College of Languages, Taiwan

Bio data:
Shuchin Yen is currently an assistant professor in the Englegartment at Wenzao
Ursuline College of Languages in Taiwan. Her research interests lie in Academic
writing, language learning strategies and computer assisted language learning.

Tun-Whei Isabel Chuo is currently an associate professor in the EnglishrtBent

and the Graduate Institute of Foreign Language Education and Cultural Industries at
Wenzao Ursuline College of Languages in Taiwan. She also serves as the director for
the English Teaching and Learning Resource Center in Southern Taiwan. She
receved her master's degree in Applied Lingusfiom Penn State University and

her Ed.D. degree in Curriculum and Instruction with an emphasis on TESOL from La
Sierra University

Abstract

Studies on the use of learning strategies indicate that memomgstiatd affective

strategy are the strategies least used by Asian students (including Taiwanese students).

This study investigates whether Memory Trigger Instruction (MTI) will increase
studentsod wuse of memory strat egeaseinand whe
studentsd overall English proficiency and
techniques of MTlare employed in the English as a Fkgre Language (EFL)
classroom.The participants are divedl into MTI and Taditonal Instruction (TI)

groups The College Student English Proficiency Test (CSEPT) and the Strategy
Inventory of Language Learning (SILL) are administered leefond after the MTI
treatmentResul t s suggest t hat MT I can signi fi
memory strategy angtuce nt s &6 En gl i KHowevear,rMJ If appedrseton ave .

no effect o nofsetheulehming ssafegiebiiplwatiane of these results

for future development of memory strategy instruction are: first, development and
evaluation of a greater vaty of mnemonic techniques is likely to increase the
effectiveness of MTI; second, MTI could be extended to other areas of language
instruction, such as listening, speaking and writing.



Introduction
Oxford (1990) defines language learning strategies @ecia actions taken
consciously by language learners to achieve effective learning. Current research in
L2 acquisition indicates that proficient language learners are more likely to use
language learning strategies and are capable of choosing strafggrepriate to the
text they encounter (Griffiths, 200 3; 06 Ma
& Abr aham, 1990) . Numerous studies have |
of languagdearning strategies. Politzer and McGroarthy (1985) discovdrat
Asian students used fewer of the strategie
Hi spanic students did. O6Mall ey (1987) acs
their reluctance to abandon familiar learning strategies. Among Chinese speakers
research has indicated that Chinese students use compensation and metacognitive
strategies the most, and affective and memory strategies the least (Altan, 2004;
Bremner, 1999; Goh & Kwah, 1997). As for
strategies,Ce ( 2004) conducted a series of exper
strategies at Wenzao Ursuline College of Languages; her results demonstrated that
students had the lowest mean score in the category of Memory Strategies (2.8),
compared with their sees in Cognitive Strategies (3.34), Compensation Strategies
(3.3), Metacognitive Strategies (3.44), Affective Strategies (2.88) and Social
Strategies (3.29). The aboeweentioned literature suggests that enhancement of
studentsd6 use ofa mpmemoni yi sgr At egygtioen for
overall proficiency (Altan, 2004; Chen, 2004).

Numerous mnemonic devices have been mentioned in the literature; however, the
effectiveness of the application of each device has not yet been evaluatedRh an E
context. For example, one of the most frequently studied mnemonic devices is the
keyword method, which involves memorizing a foreign word using both an acoustic
link (A&di Beumdtive wordo) and an i magery |
incorpoites both native and foreign words) (Gu, 2003, p.11). The keyword method
is of | imited use value for wvocabul ary acgq

di mensions of [ a] wordo (Gu, 2003, p.12) C

10



Desrochers,1981) into account. Thus, Gu (2003) proposes using the keyword
method in context, which would embed the keyword in a context or sentence. The
effectiveness of other mnemonic devices, such as semantic networking, vocabulary in
discourse context and vocdary in musical applications, requires further empirical
research to evaluate.

In this study, we have conducted a Memory Trigger Instruction (MTI) experiment
to investigate studentsd6 use of memory str
strategy a a matrix; the matrix is also a component of the four MTI configurations
used in this experiment. The current study investigates (1) whether MTI
significantly increases students6 frequenc
MT I af f e c theice oftothet karrting strategies, and (3) whether MTI has a
positive effect on studentsé6é overall Engl i

reading and usage.

Literature Review
MTI Techniques
MTI is comprised of two parts: (1) memory strateggdty, formulated by Oxford

(1990) and (2) mnemonic devices, or thecatted mechanical techniques used to

Areinforced memory, which include the tech
applications, pl us Oxfordoés pigexgedmieg:m. Fol
technique 1 applies Oxfordds theory of mem

4 apply the keyword, discourse and musical techniques in addition to the version of

Oxforddés paradigm used in technique 1.

Techniqgue I Ox f o r d of smnentoty strategy

Oxford (1990) categorizes memory strategie
i mage [/ sound application, [ toget her wit h]
She describes the process of omeatiadbnd i aka
Ai mage applicationo wi t h t he hel p of Vis

applicationo refers to ment al l ink created

11



as syllabic structure and stress demttern.
to mechanical techniques or skills used to reinforce memory. In technique 1, three

el ements of Oxfordbdébs memory strategy are
memorization and contextual word usage. Rhythmic properties refer to phonetic
elements sutas the stress patterns and syllabic structures of target words. Frankish
(1989) demonstrates that the prosodic features of a word facilitate the memorization

of suprasegmental units.

AWord memorizationo refers t oththehhelp t ec hni c
of i mages or word association. Kasper (1
mad e ] as unique as possibleo to facilitate
association also involves finding antonyms or synonyms for individual words.
Antonyms and synonyms are arranged according to their level of difficulty:
intermediatdevel items appear first, followed by bas@nd advancetevel items.

Studies reveal that the initial items of a word group are remembered best; the final
items of a wod group are more difficult to recall. The items located in the middle of
a word group are the hardest to recall (Frensch, 1994; Healy, Havas & Parker, 2000).

Contextual word usage refers to memorization of target words in context.
Numerous studiesdicate that embedding new words in a context may be the best
way to memorize a word effectively, since not only the target words but also the

words surrounding them can be acquired (Gu, 2003; Sansome, 2000).

TechnigueZ Di scour se met hdgm) + Oxf ordbdés par a
Technique 2 integrates the discourse metho
definesdiscourseas a supesentential unit of words, either in oral or written form,

having a communicative function and inter.]
sentences and between clauses are known as
parallelism, referring expressions, substitutions and conjunctions are all examples of
cohesive devices (Cook, 1989). Such cohesive devices may also aid a

secondanguage leer in memorizing a cluster of words.

12



Technigued Keyword met hod + Oxfordbés paradi gm)
The keyword method and Oxfordds paradigm
Akeyword methodo refers to memorization of
soundalike nativel anguage word) and an #fimagery | inlk
Areferent 0 bdahgwageword ard ¢he target word.e The acoustic and

imagery links should form a strong association with the target word; the relationship
betweenkeyword and target word should be constructed in such a way that when

learners hear or see the keyword, association to the target word will occur to them
immediately (Gu, 2003; Hulstijn, 1997).

Technigue4 Musi ¢ met hod +) Oxfordds paradigm

It has beerproposed that the use of music or song is conducive to language learning

for both affective and cognitive reasons (Scheopp, 2001). Songs develop a weak
affective filter in the sense that they create a-thweatening and strefee

atmosphere, which is beved to enhance learning (Adamowski, 1997; Bechtold,

1983; Domoney & Harris, 1993; Lo & Li, 1998). The use of song (music) can also

facilitate | anguage automaticity, which ha
fluency . . . involve[ing] both knoimg what to say and producing language rapidly
without pauseso (Gatbonton & Segal owi z e,

Segalowize (1988), demonstratthe effectiveness of melody in boosting

memorization.

Vocabulary and L2 Reading Comprehension

Knowledge ofvocabulary remains a central issue in L2 reading comprehension.
Eskey (1988), McLaughlin (1990) and Segalowitz (1991) all emphasize the
importance of vocabulary in L2 reading. They claim that less proficient readers
often appear to be woitdbund, and tls phenomenon is often taken as evidence that
those readers are stuck at the word level. Furthermore, Eskey (1973) holds that good
reading is a matter of knowledge of language structure rather than a gtgessiag

Neely (1977) e | a b o clanming ghat @ood rEsldrse kn@vsthev i e w,

13



language because they are capable of decoding the lexical units in the texts that they
encounter. Generally speaking, reading comprehension is achieved not only by
using background knowledge of the world but also Hyimg on automatic word

identification (Berman, 1984; Carrell, 1989).

Methodology

Subjects

Subjects were selected from the student population of Wenzao Ursuline College of
Languages in Kaohsiung, Taiwan. A sample of 96 students was selected from a total
population of 700 fouyear college seniors. Data collected from 21 out of the 96
participants were excluded because they failed to participate in the whole research
project. For example, some of them missed the tests given during the experiment.
Two canplete classes of English majors were dididi®o an experimental group (35
participants) and a control group (3farticipants). The experimental group will
hereafter be referred to as the Memory Trigger Instruction (MTI) group, and the
control group wil be referred to as the Traditional Instruction (TI) group. The
participants were all native speakers of Mandarin Chinese who were learning English
as a foreign language. They had taken the College Student English Proficiency Test
(CSEPT) and the Strateginventory of Language Learning (SILL) upon their

admission to Wenzao.

MTI Materials

Essays from Contemporary Cultureas the primary textbook used by these two

groups in a course entitleddlanguage and Culture. It is an authentic textbook
designedtad evel op under graduat e Thetmatdrialmtttssé cr i t i

textbook was used to design the MTI models.

MTI Model Design
Example 1 (Oxfordés theerwonod Mmemee gl sa r @a

with three elements (rhythmic propedi word memorization and context word

14
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usage) . The phonetic transcription of A wl
Awheedl ed arranged by degree of difficulty
using the word fAwheedApperdixl)s the third el em

Example 2 (discourse )method + Oxfordbs par

A X i-Mirg lives with his grandmother, who hasteoporosis After a car

accident, she lagomatosen hospital and was veifyailo .

In this passage, three vocabulary words have been underli@ohesive devices and
contextual clues (such as Acar accidento
suggested the negative connotations of these vocabulary words (see Appendix 2).

Example 3 (Keyword me)t hod + Oxfordébés parad]

M F (meccayeW H™ kA" CO o

AMeccao is defined as fia place where peopl
has somet hi ng CdllihsaCobuild Dietignaryalh30)0 Tle keyword

method uses underlining to indicate that a definition of the tavgetr d fA mecca o wi
foll ow.( meii jia), 6 the L1 acoustic link to I

boost memorization of the target word. The imagery link to the pronunciation of the

target word is formed by using the national flags of the United SSthe first

syl l able of whhohinsChproesenhcaddfiCanada ('t

which is poonomurChadcdee). The keyword sen

AAmeri ca and Canada are the places where p

Exampl e 4 (Music met hpd + Oxfordds paradigm

......

nFrenzy . A crazy/ T€ wo it k /DB Wculprit
koood” )/ 7S+ provocativep N L Apt /yilify, codify O €
/. A Y OCA L

Thi s di scourse <can be transl|l ated ans NnFr en:

example to boost memorization / Culprits are very irritating / But to annoy them will

18



provoke them / combining the words ficodif
pamphlet to malign evildoers (compose is a synonym for codify, and malign is a
synonym br vilify). It consists of a piece of rap music. The underlined words

provide definitions for the target vocabulary words surrounding them (see Appendix

4).

Instruments
The instrument us e-tleattnemt andspeseatsent proficiene nt sd6 pr
is the College Student English Proficiency Test (CSEPT level 2). CSEPT is a
standardized proficiency test developed and administered by the Language Training
and Testing Center (LTTC) in Taiwan. The test is comprised of three sections:
Listening, Usage and Reading. |t aims to measur e
general spoken English, English language structure, and English written materials.
The total possible score on this test is 360; each section has a total possible score of
120.

Ox f or d@ Strategy Ih@entory of Language Learning (SILL); its Cronbach
alpha reliability coefficients range from
use of learning strategies (Griffiths, 2003). SILL consists of 50 statements related to
six categories ofanguage learning strategies: (1) memory strategies, (2) cognitive
strategies, (3) compensation strategies, (4) foe¢mitive strategies, (5) affective
strategies, and (6) social strategies. Onpmibt Likert scale ranging from 1 (never
or almost nevetrue) to 5 (always or almost always true), participants were requested

to mark their response to each statement.

Procedure
This research project was conducted from November 2006 to June 2007. The
CSEPT and the SILL were administered as-tpsts to boththe MTI and the TI

groups. Both groups received reading instruction for three hours per week in the

16



course fALanguage and Cultureo. They all
However, the TI group received traditional reading instruction with no asiplon

any particular learning strategy, whereas the MTI group received Memory Trigger
Instruction with an emphasis on mnemonic techniques. Both groups received
instruction for a period of 27 weeks. Afterward, the CSEPT and the SILL were

administered aposttests to both MTI and TI groups.

Data Analysis
The independent variables in this experiment are instruction methods (Memory
Trigger vs. Traditional), and the dependent variables are CSEPT and SILL pretest and

posttest scores. SPSS was used toparan analysis of covariance (ANCOVA).

Results

Effect of MTI on Studentsé Use of Memory S
A posttreatment ANCOVA was used to calculate the difference between the Tl and

MTI groups pre and post r eat ment SILL scor-+#egmentwi t h bo
SILL scores as a covariate. Results demonstrated that the pretest scores were
significantly correlated with the posttest scoreg5,383) = 5.583p<.001 and that

there was a significant difference in the posttest scores between the two groups afte
controlling for pretest scoresF (11,383) = 3.263,p<.001 (see Table 1).

Additionally, the MTI group had a higher posttest mean sddre (3.806) than the

control group didM = 3.179, see Table 2). These findings indicate that MTI was

more effecte t han TI i n increasing studentsd use

Table 1

ANCOVA Results for Studentsd use of Memory

Source df SS MS F

MS Pretest 5 6.631 1.326 5.583***

17



Instruction method 11

Error 383

Total 399

8.527 775

90.978 .238

5116.560

3.263*+*

Note. MS= Memory Straggy

TheF value of 5.583 is equivalent topavalue of .000 and thE value of 3.263, @

value of .000

*** p<.001

Table2

Ttest Results for Studentsdéd Use of
Instruction Pretest Posttest i
Method n M SD M SD

TI 32 2.78 0.66 3.179 4285 2.989*
MTI 35 2.83 0.61 3.806 .4984 8.727*%*

Note TI = Traditional Instruction; MTE Memory Trigger Instruction

Me mor y

The t value 0f 2.989is equivalent to g value of .0®. Thet value of 8.727 is

equivalent to g value of .000.

*** p<.001; *p< .01

Effect of MTI on Studer@f/se of Other Strategies

Pairwise comparison was used to analyze studamds of individual learning

strategies. Theesults indicate tha¥ITl has no significant effean student@use of

other strategies. Memory strategy is used less frequently than compensation strategy

18
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(compensation to memory =.224.05). Memory strategy is more frequentyed
thanaffective strategy (memory to affective = .2p4,05), cognitive strategy is more
frequently used than affective strategy (cognitive to affective =.38505);
compensation strategy is more frequently used than affective strategy (compensation
to affective = .448p<.05). Compensation strategyalsomore frequently used than
social stategy (compensation to social =.194,05); metacognitive strategy is more
frequently used than affective strategy (metgnitive to affective = .281, p<.05nd

social strategy is more frequently used than affective strategy (social to affective
= .254,p<.05). From these results, wednclude that compensation strategyised

the most frequety by studentswhile affective strategis used the least frequently
However, no significant differencesere found among studerdsise of memory,
cognitive social and metaognitive strategies. Thus, studéntse of strategies
from mostto least frequentan be listed asompensation strategy > memory strategy

= cognitive strategy = social strategy = meta@nitive strategy > affective strategy.

These fndings areonsistentith theresuls of previous studies.

Effect of MTI on Studer@®verall English Proficiency

The effect of MTI on studendoverall English proficiency was investigated by
measuring thelifferencein studentépretest and postest overall CSEPT scores, and
by measuring the difference in their CSEPT reading and usage scores. As previously
mentioned, CSEPT is divided into three parts, listening, usage and reading. In this
study, both preand post CSEPT scores include mean ssoireusage and reading.

An ANCOVA was used to analyze the difference in posttest scores between the Tl
and MTI groups, with the pretest scores as a covariate. Results showed that after
controlling for pretest scores, there was a significant betwesrp difference in the
posttest scores for both of the CSEPT components: usage 10.788,p<.001),
reading F = 7.144,p<.001, see Table 3) as well as a significant difference in overall
CSEPT scoresH= 9.911,p<.001). Table 3 also shows that the MTogp had a

higher posttest mean score on the two CSEPT components than the control group did.

19



These results reveal that MM (= 90.05) was more effective than T (= 83.7) in

improving studen@overall English proficiency as well as their usage andinga

Table 3

Mears, Standard Deviations and NCOVA Results CSEPT Usage and Reading

Scores
CSEPT T MTI
Component Pretest Posttest Pretest Posttest ANCOVA
M SD M SD M SD M SD F
Usage 71.66 14.3 8141 1264 71.25 12.40 87.06 1152 10.788**

Reading 79.06 12.04 86.00 7.44 77.31 1250 93.06 7.12  7.144**
Usage + 75.37 13.64 83.70 7.60 74.28 12.74 90.05 7.75 9.911*

Reading

Note. TheF value of 10.788 is equivalent tgpavalue of .000, th& value of 7.144,
ap valueof .000, and thé& value of 9.911, @ value of .000.

e n< 001

Discussion

The resultobtained in this experimestiggest the following:

1. MTI cansignificantly ncreas studentSuse of memory strategy.

2. MTI shows no impact on stude@tse of other learning strategies

3. MTI can enhancetudentéoverall Englishproficiengy.

In the paragraphs to followwe describe themain features of MTI and its
contributions to EFL learning.

MTI Significantly Increases StudedEequengy of Memory Strategyse
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The SILL consig of six categories of language learning strategies. Memory
strategy is listed as the first category and there are nine items in this category. What
follows is our discussion of M@ engagement in the SIBL memory strategy.
MTI-group students weriained tofiuse rhymes to remember new English words
(tem 5). Word association in the first MTI technique encourages studefittsrtko

of [the word] relationships between what [they] already know and new [words they
are going to] leam (item 1). Thesecond MTI technique (discourse method)
instructs students tuse new English words in a sentem@igem 2).  The keyword
method emphasizes acoustic and visual links between a-tetiygage word and the
target word. This may increase the frequencywihich students use the following
strategies: first, tdremember a new English word by making a mental picture of a
situation in which the word might be usgitem 4); second, to remember a word by
ficonnect[ing] the sound . . . or [the] picture of therdd (item3). The music method
encourages students fiphysically act new English wordgitem 7) through facial

expression, body language and articulation

MTI has No Impact on Studeétdse of Other Learning Strategies

The introductionof MTI causedno significant changesn studenté use of other
learning strategies. A comparison ofpre- and postest mearSILL scoresreveaé
that compensation strategy rensmgtudentd most frequeny usedstrategy affective
strategyis still studenté least frequery usel learning strategy. These resudtse
consistentwith previous studies on Asian studénise of learning strategies (Altan,
2004; Bremner, 1999; Goh and Kwah, 1997). The ahlgnge tothe sequential
order of learningstrategies usagebserved he is in the use ofmemory strategy,

which no longer ranks as studdilesastused learning strategy.

MTI PositivelyAffects Studend®©verall English Proficiency
MTI has been demonstrated to increase studénsl of overall Englistproficiency,
both in usage and reading. CSHBTusage section tests knowledge of English

language structure, such as vocabulary or phrase determination in context; this is
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closely related to bottorap processing in reading (Eskey, 1988; McLaughlin, 1990;
Segalowitz, 1991). Studies in L2 reading comprehension indicate that vocabulary
problems represent the greatest stumbling block to fluent reading (Nation & Coady,
1988). Nation and Coady (1988) study of the relationship between reading and
vocabulary found that vocabujeknowledge significantly influences reading fluency.
Our results suggest that MTI significantly improves studiaetsding ability and that

MTI could be a highly effective teaching method for an EFL reading class because it

provides diverse and effecéitechniques for vocabulary memaorization.

Conclusion

This studyinvestigate the effect of Memory Trigger Instruction (MTI) on studénts
overall English proficiency and on studentsse of language learning strategies.
Four different combinations oMTI techniqueswere developed and studiemh a
classroom setting It was demonstrated that Mithproved studentéoverall English
proficiency significantly more than Traditional Instruction (TI) did, especially in the
area of reading fluency.

However, participationin MTI treatment did not influence studedishoice of
learning strategies, exceiptthe sens¢hat after the MTI treatment, memory strategy
was no longethe least frequently uddearning strategyor the participants in the
MTI group. Theseresults provide support for the theory that an increaseustentd
use of memory strategyesults in a considerable improvementsindenté English
reading proficiency, whiclsuggestghat MTI may bea highly effective teaching
approach foen EFL reading class.

The effectiveness of MTlaisessome issues for futureesearch First, we
suggestthat different kinds ofMTI techniques be developed. For examplTI
techniques can baesigned tancludenot onlycontextual and discourse settndpu
also dfective factors Oxford (1990) suggests thalistening to sektalk, let[ting]
students consider cooperation and competition, and [allow(ing) stddediging]
their empathyg are good activities fof o st er i ng s tffective ledrrsigd u s

strategies (p.14250). Integration of affective activitigato MTI to form AMTI
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(affective memory trigger instruction) may increase studersts of affective strategy.
Finally, the question of whether MTould be usedo improve othefanguageskills,

such as listening, speaking and writiatso deserves further empirical investigation.
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Appendix

Appendix 1

Awheedle [widl] ¢« =

Ad.f. to persuade SOIEUIIE 10
do something

AShe wheedled him into
taking her with him.

Asynonyms: coax, trick, cajole

f‘:{’:@ ‘.:;(
Appendix 2
Xiao-Ming lives with his grandmother, who
has . After a car
accident, she lay C'( m hospital

and was Very
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Appendix 3
A Mecca
AF T € l_J‘J Ho ™

Appendix 4
Frenzy crazy
¢ ) IM
culprit kooooo (
C )
provocatively
( )

Vilify , codify

kKA G
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Abstract

This studyinvestigatedthe success and failure attributions of Chinese tertesi
EFL learnes andits relation to the English languagachievementFactor analysis
provided clear evidence th@hinese EFL learners attribdt&nglish learninguccess
to factors ofeffort, teacher, confidence and practical @swelfailure tofactors oflack
of confidence, lack of effort, tegirienied learning lack of practical use and lack of
external help.Results of regression analysis indicated tthegt teacher and effort
factorsdefinedsuccess oEnglishlearning while lack of confidence, lack of practical
use and tesbrienied learninginterpreted EFL failure. It is concluded that the
interwoven functioning of all factors, i.e., effort, teacheonfidenceand EFL
learning forpractical useather tharfor tess, guides the EFL learning to success.

Key words: success attribution; failure attributioEnglish languagechievement
factor analysis; regression analysis
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1 Introduction

Heider (1958 pp.146:147) hypothesized that learners were constantly analyzing

reasons for the success and failure of the tedksed to their academic achievement.

These achievement attributions afestt ear ner 6 s af fect respons g
future success and subsequent behavamrd,accordinglaffecedl ear ner 6 s acade
achievement . B a s e dhypathesis Weirierd and &is collieah@®s 8 )

(Weiner, 1979, 1986; Weiner & Kukla, 1970; Weiner, Russell, & Lerman, 1979)

originated and later elaborated the model of attribution theory.

Wei nerds model of attribution theory was
within socicpsychological field in 1980s (Pepitone, 1981) and its influence continued
unabated that ino ot her motivational con
visibilityaqcitéddGrGadrigioml999)L B thd beetilizedin a variety of
disciplines for the reason that t Af ocuses upon t he uni ve
explanatior---why a particular event, or state, or outcome has come about and the
consequences of @gMWenomenal20®dyYysalSitnee 1990
has been used in the exmddion of achievementattribution and foreign language
studies

Studies onachievement attributiowithin the framework oWe i ner 6 s mod el f

into three categoriesn terms of attribution measunent 1) the researchers
hypothesize certain settings atademic success or failure and ask the subjects to
selfreport reasons for the success or fajlfodowed byt h e s sdifpssessmend
of attributional dimension of the reasons. Most studies (Wagner, Spratt, Gal, & Paris,
1989) in this category use@ausal Dimension Scal@CDS) or Causal Dimension
Scale II(CDSII) (McAuley, Duncan, & Russell, 1992; Russell, 1982)TR¢ subjects
are requiredto chooseout of the reasongpresented by the researchers that in
accord with the factuality of their a@amic success or failure (O'Sullivan & Howe,
1996). 3) Interview diary-writing or autobiography approaches aeenployed
(Williams & Burden, 1999).

However, attributions are situati@pecific and do not generalize (Siegel &

Shaughnessy, 1996). Learserfrom different cultural backgrounds attribute
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divergently in dissimilar academic situation®espite the fact that the measare
presenta lucid topdown description of attributions commonly recognized in the
framework of attribution theoryts defect isstill obvious, that ighey fail todepictthe
idiosyncraticattributionsthatlearnerswith typical cultural and academic background
hold.

In the mid 1990s, researcheis applied linguistics begarto investigate
achievement attributions in langualgarning However, these studies folled the
set patternn terms of research methodolo@yheyeither drew orscales reviseffom
CDSII (Tremblay & Gardner, 1995) or adoptdte approaches of interviewing or
autobigraphy (Williams & Burden, 1999;se, 200).

Recently, Chinesg@rofessionalscommencedstudies on attributionsf Chinese
EFL learnerswhich had the same limitations in terms afttribution measurement
(Jiang, 2003; Li, 2004; Qin, 2002; Zhang, 2002, 206#wever, theChinese EFL
learnersare educated in distinctive cultural and academic settings fairly divergent
from those of their western counterparts, which lends support to hypothesize that the
studies have failed to examine the idiosyncrégicguagelearning attributions of
Chinese EFllearners

In the present stugyto avoid the methodological shortcomings, we investigated
the idiosyncraticsuccess and failure attributions of Chinese terievel EFL
learnersand itsrelation to English learning achievement using the exploratand

confirmatory factory analysis iconjunctionwith regression analysis

2 Literature Review

2.1 Attribution in Academic Achievement Studies

Numerous studiedocused on the role of attribution in academic achievement.
O'Sullivan & Howe (1996) studieché relation between the reading attributions of
American students and their reading achievement. The $budiygl that the students
attributed their reading success mainly to abiktyjoymentof reading and help from
their family. The attribution factorwere correlated with the reading achievement and

high achievers attributed more to adaptive attribution factors. Wagne&sgt1889)
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study on Arabic students resultedthesi mil arl
students attributed mostly to inted factors (such as effortsyvhich defined the
studentodos reading achievement .

In addition Platt (1988) indicatedt h a t | sueessattribufos to ability
positively affeced their academic expectancy and smihceptwhile the success
attribuion to effort boughtaboutbeneficialeffects. Park & Kim (1998¢xaminedhe
achievement attribution of honor students and students on probation. They found that
honor students attributed more to internal factors. To be specific, they were more
likely to atribute success to effort and help from others and less likely to attribute
failure to low ability and absence of help from others. Georgiou (1999) supported the
above findingsthat issuccessful learners attributed more to ability and other internal
factors and their internal attributions were positively correlated with their academic
achievement Conversely,unsuccessful learners attributed more to external factors
(such as luck, effects from parents and teachers, etc.) and their external attributions

were negatively correlated with their academic achievement.

2.2 Attribution in FLLStudies

Sincethe 1990s, researchers begarekplorel e ar ner 6s success and f a
in foreign language learning (FLL) or foreign language teaching (FLT) mitisat
However, the investigations in the field are relatively little (Williams & Burden,
1999). Firstly, Williams & Burden (1999) interviewed French language learners at
different ages (from 10 to 15 years oldimed atexaminingthe formation and
variation of their French learning attributionResults showedhat the older the
learners grew the more versatile and complicated their attributieveloped
Neverthelessmnost learners attributed success to external faetibhsthe teacherasa

key role inthe formation and development of their attributions. Secondly, Tse (2000)
adopted the autobiography approachnigestigates t u d e ngercdptiors an IFIEL.

Most of the students attributed FLL success to teacher or classroom environment,
family or communtiy assistance and personal drive to leamd FLL failure to not

studying hard enough @ot being sufficiently motivated, teacher or teaching method
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and student composition of the courses. Finally, Graham (2004) conducted a
guantitative study on French la r n e fpara@ptienen Hrench learning by means of
a selfdesigned questionnaire. She found tihatlearners tended to attribute success
to effort, high ability and effective learning strategies, and to attribute failure to low
ability and taskoeingdifficult.

Based orthe above discussioit,appears to indicate that Fldttributionsdiverge
from thosein other academisituatiors in that foreign language learners focus more
on external factors such as teach#refamily and theclassroom envanment, etclt
may befor the reasonthat, in comparison with other academic tasks such as
mathematics and reading, FLL is more practiaed communicatioioriented with

teachers and peer learners.

2.3 Attribution in FLLStudies in China

Anumberofstidi es have been ¢ ond EELtateidutioasinceC h i
the late 1990s Firstly, Qin (1998) and Qin & Wen (2002xaminedthe relation
betweenEFL motivation and causal attribution. The results showed that attribution
had a direct impact orEFL motivationand Chines&FL learners often attribet EFL
success and failurto efforts, learning strategies, learning environment, classroom
teaching, past learning experiences, language competence, etc. Qin $R@HY
gualitatively onthe EFL attrilution of Chinese learnerand he findings replicated
thosequantitativeresultsin Qin (1998) and Qin & Wen (2002). Furthermore, Jiang
(2003) reported the impact &FL attributionsupon strategies used EFL learning

It was signifiedthat B-L successred failure attributions were significantly correlated
with the use of different learning strategids. addition Zhang (2002, 2004)
guestionnairesurveyedwhat Chinese learners attrited to their EFL proficiencyand

oral EnglishachievementThe outcomeswvereratherdiscouraging that most students
thought ofthemselve€FL losers. They attributed failure to lack of ability and effort.
Finally, Li (2004)foundthat most EFL learnerns Chinaattributed their successd
failure to unstable, controllable @rinternalfactors, such as effortEFL learning

strategiesEFL learning attitude, etc.
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Zhang (2002, 2004) and Li (2004dj)e subject t@ number ofimitations. Firstly,
the sample size was not big and representative enough. In Zhang (2002), only 89
English-majors participated ithe study, of whom merely 21 participan¢presented
successful EFL learnerand similarly, only 74 EFL learners were surveyed Li
(2004). Secondly, the statistical methods were sufficiently inferential. In tlose
studies, theymerely conducted descriptive statistics, j.&equency and percentage
analygs. Thirdly, the studie®nly analyzed the commonly recognized attribution
factorswi t hin the framework of Weinerds attrib
full decription ofthe idiosyncrati@ttributionfactors of Chinese EFL learnetsastly,
they did notexaminethe relation betweerthe attribution factors andhe EFL
achievementTo avoid the methodological shortcomings, a fairly larger sample of
participants were surveyed and approaches of esqitory and confirmatory factor
analysis inconjunctionwith regression analysis were adopted in the present study to
investigatethe idiosyncraticsuccess and failure attributions of Chinese terievel

EFL learnersnd itsrelationto Englishlearning achievement.

3 Methodology

3.1 Research Questions

The research questions that guided the present study are:

1. To what factors do the tertialgvel EFL learners in China attribute their success in
English language leaing?

2. How well do the factors of success attribution predict their English language
achievement?

3. To what factors do the tertialgvel EFL learners in China attribute their failure in
English language learning?

4. How well do the factors of failurettabution predict their English language

achievement?
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3.2 Subjects

The subjects of thistudy are Grade 2004 and 2005 undergraduates at Huazhong
University of Science and Technology. When they participated in the study, they were
sophomores and freshmeaespectively A total of 949 subjects participated ithe
guestionnaire surveyof which 355 sehreported as successful learners and 594
unsuccessful learnerg/hat needs caution is that ontile Grade 2004 subjects took
College English Tedand 4 (CET4) in June 2005which wastaken as the indicator

of the subjectds English | anguage achievem

3.3 Instruments
Two instruments weretilized in the study.

On one hand, a questionnamamedSuccess and Failure Attribution Scales for
Tertiary-Level B-L learnerswas developed by the researchers tfog reason that
there was no scale to be adopted to measur
attributions.

As for the procedure of questionnaire developmerd, finst administered an
openendedquestionnaire to elicit data on how tertideyel EFL learners in China
attributedEFL success and failuré\ total of 70sophomore randomly chosefrom
two natural classesparticipated in the survey. Based on the data elicited, we
categorizd thesubje¢t s responses into the items of t
pilot studyon a group of 230 sophomores to investightereliability and validity of
the scal es. The results showed that t he v
attribution scale was8.21 and the KMO value was . 692
sphericity significant (p<.000), which meant that the scales were statistically reliable
and valid. Finally, after the pilot study, the researchers revised the scales by means of
interviewing the subjetsandconsuling theprofessonal colleagues and thigerature
concerned.

On the other, the | earnerodos performance o
subjectds Engl i s h primaily éputhegregressionhpare of elatee n t
analysis CET 4 isthe lowerlevel part of College English TestCET) which is a
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largescale standardized English language test administered twice a yiatibyal
College English Testing Committea behalf ofState Ministry of EducatiormAs a
criterionrelated nom-referenced test, CET is to make assessment of the English
languageproficiency of the tertiaryevel norEnglish majors. Its reliability and
validity have been proved statistically satisfactory by numerous studies (Yang, 1998,

2003; Yang & Weir, 1999).

3.4 Data Collection

The largescale questionnaire survey was administered in regular English class hours
in December 200andthree steps were taken to guarantee the reliability and validity
of data collection First, the researchertogether withthe English course teachers
explained the purpose of the survey to the subjedditidnally, they promised to the
subjects that the data elicited were for researchonge Secondthe subjects were
encouraged to raise any question they Wade respondingd the questionnaire and

the researchensould help and explairior them.Last, the researchers monitored the
whole responding process and remindedstifgiectsof completingthe questionnaires
completely if any information was missed. On averageréspamding durationwas

twenty minutes.

3.5 Data Analysis

The following statisticalpproachesvere utilized to analyze the daf@irstly, item
analyss a both the success and failure attribution scakess conducted Item
analysis aims to exclude the inapmrate items in the scales that cannot tell
significantly the discrepancy of the subjects (Qin, 2q2233. On one handwe put
thesubjects intdhe low and highscore group in terms othetotal scorethey got on

all the 51 items in the scaleith the top 25% as the higécoregroup andhe bottom
25% asthe lowscore one. On the othexe employed independent samplésdt to
see whether the higland lowscore groups scored significantly differently on each

item.
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Secondly,exploratory factor angsis was conductedon both scales, with a view
to extracing factors of success and failure attribusoand testing the construct
validity of both scales We chose maximum likelihood approach out of common
factor models for its appropriateness for fa@wtraction (Conway & Huffcutt, 2003;
Gorsuch, 1990). As for rotation, we adopted Promax approach out of oblique rotations
for the reason thatblique rotations were better in data reduction (Conway & Huffcutt,
2003; Ford, MacCallum, & Tait, 1986). Moreoy&vhile determinng of the number
of factors to be extracted and tfaetoritems, the followingpoints were proposed)
the eigenvalue be more than 1 (Kaiser, 1956), 2) the suppressed absolute value of
variables be more than .30. The suppressed absallite waghe rotation loading or
validity coefficient. Nunnally (1978) argued thate more than .40 to guarantee the
significance ofthe construct validity. However, other researchers suggested that it
was significant to explain the factoras long ashe rotation loadingswere more
than .30 (Hair, Anderson, & Tatham, 1998; Kline, 1994253). Therefore, we set
the suppressed absolute value to more than .30. 3) Stevens (1996) posited that the
item loading on thearrespondindactor be more than .4énhd the item loading on all
the other factors (i.ecrossfactor loading) be less than .40 (cited in Ang, 200%¢.
suggested that the crefxctor loading be less than .38 we set rotation loading to
more than .30, (See Lei & Wei, 2005 for a detaithscussion on the choice of
exploratory factor analysis approaches)

Similar approachess discussed above were adopted foretkgdorationof both
success and failure attributidactors except forthe more strict standaras failure
attribution facors, i.e.,the suppressed absolute value of varialslesuld be more
than .40 and the item cretactor loading be less than .40. The only reafsuorithe
more strict standard®n failure attribution factorswas that tbse on success
attribution factorsvere inappropriate and did not lead to satisfactory statistical results.

Thirdly, with the aid of confirmatory factor analysisewerified significanceon
both thesuccess and failure attribution moglebtained from the exploratory factor
analysis, in aderto answer Research Question Nant 3. As for the acceptability of

estimates in confirmatory factor analysis, we assumedhbatalues of NFI, RFI, IFI,
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TLI, CFI be near or more than .90 (Byrne, 20p17988) and the value of RMSEA
be between .0%nd .08 (Hair et al., 1998)to achieve a statistically satisfactory
goodnessf-fit in the model

Finally, linear egression analys was conductedto investigaé the relation
between success and failure attribution factors and the English laregregement
in orderto answer Research Question N@a@l4The | earner 6s perf or ma
4, the indicator of the English language achievemeats taken asthe dependent
variablein the regression model. The variable values of success and failuratadtri
factors were taken abke independent variablesloreover, he stepwise method was
adopted in the regression analydéhat needs caution is that only the data of the
Grade 2004 subjectsere utilized for the regression analysis for the reasonotiigt
this group of thesubjectstook CET 4.Out of them, a total ofl16 subjects

selfreported successful learnensd245 selfreported unsuccessful learners

4 Results

4.1 Item Analysis

The resultsof item analyss verified the significant scorediscre@ncy the subjects
obtainedon all the 51 items (p <.05h both the success and failure scalgbich
indicated thatall the itemsin both scaleswere valid indifferentiaing the subjects.

Based on the resulteo item was excluded from the scales.

4.2 Exploratory Factor Analysis
We conducted exploratory factor analysis on the success and failure attributions
respectively.

The KMO value of theSuccess Attribution Scaleas .802 (chsquare value =
6041.563) with Bart|l ernt@pdd®0),weidsignifiedthatstp her i ci
was appropriate to conduatxploratory factor analysis. After six rounds of
exploratory factor analys, we got the statistically satisfactory model. The KMO
value was .745 (cks quar e value = 13 7eat of Spheyicitywi t h B a

significant (p<.000) and 51.825% of variance was explained. Four factors were
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extracted. Based on the results and the meaning of the variables in each factor, we

labeledthe four factors extracted in the success attribution scale as, éffacher,

confidence and practical use (See Table 1 for the details).

Table 1. Statistics of success attribution factors

) Rotation Initial Variance
Factors Variables . . .
loadings eigenvalue explained %
I am diligent in English
V8 , 754
learning.
| am perseverant in English
V24 _ .709
learning.
V 19 |invest much in rote learning. .596
Factorl I have specific goals in all
V9 ) ) 574 3.682 21.659
Effort phases of English learning.
I memorize English words as
V 33 many as possible to enlarge m .544
vocabulary.
I have enough time and energy
Vi . : 501
in English learning.
V 39 Ilove my English teacher. 779
Factor2 | feel close to my English
V 16 .751 1.929 11.347
Teacher teacher.
V 15 English class is interesting. 744
English learning is not hard for
V 49 791
me.
Word memorizing is rather eas
V14 .505
for me.
Factor3 . .
. | have good foundations in 1.775 10.442
Confidence V 35 , ) .500
English learning.
I do not lose heart when meetir
V 43  with difficulties in English 415
learning.
V 38 Itryto think in English. .659
| sometimes talk with others in
Factor4 V 37 . 573
) English.
Practical ) . 1.429 8.404
V 22 | memorize words in contexts. .359
use
| read articles in English outsid
V21 .318

the coursebook.

The KMO \alue of theFailure Attribution Scalevas .781 (chsquare value =

8462.189)

with Bartlettds

t e s indicatddthas pher i ci

it was appropriate tcexploratory conduct factor analysis. After six rounds of

exploratory factor arlgsis, we got the statistically satisfactory model. The KMO
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value was .753 (cs quar e value

2945.215) Wi

significant (p<.000)A total of 57.833% of the variance was explained and 5 factors

were extracted. Based on theuks and the meaning of the variables in each factor,

we labeled the five factors extracted in the failure attribution scale as lack of

confidence, lack of effort, testriented learning lack of practical use and lack of

external help (See Table 2 foethetails).

Table 2. Statistics of failure attribution factors

. Rotation Initial Variance
Factors Variables ] ) )
loadings  eigenvalue Explained %
V 49  English learning is hard for me. .726
V28 | am not talented in Enigh learning. .693
I am not confident enough in Englis
Vv 27 , .615
learning.
| have not good enough foundatio
Factorl V35 . . .583
in English learning.
Lack of L 3.900 20.524
) Word memorizing is rather hard fc
confidence V14 469
me.
| have no good learning approack
V25 ) g _ g app 463
in English learning.
| lose heart when meeting wil
V 43 . . . 451
difficulties in English learning.
V8 I am not diligent in English learning .774
Factor 2 _ .
I am not perseverant in Englis
Lack of V24 _ .706 2.319 12.204
learning.
effort _ . .
V 19 Ilinvestlittle in rote learning. .679
My oral English is poor, so | canni
V12 ) .869
learn English well.
Factor 3 My English listening comprehensic
Testoriened V 11 is poor, so | cannot learn Englic .766 1.843 9.700
learning well.
| learn Engli® only for the written
V10 . ) 466
exercises, not for practical use.
V 37 | seldom talk with others in English. .901
Factor 4 V 38 | seldom try to think in English. 672
Lack of | am not brave enough to expre 1.640 8.630
practical use V 36 myself in English, for | am afraid of .553
making mistakes.
| receive no help from my teache
Factor 5 V 47 i ) ) ) 711
or friends in English learning.
Lack of , . 1.287 6.774
| receive no help from my family i
external help Vv 48 .586

English learning.
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Parentsor the school do not attac
V46 enough importance to Englis .501
learning.

4.3 Confirmatory Factor Analysis
We conducted confirmatory factor analysis to verify #ignificance of both the
success and failure attribution masladliscussedabove. The stagtics of the

confirmatory factor analys are presented in Table 3.

Table 3. Statistics of confirmatory factor analyses

X2 X¥df NFI RFI IFI TLI CFI RMSEA

Model of success attribution 257.954 2.283 .985 .980 .992 .989 .992 .060

Model of failure attribtions 475.928 3.352 .985 .980 .989 .986 .989 .063

Inferred fromthe statistics in Table 3, it is safe to conclude that the data within the
two models fit well and the manifest variables defined each concerned latent variable
well. Therefore, the two nuels were statistically significant and accordingly

accepted.

4.4 Regression Analysis
We employed regression analysis to investigate ¢fetion betweerthe factorsof
successand failure #ribution and Englishanguagechievementespectively.

First, the elation betweensuccessattribution factors and EnglisHanguage
achievementvas investigatedl'he results showed that thestatistics was significant
(p <.05), which meant that the regression model was statistically significant and the
independat variables, i.e.effort and teacher, significantly explained the variance of
the dependent variable, i.&nglish language achievement. In addition, we conducted
another linear regression analysis to investigate the relation between effort and
teacherfactors. We assumed that the teachdactora f f e c t | e dortheer O s
reason thatlearners would work hard if theliked the teaching. i&ilarly, the

stepwise method was used. The results showed th&t 8tatistics in model was
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significant (p <.05)which meant that regression equation was statistiealtgptable
and the teachdactor significantly explainedhe effort factor. Based on the results,
the path model on the relation between success attribution factors and English

language achievemewas summarized in Figure 1.

Figure 1. Relation between success attribution factors and English language
achievement

As illustrated inthe path model, the regression coefficients of teacher and effort
onto English languagechievement (.282 and .283 respectively) were significant (p
<05),ie,t he two factors predicted | earnersodo E
showed that the regression coefficient of teacher onto effort (.286) was significant (p
<.05), i.e, the teaber factordefinedl e ar ner 6 s ef fort .

Next, we investigated theslation betweetfailure attribution factors and English
languageachievement The results showed that the statistics was significant (p
<.05), which meant that the regression model watistitally significant and that
three independent variables, j.éack of confidence, lack of practical use and
testorientd learning significantly explained the variance of the dependent variable,
i.e, English language achievement. In addition, wedteted two regression analyses
to further investigate the relation between the thfagure attributionfactors. We
supposed that the thréactors interplay with each othethat istestoriented learning
lead to lack of practical use and lack of coafide, and lack of practical use make the
learners less confidenSimilarly, the stepwise methoevas utilized The results
showed that th€& statistics in the models were significant (p <.05), which meant that
the regression equations were statisticaliyeptable The results indicatethat the

factor of testorienied learningsignificantly interpretedlack of practical use and
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testorienied learningand lack of practical usaignificantly explained lack of
confidence. Based on the results of the regrasaialyses, the path model on the
relationship between failure attribution factors and English language achievement was

summarized in Figure 2.

Testorientation

Figure 2. Relation between failure attribution factors and English language
achievement

As illustrated inthe path model, the regression coefficients of lack of confidence,
lack of practical use and testiented learningonto English language achievement
(.325, .174 and .152 respectively) were significant (p <A@y, isthe threefactors
predicted |l earner 6s E n dvbreosehn, thel eegragsioa g e
coefficients of lack of practical use and tesenid learningonto lack of confidence
(.196 and .368 respectively) were significant (p <.€gt islack of practical se and
testoriented learninglefinedlack of confidenceFinally, the regression coefficient of
testoriented learning onto lack of practical use (.370) was also significant (p <.05),

i.e., lack of practical usenterprded testoriented learning.

5 Disassion

5.1 Success and failure attribution factors

The present study investigated the success and failure attributions of Chinese
tertiary-level EFL learners. Results showed that they attributed EFL success to factors
of effort, teacher, confidence and gtiaal useand EFL failure to factors dack of

confidence, lack of effort, testriented learning, lack of practical use and lack of
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external helpA closer look athe factors signifies that all success attribution factors
are mirrorimaged by the failte attribution factors, which requires us of a unified
discussion on the success and failure attribution factors as follows.

First, Chineselearners attributdcFL success to effortvhile they attribute EFL
failure to lack of effort As Weiner (1979) psits, if learners attribute success
failure to internal factors such as ability and effort, it will generate positive academic
motivation and behavior@ndaccordingly brings about positive effecs shown by
the items that constitute the effort fagtsuccessful EFL learnee diligent and
perseverant in E. learningand invest much in rote learninghile unsuccessful
learnersare not diligent and perseverant enoughciFL learning The findings here
areverified by previoud=LL or FLT attributionstudies (Graham, 2004; Li, 2004; Qin,
1998, 2002; Qin & Wen, 20023s well asthose in academic achievement field
(Georgiou, 1999; Park & Kim, 1998; Wagner et al., 1989).

The next factor Chinese learners attriblake. succes®r failureto isthe factorof
help from teachers, family or friends. When they find the English class interesting,
they may succeed inFE learning On the contrary, they fail the EFL learning if they
consider they lack thieelp from teacherghe family or friends Weiner (1979) blds
that the teacher factos external, stable and uncontrollable, which is adaptive in that
learners are affected much by such external factors as teachers, classroom
environment, the family, etc. Consequently,these external factors directlgr
indreda 'y affect | earners6 academic motivati o
the academic success or failure. As reviewed in Section 2, ledenerso attribute
FLL and EFL success and failure to tteacher or classroom environmdattors
(O'Sullivan& Howe, 1996; Park & Kim, 1998; Qin, 1998, 2002; Qin & Wen, 2002;
Tse, 2000; Williams & Burden, 1999). The highhievers hold an active and positive
attitude to classroom teaching and acknowledge the good learning envirpnment
whereas tie lowachievers d not consider the classroom teaching much helpful to
their EFL learning and hold that learning environment is not good enough (Qin 2002)

Furthermore, as hypothesized at the beginning of the paper, there exist

idiosyncraticEFL success and failure atiutions of the Chinese learnerthat have
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not been discovered since thaye educated in distinctive cultural and academic
settings fairly divergent from those of their western counterpartgss the new
findings not reported by previous studidsatChinesdearners attribut&FL success
and failureto confidence and practical utsctors.Successful learner@re confident

in EFL learning in that they tend not to clathe EFLtaskshard to achievand they

do not suppose thayould lose hearin casethatthey meet with difficulties in EL
learning. However, unsuccessful learnsetf-report theEFL tasks rathedifficult and
thatthey are not talented enough iRklElearning Similarly, successful learnensut
English language into practical ue the reason thahey think and talk with others
regularlyin Englishwhile unsuccessful learnesgeldom communicatwith others in
Englishandt hey @Al earno English the salke way as
mathematics, chemistry, etc.

Both the confieénce and practical use factors are internal, stable and controllable.
As Weiner (1979, 1985) puts it, factors withihe stability and controllability
dimensions affect expectancyhose within the stability and locus of causality
dimensions affect subsegnut behaviors and factors within the three dimensions
woul d intervene and affect | earner 6s acade
learners are confident inFE learning theyarehighly motivated and work hard on it
andthey will be brave enougho put English into practical us€onsequentlyboth
the confidence and practical use factors are adajatiZ&L learning

Another idiosyncratic attributiofiactor found in this study is that the Chinese
learnerstend toattribute EFL failure to testoriented learning. Thegeportthat they
learn English only for the written exercisether than fororal orpractical usewhich
is notararephenomenon in Chind&irst, it is common in China th#te students learn
Englishprimarily for the purpose gbassing various tests, to which they confirteatv
they learn. Put in other words, the whol&LElearning process is tesatriented.
Furthermore, there is no pdor oral skillsin nearly all English tests in China and the
weight of listeningskills in thetests is rather littleConsequentlyit is not strange to
see that EFL learners (even some English teachers) attach tooemptiasisto

written exercises and ignore praescof oral and listening skillsThe testoriented
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learningand teachingipproachs a key explanatiofior the EFL failure.Qin & Wen

(2002) found that Chinese EFL leachievers tended to learn for shtatm learning

goals and focus L learning mucton the testsThey argue thaestoriented learning
mightimprovethetestachievemat in the short run, butitaffech e gat i vel y | earr
academic motivation and achievement in the laing The findingsof Qin & Wen

(2002)interpret the factor aiestoriented learningoundin the paper.

5.2 Relation between success and failureritattions and English language
achievement
Results showed thahe teacher and effort factopredictedthe EFL success, which
was partly confirmed by previous studi€&6 Sul | i van & Howe (1996)
al (1989) found t haternakfactord ésuch as delparonm theirb ut i on
family) and internal factors (such as efforts) are correlated with their reading
achievement . I n addition, Pl att (1988) an
attribution to effort and other internal factors isrretated with their academic
achievement. The findings may be well explained that the teactusffort factos
are key toEFL success. Effort is very important in learnirvgthout which learners
could achieve nothing. Meanwhile, in comparison with otlwrdemic tasks such as
mathematicsEnglish learnings more practiceand communicatiocriented withthe
teacher and peer learnaasd EFL learners depend more on external help from the
teacher andhe family. In a word, the teacher factor and the dfftactor are
indispensable to success indlish learning

However, the attribution factors which predietd the EFL failure, i.e.lack of
confidence, lack of practical use and fesented learningweretotally different from
those that predicteithe EFL success. A a matter of facthe predictors oEFL failure
complemered those of EFLsuccess. Thiglifference explains sufficiently the reason
for EFL success and failur&uppose a group of studentsaiglass receive teaching
from the same teachar the samelassenvironmentandwork equallyhard.Some of
them succeed while the others fail iklElearning What leads tdhe failureis not

that they work lessliligently or they do not have a good teacheut that theyack
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practical useand confidencein EFL learningand the EFL learningis primarily
testorienied. Put in other words, though the effort and teacher factors are
indispensable to success, they do not en&tFe success. It ighe interwoven
functioning of all factors, i.e., effort, teler, confidenceand EFL learning for

practical useather tharfor tess, that guides the EFL learning to success.

6 Conclusion
This studyinvestigatedthe success and failure attributions of Chinese tertesi
EFL learners ands relationto the English languagachievement

Major findings are summarized as follows: Fir&hinese tertianjevel EFL
learners attribute B success tdactors ofeffort, teacher, confidence and practical
use while they attribut&FL failure to factorsof lack of @mnfidence, lack of effort,
testoriented learning, lack of practical use and lack of external Mdpeover of the
success attribution model, the teacher and effort fapt@dictthe English language
achievement while of the failure attribution mod&lck of confidence, lack of
practical use and testiented learningnterpretthe English language achievemeht.
addition the study finds threediosyncratic attribution factorsof Chinese EFL
learners thathave not been reported lprevious studiesi.e, practical use and
confidence in both success and failure attributions anetesited learning in failure
attribution. Finally, the predictive factors of successful and unsuccessful English
languagelearning are complementary to each other. Thisulesndicates that the
effort and teacher factors are indispensableRt &iiccess, but these two factors do
not ensureEFL successlt is the interwoven functioning of all factors, i.e., effort,
teacher,confidenceand EFL learning fopractical useathe thantess, that guides
the EFL learning to success.

A few limitationsin the study exist due to practical difficultig8n one hangdthe
sampling of the subjects is not representative endémgthe reason thahé subjects
are all undergraduateat one key universyt in China and they are mostly academic
high-achievers. Therefore, further research is needed to extend the sampling of

subjects to average universities in order to investig&te &tributions of average
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learners and academic leachieves. On the other the present study is
crosssectional. Though the subjects are freshman and sophomore undergraduates, the
data were collected synchronically due to practical difficulties. A longitudinal study
tracing the same group of subjects is recomradrad investigate diachronicaltie

| e ar BFe attdbsition and its variatia) whichwill lead to a better understanding

ofthel ear ner 6s EFL attri buti on
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Abstract

Rhetorical needs and conventions of various genres have been studied by researchers
such as Swales (1990), Biza (1993), Dudleyevens (1994), Ozturk (2006), and
others. Such studies would help researchers across borders to develop awareness and
mastery over these conventions which would finally lead to formation of specific
genres. Some scholars believe thataed®ers are influenced by their native language
writing culture. On the other hand, some other researchers are of the opinion that in
the light of familiarity with a particular genre some cognitive structuring or
sociorhetorical networks are establishe@onsequently, these networks create
assimilation within a particular discourse community because it is assumed that these
networks are discourse community properties rather than being cultural or national
properties.

Appealing to Bhatia's argument formslarity of contextual configuration of
research article introductions with research article abstract, in this study we analyze
the generic structure of the moves as an index of rhetorical behavior and attitude
towards certain genre and discourse typecutural community, by English and
Persian speakers while writing research article abstracts in English. Sixty abstracts
written by these two groups were analyzed to find the trends in establishing a territory,
establishing a niche, and occupying a nielseset conventions or moves for writing
abstracts.
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The analysis of the results revealed that, in general, both groups responded
similarly to using such moves. The groups differed only at rerel analysis when
the submoves were compared. However e tidifference was limited to their
preference for announcing the present research which is a subcategory of occupying a
niche move. No further difference was found in using these conventions. The findings
suggest that in the field of applied linguisticssaarch article abstract writers
manifest their affinity to rhetorical behavior of discourse community rather than to
their national community and native language writing culture.

Key words: Rhetoric, Abstracts, Cultural Conventions, Discourse

Introducti on

There has been a growing interest in genre as a powerful means of analyzing and
understanding texts in credssciplinary and crossultural areas. The concept of

genre evolves with a new perspective on the nature of language, which views
language as functional tool for achieving particular purposes. Researchers in English

for Academic Purposes (EAP) have performed various studies of written and spoken
genres, such as the research article (Swales, 1990), grant proposal (Conner &
Mauranen, 1999) and s& promotion letter (Bhatia, 1993). Some researchers in ESP

have explored how genres vary across linguistic and cultural communities (e.g.,
Ahmad, 1997; Conner, 1996) while others have focused on genre variation across
disciplinary lines, associating paiar discursive features with disciplinary
communities, (e.g. Melander, Swales & Fredrickson, 1997; Samraj, 2002, 2005;
Swales & Najjar, 1987). The most comprehensive work on the introductions belongs

to Swales (1981, 1990), who developed a model forstnyating their rhetorical
structure. Swales6 model has been used wit
introductions in various academic disciplines in English as well as other languages
(Swales and Najjar, 1987; Najjar, 1990; Taylor and Ch&91;1 Ahmad, 1997,
Jogthong, 2001). Taylor and Chen (1991) compared the structure of RA introductions
written by Chinese scholars and Englsgleaking scholars. The results revealed that

the Chinese group provided less extensive discussions of other scholarwo r k a's

indicated by the length of citations. The reason for this difference is attributed to the
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unacceptability of argumentative and confrontational styles in the Chinese
sociacultural context, (Fakhri, 2004).

Cultural differences and the influemavhich they exert on writers and writing
process are different aspects of the issue. Tardy (2006, ppOI)R in her study of
first and second language genre learning, categorizes genre learning settings to
Aprabaseddd or 00 mesthatseveral similaitiedexist suahmagd ar g
effect of whether they are writing in their first or second language. More importantly
it i's believed that Amany | earners make u:
genre knowledge. Both L1 and L2 writessem to build knowledgenplicitly through
exposure to texts and also madeplicit use of model texts to build knowledge of
generic structure...,o0 Tardy (2006, p . 8) .
developing such genre knowledge would netiecessarily similar in L1 and L2. She
claims that (oral) interactions are influential in genre learning, and interactions are
influenced by sever al factors such as firac
ethnic, and cultural background, (Tar@p06: 8).

Research article abstracts as an academic genre and miniature of research articles
fascinated the genres analysts. Abstract s
introduction has led analysts to seek for an equal organizational paitehe
abstracts. Bhatiads (1993) argument for S
research article introductions with research article abstracts is taken as trigger for
researchers to extend the initial framework of Swales to abstract sectiomerFurt
initiative is drawn from the fact that abstracts have the main function of serving as a
timesaving device by informing the readers about the exact content of the article,
indicating in this way whether the full text merits their further attention (Mart
2003).

Some of the most important studies of abstracts in specific disciplines are those of
Anderson and MacLean, 1997; Salaly@eyer, 1990; Kaplan et al., 1994; Gibson,

1993). The structure of research article abstract and its variation ais@pfirees and

cultures have also been studied (Melander et al., 1997; Hyland, 2000; Samraj, 2005).
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Swales (2004) reconsider the status of o]
rhetorical unit that performs a coherent communicative function inteewor spoken
di scourse. o0 Furthermore, he revises and pi
ofl exi bled conception of move which previo
to certain Agrammati cal uni ts dSHearfuesas a se
that what is more important fanctionnot form. So fiit could be reald.
at the other by sever al sentences. 0 Based
a revised CARS model for Moves 1 and 2 highlighting the possiblelimegyf steps
of Move 2 and Move 1. In a different study, Lorés (2004) explored the rhetorical
structure and thematic organization of abstracts of papers in linguistics. She
demonstrated that significant number of abstracts make use of the CARS, while othe
methods are still used. She used two models of CARS and IMRD, and called her
approach a 6écombinatory typeo. She cl ai ms
constitute each type of abstract seem to display a distinct combination of thematic
patterns,bt h wi t hin the moves or across boundar
p.298). It is understood that what she is establishing is the idea that in order to have an
exhaustive account of the organizational pattern of abstracts written within or across
certan fields of study, the CARS model could be basic framework which is needed to
be supported by the scaffold of IMRD model.

Kanoksilapatham (2005, p.286) in a study of biochemistry research articles
offered a template for the research article rhetorizghnization. She argued that
Swal esé6 move analysis, which was original/l
articles, Ahas been successfully extended
She went on to offer a template consisting akeéh distinct moves, spreading from
the Introduction section to the Methods, the Results and finally Discussion section of
a research article. I n a similar study Ozt
in the structure of research article introdui ons. 0 He showed the di
subdisciplines of applied linguistics, i.e., second language acquisition and second
language writing research. He reported some-dssitiplinary variation in these

subdisciplines, as different and almost unretateove structures were employed.
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The primary purpose of this study is to make comparative examination of the
generic structure of two groups of abstracts written by-maiive and native
researchers in the field of applied linguistics.

There seem$o be two approaches available for Persian speakers while writing
abstracts. On one hand, they follow their presumed dominant style of writing which
would, in turn, reveal intertextuality influence and which would give away traces of
cognitive structuringestablished in L1. On the other hand, they would break their
Persian stereotypes and adopt the English patterns of organization of thought. The
latter might have developed through their interactions with the English texts produced
by their collogues acrossorders. However, this strategy could be conscious and
temporary.

According to Swales (1990) all the members of a discourse community should be
well aware of the conventions, which have been agreed upon by the members. Being
aware of these conventiom®lp them to communicate successfully. According to

Bhatia (1993):

AThe me mber s of the discourse communi
structuring. This cognitive structuring reflects accumulated and
conventionalized social knowledge available to a partialiErourse or

professional community. Cognitive structuring is very much like

schematic structuring in schema theory, except that in the former, it is

the conventionalized and standardized organization used by almost all

the members of the professional commity, whereas in the latter, it is

often a readerdés individual response to

In sum, in this study, the rhetorical structures of the two groups of abstracts were
analyzed and compared based on a move andnswb system. fle analysis was
done based on the model proposed by Swal es
was used for analyzing the abstracts in this study was that, as mentioned before, his

model had been successfully applied in many previous studies.

More piecisely this study tries to test the following hypothesis:
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H: Native and nomative speakers do not make use of moves andnawves
(steps) in a similar manner prominently due to their different linguistic and

cultural background.

Methodology

Material

Sixty abstracts were selected from two journals publishing papers in the fields of
English language teaching and applied linguistics. In the first place the journal of
Applied Linguistics was selected as the leading journal which publishes articles
relatedto teaching and linguistics. Abstracts for the second group were mainly
drawn from the journals published by Iranian universities which are completely peer
reviewed and published after the approval of referees. The publication period of the

articles seleted for analysis is from 1991 to 2005.

Procedures
The framework for the present research was taken from Swales (1990), and the same
coding system was utilized to analyze and show the result of the analysis of the
abstracts as shown in Table 1.

Abstrads in two groups i.e. abstract written by native and-mative researchers,
were selected randomly from leading academic journals. Specifically the journals of
Applied Linguisticsand Nashriyeh Daneshkadeh Adabiyat va Ulume Ensegrie
used respectivelysathe data source for abstracts. The writers of the abstracts for the
first journal were mainly from English speaking countries. The writers of the latter
journal were native speakers of Persian teaching English or Applied Linguistics at

different univerdies in Iran.
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Table 1

Swal es o6

l nventory of Moves

Move 1 Establishing a territory
Step 1 Claiming centrality
Step 2 Making topic generalization
Step 3 Reviewing items of previous research
Move 2 Esablishing a niche
Step 1A Counterclaiming
Step 1B Indicating a gap
Step 1C Questionraising
Step 1D Continuing a tradition
Move 3 Occupying a niche
Step 1A Outlining purposes
Step 1B Announcing present research
Step 2 Announcing principle findings
Step 3 Indicating RA structure

Us ed

by

Resear c

The abstracts were read carefully and the moves and steps were recognized and

marked. The recognition of the moves and-swdves was done mainly on the bases

of the functions of the sentences. However, there are usually some devices, which can

help find the function of some sentences easily. This is done on the basis of based on

the words used in the text. For example, Swales believes that words siitinsathe

preent, we, here, now, | and heréin i n

research

art.i

c |

e intro

(Swales, 1990, p.159). The unit of analysis in this research is sentence. Sometimes

more than one sentence makes one move or one step. One move, sometimes, could

have more thmone step. In such cases the accumulated sum has been reported.

As the instances of moves were considered to be of countable nature, all the

occurrences were counted first. To ensure the objectivity of codification two persons



analyzed the abstractemarately and independently, and then the results were
compared and tallied. After making decision about the type and number of each move
and step, the data were analyzed statistically by SPSS software. Initially the data were
analyzed and compared destikiply. However, to make reliable inferences about the
data and make conclusions about the moves andnswies employed by nemative

and native speakers. As data were gathered from 30 abstracts from each group,
non-Nonparametric Test of MaAwhitney was 6éund as the most suitable statistical

tests in order to figure out the potential difference among the groups.

Results

In Move 1 the researchers intend to create a general territory to inform and assure the
readers that their research is relevant to greea issues of the discourse community.

To achieve this goal they may also utilize somemalves such as step 1 (Claiming
centrality). To clarify the point, some examples of the words used to indicate a certain
move or sublmoves are brought here. In teesxamples N) stands for abstracts
written by native speakers (mainly native speakers of English) NN gtands for
abstracts written by Nenative writers (Persian speakers).

NO. the role of é&onsidenadles ntuerst it on & ecei v e
NN1Q theimportanceo f col |l ecti on éé

The next submove, which can be opted for by the researcher in writing the abstract is
step 2 fhaking topic generalizatignThrough this step the researchers try to establish

a territory by stating a natural kind of generaletagnt like:
N2 Metadiscourseissetfef | ect i ve | inguistic materi al
NN5. TOEFL is widely used as a certificati

The final submove for Move 1 igeviewing items of previous researdh this
step, the researcher reviemse or more items from previous researches to make his

study relevant to them and establish a territory. Here are two example of step 3.

N3 foll owing Bibere et al. (1990) éé.

58



NN1Q the study follows earlier studies

In Move 2 (Establishing a Nicheg the researcher intends to justify his intention in
doing the research by describing an unanswered question or an inadequacy in

previous researches. This move consists of thersukes:

Step 1A (Counteclaiming)

N22 Although stuges of this question have been carried autajor problemn
the design of these studies have been their failure to gather sufficient

information.

NN16 As for writing courses, written feedback has been proved tof bigle

help.
Step 1B (Indicating &ap)
N25 Howeveras with a chil ddés devel opment,
NN1Q there have beehowever f ew studies to takeceéeé
Step 1C (Questieraising)

N21 How didthe instructional design affect the ways in which they developed

their talk?

NN13  éinvestigatevhetherornot he generi céé

In Move 3 Occupying a nichethe researcher intends to introduce his exact goals of
the research, procedure and methodology and also the principal findings of the
research. Occupying a niche is present in albtidyzed abstracts. The soimves of

Move 3 are:

Step 1A (outlining purpose):

by

N2 . weoffera r eassessment of meta di scour seé.

60



NN2.Thispapei s an attempt é.
Step 1B (Announcing present research):
N4. éreal a t tneadtdie treateddvatitaatioorma y

NNL the functional study is conceived as

Step 2 (Announcing Principal findings):

N3. Theanalysis indicat¢ hat é.

NN12. Itisfoundt hat f i gur ati veeée.
Step 3 (Indicating RA Structure)

N13 Inthe subsequent secti@ns

NN3 The consequeneef t he fi ndingsé.

The linguistic comparison of the words and statements used in the examples
mentioned above indicates that the linguistic behavior of the two groups is identical.
For exampl e, i n Mo veensideabledS t eempdorteic® t wer evor d s
used by native and nemative speakers to highlight the importance of issue which the
author is dealing with.
The descriptive analysis of the moves andsuves in both groups is shown in
Table 2 and Figure 1. For example, van see that the frequency of Move 1 in the
first group (nonnative) is 22 and in the second group (native) is 16. The frequency of
Move 2 in the nomative group is 10 and in the native group 12, and finally the

frequency of Move 3 for nenative groups 69 and for native group 64 respectively.
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Table 2

Frequency of moves used by noative and native speakers in research abstracts

Abstract origin Move 1 Move 2 Move 3  Total Moves

Used

Non-native Speake 22 (21.8%)  10(9.9%) 69 (68.3%) 101 (100%)

Native Speaker 16 (17.4%) 12 (13%) 64 (69.6) 92 (100%)
80 4
70
69
60
50
)
<
w
30
20 22
) .
10
0 T
Move 1 (Establishing a territory) Move 2 (Establishing a niche) Move 3 (Occupying a niche)
‘ @ Non-native speakers B Native speakers ‘

Figure 1: Use of three main moves by f@tive and native speakers

As the mere descriptive statistics did not reveal much about the groups, inferential

statistical analysis of the data weene with Nonparametric Test (MaiWhitney

Test). The rational for using nonparametric test was that the data pool was determined

as equal prior to the study, so statistically the normality of the population from which

the data were drawn could not bewamsd. The results of the test are shown in Tables

3 and 4. As the study of Table 3 reveals, asymptotic significance is less than 0.05 only
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in the case of Move 3_Step 1B (announcing present research). That is, the null
hypothesis is rejected. In other wortlsere is a difference between the groups in this
case. However, the difference is limited to one-sudve and the results fail to reveal

significant difference between the moves used by the two groups.

Table 3
Results of norparametric ManiWhitney Test comparing

use of moves and suboves by nomative and native speakers

Moves Mann-Whitney U Asymp. Sig.
(2-tailed)
Movel 369.000 .185
Movel_Stepl 405.000 351
Movel_Step2 390.000 .200
Movel_Step3 435.000 .756
Move2 420.000 595
Move2 SteplA 450.000 1.000
Move2_SteplB 435.000 767
Move2_SteplC 435.000 .643
Move2_SteplD 450.000 1.000
Move3 385.000 .283
Move3_SteplA 360.000 .055
Move3_SteplB 300.000 .008
Move3_Step2 435.000 .783
Move3_Step3 420.000 .393

Moves n general 386.500 .326
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Table 4

Mean ranks comparisonofnonat i ve and native speakersoé at

Move Abstract origin N Mean Rank
Non-native 30 35.50
Move 3_Step 1B
Native 30 25.50
Total 60 -

Discussion and Conclusions

As stated earlierni the introduction section, the present study investigates the

rhetorical structure of RA abstracts from articles in applied linguistics written by

natve and nomati ve researcher s. The anal ysis hac
model as the analytical freework.

The nonparametric Mann Whitney test was run at all macro and micro levels i.e.
Moves and Steps (suboves). The results, as shown in Table 3, indicated that, in
general, both groups responded similarly to using such moves. The groups differed
only at micrelevel analysis when the suboves were compared. However, the
difference was limited to their preference &mmouncing the present reseansthich
is a subcategory of the mowecupying a nicheThe Mean Rank comparison as a
component of ManWhitney test, as shown in Table 4, reveals greater use of Move
3_Step 1B &nnouncing the present reseaydy norrnative research abstract writers.
The Mean Rank for nenative speakers is relatively higher (i.e. 35.50) while this
mean for native speakeis 25.50. Furthermore, out of four steps of the move
dccupying a niche , the depl oyment of three steps
3_Step 3 lfdicating RA structurewhere its frequencies are 4 and 2 for imaive
and native speakers respectively.

In general, the analysis did not show any meaningful differences in the use of the

moves, but it showed minor differences in the-suves (steps). These differences,
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according to Fakhri (2004), can be due to the ecodtsiral differences of the contexts

in which the researchers are living. However, she compared the rhetorical structure of
RA introductions in Arabic and English. Therefore, it could be argued (though naively)
that either her conclusion on the Introduction section of research article mhg not
appropriately generalized to the result of the present study which deals with the
Abstract section, or it could be said that the cultural difference of the research paper
writers has been overpowered by the need for creation of harmony in (geogrgphicall
two diverse journals which in itself is driven by the desire for creation of a discourse
community across borders.

In an attempt to reflect upon on the results of empirical studies done by various
scholars through examining some journals Reviewof Applied Linguistics (ARAL)
andLanguage Teachingdwales (2004, p.208) divides research papers into theoretical
and experiment al ones. More specifically,
(or RA) needs to be sutategorized into theory piegereview articles and the
experimental or dath as e d RA itsel f, o (Swal es, 200
acknowledges the modification in the size of Method sections of research articles in
some fields. For example, he demonstrates his surprise finding hyimgpibe fact
t hat At he major differences do not | ie so
but rather in the Method and Result sectic
has come a surprise confirmatiionn fotfh ew h2a0t0 1h
i ssues of the journal Applied Linguistics,
a research paper should show significant resemblance to it in its structural
organization. However, whatever the reason for this variation be, the finofirige
present study suggest that this variation exists and acknowledged or reflected upon
globally and across borders. More precisely, -native research abstract writers
respond globally to the requirements of the-didezipline of applied linguisticand
act harmoniously with their native colleagues when they produce such short written
communications. In other words, cultural differences are diluted in the face of

discourse community strategies, applied linguistic being an example of the case.

65



A major opposition could be seen between the findings of the present study and
the one completed by Taylor and Chen (1991) where Chinese used Move 2 with
considerable caution and hesitation, and Ahmad (1997) where she reports that
Malaysian scholars prefés avoid this move. However, it has already been suggested
that when this move is used, it is not used to establish a niche (or more precisely to
indicate a gap), rather it i s repBcatidg wi t h s
previous studies usingolc a | material so. For exampl es t
structures such 6the study address the sal
nonnati ve speakerso. In |l ine with Tayl or
(2005, p. 287) c o ar@tion plagssa vitalhraet within¢he benra of a | v
research articles determining the rhetoric
intriguing question of variation due to disciplinary expectations, or modification of
rhetorical styles to match with tleentext still remained to be solved.

Speaking in terms of the context within which these texts are produced, the
findings of the present study fai/l to agre
Ahmad (1997) and it shows a different result in ®whuse of Move 2 where Iranian
nortnative researchers (in terms of English language) do not resort to such hesitations
and cautions reported in Ahmad (1997). This could be due to various reasons such as
discussed in the following.

First, this could be #ibuted to different reasons such as cultural differences
prevailing in China or Mal aysia and | ran,
social norms and codes, or the pressure perceived by the researchers to publish in
their respective contexts.

The second justification could be difference in cognitive structuring of the
researchers in theses different contexts. In general, the findings of the present study
suggest that in order testablish nichd€lranian) nonmnative researchers follow their
fellow native speaker colleagues in the West when tbheyterclaim, indicate a gap
raise a questionandcontinue a tradition This would be due to difference in culture,

or again feeling affinity more with international colleagues.
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A third argument could é linked to the cultural differences and the influence
which they put on writing process. As discussed already by Tardy (2006) the
processes of genre learning are not necessarily the same similar in L1 and L2 because
of race, class, and gender, as welliaguistic, ethnic, and cultural background. This
might lead one to conclude that the results also would be different. In line with the
finding of the present study, she has pointed out both L1 and L2 learners make use of
implicit exposure to specific gemras well as explicit use of model texts which build
knowledge of generic structures.

Fourth, the influence of Western academic influence either through education or
through other means is to be taken into consideration. Furthermore, to get an article
published, the discoursal requirements of the journal and the reviewers can also have
a huge impact upon the writers.

In sum, the findings suggest that in the field of applied linguistics, research
article abstract writers manifest their affinity to rhatal behavior of discourse
community rather than to their national community and native language writing style.
The Iranian academicians, to a great extent, have succeeded in building a cognitive
structuring which is shared globally by their native colieguacross borders through
implicit exposure to rhetorical genre of research paper abstracts as well as explicit use
of the same organizational pattern of rhetoric in the research reports they produce.

It is worth noting that the result of the presentdgticould be pedagogically
significant since reaching a consensus of opinion on conventions and standardized
structures in the abstracts can help the syllabus designers make it easier for the
learners to learn how to write widely acceptable abstracts, awiite abstracts

which would conform to the rhetorical genre of the discourse community. If an
explicit training of the organizational patterns of the research abstracts is planned, the
outcome would be tailoring of the minor difference, reported inghger, which in

turn, would result in complete concurrence of the patterns used by both L1 and L2

speakers.
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Abstract

This pilot study reports on the use of a sefessment of class participation
procedure used in EFL classes at a university in Tokyo. In judging its effectiveness
and potential use for futureourses, the selissessment process is itself assessed
according to the five principles of practicality, reliability, validity, authenticity, and
washback. After implementation with approximately 70 students in three
communicative English classes, usage student feedback point to the effectiveness
of the selfassessment instrument particularly as a consciousasgsg tool in
promoting more class participation. However, the main potential problem with
seltfassessment, reliability of student scoriisgalso apparent in the pilot study.

Key Words: selfassessment, class participation, pilot study, assessment for learning

Introduction

In the past 25 years or sselfassessment (SA) has become a more advocated and
widespread assessment option, botmainstream education and in English language
teaching. It has generated quite an extensive body of research and been a prominent
area of inquiry and discussion, particularly in the areas of learner autonomy and
language testing (Benson, 2001). In langudgening contexts, SA has primarily
focused on issues of proficiency, ability and tpskformance (see, for example,
Alderson & Banerjee, 2001; Douchy, Segers, & Sluijsmans 1999; Oscarson, 1997;

Ross, 2006). Selhs ses s ment may be deat§ thateatuirea s nany
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students to judge their own | anguage abil i
p . 53) , and Aprovi des an approach i n  whi
according to a number of criteriassidyor di me
(2007) notes that, for students, satsessment is defined by the acceptance of
responsibility for their own learning and performance.

This paper reports a pilot study focused on-asffessment of class participation
set in three EFL classesauniversity in Tokyo, Japan. It examines the effectiveness
of the SA procedure used with regard to five fundamental principles of assessment:
practicality, reliability, validity, authenticity, and washback. In this investigation
students in communicatv English classes used a performabased assessment
instrument to selaissess their degree of active class participation.

A primary responsibility for teachers i
environmento (Bl ack, Ha am, 2808, p, 20)L®is js Mar s h
premised on the idea that for learning to be effective, the active involvement of
students is essential. Encouraging such active participation can sometimes be
problematic for language teachers, especially in mandatory courseaahanclude
students with little need or desire to improve their spoken proficiency in the target
language. The use of a student sel§essment procedure is one possible way to

encourage active class participation and maximize L2 learning.

Class parttipation and language learning

Determining cl ass participation ma y be re
studendscsaddeaminc performance within a subjec
20). An examination of motivation in the classroom by Skiraret Belmont (1993)
discussestudent engagemennd their operationalization of this term offers a close

approximation of how class participation is considered in this investigation:

Engagement versus disaffection in school refers to the intensity and
emoti onal gual ity of chil drendés i nvol ve
learning activities . . . Children who are engaged show sustained behavioral
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involvement in learning activities accompanied by a positive emotional tone.

They . . . initiate action whn gi ven the opportunity,
generally positive emotions during ongoing action, including enthusiasm,
optimism, curiosity and interest. The opposite of engagement is disaffection.
Disaffected children are passive, do not try hard, and giveasifyen the

face of <challengesé [they can] be bore
about their presence in the classroom; they can be withdrawn from learning
opportunities or even rebellious towards teachers and classmates (p. 572).

For learning to tike place, students need to exert effort and be engaged and involved

as active participants in the learning process. This is especially true in the

communicative language learning environment where the target language is both the
object of study and the miedn of student interaction.

The English language course discussed in this pilot study uses a communicative
teaching methodology focused on maximizing student speaking time through
pair/group work. The rationale for such student interaction is root#einteraction
hypothesis(Long, 1996), which posits that acquisition of language will occur as
learners actively engage in attempting to communicate in the target language.
According to Al | wr is@hgtage(lear@iigQ ). It is foterely er act i o
the process whereby learned linguistic knowledge is practiced, but rather the process
whereby linguistic knowledge, and also linguistic ability, are themselves
devel opedo(p. 6) . Wit hout studentso act i
language leaning environment very little fluency development can take place. Such

classes can be an unproductive waste of time for disaffected, passive students.

Self-assessment pilot study

This report describes the implementation of a-aseffessment of class peipation

framework in English oral communication classes for pesir students at Tokyo
Womandéds Christian University (TWCU). The S
study in a course called Communication Skills (CS). Pilot studies enable researchers

to determine whether the research instrument may be inappropriate, too complicated

or otherwise ineffective (van Teijlingen & Hundley, 2001). This investigation was
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conducted over a oremester period (Septec.) in order to determine whether the
SA procedue should become a more permanent feature of the CS course.
A self-assessment of class participation score sheet (Appendix A) was used with
three different CS classes, involving approximately 70 students. It was hoped that the
SA checklist used woulddbc o me a teaching and | earning t
language development, encouraging active engagement with the classroom

community, and discouraging disaffection and passivity.

Evaluating an assessment procedure

When designing and evaluating assese nt pr ocedures, the #fAfive
be considered are practicality, reliability, validity, authenticity and washback (Brown,
2004, p.19). Based on these fundamental criteria, six essential questions will be used
to assess the SA proceduredisethis pilot study:

1. Is the assessment procedure practical?

2. Is the assessment reliable?

3. Does the procedure demonstrate content validity?

4. Does the procedure demonstrate face validity?

5. Is the assessment authentic?

6. Does the assessment ofieneficial washback to the learner?

By answering these six questions, and thereby forming an overall assessment of this
SA procedure, an evaluation can be made as to the effectiveness of the procedure and

deciding whether it should continue to be usefiifare CS classes.

Review of the Literature

Self-assessment is often situated within the broader aredtavhative assessment

which has been defined as 0. . : an ongoin
in making judgments about the studer@@ pr ogr ess i ncohvantiogal age usSi
strategieso (Hancock, 1 9 9-4ssessmenBprocedufeb e u s e

and other such types of alternatives in assessment, may be characterized by: being

carried out in the context in which theataing takes place, allowing students to be
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assessed on what they normally do in class, encouraging disclosure of standards and
rating criteria to students, and requiring students to perform or do something while
providing information about their strengthsd weaknesses (Brown & Hudson, 1998).
Self-assessment is one form of alternative assessment which seeks to make the
assessment process more stuaemtered in order to better support and maximize the
learning taking place.

The extensive literature no selfassessment identifies a number of potential
benefits and drawbacks associated with its use. Potential problems with students using
seltfassessment include: lack of accuracy in student judgments, SA being prone to
evaluative biases, students havimgited experience of assessing themselves, and
student perception of assessment as being
scoring is the main argument against the use of SA. However, the potential benefits of
selfassessment have also been widelyognized. They include the fact that SA can
be directly integrated into the teaching/learning process, encourages learner autonomy
and may increase student motivation, It ca
and can result in increased student lmgment in monitoring and assessing their
language performance (Brindley, 1989; Brown 1998).

As mentioned, SA has been a prominent area of research on issues of proficiency,
ability and taskperformance for language learnersis body of knowledge puides
teachers with a valuable source of theoretical underpinnings as well as practical
classroom applications for dealing with safsessment (see, for example, Baily, 1998;
Blanche and Merino 1989; Boud, 1995; Boud and Falchikov, 1989; Cohen, 1994;
Haris, 1997; Simonian and Robertson, 2002; Saito, 2005; Todd, 2002).

Language teaching practice has been usefully informed by SA research from a
variety of educational contexts. Chappelle & Brindley (2002) summarize the major
insights on SA practice thatihe been provided:

1. The importance of providing students with training in the use of SA techniques;
ability to seltassess should not be taken for granted.

2. The transparency of the assessment instrument impacts accuratssstiment.
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3. SA scalesra most effective when statements they include are situation specific and

have a close relation to studentsdé personal
4 . A st udent 0 sassess and also the acausmcy of that assdsfment may

be affected by cultural factors.

Reviewing the research evidence, Ross (2006) reported finding, across a variety of
grades and subjects, persuasive evidence that SA made contributions to improved
behavior and student learning, as well as higher achievement by students. Harris
(1997) explaied that the potential power of SA procedures in affecting students is
based on the simple fact that the assessment focus is on stadgnotled behavior.

Selfassessment is a fundamental component ahisgeessment for learnin@fL)
movement, origingng in mainstream education in the UK. AfL is defined by its
|l eading proponents as fiany assessment for
purpose of promoting studentsdé | earningo |
Wil liambés ( 1@wWd dhe formatiMeassassment éterature, they contend
that selfassessment lies at the heart of assessment for learning for two reasons: it is a
way of informing and involving the students themselves in the assessment process and
it is @ means by whicthey take responsibility for their own learning. Assessment for
Learning encourages teachers to equip students with the capacity and desire to take
charge of their own learning through developing-asessment skills, and it forms
an important theoreticdlase for this investigation.

While an extensive body of SA literature exists, the issue ofasséssment of
class participation in an EFL/ESL context has been little researched or reported. The
number of such empirical SA studies or reports availabthe literature is minimal.

In an unpublished paper, Philips (2000) created aasskssment rubric in which
students rated their class participation in aymversity ESL class in Hawaii. This
SA instrument was completed by students in the haidfithe semester and followed
up by a teachestudent conference in which students set future goals. A copy of
Phillips seltassessment of class participation instrument is reproduced in Brown
(2004), making it one of the few examples of such a toolablaiin the literature. It

includes such criteria as attendance, asking/answering questions, participation in
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pair/group work, active listening and completion of peer reviews. The results of
Phillips investigation are, however, unreported,

Another suchreport comes from a Japanese context. Harrison, Head, Haugh, &
Sanderson (2005), focused on sedfessment and its uses to motivate active class
participation. The authors describe a number of SA approaches used in their classes at
a Japanese universitgnd student reactions to them. These included scoring of class
participation in note books, action logs and class journals related to class learning and
progress made, sedfvaluation handouts, and learning journals. A questionnaire to
gauge student reaghs to SA indicated that sedlssessment may lead to: positive
learner outcomes such as increases in active participation and L2 communication,
student thinking about progress, student confidence, and increased awareness of the
connection between activeamicipation and English language skill improvement.
Harrison et al. (2005) also include a number of principles to guide instructors who
wish to implement a SA framework. These principles include the importance of the fit
bet ween t he t egmmuapproadthes asdithe kired,of SA taariedsout, the
need for repeated opportunities for SA, and the fact that students will find SA easier if
the procedures used have detailed, specific criteria. They concluded that students
can make a connection betwessif-evaluation and active class participation and that
this mode of assessment can provide a tool to assist students in more fully realizing
their learning potential.

The paper by Harrison et al. (2005) does not include any of thassdEsment
rubrics actually used by students. Also, in the otherwise extensive body of SA
literature,not enough is known about what students actually do, think and feel when
they are asked to engage in ssdessment (Andrade & Du, 200The pilot study
reported heresione of the few examples sélfassessment of class participation in an
EFL/ESL context, which includes both the assessment tool used, a detailed
description of the process and outcomes, and student views on the assessment

procedure.
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Methods

Setting andContext

Tokyo Womands Christian University (TWCU)
For all students entering the university, English language classes are mandatory. One

of two required oral communication courses organized by the Dept. of English is
called Communication Skills (CS), and is g
fluency and listening comprehension skills. The yeag course is in two parts;

CSA is taken in the spring semester (Aphilly) and CSB is taken in the fall

(SeptDec) . Beyond a broad goal of developing
English, and the use of a textbook reflecting a communicative language teaching
methodology, there is no explicit syllabus containing course objectives and
assessment procedures ingglaAccording to departmental guidelines for the CS

course, 50% of the final grade is to be comprised of language lab work, attendance

and a final speaking test. The remaining 50% is to be determined by weekly
classroom participation/performance. It is wpindividual CS teachers to interpret

and to put these general guidelines into practice.

Participants
Approximately 70 female students from three different CS classes were involved in
this pilot study. Each class was comprised of 23 or 24\feat stalents, all Japanese.
These first year students were grouped together according to their declared major
(English, Psychology, History). Classes meet for 90 minutes, once a week, for
approximately 15 weeks per semester.

The 18 to 19 yeaold students inthese classes exhibited various degrees of
spoken proficiency in English. Using the generic descriptions for speaking in the
ACTFL Proficiency Guidelines (1999), the English abilities of the students in these
groups would range f r ceminidally and with difiicdity ( 6 ¢ o mmu
by using a number of Il sol ated words and mi
(6abl e to handle successfully a variety of

students, in particular the English majors, were eageortaranicate in English and
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improve their fluency. However, because this is a mandatory course, classes
invariably contained students who had less desire to improve their speaking skills,
were passive in terms of participation and use of the target languagay have had
a negative attitude about learning English.

The pilot study was conducted during the second semester-(Bept) of the
school year. By September, students had already had a spring semester of 15 classes
together and were familiar witeach other, the teacher, class materials and lesson
routines.It would be fair to say that for most, if not all, of these students this SA

procedure would have been their first experience of assessing themselves in this way.

Materials

This investigatiormade use of two sources of data, the SA score sheet (Appendix A),
and a student survey (Appendix C). For both documents, a complete translation into
the students native language, Japanese, was included.

The SA score sheet is a criterdmgferenced angtical scoring instrument. It was
compiled and revised after considering the desired types of attitudes and behaviors
exhibited by students in being active class participants. Out of this process, six criteria
(explained in Table 1) were established: guality and participation, attentiveness
and task completion, speaking English, active listening, speaking Japanese and overall

effort and attitude.

Table 1.SA Score Sheet Assessment Criteria (without Japanese Translation)

1. Punctuality and preparation

| came to class on time and was prepared (including doing any review or homey

2. Being attentive and completing tasks

| stayed focused on English and did not waste time chatting, checking my cell |
sleeping, etc. | actively completed textbadercises or other activities.

3. Speaking English
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| tried to communicate as much as possible in English by giving lots of inform:
asking questions and volunteering my thoughts and ideas.

4. Active listening

| tried to listen actively to my classtes and to the teacher

5. Speaking Japanese

| tried hard not to use any Japanese during English speaking activities and

discussions.

6. Overall effort and attitude

| have been aactive member of this class, not a passive one. | made strong €
to communicate in English with other students and improve my speaking and lis

skills.

It was determined that these six criteria would cover the essential elements of active
class participation. They would enable students to assess their degreevef acti
engagement with the target language and their peers during class time. Students were
told that the teacher would use the same criterion to make decisions about the class
participation component of their final grades.

The SA score sheet has two sewsioln Section 1, students were first asked to
write the date of the seHfissessment, and then think back on what they had been doing
and saying in class during the previous three or four lessons. They then used the

following Likert scale to give themselsea score from 1 to 4 for each of the six

categories:
1= seldom true for me 2 = sometimes true for me
3= generallytrue for me 4 = almost always true for me

On Section 2 of the score sheet, students were asked to take a few minutes to write
sane comments about their class participation and/or goals for future classes
(Appendix B provides some examples of student comments).

On the last day of class a student survey (Appendix C) was administered to get

some insight into student attitudes amadderstanding of the purpose, criteria and
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perceived benefits of both the SA score sheet and theassdfsment process.
Students used a Likert scale from 1 to 6, to show their level of agreement with the ten
items on the survey. At the end of the sunapace was provided for any additional
comments about the SA procedure. Approximately 70 SA score sheets, and 65 student
surveys from three different class groupings of students were collected and analyzed.

A few students were absent during the final clalsen surveys were completed.

Procedures

On the first day of class students were told, in English, about the importance of active
class participation and how it would be the primary consideration in determining their
course grades. This class then ideld a terminute introduction to the SA score
sheet, the six criteria to be assessed, and explanation of the SA procedure. Students
were told that their SA scores would not be used for determining final grades. They
were then given a few minutes to discusth each other, in Japanese, whether they
understood what SA was about and how the score sheet would be used. They were
also given the opportunity to ask questions about the SA process during this first class,
although no questions were asked. This waes éxtent of student training and
preparation for the SA process to come.

At three different points throughout the semester, students in the three CS classes
were asked to complete the sa#fsessment rubric. The first of the approximately 15
classes bégan in late September and studentsassdessed their class participation in
late October, November and December. They gave themselves a 1 to 4 score for each
of the six categories. A total score for that assessment period (usually 3 or 4 classes)
was tlen added up, out of a possible maximum score of 24. The finadssdtsment
was completed during the last regular class meeting in late December.

On each of the three SA days, the last 10 minutes of a lesson was allotted for
students to complete tlseore sheet. Score sheets were then taken up by the teacher
and held until the next assessment, in the following month. No written commentary or

feedback was given by the teacher on the score sheets.
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In Section 2 of the score sheet, for the first amcbad assessments (October and
November) the students were also asked to write some comments about their class
participation or future goals. At the end of the course, students were asked to write
some final comments about their class participation ovdralhg the entire period
(Sept:Dec.). They were required to complete the comments section of the SA
checklist in English, with the aid of a dictionary if they wished. The SA survey was
distributed to students on the final day of class. Students comjiethadrtly after

finishing the last of the three selfsessments.

Results

This section will report findings from both the SA score sheet and the student survey.

SA score sheet

With approximately 70 students scoring themselves in six different casgon

three occasions during the semester, the SA rubric generated a large amount of
numerical data. As mentioned, the scoring options were from 1(seldom true for me) to
4 (almost always true for me). The total added score for the six criteria is a maximu

of 24.

While a detailed analysis and comparison of individual or class scores was not
undertaken in this pilot study, an examination of the score sheets revealed some
overall patterns:

1) The | arge majority of scores for the

2) Most student s 0 -24range fer sachftaal slcorei n t he 20

3) Some scores of 2 (sometimes true for me) were evident throughout the

score sheets. Scores of 1(seldom true for me) were very rare.

t

h |

4) The category which received the highest numberof2or es was O0Speaki

Japanesed6 (trying hard not to use Japan:

5) Total scores generally showed a pattern of increase over the three assessments

(for example, October total= 18, Nov. = 21, Dec. = 22). However some total
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scores remained the same, or even decreased from one assessment month to
another (possibly due to lateness or absences).
6) Individual and total scores for the English majors group were slightly higher

overall than the other groups.

In Section 2 of SA scersheet the students were asked to write some comments

about their active participation in class or future goals. The following ideas/attitudes
were recurring themes among the student commentary:

1) A desire to improve vocabulary skills (in order to help etid better express
themselves in pair/group discussions).

2) Enjoyment in being able to communicate with fellow students.

3) A desire to use less Japanese.

4) Frustration with inability to express t
candét say tohi.ngSso me wsa nutd etnat!s note that t
switching to Japanese.

5) Shyness, anxiousness, lack of confidence in ability to communicate.

6) Expressing the feeling of having Apoor |

7) Worrying about making mistakes when speaking.

8) Wanting to be rare fluent English speakers.

9) Feeling that ability to communicate in English was getting better.

Student comments in Section 2 give a deeper insight into their perspective on the
struggle to communicate in English and be active members of the classroom

community. Examples of such commentary can be read in Appendix B.

Seltassessment survey

In consideration of whether to make saffisessment of class participation a more
permanent component of the CS course, gaining student perspectives on the process
was essential. Consequently, a student sunAgypéndix C) was administered and

completed by 65 students during the final class. For this pilot study, the most
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important points were the final three issues on the survey: if the SA process
encouraged students &otively participate in class (item 8), whether they spoke more

English in class due to the SA process (item 9), and if they recommended using SA

for future classes CS classes (item 10). Student responses to these three items are
represented in Figures 2, and 3 below. In addition to student attitudes toward these

final three items on the survey, some of the most interesting survey results relate to
item 7; whet her studentsOd assessments on t
class efforts. Figurd below represents student responses to this reliateléyed

item.

As mentioned, the survey used a-point Likert scale on an agrelsagree
continuum. The four charts presented here show frequency of responses and
percentages from the 65 studentho responded to the survey.

Figure 1 below shows student responses to the survey item checking whether they

thought the SA process encouraged them to actively participate in class.

Figure 1 SA encouraged active class participation (N=65)
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